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PREFACE 

The United States public schools offer a unique 

opportunity for learning. As a nearly daily gathering 

place for a large portion of our population, schools are 

well-established as information centers, social centers, 

"and research centers. As a significant institution in a 
J 

democratic society, one would suppose schools to be 

creative examples of democratic ways of learning. Yet, 

many, if not most, schools provide an opposite example. One 

has only to examine or recollect his own school experiences 

to recognize some of the characteristics of authoritarianism: 

the teacher is expected to create, control, and direct the 

classroom activities toward his own goals; the student, in 

turn, is expected to follow instructions explicitly 

(because "teacher knows best"), and, generally, to be only 

as responsive and imaginative as suits the teacher. 

If democracy is truly the life's blood of our 

society and its institutions, then we can no longer ignore 

the discrepancy between our verbal allegiance to democracy 

and our actual authoritarian performance in the schools. 

We can no longer ignore the fact that many classrooms are 

unlovely learning places. How, then, can students and 

teachers create a pleasant, even exciting, learning 

experience together? Perhaps the challenge begins with the 

iv 
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individual teacher, aware that democratic classrooms more 

nearly serve as a productive learning setting than do 

authoritarian classrooms. Furthermore, the teacher, because 

of our educational structure, is in a position of more 

"power" to effect a change than is the student. 

I chose to redress the imbalance in the classroom 

because that is where I devote most of my professional time. 

This study, then, is primarily a documentation of my 

experiences and observations as a teacher of French, acting 

as a facilitator for a democratic learning climate in a 

junior college classroom. It is my hope that through this 

study, other teachers will be encouraged to institute some 

of the democratic methods that are appropriate for them and 

their students. Despite the difficulties I encountered, or 

perhaps because of them, I am persuaded that a classroom 

free for the students and the teachers alike to share their 

learning is imperative today. 

My sincerest thanks to my husband, Oscar, for his 

constant encouragement; to my family, to Ken, and to J. F. 

A special thanks to my director, Ed, and to Dr. 

Chambers, and to Dr. Allen. 
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ABSTRACT 

The increasing lack of interest in foreign languages 

is causing a decline in the teaching of foreign languages at 

the secondary level, thus, at the college and university 

levels as well. 

The type of atmosphere that might help to revitalize 

the teaching of French and to achieve greater success in the 

French classroom is the democratic process. This learning 

process offers each student experiences which call for 

decision-making, independence, and self-direction in a 

classroom where he is confronted with real problems for 

which decisions count. This study then investigates the 

effectiveness of the acquisition of French language skills 

in an elementary Junior college classroom utilizing this 

democratic method. 

First, there is an in-depth discussion of method

ologies utilized in the teaching of French including 

Grammar-Translation, the Natural method, the Direct method, 

Programmed Self-Instruction, Individualized instruction, and 

the DeSauzg method. 

In order to explain the democratic method, a 

contrastive analysis is made between the democratic and the 

authoritarian methods using a categorical framework in

cluding: Climate, Control, Goal setting, Communication, and 

ix 
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Evaluation. These are discussed in relation to the learning 

environment, the student, and the instructor. 

A critical analysis of the language learning process 

through the democratic methodology ensues in which the 

sources for documentation of the data are: the instructor's 

journal and a structured student-instructor evaluation 

instrument consisting of quantitative and qualitative 

questions. 

These data are presented in two segments, each of 

which corresponds to the student's progress and productivity 

in the French language. 

There is a comparative analysis between the pro

ductivity of the students who learned French in a tradi

tional method and those who studied it under the democratic 

method. 

The students in the democratic group were more 

productive in the later stages of their learning process 

while the traditional group was initially more successful 

in acquiring French language skills. 

This investigation suggests that although the 

experience was initially difficult for both the instructor 

and the student, the final outcome was satisfying and 

rewarding. 



CHAPTER I 

INTRODUCTION 

We live in a multi-lingual world, where more than 

ever we need to know as much as possible about other 

societies and their languages in order to live cooperatively. 

Generally, there are two situations for learning language 

or foreign language: (1) natural cultural immersion, and 

(2) a school situation.^" Since a natural cultural immersion 

is not the subject of this study, we must turn our attention 

to the school situation and examine some of the background 

as well as current trends in foreign language teaching. 

Until nearly the end of the nineteenth century, the 

primary method for teaching foreign languages was the 

grammar<-translation method. This method attempted by means 

of the study and memorization of rules of grammar and their 

exceptions to give a firm basis upon which to build« The 

rule was learned, then a vocabulary to accompany the rule 

was introduced, and, finally, the student was offered a 

translation of difficult sentences to test the knowledge of 

the rules that had been memorized. Neither accurate 

1. Jorge Luis Barcia, Oreste F, Pucciani, and 
Jacqueline Hamel, Lengua y Cultura (New York: Holt, 
Rinehart and Winston, 1972), pp. 2-3. 

1 
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pronunciation of the foreign language nor creative composi

tion was stressed. The principal objective was knowledge of 

the grammar rules. Upon sufficient mastery of the grammar, 

books containing excerpts from the classics were read for 

purposes of translation or for grammatical analysis. This 

method was a scholarly approach, designed to discipline the 

mind and develop the memory. Further, its scope and 

objectives were well defined, permitting the teacher the use 

of a simple equitable grading system. 

In summary, the Grammar-Translation Method; 

1. Stressed the learning of grammar rules. 

2. Applied these rules to translate difficult sentences 

generally taken from the classics, 

3. De-emphasized the use of the language being learned 

except for translation purposes * (Indeed, often the 

professors prided themselves in not being able to 

2 
speak the language they were teaching,} 

In about 187 0 a rival method was developed, generally 

known as the natural method. In direct opposition to the 

Grammar^Translation Method, translation was discarded and 

conversation in the language being taught became the focal 

point. The students learned by inference as questions with 

2. Edmond A. Mdras, "Characteristics of Language 
Teaching Methods before 1939," A Language Teacher*s Guide 
(New York: Harper and Brothers, 1954), pp. 25-26. 
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accompanying vocabulary were directed to them. The students 

learned only through gestures and the foreign language 

3 itself. No native language was spoken. 

Complementary and contemporary to the natural 

method, the direct method was an improved aural-oral 

approach to modern languages as well as a reaction to the 

Grammar-Translation Method. The direct method stressed 

control of grammar and vocabulary by developing language 

4 
material through spontaneous questions and answers. 

Both of these methods (the natural method, and the 

direct method), however, were to be short-lived, for with the 

advent of World War I foreign language teaching was virtually 

prohibited. In 1917 when the U. S. declared war on Germany, 

the study of German was forbidden, which in turn caused the 

5 
decline of French and Latin. 

In 1920 Emile B. De Sauz§ developed a language 

teaching system which was known as the De Sauz£ method, the 

Cleveland Plan, or the Multiple Approach Plan. This method 

was revolutionary in its day, rivaling the Grammar-

Translation Method, the Direct Method, and the Natural 

Method. It was De Sauza's contention that the student 

3. Ibid., p. 27. 

4. Robert Lado, Language Teaching, A Scientific 
Approach (New York: McGraw-Hill, Inc», 1964), p, 4, 

5. Frank M. Grittner, "The Historical Roots of 
Foreign Language Teaching in America," Teaching Foreign 
Languages (New York: Harper and Row, 1969), p. 13. 
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should be taught four skills simultaneously—understanding, 

speaking, reading, and writing—and that the medium of 

instruction should be exclusively in a foreign language. 

This, by definition, obliged the teacher to have a command 

of the language he taught. 

The De SauzS Method was based on eight principles: 

1. Multiple approach. (Teaching understanding, 

speaking, reading, and writing simultaneously.) 

2. Single emphasis. (Teach one point at a time, 

De Sauzg was concerned that the student should 

thoroughly learn and assimilate a point before pro<-

ceeding to the next one.) 

3. Exclusive use of the foreign language, Clt is here 

that De Sauz6 met with the greatest opposition. 

Even today some support the idea that to teach a 

foreign language to a beginner in the foreign 

language itself is a pedagogical impossibility. So 

massive was the opposition that De Sauz6 conceded 

and occasionally used English in his texts,} 

4. Inductive presentation of grammar, (Grammar is 

presented by examples first rather than by rules,1 

5. Language as a culture. (Professor De SauzS con

sidered culture "the enlightenment of the individual 

mind." "Culture," he wrote, "is 'that which remains 

after everything else is forgotten.'") 
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6. Spontaneity rather than automatism. (Frequent 

paraphrasing is an integral part of the language 

learning process, which affords the student a 

greater variety of choices.) 

7. Intensive reading. (The student understands the 

meaning of the sentences without resorting to his 

native language.) 

8. Education. (De Sauz£ considered the study of 

foreign languages as a total educational process 

which included setting goals to achieve the 

desired results. Language learning had to be a 

productive part of a student's educational career.)® 

As important and useful as De Sauza's teaching 

method was, it became a victim of the times, and was not 

generally accepted until about thirty years after its 

introduction. Research and investigations in the 1920's 

indicated that a serious decline was taking place in the 

study of all foreign languages in the U, S, Because 

isolationism was the climate of the day, language teachers 

felt the futility of trying to teach students how to under-?-

7 
stand, read, write, and speak a foreign language, Whatever 

the reasons, and many have been suggested, "the decline 

continued even beyond World War II, reaching such 

6. Barcia et al., pp. 46-52. 

7. Grittner, p. 15. 



catastrophic proportions by the 1950's that over half the 

high schools in America offered no modern language during 

Q 
the postwar decade." 

With the beginning of World War II, the need for 

foreign languages became associated with the war effort. 

Soldiers had to be effectively and expeditiously trained 

in various foreign languages; thus the "Army Method" was 

devised, which transformed monolingual service personnel 

into fluent speakers of other languages in the relatively 

short time of nine months. To accomplish this task, the 

Army selected the best qualified young men to participate. 

The selection was based on intelligence, aptitude, and 

willingness to participate. These young men were then 

intensively trained in the foreign language by native or 

near-native speakers. The language they learned was 

contemporary and pragmatic, with emphasis on rapid and 

g 
perfect comprehension of the spoken word. 

Even though it was quite obvious that this method 

could not be fully applicable in the educational setting, 

nevertheless an attempt was made to do so for more than a 

decade. In 1960 an adapted version of the Army Method, 

known as the American Method, was initiated, using "audio<-

lingual materials" developed in Glastonbury, Connecticut, 

8, Ibid., p. 16. 

9. Ibid., pp. 17^18, 
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under the auspices of the Office of Education. This later 

became known as the Audio-lingual Method. 

Proponents of the audio-lingual method lay stress on 

learning to understand and speak at least some of the 

language before learning to read and write it. The order 

for the learning of language skills is listening, speaking, 

reading, and writing, each taught in turn and practiced to 

an advanced level. For the audio-lingual teacher, grammar 

is a means to an end? that which is most useful is stressed 

and is practiced thoroughly. The expressions students learn 

from audio-lingual materials are those that they would hear 

around them in the country where the language is spoken. It 

appears that intelligent application of audio-lingual 

techniques leads to thorough learning. Since the student's 

understanding of the language is systematic and direct, he 

is able to use what he knows for his own purposes,^ 

In the 1950's, De Sauza's Method was advocated by 

the new professorial consensus which evolved among foreign 

language educators. This group, the New Consensus, realized 

that foreign language teaching in the U. S. was drastically 

deficient and that a new awareness of the need for foreign 

language study in the schools was timely, Thus national 

attention was focused on the problem. As a result, in 1952, 

10, John B, Carroll, Language and Thought 
(Englewood Cliffs, N. J, * Prentice-Hall, 1964), pp, 32r-35, 

11, Ibid., p. 40. 
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the Modern Language Association of America launched its 

"Foreign Language Program" which created a widespread aware

ness among foreign language teachers and others in this 

country. In addition, in 1958, the National Defense Educa

tion Act was passed in response to the Russian launching of 

Sputnik, which had created a crisis of conscience in 

12 American educational circles. 

In the 1960's, with the promotion of equipment and 

language laboratories, self-instruction began to develop as 

13 
an alternative method for foreign language instruction. 

Self-instruction materials may or may not be "programmed" 

but to have the most effective self-instruction one generally 

needs programmed material. If a good program is well-

organized, clear, and provides all the answers, it is 

possible to use the program for self-instruction. Yet, 

there are many teachers who believe that the only way to use 

a program is in self-instruction, and that the programmers 

are trying to eliminate teachers. This is erroneous. The 

ideal situation would be to provide the individual student 

with his own private teacher and a good program. This then 

would be "individualized instruction," 

12, Barcia et al,, p, 4, 

13. Albert Valdman, "How do we Break the Lockstep?," 
Audio Visual Instruction, Vol, 7, No, 9 CNovember 19621, 
p. 632, 
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Individualized instruction suggests the tailoring of 

each course to each student. It is an integrated and 

14 prescrxptive use of media, materials, staff, and processes. 

Self-instruction takes place best when the language course 

is we11-programmed. The practice exercises can be only of 

the type where a specific stimulus requires a specific 

response which can be checked against a model; if several 

responses are possible, the student cannot verify the 

accuracy of his responses. Total self-instruction is 

theoretically possible when the language objectives do not 

15 include any oral or written free expression. 

Is self-instruction more effective than class 

instruction? Theoretically, a student can read an explana

tion faster than he can listen to the teacher say it. Also, 

even if the class presentation is very clear, one or several 

of the students may become temporarily inattentive, later 

ask questions, and cause the other students to waste time. 

In self<-instruction, inattention or daydreaming penalizes 

only the student who indulges in it. One of the basic 

functions of the teacher is to keep student interest at a 

14, Frank A. Christensen, "Individualized Instruct 
tion, An Alternative to the Traditional" (Palatine, 111,; 
William Rainey Harper College, 1973, mimeographed). 

15. Nelson Brooks, Language and Language Learning— 
Theory and Practice (2nd ed.; New York: Harcourt, Brace and 
World, 1964), p. 64. 
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peak. Self-instruction provides a clear gain of time only 

for the most gifted and motivated students. 

Class instruction vs. self-instruction in oral work 

can be viewed as follows: 

Class instruction 

1. Stimulus presented by 

teacher. 

2. All students prepare 

answer. 

3. Teacher calls (at 

random) on one of the 

students; student 

gives his answer aloud. 

Other students compare 

their answers with 

his, 

4. If the answer is 

correct, the teacher 

confirms it by 

nodding his head or 

saying "Bien," there*-

by also confirming or 

correcting the other 

students1 answers, 

If the answer is wrong, 

the teacher asks the 

Self-instruction 

1. Stimulus presented by 

machine. 

2. Student prepares answer. 

3. Student gives his answer 

aloud. 

The student starts the 

tape, hears the correct 

answer and compares it 

with his own, The 

student starts the tape 

to hear next item. 



11 

student to try to 

correct it; if he 

cannot, another 

student is asked. 

Then the teacher 

proceeds to the next 

question. 

In a homogeneous class with a 90% level of per

formance, there is no question that class practice can be 

much faster than self-instruction; the self-taught student 

must always hear the tape to check his answer whereas in 

class the teacher can confirm in a split second. If the 

homogeneity of the class and the level of performance 

decrease, it has been found that the gifted and highly 

motivated student can practice more sentences working by 

himself at his own best speed than in a class. In class 

instruction, the teacher can adjust the program. For 

example, he can eliminate some frames which would be too 

easy for his particular group of students. In self*-

instruction, even if the purpose of each frame is indicated^"-

it is more difficult to decide whether a particular section 

is needed or not. 

In self ̂-instruction, especially in oral practice, 

the student may evaluate a wrong response as correct. But 

in class instruction, the situation is hardly better since 
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the teacher can evaluate only one answer at a time, that of 

the student who has been called upon to answer. Each of the 

other students in the class must self-evaluate the answer he 

had prepared and with the same danger of wrong self-

evaluation as in self-instruction. Self-evaluation is very 

important and should be developed as much as possible. 

Self-instruction can then be, in that respect, as effective 

as class instruction. 

Regardless of how careful the cycle of review built 

into the program may be, there will be cases when the 

student will have to stop and review a point which he has 

forgotten. In a class situation, students who know a 

correct answer to a given question waste time while the 

teacher goes over an explanation. In self-instruction, the 

student refers to his review index only when necessary. 

Again, it is the gifted student who would suffer most from 

this situation. 

Considerable evidence demonstrates that self-

instruction tends to be more tiring than class instruction 

under the guidance of a good and enthusiastic teacher who 

can relieve tension or boredom. Self-instruction can be 

made less tiring by replacing headphone listening in a 

small cubicle by loudspeaker listening in a small, sound

proof, attractive room; this would relieve the weight and 

pressure on the ears. Loudspeaker listening is more natural 

and provides more freedom of movement while working. It 
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also appears helpful to allow students of similar linguistic 

ability to work in pairs. Self-instruction may be the best 

solution for a highly gifted student lost in a large class 

of students of only average ability. 

Historically, we can see that many teaching methods 

have been devised and accepted in the classroom, each a 

supposed improvement beyond the last. In particular since 

World War II, methods have proliferated. Hauptman mentions 

that as many as fifteen methods of foreign language instruc-

17 
tion are in use today. While one may be tempted to care

fully explore each method in order to discover the "best," 

we can see that such a task is far beyond our individual 

energies. No doubt, however, each teacher of a second 

language can muster evidence that his method is valid. 

Perhaps it is the newest, or maybe it is the most familiar 

to him, or possibly he has experimented and produced what he 

believes is the best combination of several methods, 

A study of current literature suggests that select^ 

ing a method is indeed a difficult and arbitrary choice for 

the foreign language teacher. Hammerly, in his overview of 

recent methods for second language teaching, comes to the 

conclusion that "it is difficult to escape the feeling that 

16, Ibid,, pp. 85^90, 

17. Philip C. Hauptman, "A Structural Approach vs. 
a Situational Approach to Foreign Language Teaching," 
Language Learning, Vol, 21, No. 2 (December 1971), p. 235. 
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the profession moves from fad to fad to fad because of lack 

18 
of evidence to support any of its practices." One 

assumes then, that the reader is familiar with a variety of 

foreign language teaching methods, and that he may have 

tried several in his teaching career. Surely, though, few 

of us have conducted research to determine the "best" 

method. Frey, after scrutinizing current methods in the 

foreign language classroom, concludes that "at present 

there co-exist two principal foreign-language learning 

theories: habit formation and rule generalization or 

'cognitive code-learning,' The former is descriptive of 

audio-lingual methods, the latter of an application of 

19 
grammar-translation." He further writes that most 

teachers have no way of knowing how to use either theory, 

since those who have evolved the theories, the psychologists 

and the linguists, admit that they are also unclear as to 

20 
how to use them. 

So, we begin to realize that the individual teacher 

is in the midst of much confusion and contradiction, although 

he wants to make a valid choice for himself and for his 

18. Hector Hammerly, "Recent Methods and Trends in 
Second Language Teaching," Modern Language Journal, Vol, 
LV, No. 8 (December 1971), p. 504. 

19. Herschel J. Frey, "Audio^-Lingual Teaching and 
the Pattern Drill," Modern Language Journal, Vol. LIX, No, 6 
(October 1968), p. 350. 

20. Ibid. 
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students. Theories and methods abound, yet few statistical 

studies exist that give solid support to any single method 

of teaching a foreign language in the classroom. The most 

ambitious investigation to date of foreign language teaching 

methods has itself generated much controversy; yet since it 

is the only major study, and until another of similar 

magnitude is conducted, we will undoubtedly be using some 

of the information from the Pennsylvania Project. In the 

words of one writer, it is a research project that "will 

undoubtedly go down in the annals of foreign language 

21 
teaching research as one of the classics." He also states 

22 
that "it is unmatched by any previous study of its kind." 

A four<-year study, the Pennsylvania Project was initiated in 

1965, and was "designed to evaluate the relative effective** 

ness of three teaching strategies: traditional, audio*-

23 
lingual, and modified audio-lingual." Teachers of French 

eagerly awaited the results, perhaps hoping for some 

guidance in their choices of teaching methods, only to read 

that "after two years of 'traditional,' 'functional skills,' 

and 'functional skills plus grammar' instruction there were 

21. John B. Carroll, "What Does the Pennsylvania 
Foreign Language Research Project Tell Us?," Foreign 
Language Annals, 3-2 (December 1969), p. 214. 

22. Ibid. 

23. Rebecca M. Valette, "The Pennsylvania Project, 
Its Conclusions and its Implications," Modern Language 
Journal, Vol. LIII, No. 6 (October 1969), p. 396. 
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no significant differences in student achievement in 

listening comprehension, speaking, and writing—and slight 

superiority of the 'traditional' group in reading— . . . 

Further opinion suggests that the Pennsylvania Studies have 

not provided any new understanding of either method of 

language learning. They have mainly confirmed the 

inappropriate use of electromechanical equipment language 

learning and the inability of the profession to define what 

it means by audio-lingual or traditional teaching strate-

25 
gies. Such conclusions were, surely, as Clark writes, "a 

2 6 
disheartening outcome." 

If the foreign language teacher, then, is led to the 

conclusion that one method is virtually as effective as 

another, where can we search for a constructive method to 

teach foreign language in the classroom? Perhaps we can 

look beyond prevailing methods that rely on an authoritarian 

structure, presented and administered by the teacher. Let 

us investigate instead a democratic system of teaching, with 

the intention of showing that in such a climate learning can 

flourish. Many writers pay lip service and homage to our 

24. John D. Clark, "The Pennsylvania Project, and 
the 'Audio-Lingual vs. Traditional' Question," Modern 
Language Journal, Vol.LIII, No. 6 (October 1969), p. 388. 

25. Dale L. Lange, "Methods," The Britannica 
Review of Foreign Language Education (Chicago: Encyclopedia 
Britannica, Inc., 1968), Vol. 1, p. 291. 

26. Clark, p. 388. 
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democratic society and to our democratic educational system, 

yet it appears that few teachers employ a democratic frame

work for learning. Few teachers, it seems, know how to use 

the democratic method in the classroom. Virtually no 

descriptive investigations exist which deal with student 

learning in a democratically organized junior college French 

classroom. Yet, I believe that a democratic classroom 

atmosphere might help to revitalize the teaching of French 

or any foreign language. The democratic system offers each 

student experiences which call for decision making, self*-

direction, and independence in a classroom where he is 

confronted with real problems for which decisions count. 

With the democratic system, the student accepts "the major 

27 
responsibility for his own learning." 

The following study will focus on some of the more 

significant student learning patterns that I observed as I 

used the democratic method in my junior college French 

classroom. Learning to speak French can be an interesting 

and rewarding experience; our goal as teachers of French 

is to share this experience with as many students as 

possible. I strongly believe that by expanding the old as 

well as the new teaching methods to incorporate the demo

cratic system, the teacher of French can find a creative 

alternative to the traditional authoritarian methods. 

27, Arthur W. Combs, "Fostering Self"Direction," 
Educational Leadership, Vol. XXIII (February 1966), p, 373, 



CHAPTER II 

A COMPARISON OF THE AUTHORITARIAN AND THE DEMOCRATIC 
METHOD IN THE CLASSROOM 

Students, teacher, classroom, and materials—these 

are the basic elements that combine for a learning situa

tion. How is it that this combination produces such diverse 

results? Obviously, none of these elements is static; each 

has a continuously changing vitality or atmosphere; and, 

inevitably, one finds that people collected in a place 

create a relationship, an interaction. How productive this 

interaction is depends greatly upon the attitudes and skills 

of the people involved. Certainly, there seems little doubt 

that "leadership style could be expected to affect the 

quality and quantity of production in a group since it 

affects the quality of solutions and the motivation to 

implement them, " 

The classroom is a setting designed to foster a 

learning situation. Let us investigate what happens in a 

classroom led by an autocratic teacher? let us see the 

authoritarian process at work. Later we will view the 

democratic teacher at work, and, finally, compare their 

styles, 

1. Paul F. Secord and Carl W, Backman, Social 
Psychology CNew York* McGraw-Hill Book Co., 1964), p. 392. 

18 
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First, a definition: the authoritarian teaching/ 

learning process assumes that selection, formulation/ and 

evaluation of the classroom experiences are the responsi

bilities of the teacher, who maintains a detached, 

"objective" position and expects obedience from students. 

Perhaps some of the following fears form a back

ground for reasons that some teachers choose to take the 

authoritarian role: teachers are afraid that they would not 

cover the "right content"; they are afraid that the 

students will "take advantage" if allowed freedom? and they 

are afraid that the students will be destructive if teachers 

2 
lose control. 

Climate of the Authoritarian Classroom 

Yet we have ample evidence that the atmosphere of an 

authoritarian classroom—while it may be efficient, orderly, 

and quiet'-^-may also have other less appealing qualitites. 

Slater notes that "the 'efficiency' Americans attribute to 

autocratic systems applies only to situations involving 

simple, routine tasks. Such systems function poorly under 

conditions of change and complexity. They have an awkward 

3 
tendency to run a 'tight ship' which nevertheless sinks," 

2, Robert L, Wendel, "Developing Climates for 
Learning," Journal of Secondary Education, Vol,20 C19451, 
p. 330, 

3, Philip Slater, The Pursuit of Loneliness (Boston: 
Beacon Press, 1970), p. 151. 
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Authoritarian leadership, with its usual strict controls, 

tends to create a climate of fear and hostility; these fears 

4 help to reinforce feelings of inadequacy and rejection. 

And because the teacher is the authority who is regarded as 

the source of knowledge, students do not explore or dis-

5 cover for themselves. Furthermore, "teachers alienate 

children by acting authoritarian and superior to them. The 

dull rhetoric and inflexible dogma of schools not only 

alienate students, but also channel them into specific laid-

g 
out roles in society, both racist and sexist." 

Control in the Authoritarian Classroom 

Group control is necessarily in the hands of the 

teacher since an authoritarian leader ordinarily assumes that 

his decisions are superior to those of the group? he also 

assumes that the group is inexperienced, untrained, and/or 

7 unintelligent concerning the problems at hand. The 

4, Jack R, Gibb, "Dynamics in Leadership," In 
Search of Leaders, edited by G, Kerry Smith (Washington: 
National Education Association of the United States, 1967), 
pp. 55-66, 

5. Marie G, Hackett, Success in the Classroom^-An 
Approach to Instruction (New York: Holt, Rinehart and 
Winston, Inc., 1971), p. 91. 

6, "Another Look at Student Rights and the Function 
of Schooling: The Elizabeth Cleaners Street School," 
Harvard Educational Review, Vol. 40 (November 1970), p. 596. 

7. C. Gratton Kemp, Perspectives on Group Process 
(Boston: Houghton-Mifflin Co., 1964), p. 230. 
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authoritarian leader sees himself as responsible for 

influencing the group to accept his views and plans, and, 

if necessary, he will enforce his position by rewarding or 

g 
punishing the members. While it is true that strict 

controls often used by the authoritarian leader are a 

welcome, secure structure for some individuals, others 

reject this structure as it seems to deny them the freedom 

to participate in making decisions. Such controls often 

cause resistance, aggression, or alternatively, passivity. 

The superior-inferior relationship, furthermore, tends to 

foster the members' dependency upon the leader who is intent 

g 
on perpetuating a rigid, structured relationship. We see, 

then, that the authoritarian leader generally seeks to 

employ procedures whereby he can lead, persuade, and control 

individual behavior.10 

Goals in the Authoritarian Classroom 

Both individual and group goals are the teacher's 

domain in the authoritarian classroom. The autocratic 

leader tends to direct the group toward fixed goals; he 

exercises authority in securing compliance with his wishes 

8. Ibid., p. 233. 

9. Leland P. Bradford, Group Development (Washington: 
National Training Labs, National Educational Association, 
1961}, pp. 26^27. 

10. Gibb, p. 58. 
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and expects a high degree of conformity."^ The various 

forms of extrinsic persuasion used by the authoritarian 

leader tend to direct members toward established goals, yet 

often result in student "apathy," "passivity," or "frenetic 

12 
conformity." Clearly, in authoritarian relationships, the 

individual often has little or no say about individual or 

group goals, purposes, or objectives, nor about the 

13 
procedures used to accomplish them. Authoritarian 

leaders, intent on the achievement of their own established 

goals, create a negative climate that tends to result in 

14 
class resistance to behavior and attitude change. 

Communication in the Authoritarian Classroom 

Klein has shown us a significant relationship 

between leadership, power, and communication: the central 

person in a communication network has greater direct and 

indirect access to the information others possess, and since 

many others must exert influence on the group through him, 

he can control the flow of such information to his advantage. 

His very centrality makes the group highly dependent on him 

11. Kemp, p, 230. 

12. Gibb, p. 60. 

13. Kemp, p. 57. 

14. Malcolm G. Preston and Roy Heinz, "Effects of 
Participatory Versus Supervisory Leadership on Group 
Judgment," Journal of Abnormal and Social-Psychology, Vol, 
44 (July 1949), p. 345, 
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for the performance of leadership functions; thus, each 

15 person's role perpetuates itself. The authoritarian 

leader generally controls the flow of communication, as the 

originator of most information and other forms of 

communication. Each member then reacts to the leader, 

seldom interacting with the other members of the group. 

The autocratic leader tends to inform, initiate, control, 

discuss, and make decisions, while the questions and ideas 

17 
from members of the group are presented directly to him. 

In addition, the leader generally assumes that he should 

maintain social distance, command respect, and be objec-

18 
tive. Basically, then, this type of leader, in his posi

tion of aloofness, assumes little responsibility concerning 

19 
the feelings of the group. Yet, this practice of restrict 

ing the flow of communication tends to increase hostility 

20 and fear in the student. And sadly enough, this one-way 

15, Josephine Klein, "Working with Groups," The 
Study of Groups (London: Rutledge and Kegan Paul, Ltd., 
1956), p. 56. 

16, L. Thomas Hopkins, "The Authoritarian Group," 
Perspectives on Group Process, edited by C. Gratton Kemp 
(Boston: Houghton-Mifflin Co., 1964), p. 57. 

17, Kemp, p. 232. 

18, Gibb, p. 58. 

19, Kemp, p. 224, 

20, Gibb, p. 58. 
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communication means that the student is denied the oppor-

21 
tunity to share his ideas and feelings. 

Evaluation in the Authoritarian Classroom 

Student evaluation is another task that the 

autocratic leader usually performs solo. As he perceives 

it, his role is to appraise performance frequently, to give 

22 
negative criticism, and to reward "good" performance. 

The success or failure of each individual is determined in 

23 
terms of his conformity to the demands set by the leader. 

Of course the leader's approval tends to be the incentive 

motivating the members, and the evaluation of each member 

is extrinsically regulated by the latest use of such 

24 success symbols as grades, social approval, and status. 

Yet, the authoritarian control of evaluation often encourages 

25 individual dependency and apathy. Goldberg, in a study 

regarding evaluation practices, concludes that fewer changes 

21. Jay Robert Osborne, "No Princes or Proprietors, 
Please," Improving College and University Teaching, Vol. 19, 
No. 3 (Summer 1971), p. 238. 

22. Gibb, p. 55. 

23. Hopkins, p. 57. 

24. Gibb, p. 59. 

25. Ibid. 
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in student behavior occur from teacher-centered evaluation 

26 
than from student-centered evaluation. 

Climate of the Democratic Classroom 

Many writers inspire us with their words about 

democracy. Paulsen writes, "Democracy is more than a form 

of government: it is found in the substance of intelligent 

cooperation. This cooperation is dependent upon educa-

27 
tion." (A democratic education, one might hope.) And, 

as Mayer suggests, to Thomas Jefferson, Ralph Waldo Emerson, 

and William James, democracy was more than an abstract 

slogan-*-it was a way of life that was to be realized in the 

28 classroom as well as in society. Yet, apparently, all 

the fine words about democracy have brought us no closer to 

the practice of democracy in the classroom. Perhaps a 

closer look at some specifics of the method can assist us 

in making the words a reality. So, let us acquaint ourselves 

with that elusive quality by beginning with a definition. 

The democratic teaching/learning method involves the student 

and the teacher as participants in the selection, 

26. Alvin Goldberg, "An Experimental Study of the 
Effects of Evaluation Upon Group Behavior," The Quarterly 
Journal of Speech, Vol, 46 (October I960}, pp. 274<-283, 

27. F, Robert Paulsen, American Education*-"-* 
Challenges and Images (Tucson: University of Arizona Press, 
1967), p. 73. 

28. Frederick Mayer, "Education as a Creative 
Endeavor," Phi Delta Kappan, Vol. 41 (October 1958), p. 17. 
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formulation, fulfillment, and evaluation of the classroom 

learning experience, in an interactive atmosphere of 

equality and respect for each individual. 

The democratic leader strives to create a flexible, 

informal climate, one that is conducive to freedom of 

29 
expression and respect for each individual. Acting as a 

resource person, he attempts to aid in the growth and 

development of a setting wherein each member of the group is 

encouraged to grow in self-reliance, self-direction, and 

30 
decision-making skill. A study by Preston and Heinz, 

comparing authoritarian and democratic leadership styles, 

showed that the democratic leader created a positive 

climate where all members were encouraged to give their 

31 
opinions. Member exploration, diversity, and innovation 

often develop in such a climate. Additionally, in such a 

climate, the individual tends to develop more security in 

32 
his interpersonal relationships. A comparative study 

dealing directly with the effects on student behavior of 

democratic and autocratic learning processes was conducted 

by Lewin, Lippitt, and White. The results of their study 

were reported to have demonstrated "the superiority of 

29. Kemp, p. 230. 

30. Ibid., p. 23. 

31. Preston and Heinz, pp, 345^-355, 

32. Bradford, p. 27. 
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democratic procedures in the development of individual 

responsibility, satisfying social relationships, construc

tive and friendly channeling of aggression, maintenance of 

work interests, and the ability to continue work activities 

33 
in the absence of teacher prodding. Additionally, as 

LaBenne and Greene discovered, those students involved in 

the democratic learning process seemed to show "more 

constructive group activity, more cooperation among the 

class members, and greater opportunity for the development 

of self-management" as well as more ability in assessing 

34 
their own learning experiences. The problem-centered, 

student-supported democratic teacher elicits student 

behaviors characterized by problem orientation and decreased 

anxiety. Flanders and Havumaki concluded that this group-

35 
centered environment was more conducive to learning? and 

33. K. Lewin, R. Lippitt, and R. K. White, 
"Patterns of Aggressive Behavior in Experimentally Created 
Social Climates," Journal of Social Psychology, Vol. 10 
(1939), pp. 271-299. 

34. Wallace D. LaBenne and Burt I. Greene, Educa
tional Implications of Self-Concept Theory (Pacific 
Palisades, California: Goodyear Publishing Co., 1969), 
p. 104. 

35. Ned A. Flanders and Sulo Havumaki, "Group 
Compliance to Dominative Teacher Influence," Human Relations, 
Vol. 13 (1960), pp. 67-82. 
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Kipnis concluded that participatory leadership created more 

36 
behavior changes and more positive attitudes. 

Control in the Democratic Classroom 

Group control becomes a matter for the democratic 

teacher to share with his students. The democratic leader 

strives to facilitate the development of a situation in which 

he has no need to impose control, assuming that healthy 

group control will emerge spontaneously from the group 

37 
processes as the need is perceived. This emergent leader

ship tends to continue as long as it functions to achieve 

3 8 
group purposes. Basically, the democratic leader's role 

is that of a leader-member, one who helps the group grow and 

39 
work productively while sharing the control responsibility. 

The leader also assumes that the group members can reach 

solutions to the issues that they as a group select for 

40 
discussion. He further assumes that each member is a 

responsible individual who carries out his tasks at a level 

i '« n. • • m »•!.'" • 1 I • • • • 

36. David Kipnis, "The Effects of Leadership Style 
and Leadership Power Upon the Inducement of an Attitude 
Change," Journal of Abnormal and Social Psychology, Vol. 57 
(September 1958), pp. 173-180. 

37. Gibb, p. 63. 

38. Hopkins, p. 60. 

39. Bradford, p. 51. 

40. Kemp, p. 223. 



29 

conunensurate with his own level of experience and growth.4"'" 

In addition, the democratic leader assumes that each member 

should be encouraged to respect the thinking of every other 

42 
group member. The process of helping control emerge out 

of the interactive situation tends to encourage each member 

to act on his initiative, for he has freedom of action; this 

approach also appears to encourage individual responsibility 

43 
for the actions that follow his decisions. Cogan con

cluded that those democratically inclined teachers who 

included students in the decision making process encouraged 

44 
individual and group productivity. And in their experi

ments on leadership styles, Kahn and Katz concluded that the 

most effective leader is one who delegates control and 

helps to achieve those goals which are meaningful to the 

45 
group. 

41. Gibb, p. 62. 

42. Kemp, p, 225. 

43. Bradford, pp. 27-28. 

44. Morris Cogan, "The Behavior of Teachers and the 
Productive Behavior of Their Pupils," Journal of Experi
mental Education, Vol. 27 (December 1958), pp. 89-105. 

45. Robert L. Kahn and Daniel Katz, "Leadership 
Practices in Relation to Productivity and Morale," Group 
Dynamics: Research and Theory, edited by Dorwin Cartwright 
and Alvin Zander (Evanston; Row Peterson and Co., 1953), 
pp. 613"-628, 
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Goals in the Democratic Classroom 

Setting of individual and group goals emerges as a 

cooperative partnership between student and teacher. Even 

as the democratic leader participates in the cooperative 

planning of goals, he also helps the members make judgments 

about the direction of their activities. The leader's 

encouragement of individual and group participation in goal 

setting optimizes each member's self-determination and self-

assessment; and as this intrinsic motivation develops, the 

members explore their interests and capabilities, creating 

work that is fulfilling and satisfying. The democratic 

leader helps each member clarify his interests and plan his 

objectives by recognizing situations with open or unfixed 

46 
ends. Further, the leader strives to promote group unity 

and organization around the group's own purposes and needs; 

the planning and deciding are handled by the group members, 

with the result that the motivation of the members is 

47 
intrinsic rather than extrinsic. Bovard and Rehage 

conducted experiments which showed that a positive modifica

tion of perception occurred when goal setting was group-

centered rather than teacher-centered. The group-centered 

members had a better working relationship with the teacher 

and were superior to the teacher-centered members in their 

46. Gibb, pp. 62-64. 

47. Hopkins, p. 60. 
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48 ability to implement their plans. Dawson concluded that 

the use of group decision-making in goal setting was more 

49 productive than the traditional approach. And Deutsch's 

study of competitive and cooperative college groups indi

cated that those students participating in goal setting in 

cooperative groups seemed to have greater concern for fellow 

group members and more productive discussions than the 

50 competitive groups. Cook's study sought to discover ways 

of helping groups work together as self-directing teams. 

The teacher gave the class a decision-making power and 

assisted them in making choices. When the project was 

completed, Cook concluded that the class decision-making 

encouraged more spontaneous and open communication than the 

51 
traditionally structured class, In summation, then, the 

democratic leader generally assumes that each member of the 

group is capable of making decisions in relation to his own 

goals and objectives. He assumes, furthermore, that each 

member should accept the responsibility for individual and 

48, Everett Bovard, Jr., "Group Structure and 
Perception," Journal of Abnormal and Social Psychology, 
Vol. 46 CJuly 1951), pp. 398-405. 

49. George Dawson, "An Experiment in Teacher-Pupil 
Planning," Social Education, Vol. 24 (November 1960), p. 325. 

50, Morton Deutsch, "An Experimental Study of the 
Effects of Cooperation and Competition Upon Group Processes," 
Human Relations, Vol. II (1949), pp. 199-232. 

51. Lloyd A. Cook, "An Experimental Sociographic 
Study of a Stratified 10th Grade Class," American Socio
logical Review, Vol. 10 (April 1945), pp. 250-261. 
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group goal setting, decision-making, and for making 

improvements in group functioning.^ 

Communication in the Democratic Classroom 

Communication in the democratic classroom is an 

overt, fear-free sharing. The democratic leader encourages 

53 
free, open, and spontaneous communication. Such a leader 

encourages each member to participate when he is ready to 

do so; the leader listens to, questions, reacts to, 

reflects on, clarifies, and synthesizes communications 

54 
within the group. With this open flow of communications, 

the group seeks decisions based on the different contribu

tions within the group. These contributions are then 

evaluated by the group in an effort to reach solutions which 

55 
embody the best of each member1s contributions. Since the 

democratic leader assumes that the flow of communication 

should be open, he encourages each member to communicate 

with other members, and he assumes that his function 

includes a willingness to listen to, accept, and clarify 

the communications of group members.^ Fox concluded that 

•
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Kemp, p. 224. 

53. Gibb, p. 10. 

54. Kemp, p. 230. 
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Bradford, p. 27 

56. Gibb, p. 64. 
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the most effective leader is the one who encourages maximum 

communication as contrasted with the leader who imposes his 

ideas upon the group. Although this effective, democratic 

style of communication consumes more time, it results in 

more member acceptance of the group decisions and in more 

57 
changes in member attitudes and behaviors. 

Evaluation in the Democratic Classroom 

Evaluation in the democratic classroom is far re

moved from the teacher-directed tests and arbitrary grading 

system popular with the autocratic teacher. The democratic 

leader assumes that as people grow, they learn to assess 

58 their own potentials. The democratic leader's encourage

ment of self-evaluation stimulates each member to partici

pate in the assessment of his own behavior on the basis of 

59 
his progress toward personally selected goals. Each 

member is free to develop his areas of strengths, as the 

democratic leader facilitates the cooperative and continuous 

6 0 
evaluation by the group of its own decisions and actions, 

A study regarding evaluation practices, by Goldberg, 

57. William M. Fox, "Group Reaction to Two Types 
of Conference Leadership," Human Relations, Vol, 10 (1957), 
pp. 279-289. 

58. Kemp, p. 225, 

59. LaBenne and Greene, p. 87, 

60. Hopkins, p. 60. 



concluded that the most changes in student behavior occurred 

through group and self-centered evaluation, rather than 

61 
through teacher-centered evaluation. We have seen the 

autocratic teacher and the democratic teacher at work in 

the classroom, each creating a different learning climate, 

and each presenting distinctive modes for the teacher of 

French to examine. Now let us summarize our findings: 

Climate: 

The autocratic leader 

1. Encourages a negative relationship, with consequent 

student fearfulness, hostility, anxiety, and low 

trust, 

2. Encourages students to behave in a formal, socially 

distant, rigid manner. 

3. Encourages students to behave in a subordinate, 

inferior manner. 

4. Discourages creativity and exploration. 

The democratic leader 

1, Encourages a positive relationship with high trust 

and a minimum of fearfulness, hostility, and 

anxiety, 

2. Encourages students to behave in an informal, 

amiable, flexible manner. 

61, Goldberg, pp. 374-383. 
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3. Encourages students to regard other members and the 

teachers as equals, and as cooperative classroom 

participants. 

4. Encourages diversity and innovation. 

Control: 

The autocratic leader 

1. Encourages dependency. 

The democratic leader 

1. Encourages individuals to create and share responsi

bility and commitment of action. 

Goal-Setting; 

The autocratic leader 

1. Encourages student acceptance and demand of teacher-

determined goals. 

The democratic leader 

1. Encourages individuals to work separately and with 

the group to establish goals in line with their 

needs and interests. 

Communication: 

The autocratic leader 

1, Encourages a one-way flow of communication. 

The democratic leader 

1. Encourages open, spontaneous flow of communication. 



Evaluation: 

The autocratic leader 

1. Encourages student conformity to the teacher 

standards. 

The democratic leader 

1. Encourages continuous student self-appraisal 



CHAPTER III 

BACKGROUND, TECHNIQUES, AND APPRAISAL OF THE STUDY 

The study described in detail in Chapter IV and 

Chapter V was conducted at Pima Community College, Tucson, 

Arizona, in the fall semester of 1971, yet the genesis and 

much of the impetus for the study originated in 1969. 

During the school year of 1969-70, and in preparation for 

the actual opening of Pima College in September, 1970, a 

core faculty of 35 members was selected to formulate and to 

develop the philosophy and the curriculum for Pima College. 

I was one of these members. Plans for the Institute had 

been carefully constructed, with primary emphasis on 

creating and developing democratic methods, both for the 

Institute and later for Pima College. The president of Pima 

College was scrupulous as a model for a democratic leader; 

and for most of us this was a new experience. Having the 

opportunity to work together daily in a small group or 

several small groups, we soon became very aware of one 

another's feelings and thoughts. It was not uncommon for 

members to express frustration at the unfamiliar democratic 

way of operating; many of us were impatient and even 

unwilling to deal with the "freedom" and the concomitant 

responsibilities of a working democracy. Yet, within the 

37 
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self-directive, informal ambience provided by our leader's 

trust and respect, we were responsible for the formulation, 

completion, and evaluation of our own learning experiences 

at Pima College. 

Assessing ourselves, some of us believed ourselves 

very productive; others expressed the feelings that they 

could have been more productive; and some blamed the 

democratic president for their own "failures." The 

president, however, expressed to us his dream of sharing 

in a participatory democracy, and his willingness to engage 

in the risks of fulfilling that dream. He attempted to 

facilitate the democratic process in every facet of the 

Institute, The Institute members were individually 

respected, allowed to develop at an individual pace, 

allowed to communicate freely, and, in sum, were seen as 

intelligent, capable human beings. Within the framework of 

this environment, and with the inspiration and encouragement 

of the president to act as innovators, we formulated the 

following philosophy for Pima College: 

The proper functioning of a democratic society 
and the well-being of the individual depend on his 
opportunity to develop his abilities in accordance 
with his own chosen goals. To achieve this end, 
Pima College believes education should be designed 
as a continuous process which develops a man's 
awareness both of himself and his environment andr 
thus, prepares him to function more effectively in 
a highly complex society. 

Each individual in the Pima College community 
is encouraged to take pride in his own heritage 
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and at the same time to develop awareness and 
appreciation of differences which stem from 
differing backgrounds. 

An institution committed to these ends 
attempts to create an atmosphere rich in a 
diversity of subject matter, materials and 
educational approaches. In accepting the 
principle of continuous and open evaluation of 
all activities, the college will encourage all 
participants to make free, intelligent and 
responsible choices from a wide range of 
alternatives. 

I accepted the challenge of our philosophy and made 

plans to teach a French 1 course, using the democratic 

method. The purpose of this study is to describe and assess 

the process of learning the French language in a democratic 

junior college classroom. 

The democratic process as described in Chapter II 

was used as a model for leadership and behavior. The data 

collected in the study were a personal class-room journal 

and two student evaluations. The observations in the 

journal were written according to a categorical framework 

derived from sociological theory. Gibb outlines the 

framework as follows: 

1, Climate: the student-teacher interpersonal 
relationships. 

2, Control; the dynamics and motivation, 
extrinsically and intrinsically, of 
the group and its members, 

3, Goal setting: the process of formulating 
objectives for or by the group and 
its members. 



40 

4. Communication: the flow of information within 
the classroom setting. 

5. Evaluation: the dynamics of assessing the ^ 
group members' learning experiences. 

In September, 1971, my Elementary French 1 class at 

Pima College had an initial enrollment of 25 students. Of 

these 25 students, 17 completed the course. A follow-up 

study of the eight who dropped the course yielded the 

following information. Three students said they were having 

"transportation problems"; three students said they were 

working conflicting hours, which forced them to drop out 

of school altogether; one student said that she "didn't 

like French"; and one student I was unable to contact. 

Of the 17 students who remained nine were female and eight 

were male. Five had Spanish surnames; twelve were Anglos. 

Students ranged in age from 17 to 37, with the majority of 

ages between 18 and 22. 

During the semester I attempted to facilitate the 

democratic processes in the classroom and to function as a 

participant-observer. I agree with Fox that "only as a 

participant does the observer feel the pressures operating 

in the situation and with a feeling for these pressures he 

can understand how and why the other participants respond as 

1, Gibb, p. 59. 
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2 they do. And as he also suggests, another advantage of 

this technique of observation is "a presumed frankness and 

honesty with which others will approach the participant-

observer and the accurate picture he will obtain of the 

3 
research situation." As a participant-observer I sought 

to encourage a positive student-teacher relationship, 

promoting an informal trusting ambience wherein the students 

would participate in the selection, fulfillment, and the 

evaluation of their own learning experiences. I sought 

to encourage spontaneous communication initially in English 

and then in French, as well as to encourage student control 

of the learning environment. 

Since the democratic method is essentially student 

oriented, the responsibility for the formulation, selection, 

fulfillment, and evaluation of goals and objectives rests 

with the student. The role of the instructor is to be a 

facilitator or guide in providing available resources and 

educational tools to facilitate this system. There are 

certain assumptions concerning the student that are vital to 

the success of this method; 

1. The student—making decisions about his life and 

its direction^^-participates responsibly when 

2. David J, Fox, The Research Process in Education 
(New York: Holt, Rinehart and Winston, Inc., 1969), pp. 513<-
514. 

3. Ibid., p. 514, 
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learning is a purposive, exploratory, imaginative, 

and creative enterprise. 

2. The student's learning involves a change in his 

person, his perceived environment, or the relation-

ship between the two: which is not necessarily 

observable. 

3. The student is an active, curious individual— 

intrinsically motivated—who learns readily that 

which is in line with his own goals and needs. 

4, The student tends to be motivated to learn when he 

has a positive self-concept and success experiences, 

5, The student's becoming an independent, creative, 

self'-reliant learner is facilitated when self-r 

criticism and self-evaluation are basic and evalua-r 

tion by others is minimized. 

Given these assumptions, the instructor must bear in 

mind that she is the student's principal resource and that 

in this capacity she must possess a solid background in the 

French language coupled with human empathy and warmth. She 

must be prepared to confront the gamut of negative human 

reactions while retaining a consistently positive and en

couraging attitude. She must believe in the students as 

capable individuals and in the viability of the learning 

method she is utilizing. She must be prepared to expend an 

extraordinary amount of time and energy both in and out of 
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the classroom toward the success of this learning system. 

She must support every student effort while maintaining a 

non-judgmental attitude. It is imperative that she accept 

the basic premise that education is a partnership and that 

the nature of the partnership between student and instructor 

and between student and student demands a horizontal rather 

than a vertical relationship. 

In attempting to determine their goals and ob

jectives, most of the students initially indicated the 

following: 

1. To learn to speak French. 

2. To learn to write French. 

3. To learn to speak French fluently. 

4. To pass the course to satisfy the language require

ment at The University of Arizona. 

5. To try something different. 

These, as is easily detectable, are standard answers that in 

reality are too general for much meaning. But as individual 

and class discussions progressed and as students "accepted" 

the responsibility for determining what they wanted to 

accomplish in this class, the objectives became more 

specific and attainable. Some examples are: 

1, I would like to do something creative, something 

that interests me, like writing a short poem, 

2. I love to sing and I've always wanted to sing a song 

in French. Perhaps I could try that.. 
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3, I'd like to develop my reading ability in French so 

that I could at least read some material without 

translating it. 

It must be noted here that at various points through

out the semester, the class had a group objective or ob

jectives. These were instances in which everyone agreed 

that a traditional approach to the language was necessary to 

the continuation of individual objectives. This particular 

group objective occurred approximately ten times throughout 

the semester, but generally would not absorb the entire 

class hour. During these sessions, I was asked by the 

students to explain specific grammar points, to participate 

in a conversational period, or to assist them in reading a 

group-selected story. Most of these sessions took place 

between the third and the tenth weeks of the semester, 

The classroom was not the sole milieu for learning 

the language. Extra sessions attended by the majority of 

the students were either held in my office, in an empty 

classroom, in the cafeteria, or, if the weather permitted, 

outdoors. Students who did not participate in class or in 

the extra sessions, or those who were experiencing diffi

culties with the learning system, oftentimes came to my 

office for individual attention. My office was open at any 

time to anyone in the class. 
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Because of the different objectives and points of 

concentration, each student exhibited weaknesses or 

strengths vis-&-vis the French language. All students were 

weak in all aspects of the language for approximately the 

first three weeks, even though several students had pre

viously studied French in high school. The latter were 

somewhat more advanced than the other students, particularly 

in the conjugation of verbs and in reading; yet their French 

verbal ability was elementary. They were able to verbalize 

the greetings such as Bonjour, Comment allez-vous? Tr£s 

bien, merci, et vous? Comment vous appelez-vous?, and Je 

m'appelle. More complicated phrases were beyond their 

knowledge and skills. After the first three weeks, however, 

ninety-five per cent of the students were at the same level 

of verbal competency. 

Students differed in their rates of development in 

listening, speaking, and writing, respectively. As ob

jectives were discussed and decided upon, the learning order 

was changed to suit the individual student or groups of 

students. Since writing is more "private" than speaking or 

reading, many students directed their major efforts into 

this category for about the first seven weeks. As their 

confidence increased in themselves and in the group, their 

speaking and reading abilities progressed and developed, 

Each became more assertive and determined to pursue his own 

chosen objectives to his satisfaction. 
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By mid'-semester, sixty per cent of the students had 

progressed beyond the preliminary stage of salutatory 

phrases and short sentences to more advanced questions and 

answers using tenses other than the present tense. They 

were sometimes using the imperfect and the Mpass£-composd" 

in their written work and in their oral exchanges. 

By the end of the semester, about seventy-five per 

cent of the students were freely utilizing the language, 

having incorporated an additional tense, the "futur proche," 

Their written and oral work was not free of error; never^ 

theless, it demonstrated improvement and creativity as each 

student fulfilled his own objectives. His accomplishments 

were twofold: first, he was able to communicate in French 

via the written and spoken word; and second, he had succeeded 

in determining his own educational program in this French 1 

course. 

During the following Spring semester of 197 2, I 

decided to revert to a traditional method of teaching so 

that I might be able to make a comparative assessment of 

learning French by the democratic method. There were fifteen 

students enrolled in the subsequent French 1 class, the 

number being smaller because of the sequence of semesters. 

Of these fifteen, three dropped the class: 

1 had transportation difficulties. 
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1 had enlisted in the service and was being transferred 

out of the state. 

1 was getting married. 

The first day of class I handed out a syllabus, told the 

students which books to purchase, explained the grading 

system, and admonished them about excessive absenteeism. I 

told them the class would be conducted totally in French and 

that the exams would be given at regular intervals (weekly) 

throughout the semester with no make-up possibility. I gave 

them my office hours but told them my office was open to 

them at any time. 

I proceeded throughout the semester according to the 

syllabus. After a given period of time, I formally intro

duced the students to writing, which took the form of weekly 

compositions. Initially, the students selected a topic from 

the reading chapters in Langue et Lanqage; however, midway 

through the semester I asked them to write on topics that 

interested them. Some were shaken by this request and as a 

result several students asked if they could continue selec

ting their topics from the book. 

In comparing the students from each semester, it 

seemed that attitude was the principal factor in determining 

what the student learned, how much he learned, and the 

quality of what he learned. Initially, both groups were shy 

and uneasy: the democratic group by an unfamiliar teaching 

method and by the submersion in a new language; and the 
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traditional group by the submersion in a new language. The 

traditional group progressed more rapidly in listening and 

speaking capabilities during the first six weeks. The 

democratic group seemed more advanced in its writing skills 

during the same time. At approximately the tenth week, the 

democratic group was beginning to function well individually 

and collectively which affected their performance in a sig

nificant manner compared with the traditional group. They 

were more verbose, more willing to participate in and 

generate class discussions in the French language and more 

willing to share the progress they had made on their pro

jects. The traditional group continued on their same level, 

with a decrease in their oral participation in class as the 

material became increasingly more difficult. In the tradi^ 

tional group, the amount of work, the constant emphasis on 

grammar and on compositions, the weekly quizzes and the fact 

that we had to cover a given amount of material in a speci

fied length of time seemed to cause feelings of demoraliza

tion among the students. Perhaps these feelings were 

responsible to some degree for excessive absenteeism, lack 

of preparation, lack of participation, and poor performance 

on exams. 

By the end of the semester, the two groups were 

relatively similar in their verbal skills. The traditional 

group, in general, made fewer grammatical mistakes, but the 

pronunciation of both groups was similar. Both groups had 



49 

the tendency to anglicize many of the words. Both groups 

preferred to express themselves in the tenses with which 

they felt most comfortable; generally the present tense and 

occasionally the imperfect tense. The democratic group 

preferred the "futur proche" while the traditional group 

used the simple future tense most often. 

In the written work, the traditional group began 

well and became increasingly weak as the lessons increased 

in difficulty. The students, for the most part, followed 

the general "flavor" of the reading chapter in the text book 

from which they had selected their topic. One or two 

students successfully attempted a degree of creativity in 

their compositions. 

The written work of the democratic group seemed 

superior in its creativity, in its profundity, and in sub

ject content. Some students in the democratic group made 

some glaring grammatical errors as did the traditional 

group, but the subject matter being attempted was considert 

ably different in both groups. The students in the demo-r 

cratic group were writing for content, to develop an idea, 

while the traditional group was writing for the sake of the 

grammar involved in a particular lesson and the subject 

matter was usually of little interest to this group. Be

cause the students in the democratic group were interested 

in what they were writing, they devoted more of their time, 
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imagination, and energy in attempting to make their writings 

successful. 

In summary, students in my traditional French class

room were usually highly motivated at the beginning of the 

semester with a gradual decrease as the semester progressed 

and finally with little motivation remaining at the end. 

Most of the students learning under the democratic method 

reacted in the opposite manner. During the beginning 

stages, they expressed frustration, very little, if any, 

motivation, and little productivity. As the semester pro

gressed and as the students delved into the process of self 

and group discovery and into the selection of goals and 

objectives, they began to evolve positively both in the 

French language skills and in the democratic process. 

I observed that the feelings of being capable 

generate excitement as the educational momentum increases. 

The students take pride in the learning process and in 

themselves, and, as a result, they begin to test their 

skills in the language by attempting to speak it, by writing 

it, and by reading it. By the end of the semester most of 

them are deeply engrossed in their individual and/or group 

projects. They are eager to continue their exploration of 

this new language experience. 

Throughout the semester I recorded in a journal 

student behavior that I observed, I recorded the informa

tion immediately following each class*-<-four times weekly for 
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16 weeks. Slater has noted that the type of daily journal 

instrument used for data collection has been variously re

ferred to in research literature as a participant-observer 

4 
log or post session log. Prescott calls such a record "a 

behavioral diary or journal."^ Whyte finds the journal 

being used in the social sciences,^ and Van Dalen and Meyer 

7 
observe its use in psychiatric studies. 

In order to validate my observations, I surveyed the 

students for their reactions and perceptions. I asked them 

both quantitative and qualitative questions in English, to 

obtain accurate responses. The former provided means by 

which to check my observations on: (1) climate, (2) control, 

(3) goal setting, (4) communication, and (5) evaluation. 

The qualitative questions ("What did you expect from this 

French 1 course and its instructor?" and "What was your 

reaction when I asked you what you wanted to do in the 

class?") allowed the students the opportunity to react to 

the democratic process—"to reveal their motives or 

4. Philip E. Slater, Microcosm; Structural, 
Psychological and Religious Evolution in Groups (New York: 
John Wiley & Sons, 1966), p. 132. 

5. Daniel A. Prescott, The Child in the Educative 
Process (New York: McGraw-Hill Book Co., 1957), p. 62. 

6. William Foote Whyte, Street Corner Society 
(Chicago: University of Chicago Press, 1955), p. 115. 

7. Theabold Van Dalen and William J. Meyer, 
Understanding Educational Research (New York: McGraw-Hill 
Book Co., 1962), p. 205. 



attitudes and to specify the background or provisional 

g 
conditions upon which their answers were based," 

8, Ibid., p, 303, 



CHAPTER IV 

AN EXAMINATION OF DATA—WEEKS 1-9—THE 
QUIESCENT PHASE OF LEARNING 

The primary documentation for this study is a 

teacher's French classroom journal, written during a sixteen 

week semester in the Fall of 1971. 

Since the complete journal is too unwieldy and some

times repetitious for this study, I have excerpted signifi

cant portions as primary evidence for my thesis. Comple

mentary to the journal I have constructed analyses of my 

observations of student attitudes toward the democratic 

learning method and of student progress in learning the 

French language. For the purposes of this study the docu

mentation is divided into two time periods (Chapters IV and 

V), following a natural division that I observed develop. 

The first nine week period was initially character

ized by a passively resistant attitude toward learning 

French; gradually this attitude evolved into a quickening 

interest in French. The final seven week period was 

characterized by considerable French language activity, and 

culminated in energetic, self-confident skills in the French 

language. 

Evidence for the thesis is presented in the follow

ing format in Chapters IV and V: 

53 
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1. Preliminary weekly analysis of student reactions to 

the democratic method. 

2. Preliminary weekly analysis of students' learning 

of French. 

3. Excerpts from journal. 

My classroom instruction was totally in French. 

Communication in English was confined to explanations about 

the democratic method. The students, therefore, were being 

asked to confront two situations basically unfamiliar to 

them: the democratic method with all its ramifications and 

the learning of a foreign language. 

Week One 

The first five week period was primarily character

ized by student uneasiness, frustration, and resistance to 

the democratic language learning process. The students be

haved in a very formal, distant manner, apparently expecting 

me to be the "traditional" language instructor who hands out 

a syllabus containing the material in the grammar book, 

makes additional composition assignments, grades them, ad^ 

ministers tests, grades the tests, and finally ^awards* a 

semester grade based on the above steps. They appeared to 

expect me to tell them what to do at each moment because Rwe 

are the students and you are the teacher.."- For example, a, 

composite of student statements might be as follows: "You 
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should be in complete control of the class—it is up to you 

to initiate communication in the form of questions, with the 

answers forthcoming from the students, but only after we 

have raised our hands and are appropriately recognized by 

the teacher." 

This was also a period of incredulity for the 

students regarding the French language. One of the first 

and most frequent remarks was "I don't speak French, and I 

don't understand it. You're supposed to teach me French." 

During the first week, the climate was rigid, 

sterile, formal, and uncomfortable. My role and the stu

dents' role were clearly defined by the students: "You are 

here to teach and we are here to learn." 

Journal Excerpt, Tuesday, September 7 

The first day of class was very revealing to me, I 

arrived in class early and selected a desk toward the back 

of the room by some students who were already there. They 

seemed to regard me as another student. As more students 

arrived, I noticed that they were joking and chattering with 

one another until they reached the classroom door. At this 

time, they all immediately became very quiet and somber-

looking. The majority of the students chose the seats 

farthest away from what would ordinarily be the instructor's 

place. Once in the classroom, they did not communicate with 

each other. 



When I said "Bonjour" and introduced myself as Fern 

Ramirez, the students were visibly shaken by the fact that 

they had not recognized me as the instructor and by the fact 

that I was "misplaced." The students sitting closest to me 

were quite uncomfortable as demonstrated by their fidgeting 

and reluctance to look at me. 

I explained to the students (in English) that we 

would be using the democratic method in the course, and by 

the facial expressions, I imagine my message was not being 

"received." The students seemed afraid to speak and as a 

result there were long periods of silence in which feelings 

of uneasiness were manifested in the shuffling of feet and 

restless body movements. The students who wore watches were 

very obviously awaiting the end of the hour. When the period 

ended, these same students looked at their watches and then 

at me as though asking for permission to leave. I sat there 

silently. A male student raised his hand and said, "It*s 

the end of the hour; may we leave, Mrs, Ramirez?" 

Throughout the week, I was the focus of attention. 

Students looked at me, sought my "permission" to speak and 

to leave at the hour's end, and asked questions about what 

they were expected to do in the class. The students were 

obviously viewing me as the person of authority. 
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Journal Excerpt, Thursday, September 9 

I walked in the classroom, said "Bonjour" to the 

students. As time progressed, I realized that even though I 

was not standing or sitting in front of the classroom 

isolating myself from them, they were focusing their atten

tion on me. I asked a question in French and there were 

some snickers followed by uneasy silence. My question, 

"Comment voulez-vous apprendre le frangais?" was met with 

blank stares but no queries as to what the question meant. 

I remained silent. A student raised her hand and asked, "Do 

you expect us to speak French?" I asked "Voulez-vous parler 

frangais?" There were gestures, wrinkled noses, shrugging 

of shoulders, shuffling of feet, but no verbal comments. 

During the first week, the students would ask me 

after class (addressing me as Mrs. Ramirez) what I expected 

them to do in the class, what kinds of exams I was going to 

give, and what they had to do to earn an "A," Only one 

student appeared ready and eager to participate in the 

democratic learning process. He said to me after class that 

my asking questions in French, in class, made him want to 

learn to speak French. The remaining sixteen students were 

apparently terrified of the situation. They acted very 

formally, seemingly expecting a change in my behavior and in 

my speaking French, 
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Week Two 

The second week was much like the first week. The 

students were still behaving in a formal, rigid manner. 

They were unsure of themselves and quite uncomfortable with 

the classroom process and with me. Very little verbal com

munication took place between them and me or among them

selves, They appeared fearful that I would require them to 

follow m^ objectives, and, in addition, that I would expect 

them to behave in a formal "traditional" manner. They also 

seemed to expect me to "force" them to speak the French 

language. A strong current of anxiety and frustration arose 

from their uncertainties and their distrust of me in my 

position. This distrust resulted in their striving to 

separate themselves from me either physically or mentally. 

Journal Excerpt, Thursday, September 16 

This is Thursday of the second week and most students 

are still calling me Mrs. Ramirez. One woman called me 

"Madame." Students are very uneasy and are still asking 

questions (after class mainly) about what they are expected 

to do in the class and if they are expected to speak French. 

The students are so eager for class to end, yet when it does 

they seek my approval before leaving. 

I tried at this class session to ask a few more 

questions in French to try to stimulate the students. Their 

reaction was a nervous one as evidenced by wide-eyed looks 
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and slumping in chairs as if fearing I would call on someone 

to respond. 

When I entered the classroom, I noticed that the 

students had seated themselves in such a way that I was 

forced to sit almost totally separated from them. This 

seemed to be a manifestation of their distrust and of their 

feelings of hostility and fear of me. 

Today a student very reluctantly asked me in English 

how I was going to grade them. She seemed afraid that I 

would punish her for speaking English. The students were 

evidently still expecting an instructor-assessment of their 

progress in class. I asked "Que voulez-vous faire?" The 

students became silent again. After a period of silence, 

one young woman asked, "Are you going to grade us on the 

curve or straight percentile?" It seemed that the level of 

anxiety was so great that the students refused to believe 

that they could participate in their own learning process. 

We were discussing possible projects and activities 

but unfortunately very few students were participating. The 

lack of cooperation indicated to me that the majority of the 

students were still expecting me to tell them what to do and 

that they were afraid because they didn*t speak French, 

Those who spoke raised their hands before doing so and were 

rather hesitant about expressing their opinions. 
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Week Three 

The students' behavior was still negative in terras 

of student-teacher interaction and student-student inter

action during the third week. Students still seemed afraid 

of me because I was speaking French, and, therefore, hesi

tated in speaking in the classroom; most of the conversa

tions with me were conducted after class. In asking the 

questions the students still expected me to direct the total 

learning experience, by telling them what to do and to 

evaluate how well they did what they were told to do. During 

this week, as throughout the first two weeks, students asked 

many of the same questions—those dealing with my expecta

tions of them. 

Journal Excerpt, Tuesday, September 21 

Some of the students did not participate in the 

class discussion. They seemed nervous and afraid. Some 

asked me after class, "When are you going to tell us what 

to do?" 

I noticed that many students seem resentful of me, 

as evidenced by their physical distance from me and by their 

refusing to look at me during class. Some students showed 

their resentment by doodling, looking at their watches, and, 

if they had other materials, by leafing through these. 

One student raised her hand and asked in English, 

"How are we going to learn anything in here if we can't 
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understand you and if we don't speak French?" All eyes were 

on me instantly. I definitely was the focus of attention. 

I responded, "Est-ce possible?" There were deep sighs and 

no one responded. The air was heavy with frustration and 

hostility. 

Only one student has set up his objectives for the 

course at this point. The remaining sixteen students are 

still waiting for me to do this for them. They seem to feel 

that if they do not speak the language and can not understand 

me, they will not be able to learn. It seems as though they 

have to be told what to do and in English. 

Week Four 

By the fourth week the level of anxiety and frustra

tion was generally quite high. This was manifested in 

various ways: students were still acting formally in class, 

and while some were beginning to open up, others were with

drawing within a bubble of protection; more students began 

to question me in English about the value of my speaking 

French in the learning process; some students were attempting 

to speak French, with much hesitancy and fear. All the 

students except one appeared to expect me to set up their 

objectives for them and seemed to demand that I assess their 

learning experiences. Most of the students insisted that 

they were unqualified to determine their own objectives and 

to. evaluate their own progress vis-^-vis their objectives. 
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During the latter part of this week, students began 

to test me to determine whether my actions were consistent 

with my remarks encouraging students to participate in their 

own learning process. This testing came in various ways: 

some students called me by my first name (causing some un

easiness in the other students); some students mildly 

challenged my style; and some isolated themselves physically 

from the instructor and from their peers. 

Journal Excerpt, Thursday, September 3 0 

The class was still quite formal today with occa

sional attempts at informality by one student who called me 

by my first name. This caused visible uneasiness among the 

other students. They looked at me for my reaction. 

Communication is limited. I sense that students are 

reluctant to speak because I am responding or asking ques

tions in French, even though the French I have used in class 

thus far is extremely simple. Judging from the questions 

asked about the language, the students seem to feel that 

they can not learn unless I tell them what to do. The one 

student who has set up his own objectives expressed his 

positive feelings about the democratic process being used in 

the classroom. The others, however, are so apprehensive and 

unsure that they are not truly listening to him. They seem 

to place no credence in his statements or perceptions. As a 
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matter of fact, after he spoke, they all looked to me for an 

indication of acceptance or rejection of his comments. 

Today, as I have been doing for the past three weeks, 

I brought reference materials to class to help the students 

in setting their own objectives. I also brought in the 

Pucciani Langue et Langage, a French textbook and accompany

ing lab workbook, and explained that they are the general 

texts for a first year French course. These reference 

materials prompted a discussion on objectives. Mike, the 

student who has already established his objectives, seemed 

rather pleased that he already knows what he wants to do, 

Another student suggested that we might set up group or 

class goals. Most of the students did not respond. 

Today, Thursday, I asked the students to evaluate 

what we had done in class. In asking these questions in 

French, I find that I have to resort to the arts; that is, I 

do a great deal of drawing and pantomiming. For the most 

part, the students can comprehend my questions. There were 

mixed reactions. A couple of students indicated that it was 

interesting. A young woman said it was "o.k.," but wondered 

what it had to do with French. She said, "We're supposed to 

be doing grammar and things like that in here," Several 

students indicated their approval by nodding their heads. In 

the democratic fashion, I redirected the question to the 

class, asking if they all wanted to study grammar. There 

were moans and grimaces. One male student said, "I don't 
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even like English grammar; why should I do French grammar?" 

Several agreed with him. 

Week Five 

The fifth week was much like the fourth. Students 

were still behaving in a formal, traditional manner, expec

ting the interaction to be from me to them. The students 

did not believe that they actually could express their 

opinions without fear of reprisal. The students were still 

seeking clarification of my expectations, as evidenced by 

their questions and the verbal demands that I direct the 

teaching process and establish the objectives. During this 

week as during the fourth week, the students watched me very 

closely to determine whether what I was saying and had been 

saying from the beginning of the semester was consistent with 

what I was doing. Would I encourage and assist in the 

selection of individual or group objectives and in the self-

evaluation process? The students seemed to expect me to 

revert to the traditional authoritarian role, and some 

indicated that they hoped this would actually take place. 

Journal Excerpt, Wednesday, October 6 

The class continues to be somewhat stiff and formal. 

The behavior of most of the students is also quite formal. 

Most students still raise their hands to ask questions and 

address me as "Madame," When Mike called me "Fern" today, 
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most students still appeared embarrassed and uneasy about 

the informality. 

In terms of the language process, the students are 

speaking more French when interacting. There continues to 

be some frustration with me for communicating only in French. 

The students are accepting the fact that I continue 

to speak French to them and are capitalizing on it by 

speaking more French. Many of my remarks of encouragement 

have fallen on unattentive ears. Students are also in

credulous of the fact that they can think for themselves. 

One student asked today, "Are we actually going to set up 

our own goals and evaluate ourselves? How can we do that; 

I've never done it before, especially in French. Do you 

expect us to do it in French?" 

I brought in a list of suggested things to do in 

class along with a calendar for students to determine when 

they wanted to discuss their activity or project with the 

rest of the class. A discussion followed about the possible 

activities. 

I conducted a student evaluation in order to check 

my perceptions of student behaviors and of the language 

learning process. This evaluation took the form of quanti<-

tative and qualitative questions. There were two sets of 

quantitative questions. One set made reference to the 

democratic learning process and the second to the language 
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learning process. Following are the quantitative questions 

including a tabulation of the responses. 

Quantitative Questions 
Democratic Learning Process 

1. What is the climate? 

2. Is the instructor making 
the climate 

3. Is your behavior in this 
classroom 

4. Did you expect your 
behavior to be 

5. Do you want your 
behavior to be 

6. Is the instructor an 
authoritarian? 

7. Do you want her to be an 
authoritarian? 

9. Who is determining the 
objectives for this class? 

10. Is the instructor trying to 
assist you? 

11. Do you want the instructor 
to determine your objectives? 

12. Who directs the learning 
process in class? 

13. Do you want and expect the 
instructor to direct the 
learning process in the 
classroom? 

14. Does the instructor encourage 
participation? 

15. Does the instructor expect 
to give you exams? 

Please underline the 
appropriate answer 

16 Formal 1 Informal 

0 Formal 17 Informal 

16 Formal 1 Informal 

17 Formal 0 Informal 

15 Formal 2 Informal 

0 Yes 

17 Yes 

17 No 

0 No 

16 Instr. 1 Student 

15 Yes 

15 Yes 

2 No 

2 No 

16 Instr, 1 Student 

16 Yes 

16 Yes 

15 Yes 

1 No 

1 NO 

2 No 
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16. Do you want and expect her 
to test you? 16 Yes 1 No 

17. Is the instructor going to 
grade you? 17 Yes 0 No 

18. Do you want and expect her 
to grade you? 16 Yes 1 No 

19. Have you ever been asked to 
determine your own educational 
needs and objectives? 0 Yes 17 No 

We can conclude that although nearly everyone agreed 

the classroom atmosphere was formal, all indicated the 

instructor attempted to create an informality. Nearly all 

believed they behaved formally, according to their expecta

tions, though a few wanted to behave more informally than 

they did. Only a few students wanted the instructor to be 

as informal as she was although everyone expected an authori

tarian teacher, and nearly everyone wanted her to be an 

authoritarian. Most students liked the fact that the 

instructor would determine the class objectives. Only a few 

students failed to see that the instructor was directing the 

learning process, a condition that a large majority both 

expected and desired, although most were aware that the 

instructor encouraged student participation. Most students 

expected and wanted examinations, while a few believed they 

were unnecessary. Everyone believed the instructor would 

grade them according to the majority of expectations and 
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desires. No one had ever been asked to determine his own 

educational needs and objectives. 

Quantitative Questions 
Language Learning Process 

1. Do you speak French? 

2. Did you speak it before 
registering for this class? 

3. Do you understand French? 

4. Did you understand French 
before registering for this class? 

5. Does the instructor speak only 
French in class? 

6. Do you want her to speak 
only French? 

7. Did you expect her to speak 
only French? 

8. Would you rather she spoke 
English? 

9. Do you understand her French? 

10. Does the instructor encourage 
you to speak French? 

11. Does she expect you to speak 
French? 

12. Do you want her to expect you 
to speak French? 

13. Do you want to speak French? 

14. Are you unable to learn because 
the instructor speaks French? 

Please underline the 
appropriate answer 

1 Yes 16 No 

1 Yes 16 No 

2 Yes 15 No 

2 Yes 15 No 

17 Yes 0 No 

1 Yes 16 No 

0 Yes 17 No 

7 Yes 10 No 

9 Yes 8 No 

17 Yes 0 No 

16 Yes 1 No 

6 Yes 11 No 

15 Yes 2 No 

11 Yes 6 No 
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The questionnaire was designed to determine: CD 

the language knowledge of the student, (2) the learning 

climate vis-cl-vis the language process, and (3) whether the 

instructor interacted with the students in the French 

language. One can conclude from these responses nearly all 

the students neither spoke nor understood French at the on

set of the semester. Although none of the students expected 

the instructor to speak only French, approximately half 

preferred that the instructor speak English. Slightly more 

than half indicated they understood the French. Nearly all 

agreed that the instructor encouraged and expected them to 

speak only French. And though nearly three-fourths wanted 

to speak French, two-thirds believed they would be unable to 

learn because the instructor spoke only French. 

Week Six 

During the sixth week, the majority of the students 

maintained their formal behavior. The climate continued to 

be stiff and rigid. Most students still indicated that they 

expected me to control the learning environment, pose the 

questions, give the assignments, grade them, and, finally, 

evaluate their classroom accomplishments. 

This week was important because there emerged four 

sub-groups composed of one or two students per group. Two 

of the sub-groups were concerned with my leadership style. 

The remaining two groups discussed the issue of my using 
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French as a medium of communication. The verbal confronta

tions in French and English between these groups indicated 

that two groups were supportive (one of my behavior and the 

other of the medium of communication); the other two were 

in opposition. 

During the latter part of the week, there seemed to 

be a slight shift in some attitudes. Some students appeared 

to be more receptive to the informal ambience and more at 

ease and comfortable with my democratic behavior. Some 

students also were becoming more comfortable in using the 

French language. They were continuing their exploration of 

the language, they seemed to enjoy their attempts, and they 

were now less fearful of peer reactions. Nevertheless, 

dependence on me was manifested by the students seeking 

approval when speaking. 

Journal Excerpt, Monday, October 11 

Today I asked the students to please assist me by 

answering two questions, A student asked a question with 

much concern, "Do we have to answer in French?" My reply 

was for them to use the language they felt most comfortable 

with. There seemed to be a general sigh of relief. The 

following are the questions and student responses: 

Question 1: What did you expect from this French 1 

course and its instructor? 
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Responses (verbatim): 

1. I expected the class to be boring like any other 

high school language class that I tried and failed. 

I never expected the teacher to speak French. 

2. I expected grammar translations and doing everything 

the teacher told me to, but in English. 

3. I just knew I'd fail because the teacher would 

expect so much from me. She'd tell us what to do 

and if we didn't give the answer she wanted, she'd 

give us a bad grade. There's one thing I didn't 

expect and that was for the teacher to speak French 

all the time. 

4. I expected the same thing—grammer, grammer [sic]. 

I expected the teacher to give us assignments in 

grammer, grade them marking them with red and giving 

them back to us. Boy, I didn't expect to hear 

french [sic] from the very first day. 

5. I fully expected to be bored and I had prepared 

myself for sleeping quietly in the back row. But 

when you explained that we would be evaluating our

selves and that there would be no exams and that you 

were going to speak in French—wow! 

6. I expected a strict, authoritarian teacher like at 

the U. I started French there but got sick and had 

to quit school. Your speaking French didn't shock 
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me like it did the others—I had already been 

exposed to it there. 

7. I dreaded it but I knew I had to take it to be able 

to graduate, I figured it would be dull but would 

require a lot of work because it was a foreign 

language. 

8. I figured if I would sit in class and just listen, I 

would probably pass the midterm and the final. I 

wasn't to [sic] interested. 

9. I expected a list of lessons. 

10. I expected to have to learn all the grammar with 

very little help from the teacher. I also expected 

most of the class to be in English. 

11. I expected to be there for one semester and get the 

credit even though I didn't learn anything. 

Question 2: What was your reaction when I asked you 

what you wanted to do in the class? 

Responses (verbatim): 

1. My first reaction was "Me, tell you what I want to 

do in the class? I can't!" 

2. I was so shocked that I felt myself starring [sic] 

at the floor, 
L 

3. My first reaction, "I'm the student, you're the 

instructor. You tell me what to do," 
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4, Golly, I couldn*t believe it. At first, I panicked 

but then I said to myself, "Self, this is what 

you've been asking for<—now, do it." 

5. I felt kind of funny in my stomach, X had no idea 

what I wanted to dp. 

6. I didn't believe it at first, I thought you were 

playing a game with us to make us believe that you 

cared about what we wanted. 

7, Fern, I was so relieved to hear you ask this ques

tion. I really thought this was going to be another 

irrelevant, boring language course, 

8, My first reaction was hopeful, then fearful, then 

submissive. Explanation'--1 want to learn French. 

The little I have had was so boring and poorly 

taught that I don't know how (even now) I was conned 

into making a second attempt. I like the idea of 

your speaking in the French language. 

9. I was astounded! Believe it or not, my mind went 

completely blank. 

10. How can I? I've never been given the benefit of 

knowing how to think for myself. I've always been 

told what to do and when to do it. 

11. I wasn't sure I could handle the responsibility. 

If you*ve never been asked this question before, how 
i 

can you be prepared to answer it? 
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Journal Excerpt, Tuesday, October 12 

There was a discussion today about my position as a 

leader. Michel, Linda T, and Jean M. were verbally support

ing what I was attempting to do, while Christine and Marilyn 

questioned its effectiveness. As the discussion progressed 

the students who were not verbalizing their feelings were 

nonetheless supporting one group or the other by nodding 

their heads. It was gratifying for me to see that these two 

groups were trying to use more French without feeling the 

need to seek my approval. I felt that they were beginning 

to trust me and be comfortable in the informal milieu I had 

tried to cultivate together with them. The same students 

who opposed my style nevertheless supported the fact that I 

interacted with them in the French language. Marilyn and 

Christine verbalized their pleasure at hearing the language 

every day and at being encouraged to speak it if they felt 

comfortable. Marilyn stated that "Because it wasn't forced 

on me, yet it was there, I felt freer to really try it when 

I wanted to." Several students nodded approval. Jean M. 

questioned this and expressed frustration at not being 

fully able to understand. Other students who apparently 

felt as Jean M. did seemed relieved that someone had finally 

expressed their feelings. Then Michel spoke up and said, 

"You know, I thought I was ready from the very first day, 

but then I felt lost. I went and talked to Fern and we 

shared some ideas for projects. Once X selected what I 
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wanted to do and got started, it's been great. If you guys 

need some help, I'll be happy to help you." This led to a 

discussion on projects such as writing poetry, writing a 

play, and teaching a grammar lesson. Several students asked 

me if I would bring in some ideas to the next class. 

Journal Excerpt, Wednesday, October 13 

I brougjht in a list of possible projects along with 

some books such as: Le Fils du Fauconnier by Amedee Archard, 

Bauer and Barton's Lire, Parler et Ecrire, Raymond Picard's 

Two Centuries of French Literature, Alexandre Dumas * Le Comte 

de Monte Cristo, and some magazines such as "Emu" and "Paris 

Match." There are still a number of students who have not 

determined their objectives for the class. They are easily 

detectable, since their frustration level is high, and they 

appear to blame me and my style of leadership for their non-

productivity. They still seem to expect me to set up their 

objectives for them. They appear resistant to the idea of 

setting up their own objectives. 

Week Seven 

The seventh week was much like the sixth. However, I 

sensed that more students were accepting the democratic 

learning method. The atmosphere seemed generally a bit more 

relaxed. Yet some students were still confronting and 

struggling with the issue of class control. More students 

were becoming more verbal about their feelings, others 



76 

listened and opposed or approved the day's discussion by 

body movements. The number of students who had selected 

projects was increasing. During the fifth week only two 

students had chosen projects while this week five had done 

so. Of these five, though, only two were receptive to 

assessing their own accomplishments. The others apparently 

continued to expect me to evaluate them. 

In terms of using the French language, more students 

were developing their skills. They did not seem as re

sistant as they were in prior weeks. 

Journal Excerpt, Tuesday, October 19 

Today five students have selected projects and are 

beginning or have begun working on them, I imagine that 

because these five have made self-initiated decisions, they 

are eager to help the others who have not selected a project. 

The latter, however, are resistant to peer assistance, still 

apparently expecting me to assign them a project. This 

triggered a discussion, directed by the undecided students, 

about my role as the instructor. It seems that we still 

have not resolved this issue. 

Journal Excerpt, Wednesday, October 20 

Several more students revealed their feelings about 

my style of leadership today. They indicated verbally that 

they resented me and felt that I should be directing the 

class. This caused another verbal confrontation between the 
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two groups. Today's discussion caused a definite feeling 

of anxiety. I sensed hostility from the students who have 

not yet determined what they want to do in the class. 

Journal Excerpt, Thursday, October 21 

Manifestations of hostility and resentment are 

varied: some students come to class and pretend they're not 

here, others come to class and participate grudgingly, and a 

few don't come to class at all. Several students are absent 

on a regular basis, and I'm concerned for them. I want to 

know why they chose to be absent; perhaps I can help them if 

they will allow me. 

Weeks Eight and Nine 

The ambience began to be generally more informal 

during the eighth and ninth weeks. And although a feeling 

of distrust still permeated the classroom, its density was 

not as pervasive. More students were accepting me in my 

role of non-directive leader. Individual and group be

haviors were strengthening and flowering. Students were 

initiating interaction without seeking my approval. More 

students were realizing that they could determine their own 

goals and objectives and were hastening to do so with 

considerable enthusiasm. These weeks were the peak time 

that the students were most willing and eager to participate 

in the classroom as a whole. 
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In coming to this point of cooperation and en

thusiasm, the students were virtually oblivious to my 

speaking French; they were even more comfortable with the 

sounds of French. Still, some skeptical students continued 

to insist that I have a responsibility to teach them; as one 

of the students said, "The teacher should know what each 

student's objectives are." For the most part, students 

continued to be apprehensive about the self-evaluation 

process. This also applied to the students who had already 

selected their projects. They still believed that only the 

" instructor is capable of judging the success or failure of 

any learning activity. 

Journal Excerpt, Tuesday, October 26 
(Eighth Week) 

Today I noticed that the same three people were 

absent again, so I decided to ask the class if we should do 

anything about their absence. A discussion ensued. The 

students who have accepted the democratic process and are 

working to involve themselves in it brought forth the issue 

of responsibility of the group and of the individual. John 

V., who spoke for the first time, said, "Maybe they aren't 

getting anything out of this class," Michel questioned, 

"What do you want to get out of this class? Are we all 

supposed to arrive at the same point at the end of the 

semester?" 
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"Maybe not," answered Linda D., "but I think we all 

should be doing the same thing and I think it1s the teacher1 s 

responsibility to tell us what to do." 

"Pourquoi?" asked Linda T. "Can't you think? Will 

someone always have to tell you what to do?" 

The discussion about my role proceeded in this vein. 

I noticed that more students were verbally participating— 

some with hesitancy and constantly seeking my approval with 

their glances, and the "veterans" with more self-assurance 

and confidence. I feel that they are more comfortable in 

the ambience and that they are trusting me and considering 

me an ally rather than an enemy. 

Journal Excerpt, Wednesday, October 27 
(Eighth Week) 

Jean D. brought some music to class today. He asked 

me if it was o.k. to listen to some music for awhile. I 

answered, "Oui, et les autres?" He hesitated while looking 

around at the others. Somewhat reluctantly he asked the 

other students if it was all right with them. There were 

nods of agreement, so Jean set up the equipment. Just as he 

was about to begin, Stephen said, "No, I don't want to 

listen to music today, It's a waste of time." Everyone 

immediately looked at me as if asking, "Aren't you going to 

tell him something?" Jean D. finally asked him to please 

join the others in listening. I felt that this confronta

tion was another way of testing my reaction to a situation 
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that might have called for discipline in the authoritarian 

classroom. 

Journal Excerpt, Tuesday, November 2 
(Ninth Week) 

Today, an interesting event occurred. Several stu

dents asked me to explain "§tre" and "avoir" in the present, 

past, and future tenses. Since the group seemed to express 

approval, I made my presentation, approximately eighteen 

minutes in length. Afterward, I heard some amusing comments 

such as, "Grammar isn't so bad when it comes in small doses." 

"Oui, and when you want it, not when it's forced down your 

throat every day." "C'^tait trfes bien," said Linda T. The 

class seemed light and more comfortable after this group-

selected venture. 

Journal Excerpt, Thursday, November 4 
(Ninth Week) 

About twelve students have selected projects and 

have either started them or are completing them. Today we 

discussed the various projects. As the discussion pro

gressed, Frangois got up and said, "I'm leaving." There 

was an immediate silence. I followed Frangois out and 

managed to catch up with him before he had left the 

building. I asked him what was wrong and what I could do 

to help him. We talked about his feelings of insecurity 

and fear in the class. As our conversation continued, I 

noticed that Michel came out to see if we were there. He 
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seemed satisfied that we were, and went back into the 

classroom. After a while, Frangois and I rejoined the 

class. They were actually engaged in an active discussion 

of goals, objectives, and projects. 



CHAPTER V 

FURTHER EXAMINATION OF DATA—WEEKS 10-16 
THE PRODUCTIVE PHASE OF LEARNING 

Week Ten 

The tenth week marked the beginning of the actual 

productive phase of the semester, with interaction almost 

totally in French. With the beginning of this week until 

the end of the semester, many of the students focused their 

attention on productive action. They were preoccupied with 

selecting, planning, fulfilling, and evaluating their own 

individual learning experiences as well as the group expe

riences, This week initiated sharing individual projects 

with the other class members totally in French. 

Journal Excerpt, Tuesday, November 9 

Michel came into class today and said that he was 

ready to present one of his projects. He asked if the class 

had any objections. There were no negative responses so he 

began to tell a bit about himself in French.: "Je m'appelle 

Michel, J'ai trente-sept ans et je suis nS & Chicago, Je 

suis dans la classe parce que je veux gcrire mes histoires 

et mes pofemes en Frangais. Je suis aussi acteur. 

Aujourd'hui, je lis un po&me: 

82 
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Le Pofeme de Dgcembre par Michel 

Le dec£mbre est un temps 
d' approfondissement 
Pour l'arbre propre 
d' orange et de brun 
Le ciel laqull de perle 
fait defaire chaque coucher de soleil 
Tandis que les nuages sauvent leur larmes 
& cause de la neige 

Tout le monde est fatigue 
de Renforcer la Lourde Couverture 
et de Rever de la Promesse 
de vouloir dgj& le Printemps. 

There were feelings of excitement for Michel and his 

accomplishments. Most of the students shared a feeling of 

fulfillment with him, I believe. Michel and I talked about 

his creative endeavor after class. We went over the poem 

together and I praised his work. I also made some sugges

tions on how he might improve his future creations. 

Journal Excerpt, Wednesday, November 10 

I noticed that Linda T. seemed more frustrated than 

usual today so I asked her what she would like to discuss. 

She said, "I want to talk about the mountains," Linda T. 

was now the center of attention. "I want to know why some 

people [as she glances around the room] are willing to 

settle for the hills when they are being offered the 

mountains." Charles, who had said nothing throughout the 

entire semester until now, said, "Listen, I came here to 

learn French. I think the teacher should assign grammar 

lessons in the orange book. Then I think we should all do 
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the exercises on the board, together." Linda T. asked, 

"Well, why don't you ask if we want to do that? Why does 

Fern have to tell us to do it? It isn't her responsibility." 

"Oh, heck," said Tex, "I'm so frustrated I don't 

know what to do. Shouldn't we be handing in compositions 

or exercises on grammar? What are we doing in here anyway?" 

Jean M. answered quickly, "If you want to do those 

things, go ahead. No one's stopping you. I'm not 

interested in doing that. I'd rather do what I like to 

do." 

Mike: "You know, Fern's given us a lot of sugges

tions for projects or things to do from the very first week. 

It seems to me that you've got to decide for yourself what 

you're interested in and then take the responsibility for 

accomplishing it. If you haven't done anything up to now, 

it's nobody's fault but your own." 

"Yeah," said Jean D., "Mike wrote a poem and I'm 

preparing a French musical program. I really dig this 

class and I think Fern's doing just fine as she is," 

Charles grumbled, "I still think she ought to give 

us some assignments," 

My role seems to have been the focal point in 

today's discussion, I was glad to hear students who 

hadn't spoken before verbalize their feelings, A few 

students seemed upset when my role was discussed. It was 

apparent that they thought it was inappropriate. 



Journal Excerpt, Thursday, November 11 

Charles, Tex, and Frangois were absent today. The 

class began with Jean M. asking Patricia to explain her 

project. Patricia seemed a little shy and reluctant to 

begin. Then she said softly in French: "Je m'appelle 

Patrice. Je suis n£e en Californie et j'ai dix-huit ans. 

Je suis Mexican-AmSricaine et j'aime les po&mes." She con

tinued in English: "I've always wanted to write poetry and 

have written some but I've never shown them to anyone. I 

guess I'm afraid someone is going to laugh. When Madame 

Ramirez asked what we wanted to do in the class, I was so 

glad, because I want to write. Then, I panicked and became 

afraid when I suddenly realized that I didn't know French. 

After an internal struggle about the validity of doing my 

own thing in this class, I decided to go see Madame Ramirez 

to ask her to help me. I did, and we talked for a long 

time about me and what I like to do. She also let me 

borrow some books and helped me as I progressed in my 

project. I also thought about the process of self-

evaluation and Madame's words at the beginning of the 

semester: 'We are continually evaluating ourselves and our 

objectives. So you students will be grading yourselves on 

what you feel you have achieved,' After writing several 

things^-among them this poem, I realize that I'm the only 

one who knows what I'm accomplishing or have accomplished in 

this class. End of sermon #143; now I'll read my poem: 
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Au dehors de ma maison 
Je regarde par la fenStre 
un arbre grand et dSnud£ 

Un jour 1'arbre fleurisse de nouveau 
Jamais plus de ce monde 

II est mort 
II n'a pas oil aller 
mais de retourner h la nature." 

Weeks Eleven and Twelve 

By weeks eleven and twelve, I seemed to be accepted 

by the majority of the class as a member of the group 

rather than as someone to be feared and mistrusted. The 

class was becoming more informal—particularly for the 

students who were pursuing their self-selected objectives. 

These students seemed to value, appreciate, and support (in 

varying degrees) the opportunity to choose their own 

interests, with me as a guide. They expressed the feeling 

that they profited more by discussing their completed self-

evaluated work with me rather than having me indicate the 

errors with red ink and returning their papers impersonally. 

Nevertheless, some of the students with self-^-selected 

objectives and projects expressed the feeling that they were 

experiencing some difficulty in evaluating themselves. They 

did not seem discouraged, only somewhat overwhelmed at 

having discovered a difficult facet of a learning experience. 

Most of the eleven students who had established their 

objectives offered unstinting support to those students who 

had not selected their objectives. They encouraged the 
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others to try to reach some decisions about what they 

wanted to do. 

The frustration level of the undecided students was 

a clear indication that for them, I was still expected to 

behave in the traditional authoritarian manner. They con

tinued to expect that the rules of behavior, the standards 

for achievement, and the numerical rewards would be 

initiated and strictly enforced by me. They continued to 

place the responsibility and the blame for their lack of 

objectives and productivity on me. 

During these two weeks, students continued to dis

cuss my position in class. However, the discussions did not 

have the same magnitude and intensity as in prior weeks. 

There were more students who accepted me, and were content 

with my style of leadership. Consequently, they joined the 

initial group in the defense and clarification of my 

objective'--being a democratic leader. 

Journal Excerpt, Monday, November 15 

Due to a meeting, I came to class about twenty 

minutes late. The classroom was buzzing with activity. The 

students were working in small groups or individually. As a 

matter of fact, they did not notice me when I entered. 

Journal Excerpt, Wednesday, November 17 

I entered the classroom and no one was there. I 

looked around and noticed a note on the blackboard: "Madame 
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Fern, Nous sommes k 1'Edifice D, 1*Edifice de musique." So 

off I went. When I got to the Music Building, I found the 

students in a classroom, all sitting on the floor, so I 

joined them. The room was semi-dark, set with multicolored 

lights and with a single microphone. We were enveloped in 

a "Boite de Nuit ambiance" that seemed to be relaxing to 

everyone. Then, the lights were dimmed and a spotlight 

shone, focused on Karen. She was dressed in a long, black 

gown, her hair was pulled back and up, and she wore a white 

rose in her hair over the left ear. She started to speak 

in a soft rather seductive voice: "Bonsoir et bienvenu. 

Cette nuit je vais chanter des chansons romantiques, 

vieilles et modernes. J'esp&re que vous comprenez les 

chansons," Karen began by singing a popular song entitled, 

"Ne me quitte pas." She also sang "J'attendrai," "Et 

Maintenant," "Le Mur," and "Les Feuilles Mortes." At the 

end of her presentation, Karen said, "Mon grand objectif est 

d'&crire une chanson originale en francjais, [And then in 

English]; I realize it's late [she gives the time], but I 

want to tell you how great I feel about this class and being 

able to express myself in music, my first love. I intend to 

do some other songs in French before the end of the semester. 

I hope there's time. Merci beaucoup." All of us clapped 

enthusiastically. 
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Journal Excerpt, Monday, November 22 

There are three students in the class who have not 

determined their objectives for the course. One of these, 

Tex, seems to be content with doing absolutely nothing but 

coming to class and sitting. He had stated in another class 

that he did not know what he wanted to do. Now, when 

queried by a student about his objectives, he said, in 

complete honesty, "I've decided that I don't want to do 

anything except come to class when I want to and listen to 

the rest of you when I'm here." 

"Is that all you really want to do in here?" asked 

Jean M. 

"Yeah," said Tex, "isn't this a democratic class-

room? Can't I do what I want to?" 

There were various gestures of seeming non-

comprehension, shrugging of shoulders, raised eyebrows, 

looks that seemed to indicate "oh well." Charles and 

Franjois, who had been absent the last two days seized the 

opportunity to verbalize their anxiety and resentment of my 

class behavior. They said that it was my fault that they 

had not learned or done anything in this class. Charles 

said, "This is the worst class I've ever had'-'-it's been a 

complete waste of time." 

Karen immediately spoke and said to Charles, 

"Listen, if you weren't absent so much, you might learn 

something. Each of us has been presenting projects in 
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class and giving our individual work to Fern; at least I 

know I have. There's a lot to do if you know what you want 

and if you pursue it. You can't expect to be spoon-fed all 

of your life." 

Michel: "Charles, why don't you decide what you 

like to do and do it. If you can't decide, we'll help you, 

or Fern will. She's always willing to help in any way she 

can." 

Charles: "Aw, just forget it." He angrily got up 

and left. I hurried after him, but he did not want to talk, 

so I returned to the classroom. I felt a tenseness. 

Journal Excerpt, Tuesday, November 23 

Isaac asked the group if he could present part of 

his project today. He asked if anyone else was scheduled for 

this time. Linda H. said that she was but that he could go 

ahead. He began: "J'aime la psychologie et aujourd'hui je 

veux faire des exercices de sensitivity. Voulez-^vous 

participer?" There were mixed reactions—a couple of 

students readily volunteered, the others were more hesitant. 

So Isaac asked, "Voulez-vous participer, Fern?" I looked at 

him for a bit, then said, "Oui." To my surprise and 

embarrassment, the students applauded. The four of us 

volunteers then plunged into a nonverbal exercise, Isaac 

explained the process in French, using many hand gestures to 

help him. 
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"Asseyez-vous en deux personnes, comme ga." He 

selects me as his partner and we demonstrate. He continues, 

"L'exercice s'appelle 'Le Miroir.'" Then speaking to me, he 

says, "Vous faites ce que je fais." We try it. "Mais, 

regardez mes—" and he points to his eyes, so I say "yeux." 

"Oui." We finally successfully completed the exercise. 

The other couple then tried it along with us. 

We continued doing other exercises with more and 

more students participating. When we had completed the 

exercises Isaac wanted us to do, he asked the participants 

and the non-participants as well to give their reactions. 

By this time, class time had been exhausted so we agreed to 

discuss the demonstration tomorrow. I noticed as I was 

leaving that many students were crowding around Isaac, 

making comments or asking him questions. I saw a look of 

pride and accomplishment on his face. 

Journal Excerpt, Wednesday, November 24 

We began today's class by giving our reaction to 

yesterday's non-verbal exercises. I gave mine in French, 

the others in French for the most part. After the discus

sion ended, Marilyn said that she wanted to read an unr 

finished poem that she had written. She glanced around for 

looks of disapproval. Detecting none, she read: 

"Je suis montagne 
Ma t£te part le ciel 
Mes pieds introduient la valine 
Mes cheveux ondulent dans l'air 
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Parce que mes cheveux sont les arbres. 
lis sont partes comme les sillons par 
Les ruisseux et les lgzardes 

Les pools sont mes vus et ils reflSchissent la 
brillance du soleil ̂  midi. 
Je suis pays 
Mes cavernes sont les maisons des creatures 
de la nature 
Ma terre est fortifi£e et je suis tranquille 
Avec mon creator." 

Someone asked her to explain the poem, and she did so, using 

French and her artistic talents to translate into graphic 

words that were unknown to the students. When she could not 

explain an idea clearly enough, she asked for and received 

assistance from the other students who had understood her 

explanation, 

I sensed a feeling of group unity and support for 

each student in his or her endeavor. When reactions were 

asked for, most students answered candidly and sincerely 

even if the comments were negative. There were two or 

three students who said they did not like poetry, but most 

students coupled a negative statement with a positive one. 

The exception to this was Charles. If and when he ver<-

balized his feelings or opinions, they were mostly negative 

and unsubstantiated, I feel that this defiant kind of 

reaction is a manifestation of Charles' resentment of my 

class behavior. His comments and his behavior lead me to 

believe that he cannot be productive unless I tell him what 

to do. 



Weeks Thirteen and Fourteen 

During weeks thirteen and fourteen, there was a 

great surge of excitement and activity. Student awareness 

of individual potentialities increased with each day. More 

and more students were completing creative works (poems, 

plays, lyrics to music), and discovering new realms of 

interest. There seemed to be a greater element of trust 

displayed by the students toward one another and toward me. 

The majority of the students no longer behaved in a 

subservient or subordinate manner toward me. Each indi

vidual progressed with an increased degree of self-

assurance and determination. Absenteeism was limited to 

the students who had, to this point, rejected the self^ 

initiation and self-evaluation class process. 

A greater number of students were accepting and 

successfully evolving in the self-evaluation process (ten 

out of fifteen students). The remaining five students were 

experiencing more difficulty. They still held a dim 

expectation that I would resort to "traditional teacher" 

behavior, 

The class was now quite informal, Students felt 

free to use class time for working on their group or 

individual projects, in the classroom, in the library, or 

wherever necessary. Students did, however, meet during 

scheduled class time as a total group for the sharing of 

project presentations. 
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In terms of interaction/ the formality of raising 

hands to speak, of seeking my approval before stating an 

opinion, and of addressing me by my last name, became 

virtually obsolete. Communication was now spontaneous 

and free-flowing. Students accepted the responsibility for 

expressing their opinions and substantiating them. They 

had become aware of and consequently more sensitive to the 

interests and needs of their peers. Thirteen of the 

seventeen students addressed me by my first name; two 

addressed me as Madame; and two addressed me directly as 

Mrs. Ramirez or indirectly as "the teacher." 

Journal Excerpt, Monday, November 29 

Linda D. was scheduled to present her project today. 

She asked us if we would mind if she did her project at her 

house. We asked "pourquoi?" and she answered, "CMest une 

surprise," Continuing, she said, "C'est possible ce soir?" 

Several of the students had prior commitments so we decided 

to meet at Linda's home on Wednesday evening at 7 p.m. 

There was a feeling of excitement mixed with curiosity. 

Linda D. left, to (as she said) "put the finishing touches" 

on her project. There were some speculative comments, then 

the students commenced working on their own projects. 

Journal Excerpt, Tuesday, November 30 

Valerie, Christine, Linda T., and Jean V. presented 

their activity today. When we arrived in class, the room 



95 

had been totally rearranged and redecorated. The four 

students had placed posters of French caf£s, of museums (Le 

Louvre), of l'Arc de Triomphe, of La Place de la Concorde, 

of La Tour Eiffel, of La Sorbonne, and many other places; 

there were wall-to-wall posters. A French record by Piaf 

was playing in our newly spacious environment (all the desk-

chairs had been removed). Assuming leadership, Jean 

explained, "Nous allons en France. Vous §tes des touristes 

et nous sommes des guides. Voulez-vous un tour de la 

France? Trfes bien. Valerie parle des musses, Christine des 

monuments, Linda T. des artistes, and Jean des restaurants. 

Commen9ons." Our uniformed guides used the posters, slides, 

post cards, and books to illustrate their respective part. 

It was all done in French and was engagingly comprehensible 

and informative. Interestingly enough, the guides did not 

allow the tourists to speak a word of English, As Christine 

said to a tourist, "Mademoiselle, je ne comprends pas 

anglais. Je suis frangaise." Most of the students went 

along with the game. They were reluctant at first, but 

later it became a challenge for them. Those who did not 

like the idea simply asked no questions. Everyone agreed 

that the task was a difficult one and that the students had 

indeed done a commendable job. As class ended, some 

students were commenting to the four guides that they felt 

anxious and nervous when they could not speak English. An 
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observation by a student: "I wonder if many American 

tourists feel that way too?" 

Journal Excerpt, Wednesday, December 1 

This evening we met at Linda's house to share in her 

activity project. We discovered when we arrived that she 

had prepared "une cuisine frantjaise." We gathered in the 

living room since it was impossible for the sixteen of us to 

sit around the dining table. Linda introduced us to the 

evening's menu: "Bonsoir. Ce soir nous allons manger 

beaucoup. Comme aperitif nous allons manger des escargots. 

Apr&s 5a nous allons manger du bouillabaisse. Apres ga nous 

allons manger une salade verte. Apres 9a, du coq-au-vin et 

finalement, comme dessert, des cr§pes suzettes," 

As we ate each course, Linda explained (in French) 

the ingredients used and whether the dish required a special 

pan or utensil. The meal was delicious, Linda had spent 

the entire day preparing this sumptuous feast, and she 

certainly had an appreciative and contented group of 

"amateurs gourmets," We spent an absolutely delightful 

evening. 

Journal Excerpt, Monday, December 6 

Marilyn presented her completed poem today. She 

briefly re-read the first two parts that she had given 

before, then she continued: 
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"Je suis montagne mais je ne montre pas 
la majesty de mon fr&re. 
Ma t§te ne touche pas le ciel et 
Mes Valines sont stSrilis^es des fleurs 
Mes Cheveux sont ma force et ma sScuritS 

Mes yeux sont Vernis et ils r£pr£sentent la 
Confusion de mon esprit qu'il faut chercher 
Mon Corps est mon refuge et la 
Prison de ma conscience. 
La paix est un mystere de la nature autre que moi. 

Je suis montagne." 

After Marilyn's reading, we once again discussed how 

the class was being conducted. Several students asked me to 

explain why I had chosen to be a democratic leader rather 

than an authoritarian. They also asked me to explain it in 

English, indicating that they felt it was important to them 

to completely understand. There was general agreement, so 

in English I gave them some background information on Pima, 

starting with the Institute in September, 1969, when I was 

chosen as a core faculty member. I told the students about 

Ken Harper, our president, who was an inspiring model for a 

democratic leader. I explained how he had provided a non-

directive, informal ambience filled with trust and respect 

for the expertness and abilities of his faculty, I con-r 

tinued that this was indeed a new experience for all of us, 

and that we often expressed frustration for the unfamiliar, 

democratic way of working together. I further stated that 

some of us were impatient, unwilling, and even unable to 

deal with the "freedom" and the responsibilities of a 

participatory democracy. We were, I said, responsible for 
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the formulation, completion, and evaluation of our own 

learning experiences at Pima. I further talked of our 

responsibility for developing Pima's philosophy and 

curriculum. At the end of the class time we decided to 

continue the discussion tomorrow. 

Journal Excerpt, Tuesday, December 7 

We continued yesterday's discussion today. I noticed 

that Charles and Franqois were present, sitting in the back 

of the room. Throughout the class discussion they remained 

silent, staring at their notebooks, for the entire hour. It 

seemed to me that their attitude was one of "Well, I'm here, 

but I'm not going to participate at all and I dare you to 

try and force me." I continued my attempts at trying to 

establish rapport with them, but without success. I wanted 

to chat with them after class, but they dashed out the door 

before I could reach them. I got the feeling that they 

thought I might reprimand or discipline them for having been 

absent on other days. 

Journal Excerpt, Thursday, December 9 

Today was another delightful day. Karen and Jean D. 

formed a duet and sang a medley of French songs, including 

"Que reste-t-^il de nos amours," "Parlez-<-moi d'amour," 

"Clopin Clopant," "Qui es^tu," "Les enfants qui pleurent," 

and "Ma premifere chanson." Michel borrowed Jean's guitar 

and sang a song that he had composed himself. He was in the 
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process of translating it from English to French. After 

Michel's song we all sang "Aupres de ma blonde" together. 

Michel indicated that he had learned it during his navy 

days. He also "exposed" us to some French phrases he had 

learned. I must say, I think all of us increased our 

vocabularies today. 

Weeks Fifteen and Sixteen 

The fifteenth and sixteenth weeks were characterized 

by an increase in the students' motivation, hence in 

increased productivity. Their interest level was high, as 

was their level of trust. All of the participating members 

of the class considered me more positively as a part of the 

group. I was treated as a resource person as well as a co-

learner. There was no longer any hesitancy about approach

ing me for assistance whenever necessary. The students were 

behaving in an informal manner as evidenced by their 

addressing me by my first name and by the spontaneous 

interaction among students and between students and me. 

Students seemed freer, more comfortable in the democratic 

learning ambience, with a greater degree of acceptance and 

willingness to be completely responsible for their total 

learning experience. Only the evaluation process of the 

classroom experience continued to cause doubt and feelings 

of uneasiness among three of the students. They believed 

that their own assessment of their accomplishments could not 



100 

be valid. They hastened to indicate that this was their 

problem and that they would continue to resolve it. 

By this time, 90% of the students had established 

objectives and had presented projects either in class to the 

group or to the instructor on a one-to-one basis. The two 

students who had established no objectives and who had no 

projects continued their sporadic attendance. 

During this time, I administered basically the same 

quantitative questions as during the fifth week of the 

semester. I reworded some of the questions so that the 

questionnaire would be applicable to the students' experi

ence at the end of the semester, I also included one 

qualitative question: "What are your reactions now about 

this class?" Following are the quantitative questions; 

1, Do you speak French now? 15 Yes 0 No 

2, Did you speak it before registering 
for this class? 0 Yes 15 No 

3, Do you understand French now? 15 Yes 0 No 

4, Did you understand French before 
registering for this class? 2 Yes 13 No 

5, Does the instructor speak only French. 
in class? 15 Yes 0 No 

6, Do you want her to speak only French. 
now? 14 Yes 1 No 

7, Did you expect her to speak only 
French? 0 Yes 15 No 

8, Would you rather she spoke English 
now? 1 Yes 14 No* 

9, Do you understand her French now? 15 Yes 0 No 
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10. Does the instructor encourage you to 
speak French? 15 Yes 0 No 

11. Does she expect you to speak French 
now? 1 Yes 14 No 

12. Do you want her to expect you to speak 
French now? 4 Yes 11 No 

13. Do you want to speak French now? 15 Yes 0 No 

14. Now are you unable to learn because 
the instructor speaks French? 0 Yes 15 No 

•Comment written in by 10 students: "Only when we ask her to" 

The questionnaire was designed to determine: 

1. The language knowledge of the student. 

2. The learning ambience vis-&-vis the language process. 

3. Whether I interacted with the students in the French 

language. 

All the students indicated that they speak and under

stand French in the classroom, A few preferred that the 

instructor speak English, even though everyone understands 

the instructor's French. Everyone wanted to speak French, 

believed they are able to learn French, and are aware that 

they are encouraged by the instructor to speak French. 

The following qualitative questions were asked to 

determine the accuracy of my observations about: 

1, Climate 

2, Control 

3, Goal Setting 
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4. Communication 

5. Evaluation 

Qualitative Question Democratic 
Learning Process 

What are your reactions now to this class? 

1. The first time I answered I said I couldn't tell you 

what I wanted to do. But now I really think that I 

can. It was hard and sometimes I wanted to blame 

you for not telling me what I wanted. I'm glad you 

didn't. 

2. When I first answered I was so shocked I just 

starred [sic] at the floor. Now, I think I have a 

much better idea of what I want, not only in this 

class but in all my other classes. I really enjoyed 

this class. 

3. I know that now I can tell you what I want to do. 

4. Even though I was glad that you had asked us what we 

wanted, I was still nervous and anxious because I 

had always been told what to do, especially in high 

school. There students aren't allowed to think. I 

felt like I was wound real tight and that I slowly 

unwound throughout the semester, finally at the end 

getting to know myself and what I can do if I want 

to. It's unbelievable. I never thought a language 

could be taught like this. 
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5. At first I had a funny feeling in my stomach because 

I didn't know what I wanted. And when you didn't 

tell us what to do and spoke in French to top it all 

off, I was scared. I know I could have done more 

than I did because after I did get started I enjoyed 

doing what I liked and in French. One thing I know 

for sure, I can at least think for myself! 

6. As I stated before I thought you were playing a 

little game with us like other teachers do by 

leading you to believe that you're doing what you 

want when all the time you're doing what they want. 

But you were serious about my education being my 

responsibility regardless of the language, I don't 

know how I did it but I learned what it means to be 

responsible and I also learned French, 

7. I was relieved to hear you ask this question and 

mean it from the very beginning, I enjoy the 

freedom to do the things that interest one and I 

really wanted to learn French. Thanks to you I've 

done both, 

8. Because I had had French before and it was boring 

and poorly taught I was hopeful, I dreaded taking 

the course again because I knew I would hate it. 

But I didn't, I feel I developed more self^ 

confidence that has helped me not only here in this 

class, but outside^r-in my job* I feel I can now 
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communicate much better with others. I also love 

French again. I'm going to continue writing poems 

in French—they say so much for me, 

9. I couldn't answer the question the first time I 

guess because I found it hard to believe. Very 

honestly though I didn't give it too much thought as 

the semester went by. I think I probably took 

advantage of the freedom in this class. But I did 

realize how much time I had wasted when I became 

involved in the play. I never imagined I could do 

anything like that. I realized then that opportunity 

only knocks once. 

10, I'd always been told what to do. I really thought 

education meant teachers stuffing their things down 

your throat. But it isn't. At the beginning I had 

to force myself to come to class and to think of 

what I wanted to do. I almost gave up because you 

always spoke French. But I didn't and that was an 

accomplishment in itself for me. 

11, Then I didn't feel prepared to answer the question. 

Now I can even answer it in French, 

12, Golly, I was scared especially when you said you 

were going to speak French. I just knew it 

wouldn't work, I surely was mistaken but it sure 

was hard and frustrating. 



13. I came to this class expecting to be treated like a 

student. Instead I was treated like an adult like 

someone who actually could think. That's enough to 

blow your mind. 

14. I found the responsibility, the freedom and the 

language hard to accept but as the semester pro

gressed and I evolved it became easier and more 

rewarding. 

15. It was a hard but productive semester not only 

academically but personally and socially. 

Journal Excerpt, Tuesday, December 14 

Stephen, Tex, and Michel performed a short play they 

had written entitled "La Famille." The theme was the 

loneliness of an old man who was waiting in his garden for 

the return of his two sons from the war, despite the fact 

that both the sons are dead, killed in the war, Michel 

played the role of the old man, and Tex and Stephen the two 

sons. The only props that were used were a tree (borrowed 

from our drama department) and a revolving multi-colored 

Christmas light that was directed at the tree to indicate 

a change in season. 

When the presentation began, I had difficulty under

standing the students, probably due to their nervousness. 

After speaking a few lines, however, the actors became 
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calmer, and more relaxed. As they spoke more slowly and 

clearly I began to enjoy the play: 

Le vieillard est sous l'arbre. C'est 
L'St£ et tout est Vert et 
les oiseaux chantent, Le p&re est content. 

Le vieillard: Ah, je suis tr&s content parce 
qu' aujourd'hui arrivent mes 
fils Jacques et Pierre. 
lis gtaient dans la guerre, vous 
savez. lis sont des heroes. Oui, 
ils sont des heroes, mes fils. 

Le temps passe. Les jeunes hommes 
n'arrivent pas, Les mois passent et 
les saisons changent mais le vieillard 
reste sous l'arbre Ssperant les deux. 
Trois ans passent et le vieillard reste 
Sous l'arbre. II est tres, tr£s triste 
et malade. C'est hiver maintenant. 

Le Vieillard: Ah, mes fils. Oil §tes-vous? 
Pourquoi ne venez-vous pas? 
Je suis malade. Je meurs. 
Oh, Mon Dieu, je souffre. 
(II pleure) 

Jacques: Mon pfere, mon pere. Je suis ici. 
Purquoi est~ce que tu pleures? Je suis 
ici, 

Pierre: Moi aussi mon pere. Je suis ici. 
Ne pleures pas. 

Le Vieillard: (avec beaucoup de surprise et d'Amotion) 
Jacques. Pierre. C'est 
vrai? C'est Vrai? Oh Mon Dieu' 
Oh, Mon Dieu. Merci, Merci 

Jacques: Papa, tu es malade. Pourquoi 
es-tu sous l'arbre? II fait 
froid. 

Pierre: Allons h la maison, Papa. Allons & la maison. 

Ils vont & la maison et le pfere pleure 
parce qu' il est content. II embrasse 
Jacques et Pierre et il dit merci k 
Dieu. 
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Le pere est dans le lit maintenant. 
II est tr&s malade, 

Jacques et Pierre: Papa, venez avec nous. 
Donnez-moi la main. 

Venez avec nous, Jacques et Pierre 

Le Vieillard: Oft allons-nous? Mais, oui. 
Allons. 

Et maintenant, la famille est complete. 

La Fin 
. '* 

Journal Excerpt, Wednesday, December 15 

Class started today with a discussion of yester

day 's play. Students asked questions and made favorable 

comments about the performance. It was noted by one of the 

students that Tex had participated. She asked him why he 

had changed his mind about not doing anything. Tex 

responded, "I don't know. Mike and Steve asked me if I 

wanted to help them. At first I said 'yes' just to see what 

they would do. They were so glad that I felt kinda obli

gated, After we got started, though, I really enjoyed doing 

the play, I'm glad now that I did it." 

Journal Excerpt, Thursday, December 16 

I sensed a feeling of anxiety in the air today, so I 

asked the students if they had a similar feeling. 

"I do," Jean D said. "I feel like I'm just getting 

started in here and the semester is over for us in four 

days." A number of students nodded agreement, 
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"I'm really going to miss the class. But I sure am 

glad I took it, even though I didn't feel that way for a 

while," said Isaac. 

"You know, it's hard having to think and make 

determinations about yourself and your future. It really 

was scary at first," Linda D. said. 

This was a nostalgic day for all of us. 

Journal Excerpt, Monday, December 20 

Today, the entire class period was spent answering 

the qualitative and quantitative questions. 

Journal Excerpt, Tuesday, December 21 

There was a great amount of excitement in the air 

today, perhaps because Christmas is so near. Michel was 

enthusiastic because he had finished his song, "Et Quoi?" 

and he wanted all of us to hear it. He sang: 

I 

"Une jeune fille avec sa palette 
Me regarde tandis que je passe 
Peindant avec ses yeux 
Mais pas avec son coeur. 

Ma guitare parle d'amour 
Et les couleurs §coutent. 
la musique de mes ficelles 
Et elles apprennent. 

Choeur 

Comment ma guitare chante 
des belles scenes 
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Et les brosses peindent le jour 
Avec de la musique juste pour moi. 

Ill 

Certaines de nos choses sont 
Comme des portraits inachevgs 
Mais dans la cache de la vie 
Nous rions et disons—Et quoi?" 

After Michel sang his original song, there was a 

discussion about what to do for the last two days. Some 

students wanted to go home, but they did not want to miss 

this class, I asked them (in English) how they felt about 

the semester. Some said that they felt they had accom

plished a great deal, more than they had actually antici

pated. Some felt that they had done considerable but 

probably could have accomplished more. They all agreed that 

it has been a difficult and rewarding experience. 

Journal Excerpt, Wednesday, December 22 

We decided that this would be our last day for 

class, Valerie and Linda D. brought some cookies, Linda T. 

and Christine provided punch, and Jean D. shared some 

Christmas music with us. Jean had found a book with French 

Christmas carols, so we sang carols, ate cookies, and drank 

punch. Just before the class was over, I was presented with 

a gift and a card, Marilyn had printed on the card 

"Joyeux Noel et Bonne Ann£e" in beautiful script. And at 

the bottom of the card was written: 

"Merci, beaucoup La classe de fran^ais" 



CHAPTER VI 

SUMMARY AND CONCLUSIONS 

The classroom is a setting for learning, and the 

students and teacher who meet therein collectively create 

whatever atmosphere, dynamics, objectives, communication, 

and evaluations are consequent to this combination of 

energies and attitudes. Based on the results from the 

student questionnaires and the information and observations 

in my journal, I believe that the evidence is conclusive 

that the charge in a majority of the students in learning 

the French language was directly related to their being a 

part of, and eventually involved in, a democratic classroom, 

led in a democratic manner. In order to effectively draw 

detailed conclusions from this study, I will first 

summarize the quality of changes that occurred in the 

students as they participated in a democratic classroom. 

Second I will summarize the language learning process. And, 

finally, I will synthesize French language learning with the 

democratic method. 

I have segmented the time into three phases of 

development. The three phases I identify as CD initial: 

characterized by student formality, extending into doubt, 

hostility, and sometimes indifference? C2) intermediate: 

3,10 
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characterized by a tentative student openness, testing of 

relationships, and restricted trust; and (3) final: charac

terized by student informality, active group support, and 

independent decision-making. The three phases are each 

examined in terms of the five major aspects of the classroom 

process: climate, control, goal setting, communication, and 

evaluation. 

1. Climate. 

a. Initial: silent, guarded, apprehensive. Some

times the students' reserve would open enough to 

express resentment, distrust, or hostility. 

b. Intermediate: tentativeness of expression and 

behavior, with continuing formality and awkward

ness. 

c. Final: informality, enthusiasm, and spontaneous 

movement. 

2, Control, 

a. Initial: formal and guarded isolated behavior, 

with major focus on me, as the instructor. 

Almost all interaction was related to queries 

from students to me about behavior expectations 

and future plans, 

b. Intermediate: expanded interaction, with more 

peer interchange. Still formal with me. 
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c. Final: informal active support for one another 

and uninhibited interaction with me. Frequent 

discussions with enthusiastic give and take. 

Goal-setting. 

a. Initial: students expected and demanded for me 

to establish their objectives. 

b. Intermediate: some students accepted self-

responsibility for their own objectives, yet the 

majority still wanted me to set their goals for 

them. 

c. Final: the majority accepted full responsibility 

for their own goals. 

Communication. 

a. Initial: silent and very formal. Little or no 

verbal exchange with me or with each other. 

b. Intermediate: less hesitancy in verbal exchanges, 

less formality. 

c. Final: free verbal exchange with me and with 

others, informal. 

Evaluation. 

a. Initial: all students expected me to award 

grades and be their continual evaluator. 

b. Intermediate: most students still demanded that 

I evaluate their progress and award them grades. 

c. Final: almost total acceptance for the self-

evaluation process in the classroom. Most of 
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the students, however, continued to express 

their doubts that the self-evaluations would be 

"valid" outside the classroom. 

Summary of the Language Learning Process 

I divide the language learning process into three 

elements: (1) the knowledge of the students, (2) the 

language learning process vis-a-vis the democratic classroom 

process, (3) the effect of my speaking the French language 

in the classroom as major teaching technique. 

To summarize: 

1. The French that the students wrote was similar 

grammatically to that written by students in an 

authoritarian classroom. The major difference was 

the content. The democratically-led students wrote 

more profusely, more creatively, and with more 

enjoyment. Likewise, after the initial reluctance 

to experiment voluntarily in a strange tongue, the 

students spoke about subjects that interested them, 

in a personal style, and with curiosity for learning 

more. 

2. The classroom ambience for learning the French 

language was directly related to the democratic 

process and how the students responded to the 

frustrations and pleasures of involvement in a new 

(to them) environment. Learning French, then, 
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became dependent upon learning to work in the 

democratic atmosphere. Thus, as the students became 

more adept at autonomous behavior, they were like

wise more willing to create a learning ambience for 

the French language. Initially, involvement in 

process is more important than direct language skill 

for the student, for this new experience will in its 

later stages allow him to be more productive in his 

self-selected objectives. He will be more inter

ested, more enthusiastic, more confident, and more 

motivated; this in turn, will increase his effi

ciency, and his level of productivity in the 

language. 

3. My verbal interaction with the students was almost 

totally in the French language, with the exception 

of preliminary explanation of my goals and of the 

democratic process I intended to work with. Cer

tainly, the language instruction was totally con

ducted in French (or with graphics or gestures). 

The students* initial reactions were amazement, 

confusion, resentment, and helplessness. Slowly, 

and I suspect without their conscious knowledge, 

the students became attuned to hearing French 

daily; they were learning without effort. Even

tually, and as the fact became clearer to the 

students that they were actually understanding what 
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I was saying to them in another language, they 

became accepting and even eager to test their own 

abilities of comprehension and expression. All but 

one of the students finally agreed that they had 

profited from being instructed in the French 

language by exclusive verbal use of the French 

language. 

Synthesis of Language and Method 

The democratic method can be remarkably rewarding to 

both the instructor and the students. At. the onset, it is 

extremely taxing psychologically and physically,- for it 

requires what may seem like an inordinate amount of time and 

energy. The instructor must be willing to consult with 

students in and out of the classroom. She must be willing 

to do extensive planning and gathering of materials which 

may or may not be utilized during the semester. She must 

sincerely possess and maintain an attitude that will, at all 

times, allow the students to evolve as individuals at their 

pace and as a group at its own pace. A complete faith in 

the students as intelligent human beings capable of 

rationally determining their own educational objectives 

must be an integral part of her attitude. She must also 

I 
realize that although this method is slow in its evolution, 

once it gains momentum the rewards can be overwhelming. 
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The student, in studying the French language by the 

democratic method, can experience maximum results. That is, 

once he has decided why he is studying the language and what 

he wishes to accomplish, he is free to explore and develop 

that realm to its limits. It is a fact that when an 

individual is performing a task in which he is greatly 

interested, the effort exerted and the results are more 

satisfying than when the individual is uninterested. In 

developing his self-confidence, he is able to pursue his 

interest in and out of the classroom situation. 

Several of the students in the democratic group did 

not for various reasons continue studying French at Pima. 

Marilyn transferred to the University where she enrolled 

and subsequently successfully completed the course with an 

A. She visits Pima often and during one of her visits, we 

chatted about her performance in and reactions to this 

particular class. She indicated that her speaking ability 

surpassed that of the other students, probably because she 

was less inhibited and shy. She also showed me a composi

tion on which the instructor had noted that her ideas were 

creative, delightful, and quite well expressed for a student 

of French lb. 

Michel remained at Pima but was unable to continue 

because of a conflict of hours in his work and school 

schedule. Nevertheless, he pursued French independently, 

frequently asking me to read and correct his works. During 
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his second semester, Michel composed two songs, wrote 

several poems, and was completing another play toward the 

end of the semester. Michel made a comment during one of 

our visits that I considered revealing. He said "I never, 

in my wildest dreams, thought that I could ever write any

thing creative in a foreign language. I feel like a whole 

new world has been opened up to me." 

Of the remaining thirteen students, six enrolled in 

the second semester of French at Pima. A total of fifteen 

students enrolled in my class, then, and six were already 

familiar with the method which I continued to use. Ini

tially, the students who had experienced the democratic 

method in a French classroom, tended to interact mostly with 

their fellow students from the prior semester. And after a 

very short time, they began to assume the leadership roles 

and to interact with the "new" students, sharing their 

learning experiences with them. All of the students had 

previously completed the first semester elementary French 

course either at a high school or at a University before 

enrolling in French 2 at Pima College. Consequently they 

were familiar with the basic language skills and were able 

to interact with greater facility in the language. To most 

of the new ones, total immersion was novel; to all of the 

new ones, the democratic method was a new experience. The 

fact that seven of us had learned together in the first 

semester experience seemed to strengthen the democratic 
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learning climate. The "experienced" group provided student-

generated leadership that was readily accepted by the other 

students. This subsequent semester was a continuation for 

the experienced students of their work and their friend

ships and their enthusiasms. They took the initiative in 

proposing projects, in class discussions, and in out-of-

class activities. However, their openness, their aggressive

ness, and their insistence on communicating in French ini

tially caused negative feelings in the new group. Finally, 

though, the interaction and the cooperation between the two 

groups appeared to have enhanced the learning process of 

both groups. 

After the end of the semester, Linda T. and Valerie 

were accepted as stewardesses for a major airline. They 

took the language examination that is required and adminis

tered by the company, and both women successfully completed 

it, with Linda T. scoring at the 85th percentile. Linda D. 

made application to the Peace Corps for service in Africa, 

hoping to use her French language skills there; however, she 

was sent to South America, where she is becoming fluent in 

Spanish. Tex joined the service and is continuing to study 

French in evening school. We occasionally correspond in 

French. 

The remaining eight students did not continue the 

study of French either at Pima or at The University of 

Ajrizona. Christine returned to Mexico; Jean studies music 
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in New York; and John V. transferred to The University of 

Arizona. Patrice and Karen moved to California; Stephen 

is still enrolled at Pima, preparing for a career in 

psychology; Charles is a mechanic; and Isaac found employ

ment in Tucson. Franjois is the only student that I know 

nothing about now. 

A writing instructor who has one of my former French 

students in her class remarked to me that the student is a 

delight to work with because of his initiative, his 

enthusiasm, and his seemingly inexhaustible repertoire of 

ideas. According to the instructor, the student attributed 

his positive attitude to his experiences in my French 

class. She further indicated that he often wrote his 

creative compositions in French. 

Initially, I regarded the methodology I used as an 

experiment; however, by the end of the semester, after 

having seen and experienced such positive effects, I 

realized that I would not, indeed, could not return to my 

former methodology. I therefore continued with the demo

cratic process in my French classes. Recently, though, I 

have assumed administrative responsibilities and conse

quently, have discontinued my classroom activities. 

After having tried this method with French language 

students, I believe this method would probably be less 

frustrating, less time consuming, and more effective if 

the student already has some French language skills. The 
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work out-put and the creativity level would begin earlier 

in the semester and would have the potential to far exceed 

all expectations. Further, I believe that the democratic 

method might be most successful in an educational setting 

relatively free from imposed time limits, which have a 

tendency to inhibit the student's momentum of development. 

Despite the shortcomings and limitations previously 

mentioned, I believe the democratic method is a viable one 

that can be utilized at every level of French teaching, with 

increasingly more successful results as the levels advance 

and the student becomes more adept in the language and 

accepts more of the responsibility for his own educational 

destiny. The democratic method is a non-punitive method 

in which the student reaps the benefits he sows. It is a 

method that seems to say to the student "A whole new world 

can open up for you if you will just take the first step." 

Conclusion 

With the declining enrollment in foreign languages 

and with the abolishment of the language requirement already 

in effect in some universities, I think it behooves us, as 

concerned instructors, to find methods that are student-

oriented and that allow for relevancy in the language at 

every level. The time is here that students are questioning 

the "why" of foreign language learning, particularly in the 

traditional sense of the word. I think that in learning the 
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language and using the democratic method, the student would 

discover the answers himself. I believe that after this 

experience, the student would be the greatest advocate of 

foreign language learning. 

Clearly some forces were working in this particular 

French classroom in order to create such dramatic changes in 

the students' behavior and attitudes. I conclude that three 

major elements were at play: (1) the democratic format, (2) 

my role, as a teacher/guide, and (3) the students' role. 

Evidently the democratic process (as compared with 

words about the democratic process) is a novel experience 

for most students, and to be placed in such an environment 

produces strong reactions, not all of which are immediately 

pleasant or apparently profitable. This is not to say that 

the process is to be avoided, rather that one must be aware 

of some possible discouragements. The experience is not 

necessarily like the abstract philosophical treatises on 

democracy. Working at and in the process is a job that 

requires patience, planning, persistence, and an unwavering 

belief that democracy will eventually flower, given enough 

time and energy (and the realistic acceptance that occa

sionally one finds people who simply cannot or will not 

function in a democratic ambience, in a democratic way). 

The difficulty of the teacher's role as a director/ 

guide must not be underestimated. Performing this role 

requires much energy, skill, and positive attitudes. I 
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would suggest three valuable qualities and attitudes for the 

teacher in creating the democratic process and making it 

work in a classroom: support of the students' efforts, how

ever tentative; non-judgmental attitude toward student 

performances; and consistence in using the democratic 

framework. These can add up to an ultimate feeling of 

worthwhileness for the job, despite the frustration, dis

couragement, and sometimes even despair. I emphasize that 

the ultimate satisfying results more than compensate for 

the initial confusion. 

The students provide the focus for the learning 

environment; they are the centrality for the teacher's 

efforts. So how they learn and what they learn becomes the 

raison d'etre for the classroom. I saw the students 

in the classroom express, finally, acceptance and joy in 

learning the French language. I saw the development of the 

students' trust—slow in coming, but nevertheless a quiet 

force. I saw the rise of the students' self-confidence 

based on my acceptance of them and their performances. 

Finally, I saw their mutual support and interaction among 

themselves and with me, as they caught the vitality and the 

strength of their own selves and their individual qualities. 
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