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Fostering Advanced L2 Literacy: A Genre-based,
Cognitive Approach

Heidi Byrnes and Katherine A. Sprang

Abstract
The paper argues for the need and opportunity to consider advanced second
language abilities as part of the curricular and pedagogical vision of collegiate
foreign language departments. It builds the context for such an expanded goal
by focusing on the notion of literacy which, together with a genre-oriented and
task-based approach that explicitly incorporates the cognitive abilities of liter-
ate adult learners, can support the required programmatic decision-making. It
exemplifies such an approach within an integrated undergraduate FL curricu-
lum, first, by showing how early advanced L2 learners can learn to make rich
narrative choices in the area of place and time within story telling and, sec-
ond, by demonstrating how even more advanced learners can acquire the abil-
ity to make choices in two major forms of meaning-making, congruent and
synoptic forms of semiosis, by working with the micro-genre public political
speech. It concludes with a model for continua of developing multiple literacies
in collegiate FL programs.

Introduction
Advanced L2 learners and the abilities for language use one attributes to them have been
accorded a rather curious status in collegiate foreign language departments. In general,
degree-granting programs indicate advanced abilities as the desired educational goal and
learning outcome of their curricula and pedagogies, though these goals remain distant or
even unattainable for many, particularly those in the less commonly taught languages
(LCTLs). Nonetheless, end-of-program outcomes statements have upheld a general
expectation of advanced abilities, not least because of the proficiency levels required for
teacher certification or in other professional work that involves L2 language use (e.g.,
Carroll 1967; Program Standards 2002).

At the same time, how the desired advanced abilities are to be acquired by colle-
giate learners and, more important, how they are to be fostered by all members of a
departmental faculty tends to receive little explicit, much less shared attention. Even lan-
guage program coordinators and supervisors, the group entrusted with ensuring contin-
ued effective L2 development within a program, are for the most part silent on these
issues. But the absence in the AAUSC series, for example, of articles focused on advanced
learners is matched by an even greater void in the professional literature on L2 language
teaching and learning and, in the end, encounters a remarkable neglect of this topic in
classroom-based second/foreign language acquisition (SLA) research.
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However, rather than conclude that advanced L2 learning is simply beyond the
vision, commitments, and areas of expertise of foreign language (FL) professionals, we
take the opposite position in this paper. Indeed, we attribute a pivotal role to supervisors
and coordinators as they consider what would characterize advanced L2 abilities, what
understandings of language use and language learning would be conducive to fostering
adult instructed L2 learning to such levels of ability, what kinds of curricula would best
enact such understandings, and what principled pedagogies might be advocated even in
an era of methodological pluralism.We take that stance despite the weight of past pro-
fessional history and the well-known institutional obstacles associated with the bifurca-
tion of FL departments. There is general agreement that their division into a language
component, the responsibility of the oftentimes single supervisor, and a series of content-
courses that are the responsibility and decision-making space of the other faculty members
in the department (Byrnes 1998), has not facilitated action on behalf of the advanced
learner. We are optimistic, nonetheless, because we see a convergence of developments
within various strands of FL education that should enable the entire FL field to begin to
develop curricular and pedagogical principles and educational environments that
explicitly support college-level advanced L2 learning. The challenge to supervisors and
coordinators would then be to adapt and expand such educational visions creatively
within their particular FL departments (see Maxim, this volume).

Contexts for Developing A Vision of the Advanced Learner
Because issues pertaining to advanced L2 learning have thus far received merely mar-
ginal attention, we introduce in this section a number of favorable developments that
anticipate a new thinking about and a new role for the advanced instructed learner in
the FL profession.

An Expanded Intellectual Frame for College ProgramsA Focus on
Text and Literacy
Over a number of years, there have been increasing calls for an expanded intellectual
frame of reference for collegiate FL departments, one that would encompass all the edu-
cational work that is typically accomplished within them, thereby overcoming the many
negative consequences of programmatic bifurcation (e.g., Byrnes 1998, 2000, 2002a;
Kern 1995, 2000, 2002, and this volume; Kramsch 1995, 2002; Swaffar 1999, 2000, and
this volume). Such proposals tend to converge on the critical importance of text and tex-
tuality for the kinds of engagements in and through a foreign language that characterize
academic L2 study. Less a refutation than a redirection of how the FL profession might
realize the necessary emphasis on meaning-focused communication over form-focused
instruction, they recommend expanded contexts for communication in the imagined
worlds of both oral as well as written texts as these define a linguistic-cultural commu-
nity over time. Further, authors highlight the centrality of discourse and dialogue in all
human meaning-making, including reading and writing.

The encompassing view underlying these proposals is well supported by extensive
work in Ll literacy studies, by such researchers as Cope and Kalantzis (1993, 2000), Gee
(1990, 1997, 1998), Hasan (1996), Heath (1982, 1991), Kress (1993, 1994), and The New
London Group (1996). The following quote from Kress (1994) not only provides a good
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summary of the kind of textual focus being pursued; it foreshadows as well the central
role this paper will accord to genre:

Five crucial aspects of textual structuring deserve attention. There is, first, the
question of difference: what is the motivation of this text? Second, a text is
always produced on a specific occasion of social interaction, and the character-
istic social factors of that occasion of interaction give a particular form to the
text: this is what I refer to as genre. Third, there is the question of how the
issues which are talked or written about are organized linguistically: what insti-
tutional characteristics have shaped the ways in which this topic is talked or
written about. This is what I refer to as discourse. Fourth, which of the deep
cultural modes of textual organization are present or dominant: textual organi-
zation tending to openness and difference, or tending to closure? And lastly,
what is the size and scope of the text; and what does this material aspect of the
text reveal about the social characteristics of production of the text (p. 229)?

As the passage makes evident, an explicit social orientation is characteristic for this
approach. Such a direction not only enables a link between culture, language, text, and
the language learner, but privileges a notion of the learner and the act of learning as fun-
damentally functional and usage-based social practice rather than as a primarily analyti-
cal and rule-based individual activity.

Beyond that overall thrust of linldng human activity and language, systemic-functional
linguistics, well explicated by the Australian linguist Halliday and numerous others who
subscribe to his approach to language analysis, seeks to account for how language is
actually used.As Halliday states,

every textthat is, everything that is said or writtenunfolds in some context
of use; furthermore, it is the uses of language that, over tens of thousands of
generations, have shaped the system. Language has evolved to satisfy human
needs; and the way it is organized is functional with respect to these needsit
is not arbitrary (1994, p. xiii).

Language is not a system of forms to which meanings are then attached, bura system of
meanings, accompanied by forms through which the meanings can be realized" (ibid., p. xiv).

At the most general level, to be able to serve human life, language expresses two
kinds of functions: an ideational or reflective, which allows us to understand our envi-
ronment, and an interpersonal or active, which allows us to act on others, where both of
these metafunctions are held together and operationalized by a third metafunctional
component, the textual. In this fashion, language creates a semiotic world of its own, a
universe that exists only at the level of meaning but serves both as means and as model,
or metaphor, for the world of action and experience. Systemic-functional linguistics
describes this linkage in terms of three dimensions: first, the dimension of "field" the
social activity that is taking place which often determines what we commonly refer to as
its content; second, the dimension of "tenor" the relationship between the partici-
pants, including their roles and statuses; and, third, the dimension of "mode" the part
that language plays in the situation, including the channel.We will return to a closer spec-
ification of these concepts in a genre context.
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An Enlarged Framework for Imagining the Adult Instructed Learner
The preponderance of existing notions and metaphors about teaching and learning
reflects the considerable energy that language teaching has devoted to the beginning
and intermediate levels of acquisition (on the importance of professional metaphors, see
Herron 1982 and, more recently, Ellis 2001). As a result, the communicative capacities
that more advanced learners should acquire and the overall instructional goal of
advanced competence are experienced either in terms of insurmountable limitations or
in terms of giftedness, privilege, or exceptionalism. A particularly stark example for that
tendency is the typical conclusion drawn from the Critical Period Hypothesis: adults are
much worse at learning a second language than are children and will rarely succeed at
attaining truly competent use of the language. By contrast, the more limited Fundamental
Difference Hypothesis that states that "adults can no longer rely on the innate mecha-
nisms for implicit language acquisition and must, therefore, rely on alternative, problem-
solving mechanisms" (DeKeyser 2000, p. 500) can be interpreted as saying something
quite positive: a high level of competence can be achieved in a nonnative language after
childhood if explicit learning processes take place, a way of working with the effects of
neurologidal maturation or developmental differences in memory in adults. Such a
stance privileges neither an essentialist interpretation of the observed high level verbal
ability that advanced learners do have nor a deficitary biological interpretation of the
human language learning capacity. On the contrary, it opens up a unique challenge and
opportunity for metalinguistically and metacognitively oriented instruction toward
advanced learning. As it stands, few encompassing proposals and even fewer program-
matic models exist that deliberately build on these adult learner capacities in order to
realize advanced L2 competence as a programmatic goal, and little is said about how FL
classrooms might become environments that consistently work to enable learners to
experience that desired learning success. For example, Schulz (2002) states:

It is generally accepted, and documented by research, that few learners will be
able to jump the hurdle from an Intermediate to an Advanced rating on the
ACTFL Oral Proficiency Scale without an experience abroad. .... While a stay
abroad is no guarantee of reaching high levels of proficiency, reaching such levels
of language competence is impossible without such a stay. This finding is of
particular importance to the development of teachers (p. 289).

On that account, study abroad is at the same time blessing and critique for the fur-
therance of advanced abilities: blessing because it seems to save the profession from hav-
ing to accept generally meager learning outcomes, critique because it exposes serious
curricular and pedagogical shortcomings, both prior and subsequent to the foreign
sojourn (Freed 1995).

With a social-constructivist and functional orientation of language use and language
acquisition, however, literate adult instructed L2 learners can be imagined outside the
commonly held and nearly naturalized assumptions about them. In other words, while
the validity of expectations regarding learning outcomes is, of course, an empirical ques-
tion, it is also worth asking whether we confront here a case of self-fulfilling prophecies:
advanced L2 abilities are not acquired in instructed settings because little explicit cur-
ricular and pedagogical attention is focused on their acquisition. Such a position in no
way denies the formidable challenges in reaching that goal, particularly in non-cognate
languages (see Kagan and Dillon, this volume). But it does assert that a rich understanding
of what constitutes advanced levels of ability to use a language, flanked by principled
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ways of imagining curricula and pedagogies in support of such abilities, is as indispensa-
ble as it is remarkably absent in the foreign language professional discussion.

The following general considerations are part of meeting the challenge of devising a
possible remedy to that serious shortcoming:

a. Adult L2 learners are not permanently inhibited, even failed native speakers of
the L2 but are unique language users in their own right. As multicompetent
speakers they have other uses for the language than the monolingual, other
knowledge of the L2 than that held by native speakers without necessarily
being defective and deficient, and they will develop a knowledge of the Ll
that will differ from that of monolingual speakers (Cook 1999, 2002, 2003).

b. Though the construct of interlanguage accords some autonomy of decision-making
to the learner, it also retains an idealized norm of the native speaker, through such
terms as fossilization, error analysis, and deviant grammaticality judgments (Cook
1999). Stepping outside that construct, however, the task of L2 learning can become
that of acquiring the discourse practices of the L2 in relation both to the L2 speech
community and in relation to those that literate adult learners already possess in
their Ll (Byrnes, Crane, and Sprang 2002). On the one hand this highlights the fact
that language is a social semiotic and that the situated practices of the L2 linguistic
and cultural community are of utmost significance to the learner. On the other
hand, such a characterization recognizes that the learners' cognitive capacities, their
literate abilities, and their functional use abilities in both the Ll and the L2 mutually
affect each other not merely in terms of (negative) transfer, usually at the lexi-
cogrammatical level, but also in terms of facilitative sophisticated discourse and
knowledge structures, at both the textual and the lexicogrammatical level (Mohan
1979, 1989, 1998; Moffett 1992). Because the U.S. educational environment places
considerable burdens on collegiate FL programs as the primary places where lan-
guage learning beyond the intermediate level takes place, such macro- and micro-
cognitive and metalinguistic advantages deserve most careful attention.

c. In foregrounding the cognitively engaged, literate adult learner one can assign
a pivotal meaning-constructing, rather than a mostly form-processing role to
learners. This applies particularly to advanced learners who do not merely
"acquire" the ambient language ("the input") on their own,"naturally," nor pri-
marily in terms of the interactive negotiation of meaning as might be claimed
for less proficient learners, though even there with important limitations
(e.g., Duff 1986; Pica 1994). Instead, stress lies on learners as creating new
meanings in diverse textual wholes, thereby foregrounding that advanced
learning is to a significant extent about making choices that

occur within conventions of use that have high probabilistic value but
which, nevertheless, show flexibility and variation. Only within this
framed flexibility can individual voice and identity occur and be
gainednot by being creative in a sociolinguistically non-recognizable
fashion (Byrnes 2002b, p. 50-51).

In this way, another set of highly valued pedagogical metaphors can be imbued with
expanded interpretationscreativity, meaningful expressiveness, thoughtfulness, and,
most important, learner-centeredness. Instead of being understood largely within either
an individualistic, psycholinguistically driven model or in terms of the exuberant "natu-
ralness" of child L 1 learning, learner-centeredness for adult FL learning would reside
within a social-semiotic and social use-bounded understanding of language competence
and learning, and would be so understood not as an afterthought but in its essence.
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An Inclusive Learner GroupCrossing the Boundaries of the Native
and the Foreign
We consider the multilingual and multicultural national and global context to be another
noteworthy impetus for including the advanced learner in the vision of the FL profes-
sion. Major political and demographic shifts in the linguistic-cultural identity of nation-
states turn into a liability what was previously an asset, the normative privileging of
the monolingual speaker over the multicompetent user.As Godenzzi (2003) states,

Language diversity is a way of life, not a problem to be solved. People do not
have to choose one language instead of living with two or more ... monolin-
guals in much of the contemporary world are aware of the handicap of defend-
ing a single position when the ability to use two languages multiplies
everyone's moves (295).

In any case, frequently it is neither possible nor societally necessary to defme the
native or the foreign speaker, the foreign or the second language learner, the heritage
learner or the immigrant speaker (Katz 2003). What is valid, however, is a concern with
how an entire educational system, but especially its tertiary level, can and should incor-
porate and foster diverse advanced abilities in L2 users, such that they may gain the
capacity to lead meaningful lives through language at the personal level and also to
access and influence a variety of public fora and goods. As we hope to show, that con-
cern is at the heart of a genre-based pedagogy toward advanced abilities in an L2.

A Comprehensive Instructional FrameThe Articulated, Integrated
Curriculum
Finally, the field is beginning to recognize that perhaps the greatest boost to the possibil-
ity of instructed college-level learners' attainment of upper levels of ability would be an
articulated curriculum. At the college level it would ideally also be an integrated cur-
riculum that continuously and explicitly links content and language acquisition through-
out the undergraduate sequence (e.g., Allen 2000; Bernhardt and Berman 1999; Byrnes
2000, 2001, 2003; Kern, this volume). In the K-12 environment, curriculum construction
and the possibility of articulation have received much attention within the Standards for
Foreign Languages project (1996; also Phillips 1999).With its affirmation of a K-16 span
for L2 learning and its five macro-goals of communication, cultures, connections, com-
parisons, and communities, the Standards project has at last created an environment for
envisioning long-term instructional sequences and, by extension, the attainment of upper
levels of ability that are expressed in functional terms. Pedagogically it completes the
movement, begun in the 70's, from an approach that took a focus on formal features to
be most conducive for learners to acquire an L2 to the current view that has largely
abandoned that notion and believes that a focus on content or meaning or functions best
enables them to attain that goal.

However, from the standpoint of actual curriculum development it appears that key
considerations remain to be fleshed out. If an apt description for curriculum is to say that
it is "an attempt to communicate the essential principles and features of an educational
proposal in such a form that it is open to critical scrutiny and capable of effective transla-
tion into practice" (Stenhouse 1975, p.4), then we lack a translation of the Standards'
focus on meaning into a principled approach to curricular selection and sequencing and,
from there, into pedagogical praxes that would be open for the required "critical scrutiny."

What holds true in the K-12 environment applies even more dramatically in the col-
legiate context: colleges, too, have endeavored to focus on literary-cultural content and
have largely abandoned language form as an organizing principle. But, unlike primary

6 3
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and secondary education specialists, they have invested remarkably little thought into
just how one might enact a focus on content while also assuring formal accuracy with-
out either simply falling back into the additive and, at heart, form-focused practices of the
proficiency era (for a critique, see Byrnes 2002b) or else abandoning all hope for linking
the acquisition of cultural literacy to the acquisition of the formal features of the L2
(Byrnes 2002a). Indeed, both erroneous conclusions sustain the bifurcated L2 depart-
ments we know, thereby sustaining as well the kind of separation of knowledge and lan-
guage that, in its instrumentalist manifestations, keeps us and our learners from
understanding that "'knowledge' itself is constructed in various patterns of discourse"
(Christie 1989, p.153).

On the basis of the previous discussion, we now propose a working description for
the advanced L2 learner and advanced L2 learning as a way of providing a basis for sub-
sequent expansion and specification of both the learner and the construct of advanced-
ness in line with our focus on literacy and a genre-oriented socio-cognitive approach
(see also Byrnes 2002b and Appendix 5):

Adult advanced instructed learners employ the L2 in a way that reflects their
recognition that language use occurs in social contexts. Therefore, they frame
topics, position speakers/writers and hearers/readers, and arrange the mean-
ings they seek to convey in a way that is oriented toward the social other
(group or individual). In this understanding of socially constituted language
usage, advanced L2 learners begin to approximate the discourse organizational
and information structuring practices of literate users of the L2 while drawing
on their own literacy practices in the LI. Language development throughout
the advanced stages of language learning leads to an expanding capacity to sit-
uate the learners' performance between expected language use in the L2 cul-
ture(s) and their desire for an individual voice in the L2 culture. They are able
to use the L2 in all modalities (though at different levels of confidence),
addressing the topical areas that someone of their age and life-world experi-
ence is likely to deal with or be interested in. Their language performance
enhances their capacity to narrate or establish relationships among both con-
crete and abstract phenomena, in private or public settings, including institu-
tional settings. This involves ever more nuanced meaning-driven choices at all
levels of the language systemat the discourse level, at the sentence level, and
at the lexicogrammatical level. Accuracy, fluency, and complexity of language
use can vary considerably across thematic and discourse domains, reflecting,
among other things, topic familiarity and the conditions of language use
(planned/unplanned, oral/written, controlling processing time/uncontrolled
processing time). That variation notwithstanding, advanced L2 learners consis-
tently show awareness and use of the major grammatical resources of the L2
and of its oftentimes prefabricated lexicogrammatical repertoire. They present
a kind of cognitive and performance fluency that results in their being
accepted in settings that involve both private and public language use in the
L2 community.

Detailing Assumptions for a Genre-based Cognitive Approach
With that previous contextualization of advanced instructed learners (in terms of a liter-
acy focus, in terms of membership within an inclusive learner group, in terms of recog-
nizing their multicompetent literate status within an integrated college curriculum) and
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a first description of their language performance profile we are now ready to specify
why and how a genre-based cognitive approach can inform curricular and instructional
approaches toward advanced L2 abilities. In particular, we present two genres, the
macro-genre of the narrative and the micro-genre of the political speech, as exemplars of
a number of critically important shifts in L2 acquisition from high intermediate into
advanced and beyond. We do so in the following steps:

identify the motivation behind those foci and specify them both from a cur-
ricular and a pedagogical perspective;
give a close-up example for fostering early advanced learning through narra-
tive choices with a particular emphasis on time and place;
discuss how the genre political speech offers curricular and pedagogical
opportunities for a central characteristic of the advanced instructed learner,
the ability to choose between two major semiotic perspectives, a congruent
and/or synoptic form of semiosis;
present in summary form a number of progressions that describe the evolving
advanced L2 learner. This learner can give meaning to her or his life-world in
terms of a wide variety of content and a range of constructed relationships
and positionalities vis-à-vis other social groups and individuals by means of
oral and written texts as instantiated in genres. Echoing Hornberger and
Skilton-Sylvester (2000), we call these progressions and the resultant capacity
on the part of advanced learner "continua of multiple literacies."

For us the above considerations have arisen over a six-year period, during which our
home department, the German Department at Georgetown University, engaged first in a
three-year curriculum renewal project, Developing Multiple Literacies (1997-2000), and
subsequently explored implications of that shift from a variety of perspectives. In partic-
ular, a view of genre beyond its customary use in literary analysis inasmuch as it empha-
sizes the fusion of substance and form in a social context proved most helpful. For
example, in an early and still influential discussion, Miller (1984) states that:

1. Genre refers to a conventional category of discourse based in large-scale typifi-
cation of rhetorical action; as action, it acquires meaning from situation and
from the social context in which that situation arose.

2. As meaningful action, genre is interpretable by means of rules; genre rules
occur at a relatively high level on a hierarchy of rules of symbolic interaction.

3. Genre is distinct from form: form is the more general term used at all levels of
the hierarchy ...

4. Genre serves as the substance of forms at higher levels; as recurrent patterns
of language use, genres help constitute the substance of our cultural life.

5. A genre is a rhetorical means for mediating private intentions and social exi-
gence; it motivates by connecting the private with the public, the singular
with the recurrent (p.163).

With those characteristics, genre became for us a curricular and a pedagogical con-
struct that could support an integrated approach to collegiate L2 instruction toward
academic levels of performance in the L2 (see Crane, Liamkina, and Ryshina-Pankova,
and also Weigert, this volume). It challenged the department's entire teaching staff, fac-
ulty and graduate students, not only to focus on content over grammar, the first step in a
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communicative or proficiency orientation, but also to fmd ways in which that content
could be sequenced for effective and efficient language learning throughout the four
years of undergraduate education. This means that the selection and sequencing of texts,
as the carriers of content and also the vehicles for instruction, must respond to a variety
of characteristics of adult L2 acquisition by literate learners. Specifically, their intended
curricular and instructional uses must recognize the demands of long-term L2 develop-
ment, from the very beginning of the study of German to academic levels of use in a
range of genres, in all modalities, and in terms of accuracy, fluency, and complexity now
situated within the constraints and opportunities of textual wholes.

For that line of thinking the already mentioned new literacy studies within U.S. Ll
education, combined with systemic functional linguistics, particularly as practiced in the
Australian context, provided valuable guidance in two directions:

first, with regard to sequencing broad categories of genres. Gee provides an
instructive general distinction when he speaks of the primary discourses of
familiarity that all of us acquire largely unconsciously in the process of social-
ization into our culture and social contexts, and "secondary discourses [that]
involve social institutions beyond the family ... no matter how much they also
involve the family" (1998, p. 56). Important for our instructional context and
our learners, the ability to control such discourses is developed, often quite
explicitly,"in association with and by having access to and practice with" what
he calls the secondary institutions of schools, workplaces, stores, government
offices, businesses and churches (idem).
second, with regard to genre-based pedagogies as they have arisen in systemic-
functional linguistics. These offer a way of linking socially situated texts and
content with a learning theory (see Christie 1999; the contributions in Christie
and Martin 1997; Martin 1999; Richards and Novicki 1998a and b).

Christie describes the underlying assumptions of such a pedagogy in the following
fashion:

1. [Genres] offer a principled way to identify and focus upon different types of
English texts, providing a framework in which to learn features of grammar
and discourse.

2. They offer students a sense of the generic models that are regularly revisited
in an English-speaking culture, illuminating ways in which they are adapted
or accommodated in long bodies of text in which several distinct genres may
be found.

3. They offer the capacity for initiating students into ways of making meaning
that are valued in English-speaking communities.

4. Because they permit all these things, they also form a potential basis for
reflecting on and critiquing the ways in which knowledge and information
are organised and constructed in the English language (Christie 1999,p. 762).

To date this approach has primarily been used in a second as contrasted with a for-
eign language environment where it has met with particular success in the Australian
Adult Migrant English programs (e.g., Feez 2002) or in advanced ESL classes in the United
States and around the world (Connor 1996; Connor and Mayberry 1996; Hyland 2000,
2002; Hyon 1996; Johns 1995,1997,2002; Schleppegrell and Colombi 2002; Swales 1990).

71
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At the same time, its key features appear eminently suited to addressing the challenges
and opportunities of collegiate L2 instruction. Accordingly, we gradually came to use a
genre-basis as we didacticized thematically arranged texts for the curriculum. Initially
this meant using individually held, undifferentiated notions of communicatively oriented
instructional tasks that vacillated between using grammar to "seed" communication and
nearly disregarding it as students engaged in "real-world" communication. In time, how-
ever, the group developed publicly shared and frequently negotiated understandings of
the notion of task that explicitly considered the specific content- and text-based forms of
situated language use as they are instantiated in genre (Byrnes 2002c).

That resulted in pedagogical tasks that have two perspectives: in the first perspec-
tive tasks look to the text and its genre characteristics in light of the kinds of prototypi-
cal forms of language use it instantiates; in the second perspective tasks negotiate these
prototypical language forms at all levels of the system, from textual organization to lexi-
cogrammatical features, and in terms of the particular language acquisitional needs and
capacities of learners at a particular stage of the curriculum and within a particular
course. Because the individual genre-linked tasks are inherently embedded in a large
genre-based curriculum, they can be expanded into thematically linked, internally-
sequenced task clusters. In turn, these clusters of pedagogical and "real-world" tasks are
used strategically within content themes, at diverse instructional levels and, ultimately,
across the curricular progression.

To summarize, for curricular decision-making we have found advantageous a focus
on content, text, and genre linked to language developmental interests; for pedagogical
decision-making we have found felicitous a focus on tasks that specify what is to be done
with texts through their generic characteristics. In this fashion, genre-based tasks can rea-
sonably assure both content and long-term L2 acquisition across the entire curriculum,
thereby leading to advanced levels of ability in the L2.

The following two sections exemplify our experience at two consecutive instruc-
tional levels: the first section shows how a genre-based cognitive approach can help
early advanced L2 learners make rich narrative choices in the area of time and place
within story telling; the second applies a genre-based cognitive approach so that a sub-
sequent learner group at the next curricular level can acquire one of the defming capac-
ities of the advanced learner, the ability to make choices with regard to two major forms
of semiosis, a congruent process-oriented semiosis, and a product- or object-focused
semiosis.

Toward Early Advanced Learning through Narrative Choices
Learners encountered the functional demands for retelling stories in a highly targeted
fashion in a Level III course, German Stories, German Histories, within the integrated
curriculum of the German Department at Georgetown University (GUGD). This course
is offered either as the third semester of an intensive sequence or the third year of a non-
intensive sequence, in each case occurring after 12 semester credit hours of instruction.
Thematically focused on the latter half of the 20th century, it presents the following top-
ical sequence for German history from 1945 to the present (see Eigler 2001 for a more
detailed discussion of the entire course, and the departmental web page for its curricular
embeddedness):

Beginning with immediate post-war Germany, a time in which the country lay in
ruins and individuals pieced together their personal lives as they reestablished a society,
it then moves through the division of Germany into two states, one a socialist state that
had to build a wall around itself in order to survive, the other a social democracy that
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thrived in the world climate of the latter part of the twentieth century In the third
theme, it examines the sociopolitical dynamics that led to the reunification of Germany
in 1991 and considers the positive and negative consequences of those political deci-
sions for the lives of individual citizens from both states; and in the fourth theme, it con-
siders the construct of identity, both personal and national.

The authentic texts of the course create and maintain a dialectic between the per-
sonal and the public, through inclusion of personal narratives, interviews and feature
films, short literary works, newspaper stories, documentary videos, public speeches, and
magazine articles that recount the story/history of that time from a publicly sanctioned
perspective.Working through thematically oriented content allows students to develop a
rich knowledge base of the issues associated with each of the themes examined. Such
augmented knowledge enrichesand complicatesthe recurrent task of retelling sto-
ries by creating narrative events for which discourse analyst Schiffrin (2003) has identi-
fied a shifting "public consciousness" as a factor in how stories are told. Focused on
Holocaust narratives, she observes that the commemorative and performative functions
associated with the evolving public role of Holocaust oral history add to the autobio-
graphical functions of the individual life story told in those narratives. In turn, that pre-
vailing public consciousness affects the structure of the clause, reflecting its status not
only as a way of moving a plot forward in time but as a resource for evaluating the expe-
rience being reconstructed in light of that public consciousness (for the centrality of
evaluation, see also Hunston and Thompson 2000). As we will show below, a dynamic
intertextual and social notion of narrativity also informs the treatment of the texts that
the learners read, inasmuch as careful pedagogical staging reenacts in the classroom's
culture the evolving German 'public consciousness' as it changes with the passing of time.

To provide an overall frame for this discussion we refer to the definition of the
generic components of narrative given by Labov (1972), who analyzed the schematic
structure of the narrative of personal experience as prototypically containing the fol-
lowing obligatory and optional components, or genre moves, that are construed as
occurring through time:

(Abstract) A Orientation A Complicating Action A Resolution A I*Evaluation A (Coda)

Here, narratives are seen as answering the following questions:

(Abstract): What is this about?
Orientation: Who, when, what, where?
Complicating Action: Then what happened? (Chafe refers to this as climax.)
Evaluation: So what?
Resolution: What fmally happened?
(Coda): Bridges story and conversation times

More directly applicable to our focus, Chafe (1994) argues that the thinking sneaker
(which he refers to as "consciousness") cannot function without being oriented in
space, time, society, and ongoing background events.

The orientation of a narrative fills the crucial need of consciousness to be ori-
ented with respect to several types of information. Language provides clear evi-
dence that consciousness depends for its well-being on information regarding
several aspects of the environment in which a person is located. Without such
an orientation, consciousness simply cannot function coherently. A[n] unori-
ented consciousness is unable to go about its normal duties of providing the
mind with a coherent sequence of ideas. A torica, in the sense of the totality of
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information that is semiactive at one time, is never viable without an orienta-
tion. There appears to be an especially important need for orientation to space
and time.... (p. 128)

What consequences might the central role of time have for linguistic expression and,
therefore, our pedagogies for the early advanced learner? In Time in Language, Klein (1994)
argues that there are always three 'times' present in any linguistic act as language "embeds
a lexical content in time or ... links a lexical content to some time span."

Time of Situation (JSit) includes the events, states, and processes as they occur;
Time of Utterance (TU), in this case refers to classroom time; and
Topic Time (TI), the time for which the utterance makes an assertion (p. 36).

Topic Time serves as the link between the TSit and the TU, and it is through rr that
temporal contour is established in language. Translated into more linguistic terminology,
the relationship between TT, TSit, and TU will determine the tense and aspectual choices
that a speaker needs to make when talking about events that are embedded in a story.

Needless to say, languages do not frame these three times through isomorphic linguis-
tic structures.Therefore advanced learners, in particular, have to work out the conventions
for conveying the relationships between these three times in linguistically appropriate
ways for the languages they are learning. Summarized in the time line below, the act of
retelling a story sets up a wondedul pedagogical situation in which this can occur in
authentic tasks. Initially learners are introduced to the notion that language embeds a lexi-
cal content in time or links a lexical content to some time span when instructors simply
state that stories occur through the passage of time. Over the course of the semester learn-
ers will continuously consider the effects this has on how we tell stories.

A final critical element of the narrative that Chafe identifies is the point of view of
the speaker, which generally predominates in a personal narrative because of the cen-
trality of the narrator's personal experience. As learners are given the task to retell some-
one else's story, other narrative elements occur that contribute to a temporal
multidimensionalitywhat Bakhtin (1986b, p. 104) refers to as "the problem of the sec-
ond subject who is reproducing ... a text (another's) and creating a framing text (one
that comments, evaluates, objects, and so forth)." In a narrative re-telling task, therefore,
the element of evaluation, highlighted by both Labov's and Schiffrin's analysis, gains in
prominence. This includes the speaker's perspective on the series of events that s/he is
narrating: while the temporal sequence and the series of causes and effects of one action
on the next in the chain of events that makes up a narrative are crucial, the outsider per-
spective of an onlooker from another time and another culture adds another dimension
that is a non-prototypical feature of a narrative retelling in the Labovian sense.

For a narrative task, then, learners must balance carefully the following three cogni-
tively complex elements in order to enact successfully the pedagogical task of retelling a
narrative, either personal or public:

1. temporal coherenceverbal organization of temporally related events that are
not part of the immediate situation;

2. verbalization of event structureforegrounding and backgrounding of informa-
tion relevant to each event in the series of events that makes up the narrative;

3. causal coherencedo things just happen one after another, or do the actors
in a narrative "make" things happen? Taking a perspectiveassigning inten-
tionality, purposefulness, focus on a goal or outcome, intended or otherwise,
are all part of the notion of causal coherence.
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A fourth element will also be present, either overtly or covertly:

4. an etic-perspectivelooking in on these events as an outsider and arriving at
judgments about the appropriateness or inappropriateness of the actors' deci-
sions, given what the learners know about historical outcomes and given
their personal positionality.

Thus, although the expectation that high intermediate to advanced learners should
readily be able to retell a story they have read and comprehended does not, at first
glance, seem unreasonable, unpacking the layers of what this task entails reveals the con-
siderable cognitive demands that complex narration places on the learner (Robinson
2001). In order to balance the cognitive challenge and ensure that students have the abil-
ities and resources to succeed (what Csikszentmihalyi (1990) refers to as "flow"), the
task is broken down into a series of graded task chains that allow learners to develop and
expand these abilities throughout the advanced course. These pedagogical tasks are all
context-driven, while requiring the students to allocate focal attention to a language-
related performance issue.They are designed to promote what Segalowitz (2000) refers
to as cognitive fluency, often initially at the expense of temporal fluency:

Cognitive fluency refers to the efficiency of the operation of the cognitive
mechanisms underlying performance. This efficiency reflects the particular bal-
ance that is struck between automatic processing and attention-based process-
ing . . . A change in cognitive fluency refers to a change in this balance, say, a
shift away from reliance on attention-based processes toward greater reliance
on automatic processing. Performance fluency, in comparison, refers to the
observable speed, fluidity, and accuracy of the ... performance (p. 202).

In order to build up that kind of cognitive efficiency, learners are offered a variety of
scaffolded instructional aids that enable them to acquire increasing control of the fol-
lowing linguistic features:

1. contentstoryline and vocabulary to relate the events in the story
2. temporal adverbs and adverbial phrases
3. tense
4. causal adverbs and adverbial phrases
5. syntactic reorganization
6. lexicogrammatical means that allow for increased informational density,

e.g., nominalizations.

How students are supported in their acquisition of this ability can be described in
four steps. First, learners are introduced to the notion of telling a story by means of a time-
line. For example, for the story Drei Freunde (Klecker 1991), which is read in the second
theme,Two German Nations, they have to capture the following plot development: Drei
Freunde (Klecker 1991) is the story of three casual male friends who, over time, develop
different beliefs about life in the German Democratic Republic (GDR).Without taking an
evaluative stance, the story depicts the events leading up to and following the pivotal
decision of one of the three to flee from the GDR and the attempts of another to prevent
that escape. Because the narrator relates these actions without indicating the "rightness"
of the individuals' decisions, students are empowered (and required) to make their own
judgments as they retell the story from their perspective.They do so by creating a time line
of those events occurring in the story that they deem important. They write this list on the
board and use it for visual support during the enactment of the retelling task. Below is an
example of such a time line for Drei Freunde.
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Figure 2

die Zeit (time)

Eine Geschichte nacherzählen
(Retelling a Story)

+
Am Anfang der Geschichte... Danach +Verb
(at the beginning of the story)(thereafter + verb)Anfanglich (initially)
Zu Anfang (at the beginning) Kurz danach

(shortly thereafter)
Daraufhin
(thereupon + motion)
Dann (then)
Weiterhin (further on + motion)
Im folgenden (In the following)

X inzwischen X

X4-
Davor + Verb
(there-before)
Vorher (before
+ motion toward
speaker/event)

X

SchlieBlich
(finally)
Zum Schluss
(at the end)
Endlich/nach Unger Zeit
(finally after a long time)
Am Ende der

Geschichte
(at the end of the story)

61

Nach einer Zeit
(after a time)
Nach einer Weile X
(after a while)
Bis zum [Nomen/event]
(up until [noun/event])

(in the 'in-between' time)

Third, as learners participate in the retelling task, they need to be able to describe
elements of events or states that are relevant parts of the storyline. This is an excellent
opportunity to discuss foregrounding and backgrounding as phenomena that require a
choice of present perfect as a device to signal movement to the next event vs. simple
past and possibly other tenses as signaling continued 'location' upon that event or state.
Thus, the choice of present perfect signals a move to the next event (or a previous event
or state that has relevance to the unfolding story), while other choices of tense signal
other moves or continued focus on relevant background features of the event currently
under discussion.

Finally, these advanced learners discover the need to ascribe causes and effects by
assigning causality/intentionality to actions and conditions in the story, promoting a search
for linguistic elements in the texts and use of cause/effect adverbs and adverbial phrases.

An additional text that learners work with throughout the second theme 50 deutsche
Jahre to develop these abilities even further is a retrospective documentary produced by
the German news magazine Der Spiegel in 1995 that commemorated the 50th anniver-
sary of the end of World War II. Entitled 1945-1995: Ascent out of ruins, the 22-page
document is a rich montage of photographic memorials of momentous events in
German history, with a shorthand summation of the major events of each year accompa-
nying the photographic evidence. As students work through the texts in the first topic of
the second theme, they read and discuss the Spiegel documentary of the years 1945-1961,
when the Berlin Wall was erected. Similarly, during the subsequent topics of the overall
theme they will focus, respectively, on the years 1963-1976, 1977-1981 and 1983-1991.
The tasks that accompany these readings are:

o Students determine individually, and as a group the three most momentous
events of a given time period. They do so through discussion and debate in
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class, with each student defending his or her choices, and with a fmal decision
made as a class compromise. This is documented on a handout provided to
the students in the next class period. With each successive set of years, this
handout becomes more extensive and complex.
The second task develops out of the product and process of the first. It
requires students to continue to debate the merits of their decisions based on
what they now know to have occurred in the German story. In other words,
after discussing the period "1977-1981" they must re-evaluate the quality of
their earlier decisions about the relative importance of events in the "1963-1976"
time frame in light of what they now know. Recurring with the "1977-1981"
and the "1983-1991" time frames, this task becomes increasingly complex and
is more heatedly debated as students recognize in hindsight the importance
of events that they might have excluded earlier on.
The previous recurring, yet varied task prepares students for performing the
intricate culminating oral assessment task for the third theme later on in the
semester, which reverts to the Drei Freunde story: a trial of one of the protago-
nists, Eberhardt, in 1993, after the Wall has come down.With each learner taking
a role, all reassess everything they know about that time in order to either
defend or condemn Eberhardt's actions. This requires them not only to con-
sider the additional knowledge that has become available with the passage of
time but to take a position with regard to the rightness or wrongness of each
character's actions at the earlier time during which the Drei Freunde story had
unfolded. Students readily recognize that this classroom activity mirrors law-
suits that have occurred and continue to occur in Germany, as individuals strug-
gle to right wrongs and reclaim possessions that belonged to their families prior
to the splitting of Germany into two nations. They also realize that the decisions
we make are always situated in our understanding of the unfolding of events in
time, looking both forward and backward, and that the justifications we provide
for our decisions are couched in linguistic terms that reflect the time frame
from which we position ourselves as we give reasons for our stances.

With this close-up view of a central component of narration, the expression of time,
we sought to demonstrate both the complexity of what is involved for the advanced
learner and also the benefits of a meaning-based pedagogy of tasks that carefully consid-
ers links between meaning and form through learners' cognitive engagement. In our
view such an approach also provides an additional example for Samuda's insight (2001)
that any discussion of task in instructed settings must place tasks and teachers' roles in a
complementary relationship, rather than in splendid isolation. Thus, she reports on how
teachers might negotiate, in three interlocking stages, the all-important focus on mean-
ing.They might first enhance the semantic environment of a task, and then systematically
mine it through what she calls "precasts" (contrasting that with the heavy emphasis on
recasts in the SLA literature) and careful interweaves of the meaning-form relationships
that are available as choices for expressing certain meanings. Finally, teachers and learn-
ers would progress to an examination of those choices in light of the meaning-oriented
judgments that motivated them. Similarly, we wanted to demonstrate how this meaning-
form-meaning progression assures that two kinds of essential language-acquisitional tasks
can be continually and artfully interwoven in order to support advanced L2 learning
knowledge-constructing tasks that make new meaning-form relationships and language-
activating tasks that expand fluency and accuracy.
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From the Flow of Experience to the Thinginess of the World:
Public Speeches as Macro-genres
Beyond explicating how a cognitive, genre-based approach might address what are pri-
marily sentence-level features, we want also to exemplify its usefulness at the textual
level. For that reason we focus in this section on textual language use that highlights one
of the defining characteristics of the advanced learner: the notion of choice (see Byrnes
2002b). To be sure, even the sentence-level tasks described in the previous section
required learners not simply to apply local grammatical rules about time and tense in an
additive system that moves from word to phrase, to sentence, to paragraph, to text. Nor
were these learners engaged in first acquiring grammatical or linguistic competence,
then discourse competence, and finally sociolinguistic and strategic competence (see
Byrnes' 2002b critique of the unintended consequences of both the ACTFL guidelines
and the Cana le and Swain model). Instead, they were simultaneously and continuously
challenged to make meaningful choices and to do so with a refmed awareness that each
element chosen might have repercussions at all strata of the language, from meaning to
expression and back, and could affect all units of the language, from phrase, to clause, to
sentence, to discourse. It is in order to account for that feature of language use that a
cognitive and functional approach considers grammar (not "syntax") to be systemic. As
Halliday (1994) states, grammar is "a theory of meaning as choice, by which a language,
or any other semiotic system, is interpreted as networks of interlocking options" ( p. xiv);
it is a grammar of relations wherein "the grammatical system as a whole represents the
semantic code of a language" and "the context of culture determines the nature of the
code" (ibid. xxxi).

Accordingly, in this section we explore the notion of situated and interlocking
choices at the textual level through the construct of genre. We select as suitable for this
more advanced acquisitional stage the macro-genre public speech with its micro-genre
of the political speech delivered before a live audience.We limit our discussion of politi-
cal speeches to two perspectives: first, as an exemplar for a transitioning literacy and, sec-
ond, in terms of affordances for expanding semiotic possibilities. Our intention is to
highlight both the cognitive and the social focus that is crucial for facilitating advanced
L2 learning and pedagogy. At the same time, our exploration is intended to lay the
groundwork for a framework for continua of multiple literacies that we propose as suit-
able for addressing a number of concerns in college programs that aim to support
advanced L2 learning.

Locating the Advanced Learner of "Text in Context"A Literacy
Perspective
Once more, the backdrop for our discussion is the GUGD program, this time a course
that immediately follows German Stories, German Histories in the department's cur-
riculum as a Level IV course, Text in Context. Building on learners' previously developed
narrative capacities, its central goal is for students to become familiar with academic
forms of discourse in all modalities by means of three thematic areas: (1) Von der
Gegenwart der Vergangenheit (Of the presence of the past), which focuses on the need
to understand the present through our past (hi)stories with specific emphasis on the
Holocaust and the Hitler era; (2) Hochschulreform (Higher education reform), which
examines the changing higher education scene and its relationship to larger socio-political
concerns in a changing European and global environment, thus also preparing students
for study abroad sojourns; and (3) Mitten in Europa (In the middle of Europe), which
deals with Germany and European integrationchallenges and opportunities (for details,
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see Byrnes' personal web site http://data.georgetown.edu/departments/german/faculty/
byrnesh/index.html).

In line with its curricular locationthe fourth semester of the intensive sequence,
after 18 semester credit hours of instructionthe course is designed to help students
gain a level of competence that enables even those who began their study of German at
Georgetown to matriculate directly in a German-speaking university during their junior
year. It is built around a linking of reading, writing, and speaking. Through an integrated
text-based approach students gradually shift their language use from oral to more literate
forms of expression in all modalities at both the lexicogrammatical and the textual level:
students are to acquire differentiated vocabulary and greater grammatical accuracy, flu-
ency, and complexity by focusing on the relationship between meaning/content and lin-
guistic forms; and they are to become sensitive to language use in terms of textual genres
in different communicative situations where the participants have different communica-
tive goals. Featured literacy-related abilities are:

textual analysis and interpretation for enhancing reading comprehension in
both intensive and extensive reading (see Swaffar, this volume, for the peda-
gogical benefits of the précis template in that regard);
creative, journalistic, essayistic, and academic writing in a process-writing
approach;
increasingly extended monologic formal speaking events; and
listening comprehension with diverse audiovisual materials, supported by
outlining and note-taking.

Such abilities are at the heart of summarizing, interpreting, critiquing, and present-
ing and substantiating an opinion or argument, orally and in writing; taken together, they
are not only critical for study abroad but for any other professional context in which one
might use German as an L2.

Political Speeches as a Transitioning Genre for Acquiring Advanced
L2 Competence
Returning to our earlier proposal to make genre a foundational construct for a content-
based curriculum and pedagogy, we reiterate that genres arise as a result of particular
conditions of speech and a particular function (scientific, technical, commentarial, busi-
ness, public policy, and, of course, everyday situations). Diverse genres are thus the result
of recurrent social situations (for elaboration of this central notion beyond Miller see, for
example, Halliday and Martin 1993; Hyland 2000; Hyon 1996; Johns 2002; Martin 1985,
1999). They are typified forms of rhetorical action and constitute "certain relatively sta-
ble thematic, compositional, and stylistic types of utterance" (Bakhtin 1986a, p. 64). In
their totality, they embody an aspect of cultural rationality.

A number of broad concerns for advanced learning can therefore be readily addressed:
first and foremost, the inherent cultural embeddedness of language use; second, the well-
known tension in human language between centrifugal forces, which reflect the speci-
ficity of individual consciousnesses, and centripetal forces, whose shared center instantiates
the possibility of communication within a cultural-linguistic community in the first
place; and third, the well-known fact that, for advanced learners, much like for native
speakers, the ability to be full participants in the discourses of the L2 culture is a matter
of practical command of the generic forms used in the given spheres, which both spec-
ify what can be meant in certain contexts and how it can be meant.
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Characterizing Public Political Speeches: A Generic, Cognitive Approach
So how might such abilities be enhanced by a genre-based approach in general, and what
language acquisitional potential would public political speeches have in particular? What
features of language might be highlighted? What pedagogical tasks might be especially
suitable?

As a genre, public speeches before a live audience instantiate a range of choices that
are available for language use. These can be expressed in terms of a number of continua
that, themselves, provide a dynamic trajectory for L2 acquisition.

First and at the most general, curricular level, they offer an advantageous mix
between fixity and fluidity as far as learner processing is concerned. On the one hand,
they draw on capacities for which learners have developed comfortable levels of per-
formance (e.g., the ability to narrate a series of events as a coherent whole). On the other
hand, they can be pedagogically shaped so as to stretch student capacities into new
meaning-form links (e.g., toward the ability to establish cause and effect relationships
between abstract concepts, for example, in order to express the reluctance to engage in
pedagogical reform in Germany as being tied to wide-spread societal expectations for
state fmancing of all education, including higher education). Therefore, public speeches
are particularly suitable for what is a common phenomenon at the advanced level of
instructionlearners of, at times, dramatically different performance profiles and there-
fore highly individual learner needs.

Second, their most frequent components, the moves of the genre "public political
speech," tend to involve areas of language use that students have encountered before in
other textual environments. They now re-occur in a fashion that demands learners' closer
attention, in terms of the position and function of these features in an entirely new and
explicitly public genre. Among the generic moves are: often ritualized recognition and
appreciation of the occasion, location, and audience; (overt) statement of thematic focus
and structure of the presentation; historical/issue-oriented/adversarial positioning of the
thematic focus; provision of human-interest examples; a problem-solution trajectory that
provides steps for resolution; expressions of solidarity, achievement, good will and hope-
ful outlook on the part of the speaker toward the audience. These broad movesinclud-
ing their boundaries, the internal coherences of each move, the transitions between
them, and their overarching sense of wholeness, often through precise repetition or
modification through variationare excellent areas for closer attention on the part of
learners, singly and in terms of their position and function in the whole text and, there-
fore, for creative tasks and task clusters.

Third, from the standpoint of content, public political speeches inherently deal with
contemporary, major concerns in society. As long as overly specific knowledge is avoided
(e.g., intricacies of policies, detailed knowledge about personalities and party positions),
they constitute an excellent window not only on what a society or at least its politicians
deem worthy of attention but also how that attentiveness is shaped in the public forum, a
central concern of literacy. Because many topics either have an inherent international rela-
tions component or at least have parallels in other countries, some background knowledge
and interest can be either assumed or created without too much difficulty (e.g., relations
between the European Union and the United States strained over the Iraq war).
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The following incomplete list is intended merely to illustrate this fact by highlight-
ing broad features of the genre that can be used to focus learners' attention on formal fea-
tures at different levels of the language system:

Publicly delivered political speeches are orally presented texts that are
nonetheless typically based on written scripts.
They are also highly interactional, inasmuch as their choice of language forms
intends to create high audience involvement in the argument or ethos of the
speech (Thompson 2001). One could even say that they are a kind of partly
enacted dialogue (e.g., by means of applause, sometimes shouts).
Because they are orally delivered, they attend particularly well to an overt flow
of information. This usually results in strong and transparent structuring, a ben-
efit to L2 learners, both as comprehenders and as creators of such genres.
Thompson (2001) refers to such texts as being "interactive" inasmuch as they
carefully guide the reader/listener through the information flow of a text.
They are monologic performances that are textually shaped by their oral
delivery, among other things in terms of the auditory, image-creating, aesthetic-
poetic body of the language (e.g., rhythm and stress; intonation contours that
accompany different syntactic choices like statements, questions, exclama-
tions, repeated identical clause introductions that create rhythm and expres-
sive tension; alliteration and rhyme).
Their desire for audience involvement privileges much evaluation and
appraisal over objective description. Martin, in particular, has developed an
entire APPRAISAL system (1999) within the register variable tenor, alongside
NEGOTIATION and INVOLVEMENT In its diverse manifestations, appraisal is
concerned with the ongoing re/construal of relations of power (equal/unequal
status) and solidarity (near/distant contact) among interlocutors. Among
other things, appraisal functions to affirm publicly held values, thereby sup-
porting the processes associated with public institutions and institutional
processes, thus providing an excellent window for L2 learners to begin to rec-
ognize and appreciate assumptions that often are expressed only in this fashion.
Finally, their desire for memorableness privileges the use of imagery, proverbs,
and sayings, and allusions to deeply embedded cultural value systems. Often
one or more major metaphors provide conceptual and linguistic coherence to
an entire talk.

Making Genre-framed Textual Choices: A Semiotic Perspective
Beyond its primarily textually oriented categories, the micro-genre "public political
speech" can also be described in terms of the nature of the semiotic practices that it privi-
leges. When genre-related semiotic practices appear also to be linked to developmental
considerations and explicitly to advanced levels of language use, as Halliday (1993) expli-
cates, then semiotic considerations offer a particularly felicitous and principled approach
to both curricular planning and instruction. Specifically, systemic-functional linguistics
examines the nature of changing semiotic practices, that is, the nature of cognition and
consciousness, when members of a speech community gradually expand their initial semi-
otic repertoire that is focused on highly situated and often interactive and transactional
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activities of daily life to a second semiotic repertoire that is closely associated with public
life (Halliday 1993). In our societies, it is perhaps best described in terms of institutional
contexts and as both the medium and the instructional goal of education.

Here, the languages of literate societies in particular reveal the elaboration of two
basic forms of semiosis. Reminiscent of Bourdieu's (1991) distinction, Halliday calls these
the congruent forms of semiosis, the grammar of everyday life action and experience,
which emphasize function, process, and flow, and the synoptic forms of semiosis, which
emphasize stasis, structure, and "thinginess." Over time, the latter have come to dominate
in public and written language, thereby gradually reconstruing life from the primacy of
doing and happening to a reality as object. In other words, the world is now experienced
in metaphorical termsas Halliday puts it, as a textas a consequence of which dra-
matically different knowledge potentialities are created.

A timely example for this difference from our Washington vantage point after a very
snowy winter, might be this:"This year Washington got much more snow than in the last
five years" as contrasted with saying "This winter the amount of precipitation recorded in
Washington in the form of snow far exceeded that measured in the last five years."

It is important to note that neither one or the other semiotic construal is inherently
better. It is, instead, a choice to be made, where the appropriateness of these choices is
particularly well observed and analyzed for their meaning-form dynamics within the pro-
totypicalities of a genre. Here speakers make numerous interlocking choices, regarding
the topical focus and how that extends over longer discursive stretches in terms of cer-
tain genre requirements, earlier referred to as the field; in the interpretation and commu-
nicative significance of social relationships that are played out between the real or
imagined communicative partners, the tenor; and on the lexicogrammatical plane, the
grammatical and lexical resources that are particularly well suited for expressing these
meanings, the mode.

With regard to the lexicogrammatical plane, in particular, Halliday and Martin (1993)
have singled out the unique shift from verbal to nominal structures, what they refer to as
"grammatical metaphor," as one of the key facilitators of our ability to see the world in a
fashion that allows us to hold and measure it and experiment with it, as we remove it
from the messiness of the singularity of any process in time and space and make it an
object and thereby "objective."According to them, it is this shift in semiosis, a cognitive-
linguistic phenomenon, rather than the acquisition of specialized vocabulary or the con-
trol of certain syntactic features per se, that poses the most serious problems for
competent command of scientific literacy. Our experience corroborates this observa-
tion for advanced learners, as they grapple with that semiotic shift and its consequences
at all levels of the language system.

Implications for Advanced L2 Learning
In sum, an emphasis on meaning-driven choices within the framework of genre shifts the
focus of instruction and learning from simple notions of accuracy to principled ways of
describing situated appropriateness of use in order to capture a key capacity of the
advanced L2 learner. It enables instruction to emphasize that language is a symbolic, that
is, a social resource, a system of highly conventionalized and nonetheless diverse meaning-
making possibilities that are available to the language user within a discourse commu-
nity. The aim is for learners to acquire just that ability, to become full participants in the
discourses of the L2 culture, now described in terms of a practical command of the generic
forms used in the given spheres. As previously noted, these specify both what can be
meant in certain contexts and how it can be meant. As a result Bakhtin's insight into
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native language use in spoken language applies as well for the foreign language learner:
observed shortcomings are "not a matter of an impoverished vocabulary or of style,
taken abstractly: this is entirely a matter of the inability to command a repertoire of gen-
res of social conversation, the lack of a sufficient supply of those ideas about the whole
of the utterance that help to cast one's speech quickly and naturally in certain composi-
tional and stylistic forms" (1986a, p. 80).

To reiterate, these choices are meaning-driven and occur within conventions of use
that have high probabilistic values but which, nevertheless, show flexibility and variation.
Only within this framed flexibility can individual voice and identity occur and be gained
not by "personalizing things" or being "creative", so often a preferred pedagogical rec-
ommendation but one that can easily result in sociolinguistically non-recognizable
utterances. Rather, access to the conversational or the written/printed forum, acceptance
of one's contributions to it, and the ability to use the forum for one's interests and with
one's own spoken or written voice depend on a sufficiently elaborated knowledge of
conventions of use in the first place. In this fashion identity, through membership in a
discourse community, and individual place and voice are both acquired, differentially
played out under different circumstances for different purposes, and continuously main-
tained through social use.

Developing Continua of Multiple Literacies in Collegiate
FL Programs
In light of the previous discussion, we conclude with a tentative proposal for how colle-
giate FL programs might imagine curricular planning and pedagogies in support of the
advanced learner and advanced learning.We realize, of course, that there are many ways
in which one can specify the acquisitional needs that learners have or, worded more pos-
itively, the kinds of macro- and clustered micro-tasks that students should encounter in
order gradually to make the shift to advanced levels of competency. Obvious as well is
the fact that, unless the previous instructional levels have carefully set the stage, such a
shift can easily be seen asand indeed may well beout of students' reach. This is so
because, as described, the text-based cognitive demands made of L2 learners, particularly
with regard to information structuring (Caron et al. 2000; Carroll and Lambert in press)
and highly specific lexical processing (Sprang 2003), are essentially at a par with and
may, at times, even outpace the cognitive-linguistic demands made of learners in their Ll.
Therefore, they critically require long-term educational attention that students may not
always have experienced in their prior Ll education. Thus, in developing L2 literacy as in
developing Ll literacy, two major developments appear central: first, students' need to
learn to conceptualize meaning-form relationships in a band of possibilities from per-
ceptual to metaphorical, analytical, and systemic in order to attain cognitive fluency; and,
second, their need to develop considerable levels of metalinguistic awareness about
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meaning-form relationships, from the macro-level of genre to the micro-level of lexi-
cogrammatical choices (Sprang 2003).

Below we provide a summary of how systemic-functional linguistics construes
these two needs within its three key parameters of field, tenor, and textuality. Two com-
ments are in order: first, this is inherently an incomplete listing, and, second, reflecting
the fundamentally developmental aspect of acquiring these phenomena, our proposal is
expressed in terms of continua which should be imagined as describing language acqui-
sition over extended periods of time.

Continua of Multiple Literacies:
A Genre-based Curricular and Developmental Progression Toward

Advanced L2 Learning

in terms of field/content

concrete

perceptual semiosis, i.e.,
congruent semiosis

focus on process, flow, and the
verbal paradigm

simple retrieval of experiential
meaning/information

context-derived

literal meaning

selforiented single perspective

abstract subject matter

<--> metaphorical semiosis, i.e.,
synoptic semiosis

focus on product, stasis, and the
nominal paradigm, along with all
its modificational possibilities,
either pre- or post-nominal

transformation in terms of
categories, principles, laws,
general societal practices

<-3 elaborated content and forms of
expression

complex figurative, metaphorical,
ambiguous meaning

4-3 other-oriented multiple
perspective

decisions regarding the expression of information on a continuum ranging from
implicit to explicit treatment of information

decisions regarding the backgrounding and foregrounding of particular aspects of
the information, reflecting its presumed retrievability by the audience and its
intended role in the text.

developing gradated forms of veiling, omitting, backgrounding actors along with a
focus on outcomes of processes, products, stasis, a manipulable object and ideational
world (importance of passives, impersonal constructions)
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in terms of tenor

personal

short interactive turns
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E-> public forms of interaction
(and content)

extended monologic language
use (but with internal textual
dialogue)

direct interpretation or negotiation 4-> textual creation of a setting (a
of the persona of a conversational staging), and creation of an
partner in a particular setting authorial voice and an idealized

"reader-in-the-text" or layered
internal audiences at various lev-
els of distancing and involvement
in order to be persuasive

ability to address both more
general and also more
specialized audiences

expansion of forms of appraisal resources (affect, judgment, appreciation) as
ways of connecting to the other and to larger societal and institutional values

expanded repertoire of positioning oneself and conversational partner in a real or
an imagined exchange (negotiating social role relationships with reader/listener)

addressing familiar
conversational partners

in terms of textuality

increasingly competent creation of a textual whole through various devices, including

- explicit forms of coherence (e.g., chronological, additive, comparative, adversative,
causative connections);

- implicit forms of coherence, through devices such as cohesive (identity) chains
(e.g., through a complex web of co-referentiality) and cohesive (lexical) strings (e.g.,
by means of lexical repetition, synonymy, antonymy, hyponymy);

coherence and cohesion created
through reference to the outside world

coherence and cohesion that
incorporates the here and now

single dimension narrator
perspective

pragmatically motivated and
; realized forms

mostly conjoined sentences

coherence and cohesion created
through reference to intratextual
and intertextual worlds

building up a web of different
degrees of assumed familiarity

complex interweaving of
narrator's world and story world,
in time and place

syntactically motivated and
realized forms

reducing, embedding, relativizing

As we hope has become clear, public speeches are a particularly rich genre from the
standpoint of learner acquisitional needs. They are well situated within the dynamics out-
lined above and realize these meaning-form linkages in diverse ways, both implicitly and
explicitly. They instantiate the two primary modalitiesoral and written languagewith
a pitch toward written language features. Furthermore, they instantiate the advantages of
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planned versus spontaneous language, a performance feature that provides much-needed
cognitive and real scaffolding (e.g., through previous discussion in class, outlining, multiple
drafting, overhead materials) as learners venture into semiotically and textually more com-
plex language use. They can thus serve as a highly variable source of thoughtful engage-
ment and as a resource for modeling and scaffolding as learners progress from high
intermediate to advanced stages of L2 learning.

We exemplify these continua within one particular context, a writing task in which
students create a political speech in the third and concluding unit of Text in Context,
which is focused on Germany in Europe. Like most public political speeches, the stu-
dents' speech is also written out, with the express understanding that they would deliver
it orally in front of a German audience. From the standpoint of content they are to
address the extent to which the deliberations that shaped the American Constitution,
well captured in the Federalist Papers, might provide useful guidance in Europe's ongo-
ing deliberation about the creation of its own constitution for the Union, a suggestion
that is repeatedly made in the German media. The assignment itself follows the tripartite
division with which students have become quite familiar: task appropriateness in terms
of genre and breadth of obligatory and optional genre moves; content understood as
depth of information; and language use, as manifesting itself in identifiable features at the
discourse, sentence, and lexicogrammatical levels.

That task sheet, in its original German version (Appendix 1) and an English transla-
tion (Appendix 2), is followed by samples of opening paragraphs of the speeches that
students wrote (Appendix 3, translated in Appendix 4). Disregarding all other aspects of
students' performances, one benefit of the macro-level genre approach is that it can read-
ily differentiate between those students who positioned themselves appropriately as an
American invited speaker who was asked to address a particular topic (Samples 1-5,
salient passages in question are underlined) before a German audience and those who
chose to speak on European integration issues purely from a content side, with no dis-
cernible social context (Samples 6-8). Though their representations were, in general, fac-
tually correct and linguistically appropriately sophisticated to characterize them as
advanced writers, the latter group nevertheless failed to respect the obligatory opening
moves of the genre in question and thus, in a not insignificant fashion, fell short of the
genre-based task.

One may object that these genre-based positionings on the part of the writers/
speakers tend to be rather formulaic, sometimes even awkward, and, in any case, quite
brief and therefore should not be valued as highly. However, in all cases, those students
that included these markers continued to create, throughout their speeches, a dialogic
relationship with their audience (e.g., through repeated explicit address to them, through
rhetorical questions, and through incorporating the audience's imputed opinions/
hopes/fears/future actions in the structure of their argument as well as in their evalua-
tion of its content). In other words, an overt genre perspective expressed in the opening
of the piece carried over into the formation of coherence and cohesion throughout the
entire text.

Finally, as a way of returning to our initial claim that a comprehensive consideration
of advanced learning is necessary at the collegiate level, we put the literacy and genre-
focus of the approach we have advocated into a larger context: Appendix 5 provides a
summary statement for students' expected end-of level writing performances within an
integrated curricular progression. Our intention is not so much to assert the validity of its
particulars as to show how advanced performance (Levels III and IV), expressed in terms
of expectations that intricately link the ability to employ public oral and written genre
and in terms of tasks, content, and language use, can become a reasonable learning out-
come if an entire curriculum takes such a stance. Coming from the students' perspective,
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advanced performance can indeed be attained when they have experienced an inte-
grated and carefully sequenced curriculum all along. Of course, the time necessary for
attaining such abilities is likely to vary under different institutional and programmatic
conditions, with different student populations, and, most assuredly, for different lan-
guages. But we suggest that the progression itself, anchored in genre, offers a language
form-independent, but literacy-oriented and cognitively grounded road map that a fac-
ulty body can use to devise its own language-specific curriculum and carefully articu-
lated instructional sequence. Finally, from the standpoint of instruction, such an
approach offers a framework for decision-making that, over long stretches, should lead to
the desired balanced development of language capacities, in terms of accuracy, fluency,
and complexity of language use in a range of discursive environments that characterize
societies.

Because our programmatic experiences using such an approach have been most
rewarding, for faculty and students, and most gratifying for students' learning outcomes,
we have related them here, as a way of encouraging professional discussion about the
considerable challenges but also the considerable opportunities for attaining advanced
levels of competence in adult FL learning through a genre-based cognitive approach to
curriculum, instruction, and assessment.
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Unterrichtseinheit III: Mitten in Europa

Text in Context

Die Europaische Union und die Vereinigten Staaten:
Mögliche Vergleiche und Lehren

Aufgabe
Sie sind eingeladen worden, nächsten Monat bei der Gesellschaft fur Deutsch-amerikanische
Beziehungen in Weimar einen Gastvortrag zu halten. Mir Ihren Beitrag wUnscht man sich
eine AuBerung Ihrerseits zu dem oft erwahnten Thema "Die Europäische Union und die
Griindung der Vereinigten Staaten von Amerikaein Modell?" Ihre Rede ist auf 15 Minuten
beschränkt, mit anschlieBender Diskussion zu Ihren Aufgerungen.

Beachten Sie besonders Ihre Position als RednerIn vor diesem Publikurn. Wahrend
von Ihren deutschen Zuhörern gute Vorkenntnisse zur Situation der EU zu erwarten sind,
bringen Sie vor allem die Perspektive eines Amerikaners/einer Amerikanerin, der/die mit
der Griindungsgeschichte der USA und der weiteren Entwicklung des Landes vertraut ist.
Diese ist Ihrem Publikum in ihren Besonderheiten wahrscheinlich nicht so bekannt.
Genau diese Aspekte rniissen Sie daher den Zuhörern vor Augen fiihren, urn sie mit der
gegenwärtigen europaischen Situation in Verbindung zu setzen. Behalten Sie also diesen
Redeanlass, diesen Redeausgangspunkt, und diese Redeintention standig im Auge.

Inhalt und Struktur
Beschreiben Sie zunächst die jetzige Situation der Europaischen Union aus Ihrer
Perspektive als AmerikanerIn. Fiihren Sie die Themen ein, auf die Sie im Hauptteil der
Rede eingehen wollen und die die Vergleichbarkeit der EU mit den Vereinigten Staaten
aufzeigenoder auch nicht.
Im zweiten Teil, dern Hauptteil der Rede, geht es urn folgendes:

Sie erörtern 3-5 eindrucksvolle Bereiche hinsichtlich der Vergleichbarkeit der bei-
den Staatsbildungen, USAEuropäische Union, die Ihrer Meinung nach Ihren Zuhörern
Ahnlichkeiten und Unterschiede verständlich machen können.

Denken Sie bitte sowohl an die von uns gelesenen Artikel als auch an die im Unterricht
vorgetragenen Reden. Obligatorisch ist die Miteinbeziehung von mindestens vier
Artikeln beider Textgruppen. (Siehe unten far Sprachkonventionen beim Zitieren.)
Im dritten, abschlielgenden Teil behandeln Sie Ihre Empfehlungen und Hoffnungen hin-
sichtlich der zukanftigen Entwicklung Europas. Das sind wahrscheinlich sehr breit gehal-
tene Oberlegungen, die aber mit den vorhergehenden Darstellungen unbedingt in
Verbindung stehen müssen. Zurn Beispiel, inwiefern ist ein Vergleich zwischen der
Griindung der USA und der gegenwärtigen Situation Europas sinnvoll? Wie weit kann
er gehen, wo bricht er zusammen? Welche Konsequenzen ergeben sich daraus far die
Haltung der Offentlichkeit (weniger der Politiker) gegeniiber den Entwicklungen?
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Sprach licher Schwerpunkt
1. Diskursebene

Verdichtete aber gleichzeitig geniigend umfangreiche Darstellung der gegenwarti-
gen Situation der EU und Ihrer groSenThemen: Hier ist Nominalstil der öffentlichen poli-
tischen Rede angebracht.

Klare Markierung Hirer Aufkrungen durch globale Textstrukturierung, z.B.Verwendung
von Diskursmarkern (Sequenz, Zusammenfassung, personliche Stellungnahme an wichtigen
Steffen Ihrer Rede, rhetorische Fragen,Vergleich-Kontrast). Siehe Handouts!

Komplexe Konstruktionen der öffentlichen Sprache, z.B. Relativsätze, pranominale
Modifikationen,Variation in der Syntax (Haupt- und Nebensatze), aber auchTopikalisierungen
und vor allem gute Verkettung der Gedanken im Diskurs (Koharenz und Kohasion).
2. Satzebene

Verbpositionen, Kasus, Genus, Präpositionen und ihre Kasus, Passivkonstruktionen,
Adjektivendungen, usw. Priifen Sie Ihre Grammatik griindlich, bevor Sie diese Arbeit einrei-
chen! (Verwenden Sie dazu auch die Korrekturblätter der anderen schriftlichen Arbeiten.)

Tempus und Modus, die Möglichkeiten des Konjunktivs und die besondere
Aussagekraft von Passiv- oder Aktivkonstruktionen.
3. Lexikogrammatische Ebene

Themenspezifisches Vokabular zur EU (siehe Arbeit zu semantischen Feldern)
Nominalkonstruktionen (mit ihren diversen Modifikationen), die die öffentliche

Rede kennzeichnen.
Variable Lexikalik, ganz besonders eindrucksvolle oder zumindest in der

öffentlichen Rede einfach iibliche Kollokationen.
Bildhafte und personlich gefarbte Sprache, die Sie als einen gewandten und

angenehmen Redner/eine Rednerin erscheinen lässt. Hier sollten Sie die Möglichkeiten
von Metaphern bedenken, sowie evaluierende und an die Zuhörer appellierende
rhetorische Gesten. Siehe Handouts.

Schreibkonventionen
1. Sinnvolle Strukturierung in Absätze.
2. Interpunktion, ganz besonders Kommasetzung.
3. Deutsche Rechtschreibung, ganz besonders Gro& und Kleinschreibung.
4. Beim Zitieren anderer Textquellen oder auch beim Paraphrasieren von Gedanken
anderer verwenden Sie folgende Konvention: Zitat, in Klammern gefolgt von Name und
Datum des Erscheinungsjahres der Quelle, z.B."... (Fischer 1999)."

Schreibprozess
1. Gedankenexkurs im Unterricht.
2. Themensammlung am 7. Dezember einreichen.
3. Abgabetermin: 12. Dezember, sowohl in Hardcopy- als auch in elektronischer Form.

Lange: etwa 5 Seiten, doppelter Zeilenabstand,Times New Roman 12.

Bewertung
Task Appropriateness, Content und Language Focus werden gleichgewichtet gewertet.
Bei Fragen und Problemen wenden sie sich per e-mail oder in der Sprechstunde an mich.
Viel Erfolg!
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(Translation of Appendix 1)

Instructional Unit III: In the Middle of Europe

Text in Context

The European Union and the United States:
Possible Comparisons and Lessons

Task
You have been invited to give a lecture at the Society for German-American Relations in
Weimar next month. For your contribution, the organizers are looking for a presentation on
the much-discussed topic "The European Union and the Founding of the United States
A Model?" Your talk is limited to 15 minutes, to be followed by discussion of your remarks.

Please observe your position as a speaker to this particular audience. While you
should expect good background knowledge from your German audience regarding the
situation in the EU, you primarily contribute the perspective of an American who is famil-
iar with the foundational history of the USA and subsequent development of the county.
In its particularities this is most likely less familiar to your audience. Therefore, it is pre-
cisely those aspects that you must bring to the awareness of your audience in order to
link them to the present situation in Europe. In other words, continuously keep in mind
this occasion for your speech, this starting point for your presentation, and this inten-
tion of your talk.

Content and Structure
Begin by describing the current situation of the European Union from your perspective
as an American. Introduce the topics on which you will focus in the body of your talk
and which demonstrate the comparability of the EU with the United Statesor not.
In the second part, the main part of the speech, address the following:

Discuss 3-5 topics that are particularly illustrative of the comparability of the formation
of the two states, USAEuropean Union, which in your estimation would enable your
audience to understand similarities and differences particularly well.

Please refer back both to the articles that we read as well as the various class presenta-
tions. You must incorporate at least four articles of both types of texts as sources
(please refer to citation conventions below).

In the third, concluding section you address your recommendations and hopes with
regard to future developments in Europe. Most likely these are very general reflections
which, however, must be connected to your earlier representations. For example, to what
extent does a comparison between the founding of the U.S. and the contemporary
European situation make sense? How far does it extend, where are its limits? Which con-
sequences can be deduced from that fact for the position of the public (less so the politi-
cians) with respect to ongoing developments?

Language Focus
1. Discourse level

Condensed, but also sufficiently elaborated description of the current situation of
the EU with respect to your major themes. The nominalized style of public political
speech is appropriate.

Clear marking of your points by means of textual organization, i.e., through dis-
course markers (sequencing, summarizing, taking a personal position at key junctures of
your talk, rhetorical questions, comparison-contrast). Refer back to your handouts!
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Complex constructions of public spealdng, e.g., relative clauses, extended preno-
minal modification, variation in syntax (with regard to use and placement of main and
subordinated clauses), topicalization and, most important, chaining of thoughts in dis-
course (coherence and cohesion).
2. Sentence level

Verb positions, case, gender, prepositions and their case requirements, passive con-
structions, adjective endings. (Re-)check your grammar before turning in this assign-
ment! Also, refer back to the correction sheets of your other written work.

Tense and mood, the possibilities of the subjunctive and the particular expressive
force of active and passive constructions.
3. Lexicogrammatical level

Thematic vocabulary on the EU (see work on the semantic fields).
Noun constructions (with their diverse modifications) as they characterize public

speaking.
-Variable lexicon, particularly memorable collocations or, at the very least, those that

are simply expected usage.
Imageable and personally marked language that shows you as an agile and pleasant

public speaker. Here you should consider the possibilities of metaphors and also rhetor-
ical gestures that are evaluative or create interaction with your audience. See handouts

Writing Conventions
1.Appropriate paragraphing.
2. Punctuation, particularly with regard to commas.
3. German spelling conventions, particularly capitalization and lower case writing.
4.When citing other textual sources or when paraphrasing the thoughts of others, please
use the following convention: textual citation, followed in parentheses by name and date
of appearance of the source " ...." (Fischer 1999).

Writing Process
1. In class brain storming.
2. Submit list of topics in focus (December 7).
3. Due date: December 12, in hard copy and electronic form.

Length: approximately 5 pages, double spaced,Times New Roman 12.

Assessment: Task Appropriateness, Content, and Language Focus equally.

If you have questions, please send me an e-mail or come to my office hours. Good luck!

Appendix 3
Unedited Opening Paragraph of Student Writing In Response to the
Above Assigmnent

(Underlined sections realize speaker awareness of the genre "Invited public speech")

Beispiel 1
Die Europäische Union und die Vereinigten Staaten: Mögliche Vergleiche und Lehren

Herzlichen Dank ffir die Einladung. Heute beabsichtige ich vor der Gesellschaft fur
Deutsch-amerikanische Beziehungen hier in Weimar meine Aufkrung zum Thema Die
Europäische Union und die Grfindung der Vereinigten Staaten von Amerikaein Modell?"
zu unterbreiten. Ich dracke die Hoffnung aus, dass diese AuSerung sowohl dieses inter-
essante Thema erhellen wird, als auch unser historisch tiefe Freundschaft verstärken.

9 5
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Zu Beginn rriöchte ich das heutige Europa in meinen Augenden Augen der USA
beschreiben

Beispiel 2
Die Europäische Union und die Griindung derVereinigten Staaten von Amerikaein Modell

Sehr geehrte Zuhörer. herzlichen Dank far die Einladung. Ich freue mich, dass ich
mich heute mit Ihnen zusammen setzen kann, urn einige Oberlegungen iiber die Zukunft
der Europaischen Union in Bezug auf die Griindung der Vereinigten Staaten von Amerika
zu dussern. Heutzutage wundern sich viele, wie die EU in zehn Jahren, oder vielleicht
auch in Jahrzehnten aussehen wird. Die Frage entsteht: ist es angemessen die griindungs-
geschichtliche Verwandlungen Amerikas als Modell fiir die heutige und zukunftige
Veränderungen innerhalb der EU zu verwenden? Ich werde versuchen. ihnen einige
Obelegungen zu geben urn eine Diskussion zu anregen, indem ich die jetzige Situation
von der amerikanischen Perspektiv beschreibe, einige Vergleiche zwischen der EU und
Amerika ziehe, und mit einige Empfehlungen und Hoffnungen der zukiinftigen
Entwicklung Europas

Beispiel 3
Die Europaische Union und die Griindung derVereinigten Staaten von AmerikaEin Model?

Herzlichen Dank fiir die Einladung. Die Mäglichkeit als Amerikanerin meine
Meinungunen zur Frage der Griindung Amerikas als Leitbild der Europäischen Union zu
au em ist eine privilegierte Ehre.Aus amerikanischer Sicht steht die radikal und funda-
mental veranderte Europa an der Schwelle der politischen und wirtschaftlichen
Integration. Mit der Einfiihrung des Euro, dessen Verbindung sowohl groge Chancen als
auch ebenso grolk Risikien fiir die EU enthielte, haben die Europäer den ersten
wirtschaftlichen Schritt voran genommen. Doch braucht die EU eine politische
Entsprechung der Okonomisierung, die nicht nur einen complexen Rahmen der
Politisierung und Parlimentarisierung der EU unterstutzt, sondern auch eine gemeinsarne
Identität der europäischen Barger bietet.

Trotz wichtiger Abstufungen, gibt es einige eindrucksvolle Bereichen hinsichtlich
der Vergleichbarkeit der beiden Staatsbildungen. Meiner Meinung nach

Beispiel 4 (KeinTitel)

Sehr geehrte Damen und Herren. Danke fiir die heutige Einladung. Ich bin erfreut
hier bei der Gesellschaft fiir Deutsch-amerikanische Beziehungen in Weimar sein zu diir-
fen. Ich bin eingeladen worden, urn iiber Gerneinsamkeiten zwischen Amerika und der
Europäischen Union zu sprechen. Die Griindung der Vereinigten Staaten von Amerika ist
natiirlich ein Modell far die Europäische Union, und damit bekommen die Europaer die
Möglichkeit aus den Fehlern und den Erfahrungen der Arnerikaner zu lernen. Auf der
anderen Seite, weil Europa sich doch sehr stark von Amerika unterscheidet, werden ein
paar Probleme entstehen.

Die jetzige Situation der Europäischen Union aus meiner Perspektive als

Amerikanerin kann in drei Gruppen geteilt werden: Menschen,Wirtschaft und Politik....

Beispiel 5
Die Europaische Union und die Griindung derVereinigten Staaten vonAmerikaein Modell?

Meine Damen und Herren, es freut mich sehr hier heute zu sein.Als der Botschafter
für den Verienigten Staaten, kann ich sagen, dass mein Land immer dankbar fiir
Gesllschaften wie diese, fur Deutsch-amerkianische Beziehungen, ist. Gute Kornrnunikation
ist alles in unsere Welt.
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Heute will ich Zu dem Thema, "Ist die Grundung der Vereinigten Staaten von
Amerika ein Modell far die EU?" sprechen. Seit funfzig Jahrennein, seit vielen
Jahrhundertentraumt Europa über eine Union, und jetzt sehen wir der Anfang von
einer Rea lität....

Beispiel 6
Wendepunkt fur Europa

Europa fmdet sich jetzt auf einen Wendepunkt. Jahrhunderten der Nationalitat, der
Unwissenheit, und des Krieges, haben den Kontinent zerstört, zersplittert, und zermiir-
bert. Heute haben die Europäer aber vielleicht wie nie zuvor eine starke Hoffnung auf
einer friedlichen Zukunft. Diese Hoffnung Me wieder Krieg zu ffihren ist nicht nur
dumme Romantik. Sie besteht stattdessen aus dem Glaube, dass die Geschichte Europas
zu grausam zu wiederholen ist und, dass die Führer der Europäern das verstehen und
auch daftir sorgen werden, dass die Zukunft besser als die Vergangenheit sein wird. Es ist
jetzt endlich die Pflicht der Fiihrer, die Völker tatsächlich zu fiihren, und ihre Hoffnungen
zu Realitaten zu machen.

EM friedliche Europa ist also das Ziel.Wie genau wir diese Ziel erreichen sollen ist
natürlich die Frage.

Beispiel 7
Die Europaische Union und die Grandung der Vereinigten Staaten von Amerikaein Model?

Jetzt bin ich der Meinung, dass Heute eine sehr wichtige Zeit für Europa ist. Ich bin
dieser Meinung weil Europa so viel kürzlich zusammen gewechselt hat. Europa war
immer eine geteilte Kontinent in gro8en Zugen. Europa hatte immer stärke Trennungen,
z.B. zwischen Römer und Germane, katholisch und orthodox und evangelisch, oder zwi-
schen Kommunismus und Kapitalisrnus.Aber jetzt sind diese Schranke kleiner geworden
weil die europäische Lander alle eine bemerkbar Beitrittslust auf der EU haben.

Beispiel 8
Die Europäische Union und die Vereinigten Staaten: Mogliche Vergleiche und Lehren

Am Morgan fängt ein Gipfeltreffen an, in das die Fiihrer der Mitgliedsstaaten der
Europaischen Union in Copenhagen treffen.Während das Gipfeltreffen, das urn zwei Tag
zu dauern erwartet wird, wollen die Fuhrer zehn neuen Staaten, die Polen,Tschechische
Republik, Ungarn, Slowakei, Slowenien, Litauen, Lettland, Estland, Zypern und Malta sind,
hereinbitten. Die Einladungen sind der historisch erst Schritt in die Erweiterung der EU.

Wie die Fiihrer in Copenhagen treffen, bleiben viele Fragen von der Zukunft des
Europas unbeantwortet.Wo geht Europa?

Appendix 4
Unedited Opening Paragraph of Student Writing In Response to the
Above Assignment

(Underlined sections realize speaker awareness of the genre "Invited public speech")
(Translation)

Note: Throughout these excerpts, morphosyntactic variety and accuracy are at a level
that allows the learners' performances to be taken as advanced. The translation does not
capture all aspects of non-standard language use, but does reflect some awkward lexical
choices or word order phenomena.
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Sample 1
The European Union and the United States: Possible Comparisons and Lessons

Many thanks for the invitation. I intend today to present before the Society for
German-American relations here in Weimar my position on the topic "The European
Union and the founding of the United Statesa model?" I express the hope that this
statement on my part will both illuminate this interesting topic as well as strengthen our
historically deep friendship.

To begin with I would like to describe the current situation in Europe in my eyes,
the eyes of the USA ...

Sample 2
The European Union and the Founding of the United States of Americaa Model?

Dear members of the audience, many thanks for the invitation. I am delighted to be
able to sit together with you in order to offer some considerations about the future of
the European Union in relation to the founding of the United States of America.
Nowadays many people are wondering what the EU will look like in ten years or per-
haps also in decades. The question arises: is it appropriate to use the changes in America
related to its foundational history as a model for the changes for today and into the future
within the EU? I will venture to offer to you some considerations in order to spark a dis-
cussion by describing the current situation from an American perspective, by drawing
some comparisons between the EU and America, and by concluding with some recom-
mendations and hopes with regard to the future development of Europe ...

Sample 3
The European Union and the Founding of the United States of Americaa Model?

Many thanks for the invitation. The opportunity for me as an American woman to
offer my opinions with regard to the question of the founding of America as a guiding
image for the European Union is a privileged honor. From an American perspective the
radically and fundamentally changed Europe stands at the threshold of political and eco-
nomic integration. With the introduction of the Euro whose linking offers both great
opportunities as well as equally great risks for the EU, Europeans have undertaken the
first economic step forward. But the EU needs a political counterbalance for this eco-
nomic act, which will not only support a complex frame for the politicization and parlia-
mentarization of the EU but will also offer a common identity for European citizens.

Despite important gradations there exist several impressive areas with regard to a
comparability of both instances of nation-founding. In my opinion ...

Sample 4 (No title)

Ladies and gentlemen, thanks for today's invitation I am delighted to be here at the
Society for German-American relations in Weimar. I was invited to speak about common-
alities between America and the European Union. Of course, the founding of the United
State is a model for the European Union and with that Europeans gain the possibility of
learning from the mistakes and the experiences of Americans. On the other hand,
because Europe is also rather different from America, some problems will arise.

From my perspective as an American woman, the current situation of the European
Union can be divided into three groups: people, the economy, and politics ...

Sample 5
The European Union and the Founding of the United States of Americaa Model?

Ladies and gentelemn. I am delighted to be here today. As the Ambassador for the
United States I can say that my country is always grateful for societies like this one for
German-American relations. Good communication is everything in our world.

CI 47,
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Today I would like to speak to you on the topic "Is the founding of the United States
of America a model for the EU?" For the past fifty yearsno, for many centuriesEurope
has been dreaming about a union and now we can see the beginning of a reality ...

Sample 6
Turning point for Europe

Europe now fmds itself at a turning point. Centuries of nationality, of ignorance and
of the war have destroyed, split up and worn down this continent. But perhaps today
Europeans as never before have a strong hope for a peaceful future. This hope never to
wage war again is not only a silly romanticism. Instead it consists of the belief that the
history of Europe is too cruel to be repeated and that the leaders of the Europeans
understand that and will take care that the future will be better than the past.At long last
it is now the duty of the leaders to actually lead the peoples and to turn their hopes into
realities.

A peaceful Europe is, then, the goal. How exactly we are to reach this goal is, of
course, the question.

Sample 7
The European Union and the Founding of the United States of Americaa Model?

Now I am of the opinion that today is a very important time for Europe. I have this
opinion because Europe recently has so much together changed. Europe was always a
divided continent in large measure. Europe always had strong division, e.g., between
Romans and Germanic tribes, Catholic and Orthodox and Protestant, or between com-
munism and capitalism. But now these barriers have become smaller because the
European countries all have a remarkable interest in joining.

Sample 8
The European Union and the United States of America: Possible Comparisons and Lessons

In the morning a summit meeting will take place in which the leaders of the mem-
ber states of the European Union will meet in Copenhagen. During the summit which is
expected to last about two days the leaders want to invite in ten new states, Poland, the
Czech Republic, Hungary, Slovakia, Slovenia, Lithuania, Latvia, Estonia, Cyprus, and Malta.
The invitations are the historic first step in the expansion of the EU.

As the leaders meet in Copenhagen many questions of the future of Europe remain
unanswered.Where goes Europe?

Appendix 5
End of Curricular Level Expected Writing Performance Profiles

Note:The entire undergraduate curriculum is divided into five curricular levels.

Level I Performance Profile

At the end of Level I students are able to perform short writing tasks that reflect their
emerging ability to tailor their use of the German language to audience, intention, and
theme/topic.Among the key functions performed in their writing is

seeking and providing information pertaining to daily life (often on the basis of
other written or oral information);

describing their personal and physical circumstances as well as that of persons
known to them;

referring to different events and places.



84 HEIDI BYRNES ANTD KAntuuNE A. SPRANG

They are able to use the major patterns of German simple sentences that have such
constituents as actor, goal, time, place, and also show an awareness of the larger context
of a discourse by using varied word order arrangements and by exploring the possibili-
ties of complex syntax. They can signal different levels of formality and informality in the
use of German. In terms of accuracy, students' emphasis is on word order, on the order of
major syntactic constituents, and on the verbal paradigm, less so on the internal correct-
ness of all aspects of the nominal paradigm (adjectives, case, gender, plural) although
these must obviously be attended to. Some students attempt a greater range of syntactic
patterns within the simplex sentence and reach into compound sentences. This enables
them to signal a beginning awareness of the relationship between syntactic arrangements
within a sentence and a larger discourse context. Such choices are good indicators of an
emerging basic fluency in writing.

Level II Performance Profile

Within the central genre of this level, the story, students take a personally experiential
and process perspective, most frequently in straightforward chronological sequencing.

In order to accomplish this, students plan language beyond the clause and sentence
level, extending their writing into simple narratives and descriptions, and even basic
expressions of opinion and/or position. Organization of their writing and their specific
language use shows sensitivity to the nature of audience (what the audience does or
does not know, what it might need or want to know), locates the writer as author, and
marks the writer's general communicative intentions (e.g., to tell a story, entertain,
describe, inform, express an opinion, make a recommendation). As a result students are
able to create basic coherent and cohesive texts with clear paragraph structure, as con-
trasted with merely stringing together individual sentences. For this level, their perform-
ance is the more persuasive the more they are able to handle the verbal paradigm in a
fashion that allows them to mark actors, events, times, and the relationships among them
unambiguously.

Accuracy focus lies on the sentence level and below the sentence level, in terms of
syntactic constituents and word order. At the word level, students focus on the inflec-
tional morphology of gender, case (including prepositions) number, tense, realis/irrealis,
marking these features in a generally comprehensible way.

Level III Performance Profile

Students' writing shows noticeable facility with handling various forms of narration, now
made more complex in terms of (1) various forms of sequencing and position of the
author/narrator and various actors in events; (2) more frequent use of complex syntax in
those narrations; and (3) beginning use of other ways of organizing information, e.g.,
more extended description, comparison and contrast, stating opinions, providing an eval-
uation and opinion.

This is manifested mostly by diverse markers of cohesion and coherence throughout
the system (grammar, lexicon), of author position, intention, stance and some audience
awareness. While these characteristics of student writing do not amount to major regis-
ter shifts or fully elaborated public genres, they do make the crucial link from private
narratives to public narratives and, in general, more public forms of language use.
Sentence-level syntax, while still fragile for some students, is largely in place in terms of
major syntactic patterns. At the same time, morphological inaccuracies persist, particu-
larly in terms of noun gender and plural formation and various modifications, particularly
in the adjective paradigm. Subject-verb agreement continues to require attention, as do
passive and relative clanse construction.

u
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Level IV (Text in Context) Performance Profile

At the end of the course students are working in the two primary and complementary
modes of constructing experience and giving meaning to it, the personal, often narrative,
and the increasingly objectified and even abstract treatment of people, places, and
events, now seen as problems, issues, decision-making spaces, instances of individual and
societal judgments. Although this facility will continue to evolve over many years, stu-
dents show a robust basic awareness of the appropriateness of one or the other form of
perspective-taking and textual organization, in line with the nature of the writing
task/genre. As a consequence, writing now shows considerable variation in accordance
with task, genre, register, audience, and author intention. Increasingly, author voice and
individuality of expression emerge from this process.

The major textual organization as guided by the genre and task is readily identifi-
able. That is, an argument is broken down into major episodes that instantiate a major
organizational pattern, as well as into subsidiary patterns. Both are expanded and sup-
ported by diverse textual passages (e.g., examples, historical considerations, comparison,
summaries). These are well marked through various devices, particularly discourse mark-
ers but also through diverse syntactic devices that signal comparison and contrast, sum-
mation, continuation of entire textual episodes. Students begin to maintain suitable
metaphors, images and semantic and lexical fields throughout an entire text, thus creat-
ing rich forms of coherence and cohesion.

While inaccuracies at the sentence level continue to occur, they increase when stu-
dents reach for complex forms of shaping their meaning (in content and syntax) and
nuanced forms of expression, e.g., through low-frequency language forms and complex
lexicogrammatical features that are still being acquired at this level, e.g., play with
diverse forms of backgrounding and foregrounding information, comparing and con-
trasting, author positioning, extended attribute constructions, relative clause modifica-
tion in complex verbal structures, nuanced forms of the passive, and deliberate shifts in
modality to reflect different forms of evidentiality, credibilim likelihood and through var-
ious forms of assessment, evaluation, and judgment.
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