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In a period of declining staie support for education, we arguc S/FL teachers
and teacher educarors would do well to become oriented to language pro-
gram preservation and advancemens, We discuss threc areas such an orien-
tation could take, namely organizing, direct action, and fund-raising, so
that teachers and studenis can become more involved in decisions affecting
their programs. Following a brief review of literatures in these three areas,
we describe the efforts of some K-12 ESL educators in Hawai'i, who sud-
denly found themseives thrust into the position of defending their program
from the budgetary axe. We use the experiences of these educators as a
paint of departure for a discussion of how a program preservation and ad-
vancement orientation could be implemented.

In the U.S., this is an era of decreasing statc support for education in general
(Engel, 2000, inter alia). While certain aspects of second/foreign language
(S/FL)' education receive encouragement from the federal government, > regular
S/FL programs in elementary and high scheols are strongly supported by a mi-
nority of state governments {cf. Rosenbusch, 2002). Bilingual education pro-
grams have been greatly reduced, and funding for ESL iy growing ever more
scanty (Crawford, 2002); many S/FL teachers (particularly ESL teachers) work
under inadequate conditions (Crookes, 1997). Perhaps relatedly, a growing set
of associated literatures that address the sociopolitical dimensions of 8/FL in-
struction is becoming available as an alternative to the technicist curricula of
many S/FL teacher education programs. Examples include macro-level analyses
conceming language policy and planning (e.g., Huebner & Davis, 1999; Tollef-
son & Tsui, 2004; Wiley & Wright, 2004), in addition to an increasingly diverse

Requests  for reprints should be sent to Steven Talmy or Graham  Crookes.  E-mail:
talmyf@thawaii.edu & crookes(hawaii.edu



220 CROOKES & TALMY

range of studies examining the more micto-political character of our work, from
inquiries into the fundamental interconectedness between legislative, political,
and institutional processes and classroom policy and practices (e.g., Auerbach,
1995; Hall & Eggington, 2000; Pennycook. 1989; Ricento & Hornberger, 1996;
Rosenbusch, 2002) to the developing literature on critical applied linguistics and
critical and radical pedagogics in S/FL education {(e.g.. Benesch, 2001; Crookes
& Lehner, 1998 Morgan, 1998; Pennycook, 2001; Reagan & Osborn, 2002). *

One area that remains underrepresented in sociopolitically-oriented S/FL
literaturcs involves the ways that S/FL teachers might advocate for and thus
preserve their programs (and jobs). In this paper, we arguc that S/FL teachers
and teacher educators need to become oriented to this issue, which we call “pro-
gram preservation und advancement.” We first provide an overview of a scat-
tered collection of literatures that could be drawn upon for this task.” We then
exverpt data from an ongoing study that illustrates problems that can arisc when
S/FL teachers are not oriented Lo advocating for their programs. We cenclude by
summarizing key points under a tripartite rubric of organizing, fundraising. and
action, which derive both from the liwrature and our experience and which S/FL
teacher education curricula might do well to emphasize.

The literatures of program advancement

A range of varied lueratures exist which S/FL educators could draw upon
for reports and advice concerning how to preserve their programs, although
these oflen appear under labels that are not transparent. These literatures are
usually separated both by level of institution (post-secondary vs. K-12 educa-
tion) and by the major thrust or conception of the activities involved.

The term “institutional advancement™ has been defined by Rowland (1986,
p. xii) as "all actvities and programs undertaken by an institution to develop
understanding and support from all its constitiencies in order te achieve its
goals.” " Though the term may apply to the full range of literatures we are about
to refer to, because we apply it to S/FL departments or programs, that is, to
components of institutions, we will replace the word “institution” with “pro-
gram,” to give us “program advancement.” “Advocacy” is another commonly
appearing term, though when used in S/FL literature, it tends to refer to activist
rescarch (e.g., Cameron et al., 1993) rather than the promotion of S/FL pro-
grams. In their important review. Forhan & Scheraga (2000) use it as a synonym
for “becoming sociopolitically active™ {p. 195). As senior past members of the
TESOL Sociopolitical Concerns Commiittee, their major emphasis is on advo-
cacy conducted by a professional organization on behalf of its members.® This is
also the case for the handful of references to program advocacy in the older
TESOL literature, which are mainly associated with the activist past-president of
TESOL, Mary Ashworth (19914, 1991b; Murray, 1992).

o
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Post-secondary S/FL program advancement

Post-secondary FL education tends to see its program advancement efforts
mainly in terms of getting a share of the resources that a university or college
itself raises or is allocated (cf. Jenks, 1997). lts leaders arc accustomed to a
measure of internal bargaining ot politicking. but do not necessarily expect to
negotiatc with or appeal to stakeholders outside their inslitution. According to
reports in this area, resources can be gained by a S/FL program’s “visibility”
(Roche, 1999}, which is cnhanced by “assuming a leadership role on campus”
{p. 10). This means, according to Roche, becoming all-round good at the job
(also see Jenks, 1997). Reports ulso refer to engaging in public relations efforts,
and creating alliances, notably with powerful programs (c¢.g., business or engi-
necring—Melton, 1994; Voght, 2000). Some recent discussions of the matter
within FL circles (further) reflect the importation of business concepts into the
academy (Lindenberger, i998; Sullivan, 1998). For example, the “ouircach pro-
gram” of FL programs al Boise State University includes a translation and inter-
preting service, on-site teaching tor companies, and consulting service {Lough-
rin-Sacco, 1996).

A separate set of concerns shows up, sketchily, in occasional S/FL post-
secondary reports regarding teachers” employment status. For cxample, recent
discussions in the post-secondary FL area have referred to the movement of
part-timers to full-time positions with contracts and union protection (Sullivan,
1998; Warhol, 1997). The TESOL Witerature, however, has only older entries in
this arca (“Better deal for teachers,” 1989: DelLuca, 1982; Shulman, 19582).

It is noteworthy that reports on program advancement rarely appear in the
more prestigious, research-oriented journals of our field. The US post-sccondary
FL program advancement literature appears mainly in ADFL Bulletin’ and Pro-

Jession (with more fragmentary reports in MLA Newsletter), as opposed to Mod-

ern Language Journal or Foreign Language Annais. The ESL publications are
of the order of TESOL Newsletter, TESOL Marters, and the EFL Gazette, rather
than TESOL Quarterlv. This is illustrative of the scant attention (and, perhaps,
lack of concern) that program preservation and advancement has received to
now, both by educators and researchers, and by the editorial boards of refereed
journals.

Program advancement in K-12 education

Most of the literature concerning “institutional advancement” is related to
post-secondary education. Perhaps because the separation inte autonomous de-
partments is less complete outside higher education, we hear comparatively little
concerning how FL specialists advance K-12 programs.® However, the areas
which do feature prominently are those of ESL and bilingual education. In the
U.S., and elsewhere, ESL programs are often marginal, physically and in terms
of curriculum and staffing. And as is well-known, bilingual programs in the U.S.
have a similarly non-mainstream status, having frequently been implemented
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through legal action,” and over the past few years, increasingly eliminated
through political action.

A particularly useful example of this literature is McGroarty’s (1998) ex-
tensive report for TESOL: Partnerships with linguistic minority communities. In
it, McGroarty reviews how the learning needs of minority communities can be
met when teachers, academics, and community members work together; she also
considers some of the difficultics existng in such partnerships, These alliances,
she writes, cxtend beyond traditional PTAs “to nmultiparty relationships involv-
ing teachers, students, classrooms, schools with community organizations,
teacher traming institutions, universities, and cven businesses.” Such alliances
may go so far as to “restructure the curriculum and the organizational hierarchy
of the school.” McGroarty concludes that they “arc especially important in iight
of the myriad problems faced by many school systems, from the alienation experi-
enced by many leamers... to the frustration of educators who find that past ways
of teaching are insufficient to engage today’s students effectively” (1998, p. 2).

McGroarty’s analysis, the accounts she refers to, and the advice she gives,
emphasize the need to bring together an institution’s various constituencies in
efforts to promote it. These constituencies are to be organized: into partnerships,
into coalitions. Clearly. the literarure of (educational) program advancement has
a distinct conceptual overlap with the literature of (community) organizing. This
time-honored term refers simply to bringing individuals together in formal or
semiformal arrangements that help address problems, though it is true that it is
mainly apphed to communities which are in need of help; which are, perhaps,
marginalized.

Within the community organizing literature, organizing often appears in
connection with “action.” Organizing occurs to enable decision-making about
what needs to be done, what goals should be set, and so on, and it also occurs as
a prelude to action to achieve those goals. Visible action, such as the physical
manifestation of bodies on the strects is, if peaceful, a legitimate form of behav-
ior in pluralisi democracies, and has certainly been effective when other means
of influence have proved unsuccessful. It hardly needs mentioning that there is a
long, honorable history of this kind of action in support of education in many
countries, inclnding the US.

As we outlined carlier, the S/FL literature is short on accounts of program
advancement and advocacy. (Given the absence of such stories, we now briefly
summarize one that brought together various aspects of program advancement,
notably organizing and action. We then report on much less of a success story.

A success story

Ferguson (1998) provides a vivid and fast-paced account of her ettorts at
Yakima Connunity College to rescue an ESL program (serving Mexican immi-
grants) from elimination. This program was structurcd consistent with the gen-
eral mandate of community colleges. that is, to connect with less-privileged
comntunity populations (Cam, 1999). Ferguson had been implementing a critical
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pedagogy in her class, and at the same time had been involved in the college’s
efforts to lobby legislators, as the college was facing budget cuts. Ferguson
wriles,

Students were brought into the concerns for program funding. They learned
that the problems wete not just mine, but theirs as well. Intermediate ESL
students learned to wriie letters to the editor of the newspaper and to the
legislamre, and to speak on television. An ESL student was chosen by his
classmates to accompany me and other faculty and the college president to
visit the state legislature and meet with representatives and senators from
the college’s service district. (1998, p. 9)

Just the same, two weeks before the end of the legislative sesston, ESL
funding was dropped, and attempts were made to hide this fact from Ferguson
and her colleagues and students. She provides a narrative account of the various
lobbying efforts she and her students then ¢ngaged in, and the happy ending is
that the money was returned. A politician is quoted as admitting that in the lob-
bying effort, “they hammered the heck out of us” (Ferguson, 1998, p. 11).

In an era of declining state support, we can expect more of the kinds of
situation that Ferguson had to contend with. Accordingly we present the follow-
ing briet case study, oftered as something of a waming, or counterweight, to
Ferguson’s report.

Not really a success story: “Perhaps this is a lesson for us”

In Hawai‘i, the public schools’ English for Second Language l.earners
(ESLL) programn recently faced its own budget crisis. This program serves ap-
proximately 16,000 K-12 language minority students from more than 40 differ-
ent language backgrounds, and does so on a slim budget of $9 million. The fol-
lowing account describes the modest efforts made by teachers and students at
one Hawai‘i high school to prevent budget cuts that would have decimated the
ESLL program statewide.'

In early April 2002, Mr. Park and Mr. Saunders, two ESLL teachers at Is-
lands High School (all pseudonyms), discovered that in a matter of weceks, the
state legislature would be considering a $3.6 million cut in funding to the De-
partment of Education’s (DOE) ESLL program. This cut was one of many that
had been proposed in an effort to contend with a multi-million doltar shortfall in
the education budget. The 40% cut to the ESLL budget would translate into the
elimination of 10 full-time ESLL positions, the termination of all 287 part-time
(non-union) teachers (PTTs),'" and the elimination of the budget for supplies
and testing materials,

The state ESLL. program response was not all that might have been ex-
pected in the face of such a drastic budget reduction. Mr. Park, a high school
ESLL teacher for over 15 years and an active member of the Hawai'i teachers
union, and Mr. Saunders, an untenured teacher, were two important, if reluctant,
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tigures in this response, and they remember it with frusuation. A newspaper
article that appeared in the April 4™ Honolutu Star-Bulletin {Asato, 2002) was
the first that many associated with the ESLL program in Hawai'i had heard of
the cuts. At a mid-April meeting with ESLL district administrators, several
teachers expressed disbelief that they had not received ofticial word about the
situation earlier. Yet, according to those administrators. the April 4" article was
the first that they had heard of the cuts themselves.

The mid-April ESLL administrators’ meeting was the first organized re-
sponse to the proposed cuts. A state representative had been invited to address
the 35 or so assembled ESL.L teachers, PTTs. students, and administrators.
Though the representative stated that he had warned fellow legislators that Ha-
wai'i would likely “get hit with a class action lawsuit” if the proposed reduc-
tions to ESLL were made.'” he told the teachers that immediate action was
needed to forestall the cuts, He suggested sending letters, emails, and faxes to
lawmakers, giving the names of several that teachers needed to contact,

Though this meeting served its informational purposes, little else was done.
Teachers had lawmakers’ email addresses, but no plan was made. No strategy
was plotted and nothing was discussed about disseminating the information
about the budget cuts to others. Following the meeting, a few teachers contacted
legislators. Mr. Park and Mr, Saunders engaged students in a small-scale letter-
writing campaign. Until a rally that was organized last-minute days later (which we
discuss bejow), this would be the extent of the Hawai*i ESLL program response.

Mr. Park and Mr. Saunders looked on the mid-April ESLL administrators’
meeting as an opportunity wasted. They noted that administrators should have
developed a plan of action. *“That should have happened at that meeting,” con-
cluded Mr. Saunders, “Right there.”

It didn’t. The two teachers attributed this to poor direction trom the district
ESLL administrators. “We need leadership,” Mr. Park contended. “Okay? We
do. We need time to meet and organize and plan and I don’t know what Dis-
trict—I don’t know what they’re waiting for. They have to do something!” He
shoolk his head. “Nobody wants to come out front. No one wants 0 take the
risk.”

The lack of lcadership, and the lack of communication about it, were pri-
mary sources of the ieachers’ frustration. “l know [the district administrators)
were pointing fingers at me to do something,” said Mr. Park. Yet, he went on,
“regular classroom teachers expected the district people to do it.” He and Mr.
Saunders gave several reasons for this expectation, including teachers™ work-
loads and schedules. Indeed, and with no small amount of irony, at the time
these budget cuts were being considered, the DOE was piloting a round of new
standardized tests the state had developed to comply with the No Child Left Be-
hind Act. Thus, in addition to regular duties as a teacher and club advisor, Mr.
Park was at this time coordinating the “special accommodations™ tor dozens of
ESLL students taking these tests, as well as the usual batteries of placement ex-
ams for the remainder of [slands” ESLL studems. Mr. Saunders was busy assist-
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ing Mr. Park, in addition to his own regular teaching and advisory responsibili-
ties. Neither relished the prospect of developing a plan for action and coordinat-
ing 1t within such a tight time-frame. As Mr. Saunders said,

[ would prefer if we didn’t have to [coordinate and lead a protest]. [ mcan,
it’s sad that it’s come to this, that we have to get active and start lobbying
for something that’s necessary for the kids, that’s federally mandated. And
we have to basically go and do these kinds of things in addition to what
we're doing? | don’t think that’s right.

Compounding concerns about workload, however, were fears about job se-
curity and professional reprisal. As an untenured teacher, Mr. Saunders worried
about his place in the DOE hierarchy, fearing he might jeopardize his position
by coordinating such a campaign.” “It's not my place, 1 don’t think, to do that,”
he said. “I don’t think I have the authority or the clout,”

The most organized part of the ESLL responsc to the proposed cutback
wound up being a rally that was organized last-minute at the urging of a district
administrator. This was to be held at the state Capitol, timed to coincide with the
budget vote. Mr. Park and Mr. Saunders recruited students to make signs and
attend. It was their understanding that several other schools would be involved

The afternoon of the rally, Mr. Park and Mr. Saunders were astonished to
see that most of the protestors were the 50 or so students they had recruited from
their school. Mr. Park later noted with frustration that the district ESLL adminis-
trators needed “to disseminate information to all schools, which they haven’t
done about these rallies and these meetings. [They have to contact] @il the ESL
teachers, not just a couple.” The poor turnout extended to PTTs as well as ad-
ministrators and non-ESLL faculty at Islands (and elsewhere), hardly any of
whom participated in the demonstration.

An additional problem developed when TV-news crews arrived to vover the
protest and reporters went in search of someone to interview. Mr. Saunders
shook his head ut the memory.

The cameras were desperately looking for people to talk to, and then I was.
‘well, [ don’t know if I’'m the right person,” and then I tracked down [a dis-
trict administrator], and he was like, ‘no, no, no” and he started looking for
someone else. And the reporter is like, *huh? he doesn’t want to talk to
me?!”

The rally lasted about 453 minutes, with students and tcachers parading
around the State Capitol rownda, chanting, shouung, and waving signs. Later,
they went up {o individual senators’ and representatives’ offices to talk with
legislators. Said Mr. Saunders:
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[t was really neat to see in the students’ eves the energy and the excitement.
I think they really lcarned a lot. They saw that they can make a difference.
The fact that they might have been on the news and they got people’s atten-
tion and that they’d never been to the Capitol before. Having 50 kids
marching down the street with signs. You could see the progression: at first
they didn’t want to show their signs, they had them folded over their head to
keep off the sun, o hide their faces. And then as we lined up along the road
and then people honked and yelled—they sort of—yeab, that unified them.

Yet even the most successiul component ot the response to the cuibacks
was marked by confusion: Mr. Saunders reported that at the end of the rally,
several people approached him: they did not know what “ESLL” meant, what
the program was for, ot the reason for the protest. Neither the group nor the pur-
pose of the rally had been communicated clearly.

Despite problems such as these, just a week afier the protest, the proposal
for the $3.6 million ESLL cuiback was withdrawn by the legislature. While the
Hawai‘i ESLL administrators, teachers, and students likely played a part in this,
it is unclear how much a part. And though they should be applauded for their
commitment and deterimination—they helped defend a program that would have
been eviscerated otherwise—the overall response to the proposed cutbacks can
be fairly characterized as haphazard, undersized, and in a number of ways, inef-
fectual. Next time the budgetary axe threatens, a response like this may not en-
gender such a successiul outcome. As one ESLL teacher at the first ESLL ad-
ministrators’ meeting noted rucfully, “we’re not as politically active as we
should be; perhaps this is a lesson for us.”

Implications for S/FL teacher education content

We believe it is important that S/FL professionals be prepared to deal with
the political exigencies thai teachers and administrators are more and more
likely to encounter in their S/FL careers. One obvious starting point for this
preparation is in teacher education courses, which, as noted carlier, are increas-
ingly cngaging the sociopolitical dimensions of S/FL instruction (and which,
without future jobs for their students, would be rendered superfluous).

We otganize our discussion under the following three-part rubric: organiz-
ing, fundraising, and action. Most of our comments are reserved for the topic we
discuss first, organizing, since this area is arguably the one which in large part
determines (a) whether fundraising takes place, and if so, how; and (b} what
sorts of action can or need to be taken. We would like to emphasize that our
brief sketch of some S/FL. teachers’ experience in Hawai‘i should in no way bc
construed as a kind of censurc. In fact, we believe that the Hawai‘i teachers’
relative state of (un)preparedness is more the norm than the exception in S/FL
circles.

PROGRAM PRESERVATION & ADVANCEMENT 227

Organizing

A general piece of advice that has been offered repeatedly is to network (cf.
Ashworth, 19835), find allies and make partnerships (McGroarty, 1998). This is
all the more crucial since the old implied alliance between institutions of public
education and the public has been derailed, and language programs of all kinds
are among the first to be jettisoned when education budgets tighten. The three
most obvious constituencies with whom teachers can network are colleagues,
parents, and community leaders. The ESLL teachers in Hawai‘i had not substan-
tially cultivated their connections to any of these groups, which, as should be
clear from the account above, undermined their atiempts at timely, effectual
action.

Develop institutional networks. Perhaps the most immediate connec-
tion the teachers at Islands High School could have developed was the one with
their own colleagues. Cuts to the ESL program would have involved a great
many at the school, with administrators, teachers, and students all aftected by
more crowded classrooms, the lack of language assistance or tutoring for stu-
dents who needed it, the absence of bilinguai staff who could be in contact with
students’ familics, and so forth. Generating such awarencss among one’s teach-
ing colleagues and school administrators is a refatively simple measure to take,
yet one that is likely to be effective. This is valid for teachers in university pro-
grams as well, who can develop “cooperative linkages™ to other programs and
departments and to administrations that have cyes toward maintaining or in-
creasing international student populations (see, e.g., Jenks, 1997). Ut also applies
to stand-alone language programs outside of larger institutions: the more col-
leagues who can be brought aboard, the more help that will be available when
needed. Of course, this does not apply only to times of trouble: help from col-
lcagues can take many forms, be it presence on the streets carrying signs, in-
creased collaboration within the school, or assistance with particular students.
Finally, if these liaisons among colleagues are reciprocal, as we believe they
need to be, there is potential benefit for everyone involved, especially students.

Networks with colleagues can be cultivated not just intra-institutionally, but
across schools and with professional associations, too (e.g., state or local
branches of TESOL: cf. McGroarty, 1998). In contrast to the Hawai'i case
sketched above, Castro Feinberg (1999) writes of the political might a united
front of educators can wield in the effort to protect language programs (also see
Shirley, 1997). In the latc 1970s and early 1980s, in response to efforts to dis-
mantle bilingual cducation in Florida, proactive teachers formed the American
Hispanic Educators Association of Dade (AHEAD). In 1982, AHEAD suc-
ceeded in forestalling the elimination of an important bilingual education pro-
gram in Miami by filling school board meetings with supporters, deluging the
hoard office with letters and phone calls, and gaining the support of local Span-
ish language media outlets. That is, AHEAD developed skill in grass-roots or-
ganizing, direct action, and by “supporting those candidates for public office . . .
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whose views were supportive of the organization’s mission” (Castro Feinberg,
1999, p. 537).

Develop connections with parents. Developing reciprocal aftiliations
with parents and community leaders will perhaps take more time than cultivat-
ing conncctions among colleagues, but the effort can be extremely rewarding.
Mr. Park and Mr. Saunders had few connections to parents they could draw on
when needed, so when they attempted to summon parents’ support, they had to
resort to asking students to relay their request. Yet, Tsai (2002, p. 5). points out
that “parents are natural advocates for their children”; some may be immigrants
contending with a new educational system and thus may simply “not know when
and how to get involved.” She details some of the remarkable outcomes result-
ing from an affiliation with first-generation Asian and Middle Eastern parents in
one school community. Parents there have joined the local PTA, served on the
school board, devcloped “culturally responsive” curricula, and established a
non-protit organization offering wide-ranging professional support to educators
as well as scholarships to students. The partnership has also resulted in the crea-
tion of a two-way Mandarin-English bilingual program, reaffirming once again
the power that parents and community leaders can wicld, not only in preserving
and advancing language programs, but in getting them established.” As Tsai
noies, the chalienges of mvolving parents can be far outweighed by the mutual
benetits these partnerships can engender, benefits that start with the children and
continue into the community (also see McGroarty, 1998; Shirley, 1997).

Develop networks in the conumunity. Community connections can
have powerful consequences for a language program. Mr. Park and Mr. Saun-
ders both lamented the absence of community leaders in the ESLL response to
the proposed cutbacks; many politicians, academics, professionals, and busi-
nesspeople in Hawai'i have ties to immigrant communities, or are immigrants
themselves, and could have lent political and/or financial clout to their protest.

Castro Feinberg (1999) describes the wrnaround in Florida—where bilin-
gual education had been threatened tor years—once business and political lead-
ers understood what multilingualism might mean for business. In 1985, recom-
mendations from a diverse group of politicians, educators, and business leaders
led to the creation of an international studies program which included rigorous
Spanish, French. and German FL curticula. Throughout the 1990s, as bilingual
programs were shutiered around the country, FL and bilingual programs ex-
panded in Miami. This included a proliferation of international studies programs
as well as an increase in two-way bilingual schools and bilingual and FL pro-
grams within schools. Castro Feinberg (1999, p. 60) notes that these develop-
ments arose due to a confluence of factors that resulted in “a critical mass of
influence . . . sufficient to generate program enhancements and support.”

The successful cultivation of networks with colleagues, parents, and com-
munity leaders depends on an early, proactive start on the part of teachers, ide-
ally before some form of response is required (i.c., before panic and desperation
set in). This was a key advantage that Ferguson had: a community partnership
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partly tostered by a curriculum that involved work with the relevant community,
Also important is the need for reciprocation. As Castro Feinberg (1999) sug-
pests: “support the 1ssues and causes of other groups, and establish coalitions as
needed” (p. 63). [mplicit in the notion of a “partnership™ is precisely this idea of
mutual support.

Leadership. An important lesson for us was drawn from Ferguson
(1998), who says of her experience:

The responsibility for political advocacy really comes down to the program
level. There 15 no one at the state or federal levels whose primary responsi-
bility is advocacy for adult ESL programs. Once [ realized that fact, I
stopped waiting for somcone ¢lse (o come forward to take the lead . . . . It
would be even better to move beyond reacting to crisis towards leadership
for proactive change in support of . . . programs (p. 13).

Many of the problems encountered in the Hawai‘i case can be traced to an
absence of leadership, which affected organization and communication; no clear
lines were drawn for either. Though we understand and in some ways agree with
Mr. Park and Mr. Saunders’ assessment that administrators rather than teachers
ought to take responsibility for protecting language programs, the fact remains
that alf should. As Ferguson reminds us, it is tolly to wait for “someene else.”

Fundraising

The raising of money for projects of all kinds has developed into a special-
ized arca of expertise—an art, if not a science—in many countries. This litera-
ture in turn is useful to us in initiating a rethink of the responsibilitics of S/FL
teachers, For example. Schneiter & Nelson (1982), writing of fund-raising in
general, illustrate the kind of information or guidance we think would be advan-
tageous 0 S/FL programs. Their brief introduction to the area lists “the 13 most
common fund-raising mistakes,” of which #2 is: “thinking that fund raising is
for fund raisers only” (Schneiter & Nelson, 1982, p. 7). This may not mean that
everyone in an organization goes out and asks for money, but it does mean
(when applicd to our area) that everyone in a S/FL educational program is ori-
cited to budgetary concerns.

We note that fundraising in post-secondary education has an extensive lit-
erature—Rhodes (1997) is a good recent overview. There is plenty of empirical
research as well as advice concerning how communitics and educational institu-
tions may relate {e.g., Shirley, 1997, Delgado-Gaitan, 2001; for fundraising and
community organizing in general, see Mondros & Wilson, 1994). It could be
useful for those in post-secondary S/FL programs to know more about this topic,
Neither our own Hawai‘i case, nor Ferguson (1998) allude to the need and use
of funds in support of organizing and action. It is, nevertheless, ¢ssential to pro-
gram advancement.
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Action

As we noted above, the efforts that go into organizing will largely deter-
mine the forms of action that should or can be taken. If a program preservation
response has been organized in advance, with appropriate networks cultivated,
contacts made with various constituencies, etc., then action that best suits the
local circumstances will already have been planned and readied for implementa-
tion. If, however, a response has not yet been planned, we offer the following
simple suggestions as a guide, drawn from some of the studies we’ve noted
throughout, as well as the Hawai‘i case. In times of crisis:

(1) Plan, no matter how cursorily, Even in a compressed time frame it is
still important to plan what needs to be done, who can be involved, who should
be involved, where to write or call, and so on, While this plan may be limited in
scope, it is helpful to outline the forins a response will take, set priorities, clarify
where energics need 1o be expended (and where they should not), determine
what resources are available for use and so on.

(2) Determine roles. At the minimum we think this should include some
kind of coordinaror, who will direct efforts in the ¢vent that action becomes nec-
essary, as well as Tiaise with district administration, other schools, and other
teachers, as well as a media representative, who will handle information dis-
semination and serve as a spokespetrson.

(3) Involve students. Too often, we forget that our language programs are
our students” as well. Get students involved making signs, writing letters, mak-
ing up slogans and chants. preparing and distributing informational leaflets, just
as the ESLL teachers at Islands High School did. Ask for input on #1 {planning)
and #2 (roles). The circumstances surrounding the program threat may be reason
for stress, but it is important to remember there is pedagogical potential here, as
My Park und Mr. Saunders found out, and as Ferguson (1998) detailed so com-
peliingly: Connecting instruction to the program preservation effort can mean
lessons about government, politics, economics, language arts, history, as well as
a rousing introduction to the power people can have in the democratic process.
Also, nol only does involving students put a face on the issue, so to speak—
legislators in Hawai‘i, for example, wound up falking with the very students
who would be affected by the cutbacks—but it can reduce teachers’ stress levels
(not to mention workload). Alumni, too, necd to be invalved, as they are (often
voting) members of the community who can directly speak to the successes of
the program.

(4) As much as possible, involve parents and community leaders. Letters
and phone calls providing information about the threat and need for action—and
participation-—are essential. For parents, get the experts involved: the students.
If the importance of involving their parents is understood, students may be far
more persuasive than a letter from school,

(5) Sty connected. Obviously, it is important to stay informed so that ac-
tion can be taken if a program is to be adversely affected.
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(6) Involve the media. The media can be powerful allies in the program
preservation process, as we note above.

Shifts in perspective needed

If terms such as organizing, fundraising, and action are to be scen as a natu-
ral part of the language of S/FL programs and cven as teacher and student re-
sponsibilities, there will have to be some distinct shifis in perspective. This is
indicated both by the absence of literature concerning program preservation and
advancement in our ficld and the actual words of some of the Hawai‘i partici-
pants guoted above, As we have noted, one way to bring about such a shift is in
terms of curriculum, both ai the level of the teacher and program, and at the
level of teacher education.

At the teacher and program level: Ferguson's program used a critical peda-
gogy and this was important for the success of her action. If S/FL programs
don’t involve students in the program preservation process, they are denying
themselves a powerful and symbolic resource. Critical pedagogy implies stu-
dents acting on the world in an effort to improve it (see Freire, 1993). Other
lines in curriculum theory, particularly those associated with service learning
and experiential learning would also have these sorts of connections (¢.g., Power
& Khmelkov, 1999; Zlotkowski, 1998). It is important to note that this is an on-
going process, one which not only should or could be integrated into teacher
education curricula, but aiso into class curricula, for example, planning activities
in which S/FL students write to legislators and community leaders to establish
connections and represent the program that’s being funded. In the increasingly-
difficult financial and political climate, we cannot afford to be complacent; suc-
cessfully overcoming one crisis is unlikely to obviate the need for a steady and
on-going or processual orientation fo program advancement and preservation.

At the teacher education curricuium level: We have already implied that a
list of catcgories relating to S/FL program advancement could be compiled both
from the general organizing literature and the handful of $/FL-related accounts,
many of which are largely “common sense.” However. for S/FL teachers and
administrators to take action as quickly and effectively as Ferguson managed
might be difficult, because this is not (as Forhan & Scheraga, 2000, note) how
we have been trained to act, and has thus far not been part of our regulér job
descriptions (one more reason for starting the organizing process early). Fergu-
son (1998) remarks:

The politics outside our classrooms set to a large extent the structure of our
classrooms, who will instruct, how they will instruct, who will be served,

how long they will be served, and to what degree . . . . We often assume we
are independent in our classrooms [but we don’t] define our classroom
worlds.

She continues, and this is a key point:
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Few, il any, ESL teachers receive Iraining in how to become politically
aware and politically effective. We learn when we have to, usually when
facing a crisis, on the job and with hit-and-miss success. However, we can
educate vurselves. We can ask that the political realities of adult ESL be ad-
dressed at training seminars and conferences we attend. We can give pres-
entations on political advocacy at these conferences. We can insist that this
is part of what we need 1 know to be effective language teachers, and de-
mand that it be part of our formal schooling. (p. 13)

She concludes that “the best pedagogy in the world is useless without stu-
dents and without a classroom™ (p. 14). Onc might add that the best research in
the world is similarly uscless under those circumstances, or the equivalent in
terms of teacher pay, training, and working conditions.

Conclusion

There is a need to exiend S/FL instructors’ skills and sense of responsibili-
ties so that they can persuade their relevant communities that what the instruc-
tional program has is somcthing the community needs (and will support, with
votes or money). Alternatively, S/FL instructors need to be ready to respond to
community demands and use them to support their program or department. The
skills needed to keep programs alive are not complex, but the need as a whole is
too important (and too time consuming) to be left to program administrators
alonc.

In short, there are things that need to go into our teacher education cutricula
that have immediate relevance for a program preservation and advancement ori-
entation. They aren’t there at present—will they be there in the future? And if
they’re not, will we be?

Notes

1. We limit our discussion of $/FL educaunon to the US, which therefore in-
cludes ESL, “foreign™ language, and bilingual education programs.

2. For example, the National Security Education Program supports FL instruc-
tion, particularly in languages of current foreign policy importance, e.g., Pushty,
Korean, and Arabic.

3. Reagan & Qsborn’s (2002) publication is an indication of the FL field catch-
ing up with the more radicalized (because more oppressed) ESL sector. In the
latter area, the trend now influences senior mainstream figures (e.g., Richards,
2001, p. 215 “A eritical pedagogy informs TESOL professional practice”).

4, Most of Lhis literatire comes from the US context. We note Forhan & Scher-
aga’s (2000, p. 199) caveat: “Much of what has been learned about effective
'SOL advocacy in the culwral context of the US may well be inappropriate and
thus unproductive or, worse. counterproductive in other parts of the world.”
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5. Similarly, ERIC defines “institutional advancement’™ as “inierpretation and
promotion of an institution 10 its various constituencics- —includfing] fundrais-
ing, internal and external communications, povernment relations, and public
relutions.™

6. Forhan & Scheraga (2000) is an extensive collection of reports and associated
advice in this arca. Though they emphasize the “power ol one,” they also stress
the importance of joining and working through professional organizations. In
anticipation of the case sketched further on: in Hawai‘i, clementary and high
school ESL teachers and members of the local and/or national TESOL organiza-
tions tend to be disjunct sets, who sce themselves as having litile in common.
Thus, advocacy efforts with a program rather than a professional organization
emphasis may not only be distinet, together they may not be praciicable, at least
in the short run (though there is room and need for both).

7. For recent examples, sce Spencer (2002), Wolf (2003).

8. For a handful of extremely briel reports, again appearing in a marginal publi-
cation, see Gramer (1999); Hewitt (1996, 1997); and Hodges & Redimond
(2600).,

9. See Crawford (1999) both for examples of and exceptions to this.

10. The case reported here is drawn from a larger ethnographic study conducted
by one of the authors, The facts of the budget cut can be confirmed through me-
dia reports and readily available Hawai‘i DOE documents. Since the present
paper is not primarily a report of that study, but rather a proposal concerning a
component of S/FL teacher education, we do not present more methodological
detail concerning the collection and analysis of data or the derivation of findings
from them, nor do we review the literatures on case study research or ethnogra-
phy. Indeed, we have sought a simple natrative, or possibly a “journalistic”
voice, in relating the Hawai'l case, which is intended to support and exemplity
issues we allude to above.

11. PTTs are bilingual aides who assist teachers in the classroum, often provid-
ing small group instruction in L2 Engtish and classroom ‘content,” and serving
as links to students’ parents and communities. They are widely viewed as crucial
to the success of ESLL in Hawai‘i. They are not part of the teachers’ union, and
thus could be easily, indeed completely eliminated.

12. Plausible, as in the varly 1990s, a class action lawsuit was brought against
Hawai'i concerning compliance with federal laws assuring education and mental
health services for special needs children. Hawaii has similarly had difficulty in
the past complying with federal laws that pertain to the education of language
minority students (sce, e.g., Haas, 1992).

13. A reasonable fear. Ouispoken teachers, including tenured union organizers
in this system, have becn subject to administrative harassment, notably forced
relocation (Honolulu Advertiser, 1994a, 1994b).

14, Parents were also instrumental in establishing French immersion programs
in Canada, as well as early bilingual programs in the US (see, e.g., Crawford,
1999, for an overview).
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The case of South Africa is implicative jor language studies. Although there
hus been ¢ growing sensitivity among some scholars and policy makers with
respect to the need to address the historically disadvaniaged condition of
the African lunguages in South Africa, these developments huve been over-
shadowed, occurring within the context of the averwhelining dominance of
English, a dominance supported by both economic factors and by tacir gov-
ernment acquiescence. The dilemma posed by the South African case is in
many ways analogous to that which underlics the purposes of Critical In-
quine in Language Studies as a new journal, serving and addressing not so
much a new disciplinary field as a multidisciplinary und interdisciplinary
approdach to understanding issues of language in society broadly conceived.
The authors argue that, fo some extent, language studies should be viewed
as a counter paradigm, rather than a paradigm shift. Its usefulness is inher-
ently limited to its ability o imentionally position itself as the “Other” in
relation to “mainstream” scholarly discourse.

In 1994, the apartheid regime in South Africa ended not so much with a
bang, but rather, with more of a whimper, in a democratic clection in which, for
the first time in the country’s history, all adult South Africans were able to par-
ticipate. In the aftermath of the 1994 election, the Government of National
Unity, as well as the new South African Constitution, recognized eleven official
languages, rejecting the historical bilingual policy (which reflected only the lin-
guistic diversity of white South Africa) with a multilingual policy more accu-
rately reflecting the demographic reality of South African society. The challenge
that the new government and Constitution were attempting to mect was the need
10 ensure individual language rights and (o emphasize symbolically the muliilin-
gual and multicultural nature of the society, while at the same time allocating
resources in an economically and politically responsible manner. The South Af-
rican government made a sighificant commitment to the promotion of multilin-
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