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G
allow

ay addresses 

Y
o soy yo ym

l circunstancla. 
José O

rtega y G
asset 

O
 n the M

exican side of the B
ridge of the A

m
ericas that both joins 

and separates E
l Paso and Juárez, a giant M

exican flag w
as re- 

cently erected to "rem
ind the M

exican citizens that live here about 
our history and our law

s" (to quote President E
rnesto Z

edillo). B
ut the 

installation of this enorm
ous flag sparked a furor am

ong som
e E

l Paso 
residents, w

ho then clam
ored for the raising of an even m

ore m
assive Stars- 

and-Stripes on the U
.S. side of the bridge. W

hile the M
exican governm

ent 
claim

ed that the flag served to sym
bolize solidarity, cultural pride, and 

historical conscience—
a draw

ing in of border cities to the collective heart 
of a nation, outraged E

l Paso residents m
easured the flagpole and called 

their local officials in protest. From
 one side of the border, the flag w

as 
view

ed as an adversarial defiance of border-guarding efforts, a territorial 
encroachm

ent, a burlesque of U
.S. grandeur, a challenge to duel. From

 the 
other side cam

e a different perspective (translated here): 
C

an't those E
l P

aso residents see that the flag has nothing to do w
ith them

. 
nor w

ith their city? A
s 

I see it, that gigantic M
exican flag only indicates 

B
ridges and B

oundaries: 
G

row
ing the 

C
ross-C

ultural M
ind 

V
icki G

allow
ay 
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that, yes, M
exico is there, and isn't it beautiful? It's a m

atter of pride, folks. 
A

nd w
hen it com

es to pride, M
exicans rank second to none. (O

lvera, 
1997) 

Indignation w
as unleashed far from

 the border as w
ell. A

 letter to the editor of 
an A

tlanta new
spaper responds to tw

o questions posed in a previous issue of 

the new
spaper: "W

hy are A
m

ericans so angry about this M
exican flag?" and 

"If w
e sw

itched borders in this situation, w
ould w

e find a C
anadian flag so 

contm
versial?" 

C
oncerning the flap over a 300-pound M

exican 
flag at the U

.S
. border, a 

letter w
riter ... says that if the flag w

ere C
anadian, there w

ould be no con- 

troversy. T
he w

riter is com
paring 

oranges and apples by com
paring C

an- 

ada, a country alm
ost like ours, w

ith a—
let's face it—

T
hird W

orld country, 
from

 w
hich so m

any of its citizens are flooding across our borders daily. 
(Lerch, 1997) 

Lest one be tem
pted to characterize this controversy as a clash of cul- 

tural perspectives, it bears rem
inding that to experience such conflict one 

m
ust be aw

are that another perspective exists. It is the assum
ption of 

sam
eness that triggers facile interpretation, im

m
ediate judgm

ent, and tur- 

gid culture-ranking criteria. A
s L

evi-Strauss has stated, perhaps the true con- 

tribution of a culture consists precisely in its d W
erence from

 others. He cap- 

tures our m
ission as teachers of foreign languages and cultures: 

T
he sense of gratitude and respect w

hich each 
single m

em
ber of a given 

culture can and should feel tow
ards all others can only be 

based 
on the 

conviction that the other cultures differ from
 his ow

n in countless w
ays, 

even if the ultim
ate essence of these differences eludes him

 or if, in spite 
of his best efforts, he can reach no m

ore than an im
perfect understanding 

of them
. (1995, p.7) 

In the flag-raising story lie tw
o m

etaphors to guide our classroom
 cul- 

ture-teaching efforts: bridges and boundaries. 
Just as the B

ridge of the 

A
m

ericas allow
s effortless m

ovem
ent of one's ow

n cultural baggage 

across borders, in our classroom
s, pre-fab culture bridges do not on their 

ow
n expose or challenge pre-judgm

ent of cultures, do not on their ow
n 

lift the veil of ethnocentrism
 that im

pedes the perception of other values, 

perspectives, and patterns of thought. A
s they join the selected coordi- 

nateá of tw
o distinct realities, bridges blend and blur boundaries. W

e rec- 

ognize these "bridges" in the foreign language classroom
: our untiring 

efforts to sum
m

arize, describe, encapsulate, factualize, and sanitize a cul- 

ture for boxed delivery to students. T
o tam

e and contain this tentacled 

creature, w
e present highlights; w

e deliver im
pressions: "T

he extended 

fam
ily is very im

portant to H
ispanics;" "the French have five w

eeks of 

vacation per year," "G
erm

ans value order and structure." B
ut w

hile such 

generalizations m
ay ring "true" frcm

 our perspective, they w
ill never be 

153 

w
holly accurate, since their real m

eaning sim
ply cannot be accom

m
o- 

dated by an outsider's fram
e of reference. M

oreover, having no other 
sense-m

aking system
 for the intake of these data, learners sim

ply super- 
im

pose their ow
n culture's tem

plate (G
allow

ay, 1992, 1997). 
B

ridges of culture facts produce only fiction: not the real culture, but 
a hybrid w

arped in reference to our ow
n; not its internal sense, but the 

sense w
e have given it; not its inner dynam

ic, but only the blips it displays 
on our ow

n culture's radar screen. A
s K

ram
sch notes, "W

hat w
e should 

seek in cross-cultural education are less bridges than a deep understanding 
of the boundaries. W

e can teach the boundary, w
e cannot teach the bridge" 

(1993, p. 228). It is precisely the boundaries, the defining edges of sepa- 
rate realities that w

e m
ust have learners discover and negotiate as w

e 
guide them

 not only to enter the other culture on its ow
n term

s, but also 
to re-enter their ow

n. A
nd surely there is nothing easy, quick, efficient, 

or neat about this process. 
In this chapter, "teaching" culture in the foreign language classroom

 
w

ill be view
ed as grow

ing the cross-cultural m
ind. Im

plicit in this view
 

is a distinction betw
een assessing the products of discrete perform

ance 
and fostering the process of inquiry; betw

een the rigidity of m
easurable 

know
ledge and the flexibility of m

easurem
ent-resistant ways of thinking; 

betw
een delivering to the unquestioning student and eliciting from

 the 
reflective learner; and betw

een classroom
s directed tow

ard the avoidance 
of conflict and those engaged in its recognition and negotiation. In their 
essay, "M

aturing O
utcom

es," C
osta and G

arm
ston posit an authentic vi- 

sion for continuous lifelong learning as one that reaches beyond the pres- 
entation of disparate facts or the perform

ance of discrete activities to con- 
nect to broader transcendent m

eanings and processes, 
to tap the w

ell- 
springs or energy sources that create w

onderm
ent and fuel hum

an think- 
ing (1998). Indeed, our com

m
itm

ent to nurturing the cross-cultural m
ind 

m
ay require reinvigorating energies and redirecting our focus from

 that 
of low

er-level instructional m
echanics to that of the "m

ature" educational 
outcom

es, deep learning processes, and com
plex thinking traits that serve 

lifelong learning. 
A

 true com
m

itm
ent to cross-cultural com

m
unication requires nothing 

less than an honest "paradigm
 shift" in our classroom

 construct of teach- 
ing culture. R

osado defines a paradigm
 shift as a m

ovem
ent aw

ay from
 

taken-for-granted boundaries and old explanations that no longer capture 
reality to accom

m
odate the em

ergence of a new
 w

ay of thinking, valuing; 
and perceiving the w

orld (1997). T
he publication of the N

ational Stand- 
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ards for Foreign L
anguage L

earning (1996), a cluster of "broadly con- 
ceived purposes and objectives for language study" (Phillips, 1997, 

p. xii), claim
s to capture this paradigm

 shift and is perceived by som
e as 

the course that is "set" for foreign language educators (Jeffries, 1996). 
Indeed, one need only peruse the assorted "standards-based" curriculum

 

guides and w
orkshop announcem

ents via the Internet to appreciate their 

enthusiastic reception in the foreign language teaching com
m

unity. Y
et, 

confusion persists in defining the place of culture in our language-teach- 
ing perspectives 

and 
practices: A

 standards-based w
orkshop 

an- 

nouncem
ent, for exam

ple, bears the title "C
ulture as the C

ore," but de- 

scribesihe aim
 of the w

orkshop as "integrating culture into an established 

language curriculum
." 

N
ational standards cannot be m

agic bridges to transport us beyond our 
ow

n tired boundaries; they cannot guide our investm
ent in the "m

ature" 

outcom
es that are needed to grow

 cross-cultural m
inds. If standards 

m
erely entice us to tw

eak established curricula, if w
e respond to them

 by 

sim
ply sandw

iching in a new
 "culture unit around standard 2.2" or by 

dressing up old practices in the fashion of the m
om

ent, w
e w

ill not have 

altered the cross-cultural 
landscape of foreign language education. 

A
s 

R
osado (1997) cautions, w

e cannot becom
e w

hat w
e need to be by re- 

m
aining w

hat w
e are. 

T
his chapter w

iL
l use the broad goal areas of the N

ational Standards as 

vantage points from
 w

hich to derive a new
 vision of cross-cultural edu- 

cation in the belief that "w
hether the goal is C

om
m

unication, C
onnec- 

tions, C
om

parisons, or C
om

m
unities, C

ultures are the recurring subtext" 

(Schw
artz 

&
 K

avanaugh, 
1997, p. 99). A

long the w
ay w

e w
ill hear the 

voices of em
erging cross-cultural m

inds as classroom
 learners negotiate 

the boundaries of other realities and construct their ow
n bridges of under- 

standing. T
hese learner voices reveal the very personal and individual 

process of cross-cultural learning. T
hese voices tell us w

hat is authentic 

and real about cross-cultural conflict, and they teach us how
 to be, first 

and forem
ost, teachers of culture. 

A
 true com

m
itm

ent to cross-cultural com
m

uni- 
cation requires nothing less than an honest 

"paradigm
 shift" in our classroom

 construct of 
teaching culture. 

C
ulture as "P

roducts, P
ractices, 

and P
erspectives" 

"C
ulture is not one thing. I'm

 starting to believe It's eve,ything." 
"M

ac," second-year S
panish student 

A
 sign in the elevator of a (presum

ably reputable) Paris hotel, reads 
"Please leave your values at the front desk." B

y its som
ew

hatjarring error, 
the sign rem

inds us that m
eaning is not in w

ords but in m
inds. T

o share a 
language—

a culture—
is to share assum

ptions of m
eaning. A

 m
ost diffi- 

cutt lesson for foreign language learners is precisely that of assum
ption 

and expectation: B
ecause they are parts of different sense-m

aking sys- 
tem

s, w
ords from

 one language do not have facile or entirely reliable 
counterparts in another; indeed, they m

ay codify m
eanings or clusters of 

m
eanings in one cultute that are entirely alien to another. Foreign w

ords 
that appear conceptually straightforw

ard or even form
ally sim

i tar to those 
of another language and culture m

ay bundle entirety different ranges and 
fields of significance. W

hile w
ithin one's ow

n fram
e of reference, one's 

ow
n language seem

s sensible and cohesive, it w
ill likely appear arbitrary 

and chaotic to the outsider w
ho lives a different reality. For this reason, 

as language teachers, w
e guide learners to m

ake sense of the new
 lan- 

guage by discovering its ow
n internal patterns; w

e guide them
 to construct 

a system
 of com

m
unication separate and unblended w

ith their ow
n. 

B
ut language is only part of the com

m
unication system

 called culture. 
L

anguage thrives only through the lifeblood of culturally shared m
ean- 

ings, perceptions, and values. T
his sam

e process of construction, then, is 
required in our approach to teaching culture for, just as in language, one 
eulture's"logic" is not accessible through another culture's values. In- 
deed, perhaps the Paris hotel sign should be hung in our ow

n classroom
s 

for, in a culture-learning context, its unintentional m
essage takes on new

 
significance: "T

his is an other-cifiture construction site. Please leave your 
values at the front desk." 

T
he N

ational Standards for Foreign L
anguage L

earning include tw
o 

broad goal statem
ents that represent culture learning as the developm

ent 
of an understanding of the practices and products of a culture in term

s of 
the perspectives of the culture that creates and m

aintains them
. T

hese 

products, practices, and perspectives roughly correspond to W
ells's cate- 

gorization of the "resources" (1994) and E
ven-Z

ohar's "repertoire" of a 

I I 
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he C

ross-C
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culture (1997). W
hile at the literal level, the Standards invoke relation- 

ships betw
een practices and perspectives and betw

een products and per- 
spectives, the undercurrent of these statem

ents is that of m
eaningful in- 

terdependence. Indeed, to lim
it classroom

 culture teaching to the display 
or presentation of a culture's products, such as a food item

 or a m
usical 

piece; or to isolate practices, such as greetings or dining custom
s; or to 

focus solely on perspectives through im
pressions and generalizations, is 

to rem
ove threads from

 a fabric—
once loosened and separated they be- 

com
e insignificant or, w

orse, connect unnaturally in learners' m
inds to 

form
 grotesque patterns. A

s one teacher rem
arked: 

m
y students do not seem

 to be im
pacted by the cultural inform

ation being 
presented. T

hey are not able to identiry w
ith the cultural inform

ation be- 
cause although it m

ay be interesting, it is not relevant to them
, and w

hat 
culturat inform

ation they do learn seem
s to com

e ofr as trivial know
ledge 

that has little effect on them
 or their lives. (S

chw
artz and K

avanaugh, 1997, 
p. 105) 

P
erhaps our m

ission itself requires a context shift: from
 "I teach lan- 

guage (and culture if there's tim
e)" to "I teach culture, through the tools 

of its language." Indeed, if w
e take as our prim

ary m
ission the develop- 

m
ent of cross-cultural com

m
unication, the language w

ill lend its adapt- 
ability, versatility, and m

alleability to every learning context. A
 language 

agenda w
here culture never fits w

ill be exchanged for a culture agenda 
w

here language is the currency. A
nd just as w

e w
ould never think of 

teaching language by sim
ply handing students a dictionary, w

e cannot 
think of teaching culture as "presenting" students discrete products or 
practices. C

ross-cultural m
inds are grow

n from
 the inside. If our aim

 is 
to develop the traits of reflection, introspection, and critical analysis, our 
efforts w

ill focus on nurturing self-direction in the individual (see also 
W

enden, this volum
e). T

hus, the repertoire of product, practice, and per- 
spective is not lim

ited to teacher lesson plans but should be shared w
ith 

learners as their ow
n resource for cross-cultural observation, inquiry, re- 

flection, and discovery. 
For learners to observe a culture critically, they m

ust be given the tools 
from

 the beginning (see G
allow

ay, 
1992, for activities that foster cross- 

cultural discovery and connection in the foreign language classroom
). 

D
uring the second w

eek of a first-year, first-quarter Spanish class, for 
exam

ple, students w
ere taught the w

ords producto, prá ct/ca, perspectiva 
as tools for observing their ow

n culture and others. In their first assign- 
m

ent w
ith these tools, they w

ere to w
rite the title "M

i cultura" at the top 
of the page and, under the heading "Productos," to choose from

 their 

T
he C

ross-C
uftum

l M
ind 

textbook vocabulary the w
ords for at least four things they w

ould consider 
"products" (television, quiz, notes, free tim

e, etc.). T
hey then listed w

ords 
related to these products under the category of either "Prácticas" (e.g., 
listening, learning, w

atching, w
riting, studying) or 'Perspectivas" (e.g., 

easy, difficult, w
ork, rest), as in Figure 1. W

hen they had com
pleted their 

lists, they w
ere to draw

 as m
any connecting lines as possible to capture 

their ow
n associations of products to practices, practices to perspectives, 

perspectives to products, and so on. A
s anticipated, a task the students 

initially thought w
ould be easy, ultim

ately produced frustration, w
ith lines 

crossing over, superim
posing, circling so m

any other lines that m
any stu- 

dents rem
arked apologetically, "Y

ou w
on't be able to read this. C

an I copy 
it over?" 

P
rácticas 
m

irar 
escuchar 
aprender 
escribir 
estudiar 

F
igure 1. M

i cultura 
P

roductos 
televisiO

n 
pnieba 
apuntes 
ratos libres 

Indeed, these students had just learned their first lesson about the 
"m

essiness" of culture. T
hey w

ere rem
inded that these three aspects are 

a w
ay of looking at a culture and that they had just looked at their ow

n. 
In a paired task, they w

ere then to take tw
o of the "products" and devise 

statem
ents to explain their cornecting lines, w

ith the sole requirem
ent that 

each statem
ent begin either w

ith A
qui... ("H

ere 
) or E

n nil cultura. 
W

hile their linguistic tools w
ere very lim

ited at this earliest stage of learn- 
ing, theirpersonal m

essages cam
e through clearly: "A

qul, m
irar televisiO

n 
y estudiar es dificil (fácil)." "A

qui, television es descanso y necesito 
aprender." "A

qui, necesito estudiar con (sin) television." "A
qui, no hay 

television, hay trabajo." "A
qul, en clase, television es aprender, no des- 

canso." "N
o m

irar television es fácil (dificil)." T
heir statem

ents illustrated 

'S
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P
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trabajo 
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not only the w
ealth of variations of products in practice and the changing 

nature of products in use, but the changing nature of all com
ponents ac- 

cording to the constellation. A
spects of their ow

n "U
.S

. student culture" 

surfaced as w
ell: T

he linkage of the product television w
ith the practice 

of studying, either as an aid or an intrusion; the conflict of rest or leisure 
w

ith the obligation to w
ork; the distinction betw

een learning and free 

tim
e. T

heir final task w
as to convert their statem

ents into questions for 

interview
ing five classm

ates. A
nd from

 classm
ates' responses, they sum

- 

m
arized the variety of individual preferences that exist am

ong the options 

generated by a people. T
hese learner-generated data allow

ed the fornia- 

tion of som
e conclusions, recorded in sim

ple S
panish on the board and 

copied in students' "culture-learning notebooks": 

• E
n una cultura, jj,zzproducto' utw

prdciica 
w

zaperspectiva. 

• 
(m

a cultura =
 genie y 

w
nas ("the group and the individual") 

O
ne additional, critical, cross-cultural observation surfaced in this 

particular lesson w
ith beginning students: the difficulty of expressing the 

m
eanings of one culture through the code of another, A

 student observed: 

'T
rabajo es unaperspectiva? E

s unproducto? E
s unapráetica? ("Is 

'w
ork' a perspective, a product, or a practice?"). Indeed, the w

ord "w
ork," 

saturated w
ith the sense of U

.S
. culture, evokes all of these: a product, a 

practice, a m
oral principle, a "doing" w

ay of seeing the w
orld. S

tudents 

w
ere asked to brainstorm

 the w
ays w

e use the w
ord "w

ork" in E
nglish: A

 

m
achine, an idea w

orks; one w
orks out to exercise but also w

orks out a 

plan, w
orks up a sw

eat, w
orks offthe pounds, w

orks it all into his schedule; 

he can w
ork som

ething loose, w
ork som

eone hard, w
ork on som

eone to 

change his m
ind, w

ork up to a confcssion, even order a ham
burger w

ith 

the w
orks. Y

et, as students w
ould discover in subsequent lessons, the 

w
ords trabajo and trabajar, w

hile dictionary translations of "w
ork," nei- 

ther extend the sam
e ranges or fields of m

eaning nor codify the sam
e 

constructs. W
ords are products of their cultures. A

nd cultures are differ- 

ent. O
n the board w

as w
ritten a third statem

ent: 

• 
U

n idiom
a es el producto de su eultura. (m

a 
cu/tw

a .. rut idiom
a 

otto idionia 

A
s students then "entered" the H

ispanic w
orld through authentic texts 

that carried its voices, their culture-processing tools w
ere applied, sharp- 

ened, conceptually refined. M
oreover, learners began to ow

n these tools; 

A
- 

T
he C

ross-C
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as one student expressed in her course evaluation, they becam
e the "curse" 

of their cultural com
placency. 

P
roducts and G

oods 

P
roducts are all that a culture conceives, creates, or uses to m

ediate 
activity; they m

ay be m
aterial (clothing, shelter, transportation, food, 

tools, literature, etc.) or abstract (ideas, rules, norm
s, law

s, organizational 
structures, m

odes of thought and expression, and so on). W
ithout doubt, 

the m
ost pow

erful and versatile of a culture's products, the "m
aster prod- 

uct" that m
ediates all others, is language. B

ut, like language, all products 
are codified, sym

bolic in som
e sense, as they arise from

 and are em
bedded 

in their culture's ow
n distinctive "w

eb of significance" (G
eertz, 1973, 

p. 4). P
roducts, or artifacts, in their constant social processes ofconstruc- 

tion, consum
ption, and negotiation, connect hum

ans to each other w
ithin 

the loosely shared associational fram
ew

ork that is their culture's reality. 
Indeed, even though w

e m
ay casually rem

ark that a person is a "product" 
of his or her culture, w

e recognize that persons are not m
erely products 

of a culture, but also its constructive participants, "actively creating a 
w

orld that is alw
ays in the process of creating them

" (G
over &

 C
onw

ay, 
1997). 

A
t even the earliest levels of foreign language learning w

e m
ay guide 

students' entrance into another culture using the notion of "product" to 
plant the seeds of cross-cultural inquiry and the strategic habits that en- 
courage com

plex thought and reflection. A
rtifact-study techniques, 

for 
exam

ple, use a com
m

on cultural product to elicit an exhaustive list of 
questions and then share speculations: W

hat is it m
ade of? W

hat is it 
sim

ilar to? W
here, how

 is it used? W
ho is its user? W

here is it found (not 
found)? W

hat is its value, significance? and so on, S
uch techniques, aside 

from
 developing good habits of inquiry, hypothesis form

ation, and diver- 
gent thinking, encourage learners to see products not as m

ere objects, but 
as m

eaning-and context-driven tools that function in system
s w

here 
everything is connected. A

 sim
ple styrofoam

 coffee cup, for exam
ple, can 

be used to generate thinking not only about the connectedness of one's 
ow

n U
.S

. culture, but about the perspectives that drive and align this sys- 
tern of connections. In a first-year S

panish class, the styrofoam
 cup w

as 
used to help students capture the U

.S
. thought-and-action 

netw
ork 

that 
em

beds the notion of "disposability" as pre-reading for a series of authen- 
tic H

ispanic texts that exposed a different perspective on the notion of 

. 
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"w
orn goods"—

 one reflected in the practices of repair, renovation, con- 

version, recycling. In a second-year Spanish class discussing cities, envi- 

ronm
ent, and public w

elfare, it w
as used to capture U

.S. "lifestyle" in 

term
s of the perspectives that pow

er it and the products and practices that 

support it and ensure its perpetuation: Follow
ing up a H

ispanic new
spaper 

article on "garbageology," students w
ere instructed to analyze one aspect 

of U
.S. culture through the styrofoam

 coffee cup. A
 glance at som

e essay 
titles reveals, viajust one artifact, the intricate connections betw

een U
.S. 

issues of tim
e, health, m

obility, environm
ent, and consum

ption habits. 

C
onducir con m

l w
za de poliestireno ("D

riving w
ith m

y S
tyrofoam

 C
up"}; 

R
ápido. 

T
engo prisa ["M

ake it Fast! I'm
 in a H

urry"]; A
si com

em
os y asi 

m
orirem

os ["A
s W

e E
at, So W

e D
ie"]; L

ecciones de salud en una pequeña 
tow

 ["H
ealth Lessons in a Little C

up"]; dB
otar a reciclar? ["T

o T
oss or 

R
ecycle?"]; E

n el año 2050 S
e w

e Ia m
ism

a laze ["In 2050 the S
am

e C
up Is 

Seen"]; M
i basura yyo ["M

y T
rash and 1"] 

In an interm
ediate-level B

usiness Spanish class, students played the roles of 
m

arket analysts for a styrofoam
 cup m

anufacturer that w
ished to sell the prod- 

uct in L
atin A

m
erica. T

heir task w
as to explain in detail, citing specific evi- 

dence, w
hy it w

ould or w
ould not "sell" w

ithin these cultures, w
ith each student 

presenting a different aspect of the argum
ent. In each of these cases, a product 

w
as used to help learners define w

hat it m
eans to be w

ithin their boundaries, 

to see system
ic aspects of their ow

n culture and claim
 its ow

nership, to reach 

into their culture to pull out som
ething w

hose roots resist separation. In each 

of these cases, the notion of "product" w
as not as sim

ple as it seem
ed. 

A
m

ong those things that a culture considers its products, E
ven-Z

ohar 

distinguishes those that are "tools" from
 those that are perceived as 

"goods" by the culture (1997). G
oods are a culture's properties, both tan- 

gible and intangible, that are valued as indicators of status or prestige. 
W

hile one culture's concrete "good" m
ay be a private sw

im
m

ing pool, 
another's m

ay be running w
ater. W

hile one culture's abstract good m
ay 

be durable friendship, another's m
ay be self-sufficiency. T

he potential for 

acquiring goods is likew
ise defined by the culture that proclaim

s their 

value: W
hile one culture m

ay reference the acquisition potential of these 

goods outside the realm
 of individual control, in decree of fate or birth- 

right, another m
ay reference it outside the individual but inside the force 

of the collective, and stilt another m
ay reference it entirely inside the 

individual and thus conclude that these goods lie w
ithin reach of all those 

w
ho are w

illing to exert the effort. So pow
erful are these notions that, 

indeed, those w
hose view

s differ w
ill not "speak the sam

e language." A
s 
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E
ven-Z

ohar notes, one culture's notion of valued products is not only 
non-exportable, it is intrinsically judgm

ental: 
G

oods w
hich cannot be evaluated by an established m

arket cannot have 
value and therefore are not m

arked as "culture." T
herefore, 

social entities 
m

ay be labeled as "having no culture" by other social entities, if diagnosed 
as not being in possession of the required and acknow

ledged set of goods. 
(1997, p.20) 

In the attem
pt to avoid such judgm

ent, classroom
 teachers m

ay shy 
aw

ay from
 all but bland, U

.S.-conform
ing im

ages of other cultures; in 
response to teachers, textbook publishers m

ay use non-controversial stock 
• 

photos that depict not "m
iddle-class" in context, but w

hat m
iddle class 

looks like to U
.S. students, Y

et, w
e cannot guide learners to exam

ine their 
ow

n "product-goods" m
ind-set, m

uch less achieve m
ature understanding 

ofanother, ifw
e present only illusions in fear of the "conflict" orjudgm

ent 
that m

ay arise from
 authentic im

ages. A
 class of second-year Spanish 

students w
as show

n tw
o photos of a Salvadoran fam

ily at hom
e; one of 

• 
the fam

ily gathered around the dinner table, the other of a m
other and 

daughter hanging laundry on a line in back of their house, Students w
ere 

• 
given 30 seconds to look at the photos and then w

rite dow
n one i?npres- 

sion, supported by the particular observations or evidence that fed the 
im

pression. T
he follow

ing typical response (translated here) captures the 
students'-observers' perception of "poverty" as the absence of'expected 
products. 

Im
pression: It's a poor fatuity. 

E
vidence: T

here is no refrigerator, no w
ashing m

achine. T
he stove is vesy 

sm
all. T

here are lots of calendars on the w
all. T

here are no room
s, only 

curtains to separate. W
ater for w

ashing clothes and dishes is in "bow
ls" 

outside. T
he light is sm

all (there is little light?]. T
he bathroom

 is outdoors. 

For the m
ajority of these students, "looking for" had replaced "seeing." In 

follow
-up to this first observation task, they w

ere asked to discuss w
hat they 

w
ould feel like being there: W

ould they be uncom
fortable? W

hy or w
hy not? 

T
hose w

ho answ
ered "yes," invariably cited the outdoor toilet. M

any com
- 

m
ented on how

 m
uch w

ork w
ould be involved in m

aintaining a household 
w

ithout plum
bing. Students w

ere then asked to observe the photos again, now
 

describing w
hat w

as there instead of w
hat w

as "m
issing." T

his tim
e they w

ere 
able to see the products (m

aterial and abstract) valued by the fam
ily itself: the 

carefully tended flow
ers that blossom

ed in pots in the back yard; the pictures 
on the calendars tacked to the w

alls ( a m
other reading to her child, the L

ast 

Supper, a fam
ily at dinner, angels, a nature scene); the snapshots of a young 

girl in a w
hite dress, tw

o sm
all ehildren sm

iling; the tidy array of w
ater basins 

F 
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and the im
m

aculateness of the hom
e; the fam

ily sharing in dinnerconversation, 
the m

other and daughter helping each other at w
ork. T

hen they w
ere show

n 

the note handw
ritten on the back of one of the photos. It w

as from
 the señora 

of this Salvadoran fam
ily and read in Spanish: "T

his is m
y m

ansion." A
s a 

hom
ew

ork-assignm
ent, students w

ere given the follow
ing w

riting task: "W
rite 

a letter to this Salvadoran fam
ily describing your "m

ansion." B
efore w

riting, 
thin.lc about w

hat you learned from
 class discussion and your ow

n observations 

of the fam
ily in the photo: W

hat w
ill you focus on in your description?" 

Practices and P
erspectives 

V
iew

ing a culture solely in term
s of observable products presents a 

dangerous perception trap, for the invention and im
plem

entation of all 
form

s of product reside in practice or activity. In a very real sense, prod- 
ucts have no m

eaning out of the context of activity. B
ut just as the notion 

of "product" is not confined to tangible objects, the notion of "practice" 
is not confined to physical or observable 

action. Practice refers to the 
hum

an activity that sim
ultaneously codifies and decodes the products. In 

isolation, neither products nor practices can inform
. B

y the sam
e token, 

no observation of products in practice w
ill inform

 solely about one aspect 
of the culture, for as there is no sim

ple, one-to-one relationship betw
een 

product and m
eaning, there is no such sim

ple relationship betw
een prac- 

tice and m
eaning or betw

eenproduct and practice—
all are intricately and 

intim
ately connected. 

It is often the seem
ingly so fam

iliar that m
ost perplexes, for perceived 

fam
iliarity tem

pts the observer to infuse his ow
n culture's associational 

frathew
ork. In H

ispanic cultures, the cluster of practices em
bedded in the 

fam
iliar context ofjob application is a typical exam

ple: U
.S. Spanish stu- 

dents studying hiring practices in the H
ispanic w

orld are often quick to 

judge H
ispanic job advertising as "discrim

inatory" in its obvious specifi- 
cation of sex, age, m

arital status, or physical appearance; likew
ise w

ith 
résum

é requirem
ents of photo, birth date, and professions of the appli- 

cant's parents. In job-interview
 sim

ulations w
here, as in the H

ispanic 
w

orld, questions are not confined to an applicant's educational and pro- 
fessional credentials but m

ay probe any aspect of the applicant's "total 
person," students are invariably startled to receive a question regarding 
their "personal" lives ("Y

ou can't ask that!") and often becom
e uncom

- 
fortable w

hen pushed to respond. Into these H
ispanic hiring and job-seek- 

ing contexts, learners typically infuse their ow
n culture's notions of "pub- 

lic" and "private," assum
e their ow

n culture's "invisible doors" and, not 

finding them
,judge H

ispanic practices as unfair, exclusionary, indiscreet, 
invasive. 

In the first w
eeks of a first-year Spanish class, this them

e of "invisible 
doors" w

as explored in preparation for a unit on self description, careers, 
and job-seeking based on authentic H

ispanic docum
ents. T

o first exam
ine 

the m
eanings associated w

ith closed vs. open doors, students surveyed 
each other in groups of four and sum

m
arized to the class their group's 

responses to the follow
ing questions: W

izen is your door closed? W
hen is 

it ape,,? W
hat does a closed/open door azean? R

esponses indicated that 
students closed doors for concentration, contem

plation, private conversa- 
tion, and m

odesty—
in other w

ords, to separate them
selves from

 others; 
they opened them

 to invite, m
eet, display—

in other w
ords, to involve 

them
selves w

ith others. Y
et, w

hen asked the m
eaning of a closed or open 

door, students confronted their ow
n conflict of needs: W

hile opening or 
closing a door is a neufral action, seeing an open or closed door evokes 
judgm

ent. 
T

he need for privacy thus conflicts w
ith the need not to be 

judged by others as antisocial, tim
id, standoffish. 

L
C

uando está cerrada Ia pueria dciv dorm
itorlo? 

N
ecesito 

(T
engo que) estudiar/ leer/trabajar; V

oy a praclicar espaflol; 
T

engo una prueba; N
o quiero 5cr sociable; N

o quiero conversar; N
o puedo 

escuchar/pensar; S
oy desordenada; N

ecesito descansar; T
engo que pensar; 

N
ecesito dorm

ir; N
o tengo ropa; N

ecesito hablar per teléfono; etc. 
tC

uándo está abierta Ia puerta de tu doriniiorio? 

Q
uiero conversar; M

e gusta tocar 
a guitarra y cantar con a puerta abierta; 

Q
uiero 5cr sociable; Q

uiero am
igos; H

ay una fiesta; Q
uiero conocer gente; 

N
o tengo que estudiar/leer/hacer 

tarea; 
en m

is ratos liLacs; Q
uiero jugar; 

Q
uiero escuchar m

üsica, etc. 

LQ
ué signitica una puerta abierta? 

A
m

istoso, sociable, extroverzjdo, alcgrc, diverjido; fiesta, descanso; jugar; 
entrar; etc. 

tQ
ue significa una pucrta cerrada? 

R
eseryado, tim

id0, introverfido, antipático; estudioso, serio, trabajador; 
desordenado, responsable; no entrar; trabajo; etc. 

T
hese U

.S. notions of "private" vs. "public" w
ere expanded from

 the 
concrete to the intangible as students brainstorm

ecj on the existence of 
"invisible doors" in their culture. A

s anticipated, students produced 
"doors" betw

een student life and career, private and social life (yo y 
otros), personal and professional life. Students even insisted there is not 
one door betw

een a person and his or her professional life, but a se- 

p 
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ries—
private to personal to social to professional. 

A
s students then ap- 

proached the voices of the H
ispanic w

orkplace through its ow
n job-appli- 

cation docum
ents, they noticed in this w

orld not only the absence of their 
ow

n privacy-and-separation "doors" but also the presence of other, unex- 

peoted ones. T
hey w

ere rem
inded that our doqrs are our culture's prod- 

ucts, constructed to satisfy values and perceived needs. N
ot only w

ill these 

needs and values differ from
 one culture to another but, as students had 

noted in this activity, even w
ithin a culture itself, they are likely to be in 

constant tension. ...to cross [our boundaries] w
e m

ust define 
them

. W
e m

ust know
 w

here w
e are "com

ing 
from

" in order to discover a "new
" place. 

A
 people's ow

n w
ays of view

ing the w
orld, its perspectives. propel the 

creation of products and practices and align them
 as a cohesive sense-m

aking 

system
. A

 culture's perspectives express how
 w

hat is done or believed iliac- 

tions in the w
hole of life. Y

et, w
ithin this sense-m

aking system
, am

ong its 

creators and consum
ers, the m

eeting of m
inds w

ill never be total or exact. 
Its internal diversity (age, gender, geographical region, socio-econom

ic 

strata, ethnicity, national origin, language, religion, etc.), as w
ell as its inter- 

nal groupings of sub-cultures or co-cultures prohibit its capture through a 

single scenario or static snapshot. A
s vibrant system

s in constant flux, in 

constant surprise at their ow
n internal diversity and in constant negotiation 

of their ow
n self-produced tensions and internally generated conflicts, cul- 

tures do not run sm
oothly. "C

onflict" is culture's pressure valve and grow
th 

m
echanism

. It is through conflict that all change and learning take place—
in 

the collision of points of view
 that unsettles com

placency, in the encounter 
of the new

 that requires re-fram
ing of the old, in the clash betw

een one prac- 
tice that can only be forw

arded at the expense of another. 
O

ur culture's perspectives offer ranges of options; they are our gen- 
erative capacity. Y

et, because they also bind our vision and lim
it our un- 

derstanding, they are the boundaries w
e m

ust cross to enter another cul- 

ture. T
o cross them

, w
e m

ust define them
. W

e m
ust know

 w
here w

e are 

"com
ing from

" in order to discover a "new
" place. 

C
ulture Learning as C

om
parisons 

and C
onnections 

"C
ross-cultural learning m

eans ... learning in a class w
here there are 

people of different backgrounds and cultures, (and) learning about a 
subject and... how

 it relates differently to different cultures." 
M

an, third-year student 

F
or language teachers com

m
itted to cross-cultural com

m
unication it 

is perhaps fostering the believability of otherness that represents the ulti- 
m

ate challenge, for people tend to see w
hat they believe rather than be- 

lieve w
hat they see (Joy, 1990). W

ords and deeds of another people, if 
not experienced 

and interpreted w
ithin the cultural context that assigns 

their m
eaning, m

ay m
erely attach them

selves to the outside observer's 
ow

n sense-m
aking system

, neither touching his notion of self, nor inviting 
understanding of "other." T

hus, w
hile one's ow

n culture has texture, is 
suprem

ely com
plex and basically indescribable, the other culture rem

ains 
a static collection ofquirky little life form

s, sim
ple and w

ithout definition. 
• 

Indeed, a culture can becom
e believable only if w

e are able to capture a 
• 

notion of w
hat it is to be from

 the other perspective. 
In this endeavor, the tw

o w
ords "connection" and "com

parison" m
ay 

be our touchstones. T
he N

ational Standards characterize these tw
o goal 

areas as connection w
ith other disciplines and developm

ent of insight into 
the nature of language and culture. H

ow
ever, here w

e w
ill push them

 a 
bit farther, pull them

 a bit deeper, to view
 them

 as the very heart of the 
process of cross-cultural understanding, w

here com
parison is the appli- 

• 
cation of cognitive and affective strategies to generate experiential ana- 
logues or m

etaphors, and w
here connection is the learning process of 

feeding know
n into new

, and of expanding and broadening through m
ul- 

tiple perspectives. 

T
he A

ssum
ption of D

ifference 

T
he question "Is there such a thing as U

.S. culture?" com
m

only evokes 
a "yes but no" response from

 students. T
he "yes" is invariably supported 

by the recitation of beliefs em
bodied in U

.S. historical docum
ents and in 

the tenets of capitalism
. The "no" arises as students conclude: "W

e're not 
really one culture, but m

any" or "T
here are cultures w

ithin cultures." B
e- 

r 
. 
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ing the insider thus affords a special perspective and cautions us that per- 
haps the age-old culture-teaching debate of sim

ilarity vs. difference m
ay 

not be productive. A
s hum

an m
eets the w

orld there are sim
ilarities in basic 

need; yet, the perception and w
eight of these needs are culturally form

ed. 

A
spects of system

s designed to m
eet these needs m

ay seem
 sim

ilar; yet, 
their particular realizations and coordinates w

ill offer a unique reality in 
delicate and dram

atic w
ays. W

ith this understanding w
e m

ay flesh out a 
"m

eaning" of com
parison for use in the cross-cultural laboratory of our 

classroom
s. 

W
ebster's U

nabridged D
ictionary provides the im

portant 
distinction that w

e com
pare things of the sam

e class w
ith each other but 

com
pare things of unlike classes to each other. B

ecause assum
ption of 

likeness perm
its one culture to leech into another in the interpretation of 

observations, it is the assum
ption of difference that needs to be our point 

of departure. T
he challenge of neutralizing this notion of difference, of 

defusing the potential explosion ofjudgm
ent, m

ay perhaps be m
et through 

the w
ord "unique." 

O
w

ning a C
ultural Identity 

In a third-year literature class devoted to the them
e of "identity," the 

w
ordyo ("1") w

as w
ritten on the board and students w

ere given one m
inute 

to create a list of all the things that com
posed their identity. T

o expand 
theirpersonal lists and thus create a m

ore culture-representative sam
pling, 

item
s w

ere shared and m
erged into a class com

posite, w
ith tallies repre- 

senting the num
ber of tim

es each w
as m

entioned (the tim
e lim

it w
as im

- 

posed to capture a sense of individual priorities). T
he class list w

as then 
analyzed for frequency of response. 

T
his list w

ould be used throughout the course to help learners claim
 ow

nership 
of their ow

n culture's notion of"identity" as they entered the w
orld of 1-lispanic 

p I. 
education ( m

ajor, courses, school, academ
ic organizations) 

2. 
goals (goals, plans, dream

s) 
3. 

w
ork and w

ork related aspects (job, profession, position, etc.) 
4. 

abilities and prefe rred activities (w
ith sports m

ost frequent) 
5. 

m
aterial goods (car, house, clothing, salary, etc.) 

6. 
gen etic factors (race, sex, age, appearance) 

7. 
personality traits (honesty, hum

or, etc.) 
8. 

friends,fraternities, and sororities 
9. 

fam
ily (parents, siblings, pets) 

10. 
religion 

voices. For now
, it allow

ed the class to m
ake som

e interesting observations: 
(I) their notion of "identity" as beginning w

ith independent Self (self-devel- 
opm

ent through education) and future orientation in personal goals and aspi- 
rations; (2) the status of w

ork as a definer of Self, and the em
phasis on doing 

in abilities and activities; (3) the relatively high ranking of m
aterial goods as 

rew
ards and signiflers of personal achievem

ent. Students noted that the first 
seven categories w

ere related to individual attributes, w
ith friends, fam

ily (de- 
fined as parents, siblings, and pets) as less im

m
ediate identifiers. N

ationality, 
culture, ancestry, language, politicsw

ere not m
entioned by the U

.S. students; 
how

ever, they ranked as prim
ary com

ponents on the lists of the four foreign 
students in the class (tw

o from
 France, tw

o from
 India), all of w

hom
 had been 

in the U
.S. at least three years. O

ne of these students explained that being a 
foreigner in the U

.S. took a prom
inent place in her identity, m

arking her dif- 
ference: "A

qui 
nil cuhura y m

i lengua son una gran pane de nil idensidad 
porque aqul, soy dfferente." Indeed, it w

as this very com
m

ent and the discus- 
sion that ensued that prom

pted an on-the-spot re-ordering of the original syl- 
labus in order to explore the notion of bicultural identity. 

Separating "M
ine" from

 "Y
ours" 

In the autobiographical poem
, "C

onvocacion 
de palabras," the C

hi- 
cano w

riter T
ino V

illanueva chronicles his search for "freedom
" in the 

creation and expression ofhis ow
n identity and that of his people: B

ecause 
he is not of one culture, but of tw

o, he "m
eans" not in one language, but 

in tw
o, and his voice m

ust be that of both. B
eginning w

ith the line "V
o no 

era m
b 

todavba" (I w
asn't m

ine yet) the poet recounts his self-evolution 
as he labors to control the "w

riter's" w
ords in E

nglish in order to express 
the duality of his identity. H

e feels hisow
n Self form

ing through the pow
er 

of each w
ord and, in the final verse, spells his freedom

: 
T

enaz oflcio/ ci de crearm
e en m

l propia irnagen/ cada vez con cada una at 
pronunciaria: 

posiprandial 
subsequently 

y de escribir PO
E

 fin con voluntad/las carorce letras de m
i nom

bre/y 
por 

encim
a/la palabra 

libergad) 

T
he poem

 w
as read in class and students w

ere sim
ply asked to w

rite 
their ow

n personal reaction as hom
ew

ork. W
hile ordinarily a pre-reading 

task w
ould have been used to elicit som

e analogical experience that w
ould 

orient learners to the m
essage and guide cross-cultural entry, this tim

e 
students w

ere given only a sim
ple question: "W

hat is 'idebtity' to this 

.1•. 
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U
.S

. w
riter of M

exican origin?" T
he om

ission of the pre-reading task w
as 

purposeful: Previous class experience had show
n that learners typically 

"m
isread" this poem

; how
ever, it w

as precisely the m
isreadings that al- 

w
ays produced the learners' deepest self-reflections on their ow

n ap- 

proaches to O
them

ess—
aw

areness of the infusion of their ow
n values, 

prom
inence of their ow

n stereotypes, quickness of their ow
n judgm

ent. 
Indeed, in reacting to this poem

, m
any students, view

ing the w
riter as a 

foreigner, interpreted his exam
ples of E

nglish-learning as the typical 

struggles of the im
m

igrant; they interpreted his insertions of w
ord lists 

either as signs of the difficulty of E
nglish or as indicators of the high 

standards that prevail in U
.S. schools (although few

 students could define 

all these E
nglish w

ords and confessed that they had never even seen som
e 

of them
). T

hey then skipped to the final w
ord, libertad, and saw

 this, the 

w
ord that captured for them

 the essence of their ow
n culture, as m

eaning 
that the poet w

anted to be "one of us." O
ne student com

m
ent, translated 

here, reflects som
e of these m

isreadings: 

T
he poem

 is about a M
exican w

ho, oncom
ing to the U

.S., struggles w
ith 

the E
nglish language. H

e finds schools m
uch harder hcreand has a difficult 

tim
e coping 

w
ith the higher standards he encounters. H

e thinks that by 

learning big w
ords he w

ill be m
ore like us and fit in and that becom

ing a 

part of U
.S

. culture w
ill spell his "liberty." 

Students' 
reactions to the poem

 revealed that m
any w

ere view
ing the M

exi- 

can-A
m

erican identity issues alm
ost entirely in term

s of"U
.S. culture assim

i- 

lation," of a battle betw
een w

anting to fit into m
ainstream

 U
.S. culture—

of 

"w
anting w

hat w
e have"—

and feeling rejected. In follow
-up discussion, they 

confessed to not understand the identity issues confronted by those w
ho nego- 

tiate m
em

bership in tw
o cultures. O

ne of the French students in the class offered 
her assessm

ent of w
hat it is like to five in another culture—

to be the sam
e yet 

different, to have essentially" tw
o lives" that shift back and forth in conscious- 

ness, according to the situation, to be the sam
e person but also "different." 

Students w
ere asked to reflect on personal situations in w

hich they had 

felt "different" or out of place (H
ow

 did they feel? W
hy?) and, using 

V
illánueva's poem

 as a fram
ew

ork, com
pose their ow

n poem
 to reflect 

this very personal experience. O
ur form

al approach to the personal, social, 
and political identity of the "C

hicano" then began w
ith R

osaura Sanchez' 

short story "Se arrem
angé las m

angas," in w
hich a M

exican A
m

erican 

professor, initially taken for a w
aiter at a cocktail party, "sells out" his 

identity and people in order to fit into the m
ainstream

. In follow
-up, stu- 

dents w
ere asked to consider the extent to w

hich w
e in the U

.S. give an 

identtty to M
exican A

m
ericans, and by association, to H

ispanics in gen 

. 
T
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eral, that is not their ow
n. T

o w
hat extent are observed "differences" in- 

terpreted and judged as reversed im
ages of ourselves, the negatives to our 

ow
n positives? Students brainstorm

ed stereotyped im
ages of M

exicans in 
the U

.S.—
im

ages that have spilled over to m
old caricatures of H

ispanics 
in general: poor, alw

ays late, too m
any children, im

m
ature, poorly 

dressed, uneducated, etc. T
hey then turned to theif"U

.S. identity" lists to 
see if these judgm

ents could be com
ing from

 their ow
n values system

. In 
a task that required them

 to link these stereotypes to their ow
n associations 

in one sentence (w
ith each clause joined by lo que ["w

hich"]), they ex- 
perienced the chain reaction of their ow

n culture's m
eaning system

, the 
freight of their ow

n values: 
"N

o puntual" significa que no es responsable, 10 que significa 
quc 

no 
tiene m

otivación, 10 que significa que no tiene m
etas, 10 que significa que 

no tiene interés en el futuro, In que significa que C
s inm

aduro. 

"P
obre" significa que no tiene dinero, In que significa quc no tiene 

m
uchas cosas, in que significa que no tiene educaciO

n, In que significa que 
trabaja con las m

anos, in que significa pie nunca V
a a tener éxito.2 

A
nother poem

 by V
illanueva w

as then read and discussed in class in 
light of this judgm

ent trap. "Q
ue hay otra voz" depicts the struggles of 

the M
exican m

igrant w
orker and, through the use of code-sw

itching (in- 
sertion of E

nglish w
ords), invokes the presence of one culture living in 

the m
idst of another. C

lass discussion teased out contrastive notions be- 
tw

een tw
o cultures: tim

e, m
an and nature, "hom

e" and w
ork, m

aterial and 
non-m

aterial "goods," as w
ell as the condition of being of one culture 

(5cr) and living in another (estar). Students w
ere then asked to prepare a 

dram
atic presentation of the poem

 to attach a living experience to the idea 
conveyed by the title ("T

here is another voice"). T
heir task w

as first to 
collaborate in teasing from

 the poem
 those voices that originated from

 the 
A

nglo culture and those that originated from
 the M

exican im
m

igrant. (For 
a discussion of the "voices" of authentic texts, see G

allow
ay, 1997.) T

his 
task required students to separate the conditions and circum

stances of the 
im

m
igrant's U

.S. residence (as w
ell as the putsider's perception of him

 
in this residence) from

 the M
exican and his culture. O

nce they had sepa- 
rated the voices, they presented theirdram

atic reading, w
ith the U

.S. voice 
uttered in unison by the full force of the thirteen "A

nglo-culture" students; 
the im

m
igrant voices uttered separately by the five other students, as de- 

picted in the follow
ing excerpt (lines should be read horizontally 

from
 

A
nglo to C

hicano yoice). 

r 1: 

14 
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U
.S

. "A
nglo" voice, in unison 

C
hicano voice, solo 

F
lorarios inalterables 

m
ednicam

ente despierta ci reloj de 

tim
bre 

îà, cém
otellam

as, 

M
esldn. skin. M

ex-guy, M
a-A

m
. L

ain- 

A
m

erican. M
exican A

m
erican, 

b3, de Los ojos tibios 

in saco de aigodén —
 cien libras 

qua en los shbados ... 
. . . se convietten en pesos m

iserables.3 

T
hese im

m
igrant voices had depicted a different being from

 the one 

captured by A
nglo-culture judgm

ent: one living in a cyclical tim
e fram

e; 

one united w
ith the earth and N

ature's forces; one w
arm

ed by the com
- 

pany of his ow
n, his fam

ily, his m
usic; one w

hose bow
ed and soiled body 

planted and harvested the crops of another's land; one view
ed by the 

"other" as a com
m

odity but view
ed by him

self through the "elem
ental 

force" of his M
exican roots, his C

hicano brotherhood. 

M
any of the issues of C

hicano identity illustrate the pitfalls of the 

decontextualiled com
parison of one culture w

ith another. M
em

bers of 
one culture living in another, M

exican m
igrant w

orkers w
ere observed by 

those of the dom
inant culture in term

s of contrasts of appearance and 

surface-level behaviors. T
heir situations having placed them

 outside the 

sense-m
aking context of their ow

n culture, they appeared not as the norm
, 

but as the anom
aly; their valued products and practices, observed outside 

the internal logic of the culture that created them
, w

ere subject to an out- 

sider-im
posed m

eaning. Indeed, as C
astai'ieda notes, it is the eric perspec- 

tive (that of the outsider looking in) that causes M
exico itself to seem

 so 

opaque to the beholder from
 abroad, that renders the foreign regard "so 

distorted, so blind, so m
istaken": 

T
he advent of a "m

odern" M
exico—

business-oriented, 
outw

ard-looking, 
sym

pathetic to m
ost things A

m
erican—

blurted the contours of a different 
M

exico: one that, despite the convergence of ideas am
ong the elites of both 

nations, rem
ained profoundly different from

 the U
nited S

tates, and capable 
of generating the very surprises that have cropped up in the past couple of 
years. (1995, p. 24) 

It w
as this M

exico, "profoundly different from
 the U

nited States," that 
w

e sought to explore on its ow
n term

s. W
hile debating the them

es of 
U

.S.—
M

exico relations helps learners clarify their ow
n perspectives, such 

debates often stay behind U
.S. boundaries, divorced from

 the M
exican 

reality. T
o reach beyond present explanations and conjectures, the stu- 

dents in this class required m
ore inform

ation—
contem

porary 
data to ex- 

pand the literary voices of w
riters w

e w
ould study in class: O

ctavio Paz, 
C

arlos Fuentes, R
osario C

astellanos, and others. U
sing the them

e of the 
M

exican m
igrant as an investigative 

axis, students divided them
selves 

into groups according to their area of interest or specialty and chose their 
ow

n research perspectives: O
ne group chose the econom

ic perspective, 
one chose the political perspective, and another chose the soclo-historical 
perspective. O

thers chose to w
ork individually, researching such issues 

as fam
ily, health, and urbanization. E

ach group w
as to teach an audience- 

friendly lesson (in Spanish) of no m
ore than 15 m

inutes. T
heir presenta- 

tion w
as to offer som

e insights to the group that w
ould help explain M

exi- 
can m

igration from
 the M

exican perspective and end w
ith a provocative 

question for the group. B
ecause only authentic M

exican texts (readily 
available via the Internet) w

ere used as sources, the results of their re- 
search revealed the com

plex interconnectedness of all the issues raised. 
Indeed, because all aspects of a culture are inherently connected, any one 
them

e—
in this case, the M

exican m
igrant—

can be the w
edge that raises 

cultural roots for observation. In their exploration of M
exican identity, 

students had encountered not one identity, but m
any. A

nd their journey 
into M

exico profundo had barely begun. 
T

he study of M
exican identity in this literature course occupied a flaIl four 

w
eeks, w

ith the learners them
selves setting course direction through their ow

n 
interaction. Their questions and continents in one task exposed threads of thouajit 
requiring connection. T

heir interests and fields of expertise propelled their inter- 
disciplinary research as w

ell. Indeed, the tim
e taken to explore the w

eb of one 
culture provided a deeper understanding of its internal logic w

hile encouraging 
the developm

ent and refinem
ent of durable and transferable strategies of cross- 

cultural exam
ination. The opportunity to enter a culture m

ore filly through liter- 
ary and journalistic sources, interdisciplinary perspectives, and constant dialogue 

lam
adnigada 

(Lde qué tam
allo es el tiem

po?) 

m
exicano, latino, 

C
hicano, 

com
o el color de Ia tierra, 

com
o fijeaa elem

ental, 

arm
igado entre el sex y el estar de 

E
res ganapán, 

pesas 

t, de los bluejeans nuevos pareces 
retom

ar cads alto 

tem
poral—

 
un itinerario 

estás aqui de paso. 

p 
4 

. 
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afforded perhaps a m
ore unique portrait than could be obtained by a "rep- 

resentative" sam
pling of H

ispanic literary w
orks. A

nd for students carry- 
ing the deceptive notion of "H

ispanic" as one people, it w
as a pow

ertbl 

lesson in 
the 

distinctiveness of each 
H

ispanic culture. 
Indeed, for 

lan- 

guage teachers com
m

itted to teaching culture, a 
constant m

ulti-discipli- 

nary and m
ulti-genre perspective is required, for the real picture of a cul- 

ture does not em
erge solely through 

its language and literature. 

W
hat insights had learners gained from

 this experience? O
ne student 

com
m

ented: 

C
onnecting and C

om
paring: T

he K
luckhohn M

odel 

T
he final w

eek of this third-year literature class focusing on "H
ispanic 

identity" w
as devoted to helping students tie the patterns they had discov- 

ered through authentic H
ispanic voices into a m

ore cohesive system
 of 

values. In this regard, the schem
atic m

odel developed by the anthropolo- 

gists Florence K
luckhohn and Frederick Strodtbeck (1976), presented in 

Figure 2, allow
ed connected observations and broad system

 com
parison. 

In the K
luckhohn taxonom

y, a culture's dom
inant values and accepted 

ranges of variation m
ay be seen as its system

 of options and preferred 
responses to five basic problem

s presum
ed to be shared across cultures: 

(1) perception of hum
an nature, (2) perception of m

an in nature, (3) tem
- 

poral orientation, (4) m
ode of activity, and (5) relational orientation. 

R
ather than categorize cultures in static caricature, the m

odel is fluid and 

dynam
ic, allow

ing the visualization not only of a culture's dom
inant pref- 

erences (A
 over B

 over C
, A

+
R

 over C
, etc.) at a given point in its story, 

but of its variant tensions and its reordered preferences over tim
e. For 

each of the five basic problem
s (listed vertically), there are ranges of 

preference (listed horizontally). O
rtuflo notes that all alternatives are pre- 

sent in all societies at all tim
es, but are differentially preferred (1991). 

Figure 2. T
he K

luckhohn M
odel of V

alue 
O

rientations and R
anges of V

ariation 
E

vil 
N

eutral 
G

ood and evil 

S
ubjugation to nature 

H
arm

ony w
ith nature 

P
ast 

P
resent 

B
yconneccing their ow

n observations through the K
luckhohn m

odel, learn- 
ers w

ere able to see the vast system
ic differences betw

een "w
hite m

iddle-class 
U

.S. culture" and the H
ispanic cultures w

hose voices they had analyzed 
through the class readings. Indeed, sum

m
arizing the alignm

ent of the U
.S. 

values system
 nearly straight dow

ii the right side of the taxonom
y, O

rtuño notes 
that the com

posite of the U
.S. values orientation puts it in the m

inority of the 
w

orld's cultures and serves as a good predictor of w
here potential conflicts 

• 
m

ight lie as students cross theirow
n cultural boundaries (1991). T

he orientation 
• 

of H
ispanic cultures tending tow

ard the left and m
iddle of the taxonom

y dis- 
plays vast differences betw

een the tw
o preferred-values system

s. 
M

ainstream
 U

.S. culture, for exam
ple, w

ith its em
phasis on change and 

innovation experience and experim
ent, autonom

y, self-control, and constant 
• 

striving, caused students to orient U
.S-culture view

s of H
um

an nature to- 
w

ard the "m
an is basically good" beliefsystem

. R
ecognizing that "H

ispanic" 
covers m

any cultures, students tentatively noted a H
ispanic tendency tow

ard 
hum

an nature as a m
ixture of G

ood and evil, w
here a belief in the goodness 

of hum
anity is tem

pered by preferences for correct thinking, respect for 
authority, and learning byprinciples. Indeed, O

rtuno contends that H
ispanics 

tend to view
 hum

anity as good and evil, depending on circum
stances, and 

use a very "person-centered" set of criteria that takes into account not only 
the inner dignity and uniqueness of individuals, but also their social status 
and social interaction. (1991, p.453). Students had no difficulty orienting 
U

.S. culture tow
ard the M

astery over nature values system
, w

here N
ature 

is perceived as external and subordinate to m
an. In sharp contrast to the 

"control" outlook of U
.S. culture, an "accepting" outlook w

as seen as 
perm

eating m
any H

ispanic cultures, particularly the anim
istic indigenous 

1: 
cultures, w

here m
an, as part of nature, is thus both in harm

ony w
ith it and 

at the m
ercy of its m

ysterious pow
ers. Fatalism

 or the so-called "lottery 
m

entality," so prom
inent in m

uch of H
ispanic literature, reflects a w

orld 
view

 that does not aw
ard m

an a dom
inant, let alone om

nipotent, position 
over the forces of nature. Students noted, for exam

ple, that this view
 per- 
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H
um

an nature 
M

an and nature 

T
em

poral 

A
ctivity 

R
elational 

B
eing 

L
ineality 

(A
uthoritarian) 

M
exico seem

s 
to 

be not one culture, but m
any.... 

I 
suppose you could say 

there's no real m
ass society in the U

S
. either, but there is in 

a w
ay, because 

there is a concept of m
iddle class by w

hich w
e characterize our values, but it's 

hardly the sam
e concept at all in M

exico and this explains 
a lot ... [I'm

] be- 
ginning to see pieces fit together like a puzzle and m

ake sense ('from
 the 

inside," as you say)—
issues of "class," health, urbanization, ethnicity, politics, 

w
om

en and fam
ily, language (I)... T

hen again, everything w
e read just seem

s 

to m
ake the picture m

ore com
plex... N

ow
, w

e're really getting into the idea of 
M

exican identity, or M
exican search for identity, and I can really see the enor- 

m
ous w

eight of history in this. In the U
.S

. w
e ignore our history. It's like, "w

ell 
it's over, tim

e to m
ove on," M

exicans live their history every day. 

B
eing-in-B

ecom
ing 

C
ollaterality 

(C
ollectivist ) 

G
ood 

M
astery over nature 

F
uture 

D
oing 

Laterality 

(E
galitarian) 

I 
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vades the poem
 "Q

ue hay otra vol1 discussed previously—
the M

exican 

w
orker's skin and eyes are the color of the earth, he w

ears the soil of his 
labor, he bears the pain inflicted by the harsh elem

ents of nature, he ac- 

cepts his tot in life. 
C

astaneda 
contends that tim

e-consciousness 
divides U

.S
. and H

is- 

panic cultures as m
uch as any other single factor (1995). Indeed, students 

did not hesitate to capture U
.S

. m
ainstream

 culture's m
onochronic view

 

of tim
e and a F

uture +
 P

resent over Past values orientation that focuses 

on the present as prelude to the im
m

ediate future. W
hile a future orienta- 

tion im
plies such things 

as goal-setting, 
diagnosis, risk evaluation, and 

planning, com
bined w

ith a present orientation, it poses conflict in the need 
for instant gratification and the assessm

ent of progress-by-T
he-m

om
ent. 

O
n the other hand, using this m

odel, students tended to orient H
ispanic 

polychronic view
s of tim

e as present-dom
inated 

or a m
ixture of P

resent 

+
 P

ast over Future as they had perceived M
exicans'profound sense of 

history, of past as living spirit from
 w

hich the present draw
s its vital en- 

ergy. Indeed, if the future colors the present in the U
.S

. perspective, the 

past does lend a different texture to present tim
e in M

exican society. H
ow

- 

ever, the notion of tim
e in H

ispanic cultures is not quite so easily captured 

by the past-present-future fram
ew

ork; it rather defies the K
luckhohn lin- 

ear representation. T
he notion of tim

e as circular echoes through m
uch of 

H
ispanic literature, for exam

ple, confounding U
.S

-student readers, for 

w
hom

 tim
e m

ust alw
ays "m

arch on" and produce change. In term
s of 

principal A
ctivity orientation, students described the U

.S
. m

ainstream
 

as 

a D
oing culture that focuses on products, accom

plishm
ents, achieve- 

m
ents, and m

aterial success. W
ords such as (un,) productive, input/output. 

com
petition, 

so difficult to translate from
 E

nglish to S
panish, reveal a 

values-fram
ew

ork that is self-focused and w
ork-centered, concerned w

ith 

utility and pragm
atism

. In contrast, students oriented H
ispanic cultures 

tow
ard the B

eing values—
 living and enjoying life as it com

es, focusing 

on friendships and the developm
ent of social relations. T

hey noted a sim
i- 

lar contrast regarding R
elational preferences. In U

.S
. m

ainstream
 culture, 

for exam
ple, the S

elf, identified w
ith the individual and sharply separated 

from
 the O

ther (by invisible doors), is the basic unit ofsocial organization. 
S

tudents thus construed U
.S

. m
ainstream

 culture as a Lateral +
 C

ollateral 

com
bination in w

hich group m
em

bership does not define S
elf, but rather 

prom
otes the individual goals or interests of m

em
bers; social obligations 

are not necessarily binding; kinship and friendship ties exist but are ex- 

ternal to the individual and are not of the extended, intricate, and self-de- 

1• 
1 

fining nature that characterizes the dom
inant C

ollateral orientation of 
H

ispanic cultures. T
o the H

ispanic's C
ollateral orientation of S

elf in con- 
tract w

ith G
roup, of nurturing connections and favor-exchanges 

and the 
obligatory cultivation of reciprocity (w

hich U
.S

. learners often interpret as 
• 

"personal invasion"), students added Lineal values to express the existence 
of status hierarchies w

ithin collective relationships. (F
or excellent classroom

 
exploration of this topic, see A

lvarez E
vans &

 G
onthlez, 1993.) 

U
se of the K

luckhohn m
odel m

ust be accom
panied by a few

 caveats. 
F

irst, the m
odel is itself the product of a "cultural m

ind" and necessarily 
• 

constrained by w
hat that m

ind's eye could perceive. S
econd, the coinci- 

dence of tw
o cultures appearing to correspond to the sam

e preference-ori- 
entation range for a given variable on this m

odel should not necessarily 
im

ply sim
ilarity of these tw

o cultures. T
w

o cultures m
ay appear to have 

a dom
inant present-tim

e orientation, for exam
ple, and yet their notions of 

present tim
e m

ay be quite distinct. T
hird, as M

estenhauser notes, although 
there is 

a "fit" am
ong a culture's choices, the variables are independent 

of each other, w
ithout any im

plied or inherent hierarchical order (1998). 
M

oreover, no culture is "captured" at any given point in its story m
erely 

• 
by its dom

inant preferences, for these are alw
ays in constant interplay 

w
ith its accepted variants, w

ith the belief clusters of groups w
ithin the 

group. W
hile O

rtuflo suggests that this taxonom
y can be used w

ith Ian- 
• 

guage learners at all levels to analyze everything from
 a specific textbook 

culture note to a specific literary piece (1991), it has been discussed here 
as a sum

m
ative connection-and-aligning device, to help students ulti- 

m
ately coalesce their learning into a view

 of a system
. Indeed, if this 

• 
m

odel is used w
ith learners (w

ith the caveats m
entioned), questions of 

how
 and w

hen to use it are im
portant. If w

e im
pose an autom

atic sense- 
m

aking schem
e before learners have had the opportunity to fight their 

ow
n battles and develop their ow

n strategies, w
e m

ay depict the cross- 
cultural-understanding process as a sim

ple m
ap-plotting act. F

urther, 
w

hile the K
luckhohn m

odel is extrem
ely flexible, it is only a tool and de- 

pends on the quality of observation, quantity of know
ledge, and authenticity 

and variety of sources. T
extbook notes, already com

prom
ised by the out- 

sider's voice, w
ill undoubtedly produce the im

pression that cultures are flat, 
static, and hom

ogeneous and can be com
partm

entalized and classified neatly. 
M

oreover, since the m
odel is built on the notion of options and preferences, 

each option having m
any preference perm

utations, only the actual experience 
of m

any authentic H
ispanic voices can capture the internal dynam

ism
 of a 

living culture. 

. 
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C
ulture as C

om
m

unication and C
om

m
unity 

'7JJhe underlying goal of language learning Is com
m

unication. B
ut 

1b- w
hat puipose? ... T

o com
m

unicate effectively..., I m
ust learn about a per- 

son's background, values, w
heae he's com

ing from
." 

K
eshav, third-year S

panish student 

E
dw

ard H
all's m

essage in T
he Silent L

anguage is one foreign language 

teachers recite alm
ost as a m

antra: C
ulture is com

m
unication, com

m
uni- 

cation is culture (1959). Y
et, foreign language classroom

s m
ay be the only 

place in the w
orld w

here the tw
o are so unnaturally separated. W

hile all 

indications are that com
m

unication has taken hold as the direction in for- 

eign language classroom
s across the country, culture is still considered 

the "expendable fifth skill" (K
ram

sch, 1993, p. 1). T
he com

m
ent of a 

college freshm
an, Tim

, on the first day of his second-year S
panish class 

reficts m
uch the sam

e view
 of language and culture as divorceable enti- 

ties: I w
ould say that culture is interesting, but I'm

 really here to learn the lan- 

guage. I know
 that it's im

portant to know
 culture too, but I'm

 not sure it's 

going to help m
e speak the language. 

W
hile the foreign language classroom

 is the optim
um

 site for other- 

culture entry through the language, cross-cultural know
ledge and under- 

standing do not sim
ply and effortlessly accrue from

 language learning, 

arise autom
atically from

 contextualized 
language practice and com

m
uni- 

cative activities, or lie in a finite num
ber of language-use contexts. T

he 

process of com
m

unication has no m
astery end point. A

nd cultural con- 

texts, not stable sets of predictable circum
stances but fluid social con- 

structions, are created and shaped by people in dialogue and thus are of 

infinite constellations of place +
 situation + participants + roles +

 statuses 

+
 backgrounds +

 purposes +
 interactive sequences +

 tim
e +

 m
ode +

 genre 

+
 language code, and so on. K

ram
sch notes that language teachers and 

learners often overlook the fact that language in use both reflects and 

creates context: 

.conventioflal pedagogic practice tends to view
 context 

as a given, pre- 

existing reality that serves to disam
biguate the m

eaning of language 
form

s... B
oth teacher and learners tend to ignore the degree to w

hich their 

use of language constructs the very 
context in w

hich they are learning it 

(1993, p. 105). 
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T
hus, the answ

ers to teaching culture w
ill not likely be found in ex- 

portable "culture" m
aterials and product-m

easurem
ent devices but in our 

• 
ow

n reflection on H
all's tw

o statem
ents: C

om
m

unication is culture. C
ul- 

• 
ture is com

m
unication. Language is a product of culture; it m

ediates com
- 

• 
m

unication, but it is not itself com
m

unication. W
ithin every spoken ex- 

change and betw
een every w

ritten line beats the pulsating dialogue that 
is culture. A

s teachers of com
m

unication, therefore, our real aim
, to be 

shared w
ith students from

 day one, is to help students construct another 
cultural reality. A

nd this is only done through the culture's ow
n language 

tools. T
he N

ational S
tandards sum

m
arize the developm

ent of "C
om

m
u- 

nication" as "know
ing how

, w
hen, and w

hy to say w
hat to w

hom
." A

nd 
in a separate goal area, called "C

om
m

unities," the S
tandards speak to the 

notion of lifelong learning in the use of the language for personal enjoy- 
m

ent and enrichm
ent. T

his section w
ill focus on com

m
unication as culture 

and on grow
th of the cross-cultural m

ind in the "culture" of com
m

unity. 
In T

he G
reat G

ood P
/ace, R

ay O
ldenburg m

ourns the sacrifice to sub- 
urbia of the com

fortable and connective "third places" of A
m

erica's past 
• 

—
those places apart from

 hom
e and w

ork w
here people used to gather 

easily, inexpensively, regularly, and pleasurably just to talk (1989). T
hese 

learning places connect and unify people through the tonic of friendship, 
creating support netw

orks, fostering counsel and debate. In essence, third 
places are those environm

ents w
here com

m
unity happens. N

ot a place but 
an experience, com

m
unity is m

ade from
 conversation. A

nd conversation, 
both public and w

ithin each of us, is "our essential cultural inheritance into 
w

hose skill and partnership education initiates us" (O
akeshott, 1962, p. 198). 

T
o initiate our foreign language learners into the skill and partnership 

• 

of this cultural conversation, perhaps our first step m
ight be to recognize 

a distinction betw
een conversation and talk. A

lthough talk is required for 
conversation, m

uch talk is only that—
of and on the surface of life. A

nd 
m

uch talk in our classroom
s, w

here the air is achievem
ent and the m

easure 
of success is quantitative, is display talk, w

hose sole purpose is to dem
on- 

strate the degree of lexical and structural utterance-control a learner pos- 
• 

sesses at a given point in tim
e. C

onversation, on the other hand, is not 

alw
ays convertible to the hard currency of m

easurem
ent devices, for it is 

the shared experience of engagem
ent, connection, relationship, revelation 

of uniqueness. W
hile talk m

ay be m
em

orable to learners in term
s of a 

linguistic feat, conversation is substantively and em
otionally m

em
orable. 

Indeed, K
ram

sch suggests that m
uch ofclassroom

 discourse, constrained 
to superficial linguistic exchanges, sim

ply doesn't go far enough, does not 

I 
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begin to adequately exploit the range of contextual possibilities (1993, 
p.91). 

T
he W

hat, W
hen, and to W

hom
 

of the C
ultural C

onversation 

In spite of their other-language insecurities, foreign language learners 
find talk easier than conversation. A

s pure linguistic exchange, talk is 
non-threatening; it does not require personal investm

ent of the conversa- 
tion caliber. It does not involve the sam

e quality of substantive decisions 
regarding w

hat to say or w
hen to say it nor does it require the constant 

"to w
hom

" relational attention to the interlocutor that characterizes the 
nurturing give-and-take aspects of natural conversation. T

he follow
ing 

incident m
ay dem

onstrate that the decision of w
hat to say is not m

erely 
one of vocabulary and that the decisions of w

hen and to w
hom

 have tan- 

gled cultural roots and broad cultural consequences. 
A

 class of second-year Spanish students attended a dinner at m
y hom

e 
w

ith four H
ispanic students of different nationalities, including one recent 

arrival to the U
.S. Students grouped random

ly at three tables for dinner, 
although I asked the H

ispanic students to sit at various tables to foster 
conversation in Spanish. From

 the sounds of the voices, dinner conversa- 
tions appeared lively, the topics varied. H

ow
ever, at the end of dinner I 

realized that all conversation 
throughout the evening had basically been 

m
aintained by the sam

e handful of students; one table, at w
hich tw

o H
is- 

panics and tw
o U

.S. students w
ere seated, had been relatively silent. In 

casual exchange at the start of the next class, these tw
o students, Jennifer 

and K
risten, described their dinner "conversation" som

ething like this 
(reconstructed here from

 m
em

ory, in abbreviated form
, in E

nglish): 

Jennifer: I w
as sitting at a table w

ith K
risten and the tw

o C
olom

bians. 
T

eacher: O
h, great! So you got to know

 R
oberto and his sister Patricia. 

K
risten: Y

es, they w
ere nice. 

T
eacher: W

hat did you talk about? 
Jennifer: N

othing really. T
hey didn 't really ask m

e anything. 
K

risten: W
e all gave our nam

es and R
oberto talked a bit. H

e speaks E
nglish, 

too. Patricia didn 'I talk m
uch. 

T
eacher: W

hy? W
hy do you think she didn't talk m

uch? 
Jennifer: I don't know

. She w
as new

. M
aybe she w

as scared. 
T

eacher: Y
ou said they didn't ask you anything. W

hat did you expect them
 

to ask you? 

T
he C

m
ss-C

ujfural M
ind 

K
risten: A

bout life in the U
nited S

lates? I don't know
. 

T
eacher: W

ere you uncom
fortable speaking Spanish? 

Jennifer: N
o, I w

anted to practice Spanish but I didn't know
 w

hat to talk 
about. 

K
risten: W

e didn 't really know
 them

. It w
as a little uncom

fortable. 
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A
s the italicized statem

ents reveal, for som
e students, the act of "just 

plain conversation" as social activity can be uncom
fortable, not for the 

linguistic challenges, but for the dem
ands of constructing a relationship. 

For these w
om

en, it w
as the w

hat, w
hen, and to w

hom
 decisions that re- 

sulted in silence. R
egarding the w

hat to say, their com
m

ents reflect a 
stim

ulus-response view
 of conversation—

they had aw
aited their stim

ulus 
from

 the O
ther, w

hich didn't occur. B
ellah et al., in fact, observe that the 

particularly A
m

erican notion o the relationship betw
een Self and society, 

com
bined w

ith the gradual shift from
 a producer-based to consum

er- 
based econom

y, has grow
n a U

.S. culture in w
hich people's sense ofthem

- 
selves com

es to be centered around the "taking in" of objects, ideas, and 
im

ages w
hich are provided for them

, rather than the construction of these 
ideas and im

ages from
 only their ow

n experiences (1985, pp. 38—
39). T

his 
consum

er-oriented m
indstate often perm

eates classroom
s as w

ell, w
here 

students aw
ait to take in the instructor's planned activities, aw

ait their 
question and turn to speak, and talk for the approval of teachers rather 
than converse to build com

m
unity. In term

s of to w
hom

, the girls noticed 
that Patricia did not speak m

uch during the conversation, and they offered 
in explanation that she w

as "new
," possibly scared; yet, they had not felt 

responsible for bringing her into a group, had not desired to know
 her and, 

instead of perceiving a cross-cultural learning opportunity, had lim
ited 

the context to "w
hat does this new

 arrival w
ant to know

 about us?" 
Perhaps the w

hen of the young w
om

ens' silence is a cross-cultural 
study in itself. In U

.S. culture, the consum
ption of food tends to dom

inate 
the concept of dining; thus, once the food is consum

ed, the dining event 
is over. In H

ispanic cultures, how
ever, dining is a prem

ier social event 
im

bued w
ith interactional obligation. T

he custom
 of the sobrem

esa, an 
after-dinner chat that m

ay last hours, reflects a relational orientation and 
perception of Self that is O

ther-centered rather than O
ne-centered. 

Food 
is enjoyed in large part for the pleasure derived from

 the com
pany of those 

w
ith w

hom
 it is shared. A

nd it is in conversation that the com
pany of 

others is experienced 
in being. Indeed, if the culture w

e are teaching is 
one rooted in the value of friendship system

s and social relationships, such 

. 
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as are H
ispanic cultures, attention to the art of conversation m

ay result in 
the m

ost profound of all cross-cultural learning experiences. 

T
he H

ow
 and W

hy of the C
ultural C

onversation 

A
n exam

ple illustrates that the issues of how
 and w

hy are also not as 

sim
ple as they m

ay seem
. In a third-year B

usiness Spanish class in w
hich 

debate is a standard com
ponent, students had chosen to treat the topic 

"A
ffirm

ative A
ction" in a unit on H

um
an R

esources. T
he topic itself had 

prom
pted a great deal of pre-debate discussion—

how
 to express the U

.S. 

m
eaning in Spanish, w

hether the U
.S. m

eaning w
as transferable to the 

H
ispanic w

orld, and, finally, w
hether any current m

ovem
ents or legisla- 

tion in the H
ispanic w

orld w
ere directed tow

ard sim
ilar aim

s or derived 
from

 com
parable conditions to those of the U

.S. T
o find answ

ers to their 

questions, students consulted H
ispanic new

spapers, m
agazines, and offi- 

cial docum
ents via the Internet. T

hey found that the advocacy of "legal- 
ized preferential treatm

ent" w
as an issue being debated in m

any H
ispanic 

countries, particularly in docum
ents from

 C
hile, C

olom
bia, M

exico, Peru, 
and Spain, and that its m

eaning appeared m
ore (though not exclusively) 

em
bedded in discussion of the rights of w

om
en and handicapped than in 

issues of race, ethnicity, or cultural group. T
heir reaction to the language 

of these authentic texts, how
ever, produced its ow

n culture lesson. Som
e 

supporters of affirm
ative action expressed outright anger at the Spanish 

term
 used throughout the docum

ents, discrim
inación positiva, and ob- 

jected to the constant use of w
ords such as preferencial, w

hose direct 
translation to E

nglish evoked quite negative connotations for them
. A

fter 
m

uch (at tim
es, tense) discussion am

ong students, one A
frican A

m
erican, 

H
enry, captured the dilem

m
a: It w

as not the Spanish w
ord he rejected; 

rather, it w
as having to use this Spanish w

ord to describe the unique U
.S. 

condition. H
e loudly proclaim

ed to the class (translated here)t 
I'm

 not going to use the term
 "discrim

inacion positiva." It's not the sam
e. 

T
he only term

 t cart use to debate affirm
ative action in the U

.S. is "affirm
- 

ativé action." H
ere, the situation is different. I can't translate the situation 

here into another language w
here the situation is different. 

H
enry had m

ade a significant cross-cultural observation: the difficulty and 

deceptiveness of trying to express one society's history and cultural perspective 
through the language created by another society to express its ow

n, different. 

perspective and condition. Indeed, this pre-debate discussion had afforded the 
class sm

e insight into com
m

unication: T
he real how

 of com
m

unication is not 

Ii 181 
ripe for picking at the surface level of w

ords and gram
m

atical structures. It 
resides in the cultural m

ind. 
T

his sam
e debate also produced cross-cultural observations regarding 

the w
hy of com

m
unication. Structured to provide opportunities for both 

rehearsed and spontaneous speech, the actual debate had presentational 
and interactive phases. In the presentational phase, each side had the op- 
portunity to present rehearsed argum

ents. Students w
ere told they w

ould 
receive a baseline grade on this com

ponent that considered quality of both 
content and expression—

in other w
ords, use of vocabulary and gram

m
ati- 

cal accuracy w
ould be evaluated in this rehearsed segm

ent (a reading of 
notes w

ould incur an autom
atic 20-point deduction). W

hen both sides had 
given their argum

ents, the interactive (or w
hat students have term

ed the 
"ataque") phase began. Students received one point added to their base- 
line scores for each substantive and com

prehensible contribution to the 
argum

ent, regardless of the gram
m

atical and lexical accuracy of their ex- 
pression. H

ow
ever, each contribution had to be either (I) in response to 

a particular m
em

ber of the opponent team
 and prefaced by a sum

m
ary of 

w
hat she or he had said (for exam

ple, "John, you said that 
or "W

hen 
you said that ... did you m

ean..?") or (2) connected to the topic of a 
previous speaker, w

ith such gam
bits as: "speaking of..." or "regarding 

the aspect of 
T

his protocol w
as to encourage good listening and con- 

firm
ation of student—

student com
prehension, foster conversational con- 

nection, and discourage student delivery of pre-planned decontextualized 
statem

ents. Further, students w
ere inform

ed that I w
ould neither m

ediate 
the conversation for them

 nor provide w
ords for them

 unless deem
ed es- 

sential. In m
ost cases, students had to find a w

ay to rephrase w
hat they 

w
anted to say w

ithout depending on the instructor as "dictionary." T
his 

debate form
at has proved m

otivating to students w
ho not only invest in 

careful pre-debate preparation and research but becom
e fully engaged in 

spirited discussion that does not close sim
ply because a class session ends. 

A
lthough som

e students participate m
ore than others in the interactive 

phase, in the debate of "A
ffirm

ative A
ction" in this B

usiness Spanish 
class, I had noticed that one ordinarily outspoken student, R

obert, w
ho 

had delivered a very cogent and persuasive argum
ent in the presentational 

phase had becom
e suddenly silent during the interactive phase, in spite of 

subtle attem
pts to coax him

 into the conversation. A
fterw

ards, I praised 
his presentation and inquired as to his silence during the discussion, H

e 
replied (sum

m
arized here in E

nglish.): 

T
he C

m
ss-C

ulture/ M
ind 

4 



182 
V

icki G
allow

ay 

W
hat's the use? H

ere, everyone w
as arguing from

 their em
otions, arid som

e- 
tim

es they w
ere even repeating 

them
selves. A

fter about 
tO

 m
inutes I de- 

cided I w
asn't going to participate 

anym
ore- It w

as obvious I w
asn't going 

to change anyone's m
ind, A

nd if I w
asn't going to be able to change any' 

one's m
ind, w

hy should I even bother discussing the topic? I don't under' 
stand the purpose of expressing m

y ideas if nothing is gained by ii. 
R

obert's com
m

ent reveals the w
hy of conversation from

 his U
.S. per- 

spective and thus exposes som
e vast cultural differences: the U

.S. view
 

of doing m
otivated by purpose and resulting in ends, products, accom

- 

plishm
ents vs. the H

ispanic view
 of being that revels in the experience 

itself; the U
.S. view

 of Self as O
ne-defined vs. the H

ispanic view
 of Self 

as O
ther-joined. Indeed, H

ispanic students debate issues freely and con- 

stantly and are often very surprised at U
.S. students' reluctance to involve 

them
selves in such conversations, at their lack of expressed opinion or 

preference (often interpreted as being uninform
ed), or at their frequent 

bland rejoinder "jqué interesantel" K
ram

sch m
akes a sim

ilar observation 
of U

.S. learners of G
erm

an—
that U

.S. students are generally m
uch less 

seriously com
m

itted to defending their opinion than G
erm

an students 
w

ould be in a G
erm

an academ
ic context, w

here opinions are m
ore likely 

to be personal stands that are w
orth justifying and defending. H

ow
ever, 

she connects this causally to the classroom
, w

here she concludes that 
"foreign language teachers generally shy aw

ay from
 too conflictual a 

clash of opinions, especially if they pertain to sex education, religion, or 
politics" (1991, p. 85). R

obert's com
m

ents reveal a different, deeper ex- 

planation for his reticence—
a cultural explanation that had been exposed 

through dialogue. Indeed, culture learning is all about dialogue. 
R

obert had vow
ed at that m

om
ent that he could not change. N

o one 
w

ould ask him
 to. C

ross-cultural understanding does not involve aban- 
donm

ent of one's ow
n cultural psyche, the substitution of another system

 
of values, or even necessarily the adoption of other behaviors. Y

et, in the 
intim

ate confrontation of this cultural conflict, R
obert did change. tie 

becam
e m

ore conscious of his ow
n culture as his; and by seeing it as 

separate and identified, he w
as able to tuck it back a bit as safe and un- 

threatened in order to "risk" m
ore com

fortably trying out a different role 
for him

self. H
e had also apparently begun a cross-cultural dialogue w

ith 
him

self: R
eflecting on a second debate, in w

hich he w
as able to do som

e- 

thing he had previously found nonsensical, he created his ow
n sense of 

"w
onderm

ent." In his final course evaluation, he com
m

ented: 
T

he second debate w
as m

ore fun, m
aybe because I talked m

ore. I tried to 

im
agine m

yself in a H
ispanic context throughout and, even though the topic 

w
as one I felt very strongly about, I didn't think in term

s of changing peo- 
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pie's m
inds. I focused instead on how

 I clarified m
y ow

n thoughts and 
expressed m

y ow
n ideas and it felt good. I'm

 not sure I'm
 able to achieve 

another's outlook because! still w
as not that interested in the unconvincing 

argum
ents of those on the opposing side, but I think I did show

 respect for 
their ideas (and for the debate tselo by participating and responding. O

K
, 

so there is som
e fun in "conversation." I adm

it it. B
ut I w

onder if it's just 
m

y ow
n ego gratification??? 

If our aim
 is to help students understand w

hat it m
eans to be in those 

cultures w
here third places are active in the m

ind, w
e w

ill need to create 
this culture in our classroom

s. A
nd if w

e view
 grow

th of the cross-cultural 
m

ind as a lifelong process, w
e w

ill w
ant to use dialogue to dig into the 

big issues of com
m

unication. C
ertainly, our m

ission is too im
portant to 

define the com
m

unication—
culture connectionsolely in term

s of the teach- 
ing of discrete sociolinguistic protocols, too com

plex to view
 culture as 

sim
ply the content of discussion, and too urgent to treat culture m

erely as 
a set of stock "contexts." C

ross-cultural situations are everyw
here in the 

foreign language classroom
. W

hile at every m
om

ent, in every exchange, 
our culture's assum

ptions speak our m
inds, it is only constant dialogue 

that truly opens them
, 

D
ialogic C

om
m

unities 

D
ialogue as w

hole-class reflective discussion, according to W
ells, not 

only fosters the developm
ent of the collaborative ethos of a com

m
unity 

of inquiry, it also provides the setting in w
hich know

ledge is co-constructed, 
as students and teacher together m

ake m
eaning on the basis ofeach other's 

experiences (1994, p. 19). B
ut can there also be dialogue places outside 

the classroom
? C

an the Internet's "electropolis," for exam
ple, serve as a 

third place for building com
m

unity in exchange, a safe haven for reflec- 
tion and conversation? (See L

ee, this volum
e.) A

s an adaptation of the 
dialogue journal, students at all levels of language study m

ay participate 
in cross-cultural reflection via a cyber-journal, once a w

eek sharing their 
cross-cultural reflections via e-m

ail or chat room
 form

ats w
ith a group of 

classm
ates. In such cyber-interaction, students can explore different cul- 

tural topics w
ith each other, share im

pressions, reactions, interpretations 
of literary w

orks orjournalistic readings, discuss research data, even cor- 
rect each other's Spanish. Y

et, w
hile "cyber-conversing" in w

ritten form
 

allow
s learners the opportunity to attend to the linguistic aspects of their 

m
essages, it should not be confused w

ith the self-investm
ent process of 

w
riting; and w

hile the e-m
ail form

at allow
s the transfer of m

essages 
sw

iftly from
 one party to another, it should not be confused w

ith the spon- 

A
. 

S
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taneous, participatory, turn-taking process of face-to-face conversation. 
T

he• w
ritten dialogue of the Internet, a series of m

essage-retrieving and 

-packaging acts, builds its ow
n type of com

m
unity. Students feel they are 

talking to each other, yet in a m
ode that allow

s them
 unpressured tim

e to 

think about their ideas. A
s one first-year student rem

arked (translated 
here): 

I like to com
m

unicate via e-m
ail 

because I can talk about a lot of things. 
and I'm

 not scared. I can use the dictionary if needed. A
nd I can think about 

m
y ideas and those of others. 

In the dialogue of the cross-cultural classroom
, it w

ill be the experience 
of interacting w

ith authentic texts that w
ill provide the richest source of 

input for learners' cross-cultural discovery. Indeed, if there is one w
ord 

that captures the essence of our m
ission in grow

ing the cross-cultural 

m
ind, it is "authenticity," for no am

ount of know
ledge or pedagogical 

expertise can capture on the bridge of anecdote the dynam
ism

, inner di- 

versity, and internal logic that lies behind the boundary of another reality, 
as the voices of those w

ho live behind that boundary. A
s they approach 

authentic texts, learners w
ill require support and guidance not only to 

separate their ow
n culture's voices from

 the voices of the target culture, 
but to sort the voices w

ithin the target culture—
groups from

 groups, group 
from

 individual—
to experience the com

plexity and uniqueness of each 
culture, and of their ow

n. T
hrough authentic voices from

 a variety of 

disciplines, the language and culture are experienced as one. T
hrough the 

continuous connection of these voices, know
ledge is broadened, deep- 

ened, refined, reconfigured for application to new
 problem

s. 
A

nd in the cacophony of voices there is yet another type of dialogue 
to be nurtured: introspective dialogue w

ith oneself. W
hile the dialogic 

exchange of m
eaning characteristic of oral speech is ideally suited to col- 

laboration, it is w
riting that enables the self-dialogue of reflection and 

im
agination. R

eflective w
riting, as the ultim

ate thinking device, allow
s 

learners the opportunity to explore their ow
n perceptions, reinterpret ex- 

periences, envision alternatives, create new
 self aw

areness. T
he constant 

interaction of all these dialogue m
odes, each one contextualizing the 

other, each one challenging assum
ptions, each one consolidating, stretch- 

ing and connecting to the other, grow
s the cross-cultural m

ind. 
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C
onclusion 

T
his chapter has suggested a new

 concept of m
ission in the classroom

 
that derives from

 view
ing ourselves first and forem

ost as teachers of cul- 
ture. A

s learners enter new
 places w

ith their ow
n culture's baggage, it w

ill 
be our task to help them

 identify it, claim
 ow

nership of it, turn back to 
deposit it, and enter anew

. T
his is, indeed, a never-ending proeess—

one 
w

hose value lies less in the com
pleteness of the know

ledge gained than 
in the strategic thought exercised, the im

agination and resourcefulness 
cultivated. E

ach visit w
ill be an aw

akening, producing new
 know

ledge 
and connecting it to the know

n; each w
ill bring learners closer to pulling 

from
 the internal logic of another culture; each w

ill expose new
 conflicts 

and am
biguities, provoke new

 w
onderm

ent; and each w
ill afford learners 

a sharper vision of them
selves. In the know

ledge of our boundaries lies 
the recognition that w

e are all different. 
In our cross-cultural m

inds lie 
our bridge to understanding. 

N
otes 

'T
he text translates roughly as follow

s: 
A

n unyielding jobl that of creating m
yself in m

y ow
n im

age/ each tim
e w

ith each w
ord 

pronounced: 
postprandia/ 
subsequently 
A

nd to w
rite finally w

ith w
ill/ the fourteen letters of m

y nam
e! and above! the w

ord 
freedom

 
2T

ext translates roughly as: "N
ot punctual" m

eans not responsible, w
hich m

eans unm
o- 

tivated, w
hich m

eans w
ithout goals, w

hich m
eans lack of interest in the future, w

hich m
eans 

im
m

aturity. 
"P

oor" m
eans he has no m

oney, w
hich m

eans he has few
 things, w

hich m
eans he has no 

education, w
hich m

eans he w
orks w

ith his hands, w
hich m

eans he's never going to be 
successful. 

3T
ext translates roughly as: 

U
.S

. 'A
nglo" voice, in unison 
Inalterable 

schedules 
the alarm

 clock m
echanically aw

akens 

C
hicano voice, in solo 

the crack of daw
n 

(w
hat size is tim

e?) 
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ou, w

hat's your nam
e, ... 

.. 
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exicano, latino, 
M

es kin, skin, M
a-guy, M

et-A
m

. 
Latin-.4n,erican M

exican A
m

erican 
C

hicano, 
you, of tepid eyes ... 

... like the color of the earth, 
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your sack of cotton—
a hundred pounds 

that on S
aturdays 

- 
- - - are changed 

into your pittance 
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you, w
ith the new

 blue-jeans, 
seem

 to return every year ... 
... like an elem

ental force, 

transitory—
 

... rooted betw
een the ser and estar of... 

an itinerary 
Y

ou're a drudge,... 

you're just passing through. 

you w
eigh 

r P
t 

p 
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