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Editor’s Introduction

John Gruber-Miller

It is surely no coincidence that the three articles in this issue of Teaching Classical Lan-
guages address hot topics in both classical and modern language education: reading, bridging the
gap between beginning and advanced level courses, and assessment. After many years focusing
almost exclusively on oral communication, some modern language educators have realized that
the pendulum may have swung too far and that their students have not been afforded the opportu-
nity to receive authentic cultural discourse through the written word. In the last decade, Richard
Kern, Hiram Maxim, Janet Swaffar and Katherine Arens have written key works that stress the
importance of reading as a crucial component of language acquisition. Reading, they argue, is an
excellent way to introduce language learners to authentic cultural discourse and to increase the
range and quality of input they may receive from exclusively oral sources. Moreover, reading
authentic texts is possible even in beginning language courses and does not need to be postponed
until intermediate or advanced levels.

For Classicists, it may be only too easy to respond to this swing of the pendulum by say-
ing, “I told you so.” Latin and Greek teachers have long advocated reading as the primary goal for
their students. But have we done a good job teaching our students to read the sophisticated texts
that have been preserved for us in medieval libraries? In “Exercises for Developing Prediction
Skills in Reading Latin Sentences,” Rebecca Harrison offers a thought-provoking article that en-
courages Latin (and Greek) teachers to rethink how we teach grammatical concepts in elementary
Latin. Many of us, she argues, unconsciously teach Latin grammar through English word order
rather than teaching new concepts through Latin word order from the earliest stages of learning
the language. Offering more than twenty different exercises, she provides Latin teachers a wealth
of strategies to help students to read in Latin word order and to utilize what comes early in the
sentence to predict what types of grammatical constructions are likely to come as the sentence
unfolds.

A second topic that has long been an issue for language educators is the bifurcation of
the language curriculum between elementary classes that emphasize grammar instruction and ad-
vanced level courses that focus on the interpretation of texts. Recently, the MLA (Report on For-
eign Languages and Higher Education), Heidi Byrnes and others have deplored this divide between
“skills” and “content,” between “language” and “literature.” In “Form-Focused Teaching for the
Intermediate Latin Teacher,” Peter Anderson and his student Mark Beckwith report on experienc-
ing this same divide in the Latin curriculum at Grand Valley State University. Beckwith writes, “It
was as if we could guess what the text was saying, but had forgotten why — when the meaning was
obscure we did not have the resources to elicit meaning through grammar immediately at hand. By
focusing on interpretation it seemed that a certain amount of grammar was lost.” In order to find
a balance between grammar and interpretation, the two authors developed exercises for intermedi-
ate Latin students that provide a proactive review of specific grammar and then integrate grammar
within the context of reading and interpreting texts from Seneca, Catullus, and Caesar.

Finally, as pressure from the U.S. Department of Education to assess our students’ progress
filters down to the Higher Learning Commission and state and local school boards, we all reluc-
tantly follow the lead of administrators and wonder whether all this culture of assessment will lead
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to better teaching or learning. Exams such as the College Greek Exam, however, offer college and
university Classics departments a tool for assessing their students’ progress across institutional
boundaries. In “The 2010 College Greek Exam,” Albert Watanabe offers readers of Teaching
Classical Languages a snapshot of what our students are capable of doing at the end of the first
year of Greek, analyzing their strengths and weaknesses. More importantly, an exam like the Col-
lege Greek Exam may also give some indication of what structures students are likely to master
first and provide reassurance to learners and instructors that certain more difficult structures will
develop later in their study of Greek. In short, we should not always cast the evil eye on assess-
ment; tools like the College Greek Exam may be able to offer us insights into our own programs
as well as typical patterns of progress across institutions.
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Exercises for Developing Prediction Skills in
Reading Latin Sentences

Rebecca R. Harrison
Truman State University

ABSTRACT

Grammar exercises in Latin textbooks, even those using the reading method, do not always give
students the most effective practice in developing the skills needed for reading Latin sentences. A
growing trend in Latin pedagogy is an emphasis on reading in Latin word order in order to form
understanding and make appropriate predictions as one reads. This requires a shift in focus from
what we want students to know to what we want students to be able to do. The basis for this more
functional perspective on grammar and its interdependent relationship with meaning and vocabulary
is provided by research on the process of reading and on second language learning. The following
article analyzes examples of typical textbook exercises and presents some alternative types of ex-
ercises that develop these predictive reading skills. I also give some guidelines for evaluating and
sometimes adapting existing exercises in textbooks or creating new ones.

Keywords: grammar; second language learning; reading process; pedagogical theory and teaching
practice; expectations; novice and expert; Subject-Object-Verb languages

INTRODUCTION

If the primary goal of learning Latin is to read it fluently, how should textbook authors (and
teachers) design exercises that prepare students to develop the necessary skills for reading? Some
exercises, even in reading method textbooks, follow traditional patterns, which are often based, in
fact, on English word order and English sentence patterns rather than Latin. Let’s look at a typical
exercise designed to practice prepositions, in particular in with the ablative and accusative (Balme
and Morwood 1996, 117: Exercise 5.6):

Fill in the blanks and translate.

1. Flaccus et filius in agr laborant.
2. puellae in vi__ lidunt; Scintilla eas in cas _ vocat.

In both sentences, students are given the preposition and the verb and are asked to fill in
the ending on the noun object. What is this exercise asking students to do? Note the position of the
blanks in these exercises: they are not at the end of the sentence. Because one needs information
one does not yet have, they require the student to read on ahead to the verb and then to backtrack to
fill in the ending on the noun object of the preposition. In fact, what the exercise does is reinforce
English thought patterns of using the meaning of the verb (motion or rest) (and the context of the
first clause in number 2) to interpret the meaning of the preposition (location or movement across
a boundary). Thus, it reinforces a “reading” method of jumping around to seek and find the words
in English word order—what Hoyos calls a “decoding” type of translation rather than actually
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reading for meaning in Latin word order (Hoyos, esp. 126-127). In short, this type of exercise does
not develop in students the ability to create meaning and predict as one reads; instead, it reinforces
student behavior to read in English word order. It is essentially asking the wrong question for read-
ing Latin.

Instead of asking students to fill in the noun object ending, then, one can give the complete
prepositional phrase and ask them to choose the kind of verb that meets their expectation and com-
pletes the meaning of the sentence.

Exercise 1

in casam A) iacet B) festinant
in horto A) sum B) venio

in casa A) sedés B) redit

in agro A) est B) intrd

in agrum A) manémus B) festinamus

In Exercise 1, the first example, in casam, requires a verb of motion, whereas the second,
in horto, requires a stationary verb. Students cannot answer this exercise correctly by just translat-
ing meanings of the words; they have to process the case forms and use this information to form a
prediction, as they would do in reading Latin. In fact, this word order—prepositional phrase before
the verb—occurs 87% of the time.! Consequently, new readers of Latin need to experience this

word order in order to process, interpret, and read Latin sentences in order. For example (Caesar
B.G.V.38.1):

hac victoria sublatus, Ambiorix statim cum equitatu in Aduatucos
qui erant eius regno finitimi, proficiscitur.

The prepositional phrase (in Aduatucos) comes before the verb (of motion: proficiscitur),
which comes at the end of the sentence. This sentence, with its intervening relative clause gov-
erned by a stative verb (erant), can confuse those students who follow the “look ahead for the
verb” translation method. What students need to be able to do in reading sentences like this is to
associate the accusative form of the object of in with movement (“into”) and to predict a verb of
motion accordingly. The fact that Latin sometimes omits the verb (of motion) altogether in this
context—where there is in plus an accusative object—demonstrates that this is exactly what Latin
readers did: anticipate the kind of verb, namely a verb of motion (for omission of the verb, see
Guiraud 345; Furneaux 53).

Similarly, an ablative object requires an association with location (“in”’) and prediction of
an appropriate kind of stative verb. For example (Caesar B.G. 1. 24.3):

sed in summo iugo duas legiones quas in Gallia citeriore proxime
conscripserat et omnia auxilia collocari, ac totum montem homini-
bus compleri, et interea sarcinas in unum locum conferri, et eum ab
eis qui in superiore acie constiterant muniri iussit.

1 In asample using Caesar B.G.VI, in + accusative came before the verb 91% of the time and in + ablative 81%.



Teaching Classical Languages Fall 2010
Harrison 3

Note that in this case the “verb” is actually an infinitive, twelve words later (but not at the
end of the sentence) with an intervening relative clause again, making it difficult for those hunting
for the verb. Given that these two constructions (infinitive + accusative and infinitive + ablative)
are pretty evenly split in Latin,? there is no “default” that students can assume. If anything, students
will tend to assume “in” (location) as the default because the Latin word “in” appears similar to
English “in” and is often the first translation given in textbooks. Therefore, the preposition in with
the accusative needs particular practice. Note that Exercise 1 above, giving a prepositional phrase
and asking for a verb, also helps form the association of prepositional phrases as adverbial phrases
with verbs rather than as adjectival phrases with nouns, as is sometimes the case in English. That
is, a prepositional phrase in Latin usually predicts a verb, and one should translate it with the verb
in Latin, not with a preceding noun, e.g. “the girl in the garden,” as one might do in English.?

As we saw above, grammar exercises in Latin textbooks, even those using the reading
method, do not always give students the most effective practice in developing the skills needed
for reading Latin sentences in order. Yet an emphasis on reading in Latin word order helps those
learning Latin make appropriate predictions as they read and comprehend the text more efficiently.
But teaching students to read this way requires a shift in focus from what we want students to
know to what we want students to be able to do. After offering several more ways to predict verbs
of motion or location, I explore the basis for this more functional perspective on grammar and its
interdependent relationship with meaning and vocabulary by reviewing the relevant research on
the process of reading and on second language learning. In the second half of the article, I analyze
typical unsuccessful reading strategies and present concrete examples that will help teachers and
students develop these predictive reading skills. I also give some guidelines for evaluating and
sometimes adapting existing exercises in textbooks or creating new ones.

ADDITIONAL EXERCISES PREDICTING MOTION OR LOCATION

Associating form and function

As we saw in the introduction, students need to have an understanding of the concept of
motion or location associated with each form, accusative and ablative, in order to predict what
type of verb will follow. An effective way of practicing this association is through exercises using
pictures that require matching the prepositional phrases with their respective concepts of motion
or location.

2 The accusative in fact was slightly more common in the same sample: 56% accusative and 44% ablative.

3 My thanks to Glenn Knudsvig (at the National-Louis University and Illinois Classical Conference Latin Pedagogy
Workshop) for giving me the explicit explanation for what I had learned intuitively.
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Exercise 2*
Choose the picture that matches each phrase.

1. in agrum in agrod

A. B.

2. in aqua in aquam

3. in casam 1n casa

e

-

4

4 Pictures for IIA and IIB from Wright 113 and 82; IIIA from Balme and Morwood 1990, 7; IIIB adapted from
Traupman 1989, 89. I used the first edition of the OLC because those illustrations are black and white. Black and
white line drawings (in .gif rather than .jpg format) are often better than color pictures for focusing on specific aspects.
Wright’s book has a good collection of pictures (which can be used for educational purposes) designed for foreign
language teachers. Traupman’s Latin Is Fun also has good pictures; see 85-86, 88-91 for prepositions. See also Orberg
and Ur. Ur includes some pages of materials that can be reproduced for classroom use; most of the activities are de-
signed more for active production of forms.
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One can show the actual movement (or rest) with a SMART board (a SMART board file is
available on the TCL website) or using American Sign Language. One can make separate picture
and prepositional phrase cards and use them to play a matching game or create a SMART Note-
book activity version. One can also ask “yes/no” or alternative questions about a picture (e.g. 1.1
and 2 above) or based on a reading. For example:

ambulatne in agro? (an in agrum?)

These short questions give students lots of concentrated practice on the desired grammar
point. The ease in grading allows quick and ample feedback, whether by answer keys, in-class
correction, self-correcting on-line exercises, or teacher corrected homework. Note that the exer-
cises focus on one concept and that the correct answer depends on the proper interpretation of the
grammar. They do not allow students to “guess” using meaning clues from word meanings alone
or other parts of the sentence, which defeats the purpose of predicting. The exercises above focus
attention on the form and the direct association of the form with the concept in a way that does
not require translation or grammatical terms. English translations may be ambiguous, especially in
this example, since “in” is often used for “into.” While knowledge of grammatical terms is impor-
tant for discussing grammar and using reference books, these terms are often better used after the
concept has been understood and the association of the form with the concept has been achieved.
Trying to add an intermediate step of identification of a grammar term not fully understood by
some students in addition to a new Latin form can be another hurdle for some students, while other
students can treat the term identification as an isolated mechanical exercise. The use of pictures is
also helpful in developing conceptual understandings that move beyond memorized translations
and provide practice in requiring making appropriate choices (the equivalent of “in” vs. “into”).
Because of this, the prediction and picture matching exercises enable the teacher (and students) to
determine, in a way that one cannot always do from grammatical labels or ambiguous translations,
whether the students really understand the concept. In a similar way, students can translate ab and
ex and dé as “from” without really understanding the difference.

As another type of exercise developing prediction skills, one can have matching question
and answer sets or multiple choice answers. For example:

Exercise 3

Match each question with the appropriate answer.

Ubi iacent rosae? A. in templa
Unde festinant? B. in via
Quo festinant? C. e turba

Note that this exercise reinforces the importance of the concept of motion vs. location in
that Latin also has different interrogatives (ubi vs. quo) for the different concepts, with the added
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distinction here of motion “from” (unde) vs. “(in)to” a place. English tends to just use “where” for
all three; the older “whither” and “whence” have pretty much dropped out of use. If the students
have not had all the different Latin interrogatives yet, the teacher can provide the meanings orally
or in writing. Again, the exercise requires attention to and use of the case endings and cannot be
answered by just translating the phrases, since, for example, either “in the temple” or “in the road”
seems to make sense for the first exercise question above.’

Exercises requiring the production of forms

Research indicates that exercises that require students to process forms in meaningful con-
texts, that is, do something with a given text (like those suggested above), rather than actively
produce new forms (like the fill in the ending), yield better results when students are tested later
for interpreting the meaning of texts and equal results when tested for the production of forms (Lee
and VanPatten 94-95, 102-103, 107-108). Thus, exercises with pictures or choosing correct an-
swers, which involve associating the given form directly with the concept, are a good practice kind
of exercise for students in the learning stages of forming connections between morphological form
and meaning. Textbooks, however, often include exercises on new material that require students
to actively produce the new forms. Lee and VanPatten describe the early use of such production
exercises as “putting the cart before the horse” (95). Exercises of this kind, such as translation from
the first to second language or fill in the blank, requiring the production of the forms are better for
a somewhat later stage, ideally after the concept is well understood. Production exercises at this
later stage that allow students to actively practice the material in meaningful contexts facilitate
the process of testing mastery of the material and moving it from working memory into long-term
memory.

The typical form production exercises, besides the kind of fill in the blank noun ending
exercises discussed above and drill exercises, are translation from English to Latin. For example:
(Balme and Morwood 1996, 117: Exercise 5.7):

Translate into Latin.
The farmer calls the boys into the field.

The use of “into” may itself be artificial, however, since “in” is often used for “into” in
English and is (re-)interpreted based on the context. Thus, the English sentences for translation
require the use of “into” vs. “in” or other context (such as a previous sentence in OLC, Ex. 5.6 #2
above) in order to clarify the concept desired. Thus, these exercises do not help “relearn” “in” as
sometimes associated with the concept of motion as effectively as the other kinds of non-English
exercises do. Translation of complete sentences, moreover, does not focus on one aspect of gram-

mar or syntax, and so there is less practice on the target topic.

5 One can make up these kinds of predictive exercises by going through the texts in the book and picking out the
prepositional phrases and the verbs; then add an alternate choice of the opposite kind of verb. See Appendix 1 for a
list of sample places and verbs by type that can be used to create exercises like this. One can also take exercises in
the textbook like the first example from the OLC above and fill in the ending on the noun object and give choices of
verbs. If necessary, one can mix the places and verbs from other sentences (so that the students do not get the answer
from the original exercise).
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One can avoid these problems and can keep the focus on Latin by having students write

their own answers to questions (using pictures or based on a reading or more personal interest if
desired), for example:

Exercise 4

Ubi ambulat?

Ubi habitas? (e.g. insula; deversorium [dormitory]; casa)
Quo 1vist1? (bis? 1re vis?)

These kinds of questions can be used as good review exercises in association with related
topics. For example, one could practice new material, such as the verb ed (as in the last sentence of
Exercise 4) or time constructions, using the new material in the question, but asking for the answer
in Latin of the older material.
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THEORY: PREDICTION AND THE READING PROCESS

The reason for using these kinds of exercises—emphasizing the association of a grammati-
cal form with its meaning by focusing on a particular form in a limited but meaningful context—is
based on research on the process of reading and on second language learning. Reading is a process
involving several aspects. The first is the recognition of individual words and forms. These must
be interpreted and grouped together into meaningful units, such as noun phrases or prepositional
phrases, a process that is done sub-consciously, as one reads in order, even before the end of
the sentence (see e.g. Johnson 19; Grabe 200-206). That is, text is comprehended in meaningful
chunks as one reads, and correctly reading individual words does not automatically lead to mean-
ing (Smith 96-99, 33-34). It is grammar and syntax that enable the reader to know how to inter-
pret the individual words and to integrate them to form meaning (Grabe 200-206). Thus, as Koda
points out, knowledge of forms (i.e. recognition and even identification) is not the same thing as
knowing how to use this knowledge (9-10). Traditional grammar drill exercises often emphasize
the first step, recognizing (and producing) and identifying forms, often in isolation. Thus, students
can learn to treat these isolated grammar drill exercises as mechanical and as an end in themselves
rather than as a means to comprehension. Recent studies emphasize the need to practice the pro-
cess of associating the form directly with its meaning (in meaningful context), until the connection
becomes automatic (e.g. Larsen-Freeman 258-260, McCaftrey 2006, 115-116 and 124-125).

The problem with overemphasis on the first aspect, especially identifying forms in isola-
tion, without enough practice of the second skill (associating form with meaning) is illustrated by
my discovery that some of the intermediate Latin students in my class could give paradigms of
forms, but could not identify the case names of the forms or their functions and they could not ap-
ply this knowledge in translating. Since then, I have at least asked the students to label the cases
and/or their possible functions (or give an example of its use) for nouns or translate conjugated
verb forms. Similarly, many of us have probably had students correctly identify the function of an
underlined word in a passage as, e.g. a direct object, but not translate it as such in their translation
of the passage. It is possible to recognize the student who translates a sentence, then identifies the
function of a particular word based on how they had translated it, and as a result identifies it as
the case with that function, even when that ending did not match their correctly labeled paradigm
earlier in the test. They did the process backwards, or rather, they did what they have learned to do
in English, where the identification of the part of speech and function of a word may depend on
how the word is used in that sentence. Larsen-Freeman calls such knowledge that can be recalled,
as on quizzes, but cannot be transferred and applied as “inert” knowledge (Larsen-Freeman 258).
This kind of knowledge alone can also result in such things as putting noun endings on verb stems
or vice versa.

Grammar is relational

This understanding of the reading process leads to a new perspective on grammar and
syntax. Grammar is often thought of in descriptive terms that emphasize identifying and catego-
rizing things into separate boxes, €.g. noun, accusative, direct object. Many grammatical defini-
tions are themselves descriptive, e.g. a noun names a person, place, thing, or idea.®* When viewed
in terms of the reading process, grammar and syntax are better viewed in terms of indicating

6 Cf. Donatus Ars Minor (Keil v. 4, p. 355): “pars orationis cum casu corpus aut rem proprie communiterve signifi-
cans.”
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relational functions, relating words and ideas, rather than separating things. Grammar shows
how the different words in the sentence relate to each other to create meaning. It is “the glue that
holds sentences and texts together and specifies how the content is to be understood” (Grabe 37).
Thus, grammar is more than memorizing and identifying forms, and teaching reading involves
teaching the skill of interpreting and using the grammatical information in meaningful contexts
(Larsen-Freeman 255). Another way of thinking about it is to think in terms of what one wants
students to be able to do, rather than to know. A better definition of a noun, then, for reading is a
functional definition: a noun is a word that can be used as the subject or object (or other “noun”
function) in a sentence (compare Knudsvig and Ross 28-29). This functional kind of definition
helps students deal with such things as infinitives and gerunds. Compare Ruebel’s adverbial
functional approach to ablatives (especially 58-61) and Appendix 2 giving a graphic presentation
of the parts of speech.’

One reads, then, using grammar and syntax to interpret and create meaning as one goes, in
order to predict what will come next, and one uses these predictions as an aid in reading, i.e. under-
standing, what comes next, including interpreting ambiguities, which are a natural part of language
(Knudsvig and Ross 33-34). For example, in this context, if one saw “lead,” one would probably
think of the verb rather than the chemical element. Similarly, when reading a narrative passage of
Caesar, one would probably interpret vis as the noun, rather than the second person form of volo.
Because of the ambiguities in language, meaning is more than the sum of the individual words
(Smith 29-31, 36-40). One uses the cumulative previous meaning and predictions from these to
help resolve subsequent ambiguities, such as the form féminae. That is, prediction based on group-
ing words to create meaning tells the reader what to expect and what one needs to look for to help
resolve ambiguities (Smith 81, 101-102).

Characteristics of expert readers

In light of such understanding of the process of reading, several recent publications have
emphasized the need to teach students to read Latin in Latin word order and form predictions ac-
cordingly (e.g. McCaftrey 2006 and 2009, Markus and Ross, Hansen, and Hoyos). As McCaffrey
points out, reading in order is actually easier because it helps resolve ambiguities, such as —és or
—a nominative/accusative forms (2009, 62, 64-65). Active predictive reading helps eliminate pos-
sibilities, some of which are often not even considered in a particular context (as with lead or vis,
or feminae as a nominative when there is only one woman in the context), thereby minimizing
ambiguity and avoiding overload from trying to hold on to too many ambiguities (Smith 81, 101-
102). This ability to select and to eliminate possibilities or reduce the amount of information to be
processed is a characteristic of experts as opposed to novices in approaching problems. Experts,
as shown by the classic study of chess playing, are better judges of what to focus on and how to
evaluate what information is most important and relevant (Haider and Frensch 306-307, 334-335).
The goal is to arrive at the one best choice—of action, in chess, or interpretation, in reading. Exer-
cises such as parsing, however, especially of isolated words, reinforce novice behavior by asking
for all possibilities (including improbable possibilities such as datives of things or plurals of proper
names). They encourage students to apply the same principle when translating by identifying all

7 Subordinate clauses have had the front end damaged (with the addition of a subordinating conjunction) and can no
longer run on their own, but have to be towed by a main clause.
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the possible forms of each word, treating each one as a separate entity to be juggled together when
one gets all done. For example (Shelmerdine 24 Ex. 20.4):

di turbae imperium monstrant.

Parsing these would give: di (genitive singular of the god; nominative pl. the gods) turbae
(genitive singular of the crowd; dative singular to the crowd; nominative plural the crowds) impe-
rium (nominative singular power; accusative singular * s power”). One should not be
surprised if students then become overwhelmed and give up trying to use grammatical analysis or
come up with a translation such as “The crowds show the power of the god.” Reading in the origi-
nal word order and processing as one reads accesses the information in the order that was intended
and that is needed for understanding, aiding in grouping the right words together; it “makes sense.”
Exercises should, therefore, teach reducing improbables and seek to develop probable expectations
and to develop interpretation skills to fit particular contexts, as in some of the exercises below.

Working in Latin word order also relates to training eye movement and focus, a key factor
in expert vs. novice behavior (Haider and Frensch 307). For example, the eye will most often have
to look back to find the antecedent of a relative pronoun. If the relative is at the beginning of the
sentence and there is not an antecedent back there, it will probably have to be supplied (e.g. Qui
— the one(s) who) or it is a connecting relative. Here is an example of a traditional exercise (Jones
and Sidwell 232: Reading Latin, 4C):

Say which noun is the antecedent of the given relative.
quem: féminam, mulieris, uirds, seruus

This exercise can be made more effective simply by changing the format. Rearrange the
order and put the list of antecedents before the relative, where it is likely to occur:

Exercise 5
Say which noun is the antecedent of the given relative.
féminam, mulieris, uirds, seruus quem

The more the eye practices and develops the habit of looking in the right direction, espe-
cially when the order is different than in English, the better one will be able to predict where to find
the needed information. One will become an expert. The same idea can be applied to such things as
noun-adjective phrases and genitive noun phrases and the enclitic conjunction -que. For example,
one can practice by giving lists of phrases in normal Latin prose order to develop probable eye
movement. One should also be sensitive to the order in which noun-adjective pairs are given, for
example, in writing a sentence or declining a noun-adjective pair. This is not to say they should
always be in “normal” order, but the idea is to develop expectations. This makes reading easier,
and it enables one to be able to analyze other word orders for stylistic purposes or for determining
predicate adjectives vs. attributive, etc. The importance of the eye movement and typical word or-
der is why I also prefer presenting noun paradigms horizontally across rather than vertically down.
In this way, the eyes are trained to develop expectations about where the different forms are apt to
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occur in reading. It also gives more the impression of reading an actual sentence, rather than just
listing isolated forms.

Overcoming the fear of a different word order

The shift from reliance on word order for syntactic function and from the assumed need for
verbs in reading to using other information, especially inflected forms, requires a leap of faith as
well as understanding of the grammatical concepts. The willingness to empathize and accept dif-
ferences in languages is an important factor in second language success (Odlin 130-31). One way
to reduce resistance and frustration and to alleviate such fear is through the use of analogies. For
example, one can present a version of the following:

1 2 3 4 5 6 7 9 H
1 0 2 0 0 3 8 3
1 2 0 0 0 1

Students can figure out that it is a baseball box score and can see how much they can un-
derstand about the game (from the number of errors, key innings, etc.) without knowing the names
of the teams and players. They can make predictions about the game. In the same way, one can use
grammar and syntax to make predictions about the structure of a sentence without the meanings
of all the words. One can also give students the beginning of a sentence in English or one word
at a time and have them predict what will come next. One can give them Lewis Carroll’s “Jab-
berwocky” in English or a “fake” Latin sentence (e.g. the following inspired by “Jabberwocky”)
to show them how much they can tell about what is going on in a sentence by using the grammar
endings and a few key short, often non-cognate, “function” words without knowing the meanings
of all the other words:

Tovus Wébum Borogovumque ad Zebulonium ptuxit.
mimsés pnugmos slithé grupsiebat.

If students can learn to predict the kind of verb (e.g. motion) and, more importantly, believe
that they can predict the verb, they are better able to wait for the verb, rather than adding verbs
(such as “is,” which happens sometimes even with in + accusative), or turning nouns like “pugna”
or participles, etc. into finite verbs.

For those students who like to understand “why,” explaining that Subject-Verb-Object is
just one “normal” order for words may help. Other languages have other “normal” patterns. For
example, Hebrew and Aramaic favor Verb-Subject-Object; the influence of this can be seen in
some, especially older, translations of the Bible. 44% of languages prefer Subject-Object-Verb
(like Latin). In fact, there are more Subject-Object-Verb languages than Subject-Verb-Object
(Clark and Clark 546-47). Germans regularly understand subordinate clauses with verbs last. Latin
is a language that can and should be read as a language, not viewed as a puzzle of coded English
to be turned back into English. The use of meaningful exercises involving context helps reinforce
this. This is also one of the reasons that I sometimes include some pictures of “modern” rather
than classical people or use exercises based on current student experiences. It helps students see
Latin as a living language that real people can use. It is also a reminder that Latin did not die with
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the “fall” of the (western) Roman Empire, and one can find Latin vocabulary for “modern” things
from, e.g. the Renaissance, when Latin was the language of the universities and scholarship.

Working memory and overload

There is one additional reason for reading in Latin word order: reducing memory over-
load. Acquiring a deep knowledge of vocabulary—meaning, form, and function—is important for
keeping working memory free when reading. As described above, readers build up from smaller
to larger sense units. Once meaning has been gained in reading, the meaning concept, rather than
the individual words, is stored in the memory, freeing the brain to use its limited working memory
resources to continue to form and add new meanings (Clark and Clark 175; Smith 96-99). When
the limits of working memory are overloaded before the interpretation of meaning is achieved,
blocks in reading can occur (Brisbois 566-567, 576-577, 580-581).% Overload can be caused by
problems in grammar or syntax or too many unresolved ambiguities or when too many words or
key words are not known; sense units cannot be identified nor predictions formed. When students
reach a point of overload, their brain “short circuits.” As a result, students give up using the gram-
mar that they do know and resort to less effective strategies and “poor reading behaviors” (Jarvis
and Jensen 18; Clarke 206-207). I use the analogy of a ship (see Appendix 3). Grammar is the helm
that steers the ship; the ship itself is vocabulary.’ If there are too many holes (gaps in vocabulary)
in the ship, it will sink. But without grammar, the ship may just go around in circles in the middle
of the ocean or it may even travel in the wrong direction entirely. Emphasizing to students that vo-
cabulary and syntax work together to form and predict comprehension (i.e. meaning) is important.

UNSUCCESSFUL SECOND LANGUAGE READING STRATEGIES

Relying on English word order

One particular source of problems in syntactic processing in reading Latin is that beginning
language students tend to rely on their knowledge of their first language and how it works when
reading in the second language, the more so the less they know the second language (Larsen-
Freeman 255-256). As noted above, English relies on word order for function, and the part of
speech of a word in English may vary and may depend on how the word is used in a particular
sentence; Latin, however, usually has different forms (e.g. post/postea/postquam) for different
parts of speech, and the form itself determines the part of speech and how it functions. English
also puts a lot of weight on the verb to form predictions about the meaning of the sentence. Latin
often does the opposite, using words or phrases, such as prepositional phrases indicating motion,
to predict the kind of verb.

It is interesting to note, and not, I think, coincidental that languages, like Latin, German,
American Sign Language, and (older) English, that have or can have verbs in final position share
the distinction in having different words and/or constructions for different kinds of motion. “Nor-
mal” word order patterns, such as Subject-Object-Verb, vs. Subject-Verb-Object are not just rear-

8 Vocabulary learning is another important topic. Coady and Huckin’s book is especially useful, as is Wright (espe-
cially 11).

9 The third element is cultural background knowledge (the crow’s nest perspective), which helps determine whether
the reader has landed in the New World or India and has understood the significance of weather signs, e.g. See Ap-
pendix 3 for the diagram.
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rangements in the order of words; the different patterns are related to differences in what informa-
tion is given and the way the language sets up context to create meaning and allow predictions.
Thus, for example, verb final languages must provide clear indicators of kinds of motion or rest us-
ing other words before the verb. In addition, because the appropriate meaning and use of verbs can
be interpreted from other sources by the time one reaches the verb, Latin verbs (e.g. ago, constitit,
lego, debed) can have a variety of meanings or tense aspects (e.g. simple past/present perfect).
“Jumping” around to find the verb in Latin before getting there in the sentence to try to translate
in English word order will only make it harder, because one won’t have the necessary context to
appropriately interpret (or translate) the verb. Rather than using the verb to resolve ambiguities,
one should use the previous context in Latin to resolve ambiguities in the Latin verb. Latin, as is
normal for SOV languages, also often omits (or “gaps”) the verb in the first (or more) of (two) par-
allel clauses when the verb is in final position, whereas English, as is normal for SVO languages,
omits the verb in the second clause (Panhuis “Gapping” 229-232, Markus 106-107). To help stu-
dents learn to think in different word orders, Hansen suggests having students rewrite or rephrase
English sentences in different word orders (while keeping the meaning the same) (176-177).

Relying on lexical meaning over form

Another common strategy of foreign language students that presents a problem in read-
ing is the preference to construct reading content and create meaning based on processing only
the lexical meaning of words when possible, without processing the morphological meaning (Lee
and VanPatten 96-99). The weaker the student’s grammar, the more they rely on lexical meaning
and context (Markus and Ross 85 with n. 23). In exercises or reading, it is easy for teachers to
assume that if an exercise or text contains a particular practice form or certain grammatical mate-
rial, students are using the form and getting practice in that form, but this may not be true (Lee
and VanPatten 97-98). What is needed is to limit the exercise to focus on one or two related forms
and to require the use of the meaning of the form in order to do the exercise (Lee and VanPatten
99, 104-105); this may require working with phrases or small units of text and taking out larger
context and lexical clues (Larsen-Freeman 258). It does not mean isolating the form from mean-
ing, but separating it from a context that provides the meaning without requiring attention to the
form. Thus, for example, the picture exercises above (Exercise 2) isolate the prepositional phrases
to form an association of the form with the concept of motion across a boundary or within a fixed
location. The multiple choice prediction exercises above (Exercises land 3) take this a step further
in teaching the skill of developing expectations and making predictions based on the meaning of
the form. The idea is to develop an automatic association of the form with the meaning, so that
working memory is freed to work on other aspects of reading. While passages of complete text
provide necessary reading experience, the goal of practice exercises is to help students develop the
skills to better predict what is coming in the process of reading, and thus, to become better readers.
It is important to develop these basic skills so that they can handle larger units and more complex
sentences later, especially in reading original unadapted texts.

This reliance on lexical meaning and avoidance of using endings and forms is one reason
that I went from traditional vocabulary testing by giving lexical entry forms and asking for the ba-
sic meanings to giving forms in the context of a phrase and asking for a translation of the particular
form. For example:'

10 For grading, each word is usually worth two points. I give one point for the meaning and one for the translation
of the form, as applicable. I usually only take off one half point for singular/plural nouns or tense of a verb, depending
on what tenses they have had.
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Exercise 6
Translate the underlined in context
agricolam iuvat

iacére debes
fortiinam superant

Traditional testing reinforces the habit of processing only lexical meaning; asking for the
translation of forms in context reinforces that lexical meaning is only part of the information
and that morphology and context are also important for interpreting meaning. Thus, note that the
subject “s/he” must be included in the translation of the first one (and shows that the student rec-
ognizes that the farmer is not the subject). Some words, such as débed, have different translations
(“ought” vs. “owe”) depending on the context, so students need to be able to predict and to use an
appropriate translation accordingly. To indicate the direct object in the last one, one can include the
verb (plus subject) or students can use an arrow pointing from the verb to the Latin direct object,
oruse blanks (“ s fortune”) or diagramming (|  |fortune) or some other indicator.
Requiring translation (including the form) and an appropriate choice of meaning helps develop
predictive skills and encourages moving beyond just memorizing and regurgitating the first dic-
tionary meaning given. Seeing and having to recognize vocabulary in forms other than in the lexi-
cal entry form(s) is also important because, for inflected words, the first vocabulary form given is
almost always not the most commonly used.

First noun as agent

A particular problem for English speaking students learning Latin when relying on lexical
meaning over the form of nouns is initial non-subject nouns, such as direct objects. It is a common
tendency of second language students to interpret the first noun in a sentence as the (active) agent
subject (Lee and VanPatten 96-99). This problem is also related to the tendency noted above to use
English strategies of relying on word order to determine function. Thus, students especially need
practice in learning how to recognize and correctly interpret non-subject nouns before the verb.!!

As indicated above, in order to be effective, exercises to practice this concept of pre-verb
non-subject nouns must be devised in such a way that students cannot “make sense” using only the
lexical meanings without having to use the endings. For example, in “vir librum legit,” students do
not have to use the endings to figure out the sentence. Even if it is rearranged to “librum vir legit,”
or “librum legit vir,” students will “guess” it correctly (or change it to passive, which conveys the
same meaning but does not work when the subject carries over to the next sentence) using common
sense without using the endings. However, if one gives them the picture and make them match
the sentence, they must use the endings. For example (Wright 91; Orberg 155; Wright 85, 97, 85
adapted; Balme and Morwood 1990, 18; Orberg 35):

11 See Maxim for a means of helping students observe and learn direct object forms in context as part of a method
of integrating extended literary reading into lower level language classes. I use color coding for the different cases. I
use red for accusative because it is a primary color and, as direct object, is often a core part of the sentence, and red
indicates “stop” and think.

Fall 2010
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Exercise 7

For each of the following, choose the sentence that matches the picture.

/ L4
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%
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G Fa
1. 2.
A) virum legit. A) vir puerum portat.
B) librum legit. B) virum puer portat.
C) liber legit.
-
s
0 #
3 4.
A) puellam optat A) larva timet.

B) cuniculum optat. B) larvam timet.
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A) féminam puer vocat. A) puella féeminam iuvat.
B) puerum vocat fémina. B) fémina puellam iuvat.

A) fémina rosas dat.
B) féminae rosas dat.
C) f€minae rosas dant.

Verbs, such as timeo (see #4), that can be transitive or intransitive are especially easy to
work with when they are transitive in Latin but can be mistakenly interpreted as intransitive in
English. See a list of some common verbs in Appendix 1. I have intentionally not always used
subject-object-verb word order. This prevents students from using just predicted new word order
patterns rather than endings, and it reflects the fact that Latin does not always follow subject-
object-verb word order. This provides an opportunity to discuss word order in Latin and explain
that there is more than one factor in word order. For #5, this sentence could easily be part of a story
about a boy, Marcus. He hides behind a bush. The next sentence would thus begin with the boy
(using a synonym rather than his name) as old information (the direct object), then what happens
(the verb) to him, then the new information being the subject of who is doing it to him. For this
communicative aspect of Latin word order, see, for example, Panhuis (Latin Grammar, 185-187)
or Knudsvig and Ross (32-34). One can substitute mater, if students have had the word, or a proper

16
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name (e.g. Scintilla) to make it more realistic. #7 is a good example of how context helps disam-
biguate forms. There is only one woman, so the nominative plural does not make sense. One could
even give students a previous sentence: /itlia rosas carpit (as in Qrberg 35). This also illustrates the
prediction of the same subject until one is told otherwise. That is, given an initial direct object that
is not referring to the subject of the previous sentence, one can predict that the subject will be the
same as the subject of the previous sentence. I use the analogy of speed limits. Once given a sub-
ject in Latin, assume that the subject (speed limit) of the main clause will stay the same until told
otherwise. The reader will periodically get confirmatory signs, often by the use of a synonym and
often not in sentence first position, of a continuing same subject (speed limit). This is an important
factor in predicting, but it extends beyond the sentence level, and, thus, the scope of this paper.

EXERCISES THAT DEAL WITH MORPHOLOGY, GENDER, PART OF SPEECH, OR
WORDS WITH AMBIGUOUS MEANINGS

Morphology

The same kinds of exercises, i.¢., those that do not make sense using only the lexical mean-
ings, can be used for ablative vs. accusative of time, and for other basic functions and syntax, in-
cluding datives (as in #7 above), genitives, and even infinitives. For a list of common expectations,
compare Markus and Ross (93). For verbs that can be used to create such exercises, see Appendix
1. For example:

Exercise 8

Choose the expression which fits each picture(s)."?

&

—11

1. n 2. =
A) duas horas (loquébatur) A) trés horas
B) duabus horis (loquébatur) B) tertia hora

A) trés horas
B) tribus horis
C) tertia hora (discédent/parata erit)

12 #1 Wright, 112, #2 Orberg, 96, #3 Microsoft Word Clip Art.
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Exercise 9

Choose the picture below that matches each sentence.

1. trés dis pluit
2. tertid dié pluit
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Exercise 10

Choose the word that best meets your expectation.

fabulam A) narrat B) placet
festinare A) débémus B) puella
pueris A) ambulant B) placet
duas horas ~ A) legeébamus B) finiam
filium A) dormit B) mittet
mihi A) amat B) dicit
patris A) verba B) videt
vincere A) miles B) poterat
puer A) vocas B) venit

eum nomine A) dedit B) vocavit

(direct object > transitive verb)
(infinitive > verb + inf.)
(person: dative)

(duration of time)

(direct object)

(person: indirect object)
(genitive > noun)
(infinitive > verb + inf.)
(subject > intransitive verb)
(direct object and ablative of means)

These exercises again isolate the grammar and require the use of endings, not just lexical mean-
ings or a way to guess the meaning from the context. For example, in the first multiple choice one above,
a translation of “the story is pleasing” makes sense, but “placet” is not the correct choice. Note that the
exercise also again requires prediction based on Latin word order, not English. Thus, it reinforces, e.g. that
when a dative is encountered (and it is necessary to look at the ending to identify it as such), it is reasonable
to expect a certain kind of verb or other dative “marker” word (e.g. similis). It still requires knowledge of
what kinds of words can take a dative, but it does not ask students (as Shelmerdine [22] says) to “expect” a
dative when they see certain verbs (as if the verb will come first) or to “predict” by putting the dative end-
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ing on a noun. It also tests the understanding of the concept, e.g. of indirect object, better than just directly
translating “to,” which in English can also express motion or is used by some for noting the direct object.

The previous section on morphology (and infinitives) asked students to pay attention to
case endings and non-finite verbs in order to predict what words may come next in a sentence.
Yet case endings and infinitives are not always sufficient to predict what will come next. Students
also need to become sensitive to gender, the part of speech (especially prepositions, adverbs, and
connectives), and words with multiple meanings, such as cum (“with” or “when”) or de (“from”
or “about”).

Gender

Another example of the importance of form and not just lexical meaning for predictive read-
ing meaning is gender endings. The gender of an adjective or participle can be an important predictor
of a subject. For example, after Orpheus’ address to Hades and Persephone, there follows a descrip-
tion of the reaction of those in Tartarus listening to him. When the narrative resumes, Ovid writes:

... Nec regia coniunx
sustinet oranti, nec qui regit ima, negare,
Eurydicenque vocant. (Metamorphoses 10.46-48)

In this sentence, the feminine ending of the adjective regia predicts a change of subject and
the gender identifies which coniunx is meant. Similarly, the relative qui makes clear that the other
coniunx is meant. One can create exercises that involve matching phrases or sentences by gender
with a picture or name of a person or thing or asking questions about a sentence.'®* For example:

Exercise 11
Which of the following could describe Iulia?

lactum est. laetus est. laeta est.

Prepositional phrases

Prepositional phrases, while generally similar to English, can also have different word
orders than English and prepositions require predicting an object with a certain case ending, espe-
cially when there is a genitive as part of the phrase. Latin regularly puts the dependent genitives
between the preposition and the noun object. In order to correctly identify the phrase to form
meaning as reading, students need to be able to predict what kind of object (ending) they are look-
ing for and to interpret which word is the object and how other words fit in. After practicing with
isolated phrases or identifying phrase groupings in clauses, one can practice object expectations by
giving students a preposition and a word (without the rest of the sentence, forcing them to use the
form analysis) and asking whether they have a complete unit or not. For example:

13 For some paired pictures of different genders, see, e.g. Ur 246-247.
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Exercise 12

Does each phrase form a complete unit?
ad amict A) yes B) no

ab 0 A) yes B) no

or asking what would fulfill their expectation (using multiple choice possibilities):

Exercise 13
Which would best fulfill your expectation?

ad amict A) casam B) currit
ab e0 A) casam B) currit

I often build these exercises from sentences they will have in the reading, as a sort of pre-
reading exercise (or post-reading review/test). Searching texts on-line using The Latin Library or
Perseus is also an easy way to find examples.!* Thus, instructors don’t always have to come up with
them completely on their own. I do try to emphasize information that students will have to deal
with, such as genitives, as opposed to nominatives or ablative vs. accusative, with ab and ad.

Cum

Such expectations regarding objects of prepositions become especially important, for ex-
ample, when students have to predict the use of cum as a preposition vs. a subordinating conjunc-
tion. Readers should be able to predict by the presence of an ablative or nominative, e.g., by the
first or second word after the cum. For example:

Exercise 14
Give the appropriate translation for “cum” in each of the following."

cum enim advent
cum labore
cum tu

cum ad silvam
cum eius filio
cum itira

cum cura

cum lacrimis
cum hic senex
cum autem iter
magno cum

14 Use “Edit>Find” to search. Adding a space (before and) after the word helps eliminate prefixes when searching
for prepositions.

15 For cum as a subordinating conjunction, distinguishing when vs. since vs. although requires more context infor-
mation, including word order, and works better in these larger contexts.


http://www.thelatinlibrary.com/
http://www.perseus.tufts.edu/hopper/
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Note that postpositives, such as enim and autem, may separate the preposition and its ob-
ject, and the last one predicts a following noun object in an ablative of manner phrase.

Words with ambiguous meanings

For some words with ambiguous meanings, knowledge of the semantic meaning of other
words in context can also be required in order to interpret and create meaning and form predic-
tions. For example, the preposition dé has different meanings depending on the context, which can
be predicted from the kind of object, whether a physical place or an abstract concept or as a parti-
tive with a number.'® For example:

Exercise 15
Give the most likely translation for “dé” (“down from/about, concerning/of”) in each of
the following.

dé monte

de lingua Latina
de caelo

de bello Gallico
dé moenibus

dé nominibus
tnus dé multis

Alternatively:
Choose the verb that best meets your expectation.
de lingua Latina A) scripsit  B) cadit

Note that there are certain contexts, such as dé monte, in which either translation of dée
would work, so it is harder to come up with verb choices with “a right” answer; one can only ask
for a most likely sometimes. In this case, the translation exercise seems to work better. One could
create a similar exercise for the relative conjunction ubi in predicting when vs. where.

Animate and inanimate nouns

Another example of the interdependence of vocabulary meaning and grammar is the dis-
tinction between animate and inanimate nouns, which is an important recurring concept in Latin.
The distinction is important in Latin as a strong means of predicting such things as the different
meanings of a/ab and the functions of ambiguous dative versus ablative forms. Given that many
textbooks give “by/with/from” translations in paradigms and parsing for ablatives even of animate
nouns, the concept of “people need prepositions” (except for ablative absolute) and the different
uses of a/ab must especially be drilled. For example:

16 Compare the predictive nature of concrete nouns for ablative of means vs. abstract nouns with the preposition
cum or an adjective for ablative of manner vs. abstract noun, especially an emotion, and often just the noun, for abla-
tive of cause vs. nouns expressing time or proper nouns of place.
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Exercise 16

Choose the most likely translation for each of the following.

a femina A) to the woman B) by the woman
C) of the woman D) the woman
a campo A) by the field B) to the field
C) at the field D) away from the field
amicTts A) for (their) friends B) by (their) friends
C) from (their) friends D) with (their) friends
ab uxore A) to (his) wife B) for (his) wife
C) (his) wife D) by (his) wife
manibus A) to (her) hands B) (her) hands
C) with (her) hands D) of (her) hands
a nomine A) by the name B) from the name

C) to the name

D) of the name

22

Exercise 17

Choose the word that best meets your expectation.

amico A) ostendit  B) videt C) visus est D) fratrem
ad amicum  A) dicit B) ambulat  C) videt D) fratrem
militibus A) imperat  B) capti sunt

el A) dedit B) vocavit

sororibus A)inventus B)inventis C) invénérunt

I try to create exercises that develop expectations according to likelihood, giving the
number of each possibility proportionate to what would tend to occur in Latin. Here again,
sometimes more than one interpretation is possible depending on context. Thus, in the multiple
choice exercises above, | omitted “from” as a possible option for most of the examples of people
with a/ab to try to develop predictions of the most likely interpretation and what is often the new
meaning.

Part of speech

Knowledge of vocabulary words is more than knowing just the translation of the word. Just
as we saw with prepositions above, knowledge of vocabulary and grammar also involves knowing
the part of speech of words, which predicts their function in Latin. This is especially important for
words such as nam (conjunction, not preposition) and fam, when the part of speech of the English
translation may vary in English.!” Translation alone does not ensure understanding of this, unless
other words are included. For example:

17 Compare the multiple choice exercise asking which Latin word would be used to translate the italicized word in
an English sentence in Freundlich (223 Ex. B), requiring students to distinguish parts of speech and/or homonyms.
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Exercise 18

Translate the underlined in the following.

nam pater clamabat.

23

The translation of pater as the subject, rather than as an object of a preposition “for” would

distinguish the use here. Prediction exercises can also be used.

Exercise 19

Choose the word that best meets your expectation:

tam  A) fortis
tam  A) celeriter
nam A) patriam
nam A) fratri

Exercise 20

Match each word with the word that it would modify.

1. pulchre
pulchra
2. fortés
fortiter
3. bene
bona
Connectives

B) pugnavérunt
B) discessit

B) dormigbat
B) captus erat

A) dixisti
B) urbs
A) tulit
B) legat

A) gessit
B) vita

Predicting also goes beyond the sentence level, which is another topic, that of discourse
analysis. An aspect of this can be seen, however, within the sentence. Connectives (conjunctions
and conjunctive adverbs) are especially useful in predicting the general direction of a sentence.

Besides structural indicators (non modo . .

. sed etiam; primum, deinde, etc.), exercises can be

used to illustrate the predictive power of some of the short, troublesome, non-cognate connecting

words. For example:
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Exercise 21

Given the following sentence, choose the sentence that you would expect to come next in
each instance based on the word given below introducing a possible next sentence.

“The apples had brown spots.”

Beginning of next sentence Possible rest of next sentences:

itaque A. They had been dropped.

nam B. I put them in the compost.

( ) tamen C. The bananas were fine.

(___ ) autem D. I cut the spots out and ate the apples anyway.

These can show students that such connectives can, in fact, help predict where the sentence
is going.

Complex sentences

As we have seen, meaning is created by forming meaningful units or chunks as one reads
sentences. The shortest and simplest units are phrases. These phrases are combined to form larger
phrases and clauses, and sometimes clauses are combined to form compound/complex sentences.
Reading speed is dependent on the size of the unit that can be processed at one fixation. The larger
the size unit that one can process, the faster (and better) one can read (Smith 79). The intermediate
level in reading this more complex material involves such things as distinguishing, that is, predict-
ing, kinds of uf clauses. For this [ use leading questions (i.e. hints) with an assigned passage to help
students focus on predictive clues, such as a verb of ordering (for indirect command) or a “set-up”
word such as ifa (for result clause). Sometimes I ask what a particular word predicts about, for
example, the kind of ut clause. After several instances of that, I use a more advanced question,
asking them what word enables them to predict what kind of u# clause it is. For some things, like
adverbial ut clauses, lots of examples together help one develop the expectations that I have found
I do intuitively. Some, such as the short length of the clause and the use of editorial commas, are
easier to note. Sometimes it is only in trying to explain to the students why I expect something that
I consciously identify what my clues were, such as an adverbial ut (as) clause interrupting another
clause.

CONCLUSION

Predicting helps keep working memory free to hold incomplete or ambiguous parts until
they are resolved and to integrate longer units. I compare this with reading the first parts of articles
on the front page of the newspaper (or webpage) and having to hold them in memory until their
continuation on another page. Sometimes one can anticipate where students will have a problem;
other times one must isolate what the problem is that students are having—where is it that they are
getting stuck. Once the problem has been identified, one can think about what kinds of information
(whether form, word order, meaning such as person/thing, or a combination) enable the proficient
reader to be able to interpret what is given and form meaning and predict accordingly. Then similar
examples can be found (and key indicators highlighted with bold face as needed) and exercises
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developed to practice the predictive skill needed in meaningful contexts. Sometimes a review of
basic grammar is needed.

To summarize, several key concepts are involved in grammar exercises to develop predic-
tive reading skills. One is the importance of having students build meaning from units (phrases
and clauses) as they read and using these to predict and build expectations; thus, exercises must
often be limited to the amount of information required to make predictions. They should be based
on processing syntactic information from forms rather than being able to rely only on lexical
meaning. On the other hand, exercises should focus on using expectations to reduce or eliminate
alternative possibilities of ambiguous forms or meanings, including the meanings of (other) words,
as appropriate. Students should use Latin (rather than English) as much as possible and work with
material based on Latin word order to create expectations for reading Latin, especially where the
word order is different from English or different from student-expected patterns. Lots of practice
using the material in context is needed for long term memory and automatic (and sub-conscious)
recall. Psychology and the tolerance for difference in languages also play a role. Thus, exercises
must be meaningful, not just mechanical, and should have a sense of relevance and purpose for the
students. The basic goal for exercises is, therefore, keeping in mind the objective of the end goal
of doing, that is, comprehension and prediction of meaning in reading as one reads in Latin word
order.
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APPENDIX 1. COMMON VOCABULARY FOR EXERCISES

Places: casa, silva, locus, hortus, via, ager, mons

Verbs of motion (in + accusative/place to): ambuld, currd, ed, venid, festing, DO + portd; reded,
(DO + ) mittd; navigod; intrd; fugid, errd

Stative verbs (in + ablative/): sum; stdo; mane0; laboro; seded; iaced; cénd, dormid
(accusative duration of time): (see also stative verbs); habitd; ambuld; legd
(ablative point of time): disc€dd; venid; pard/paratus sum; finid

Latin transitive verbs (which can be interpreted as intransitive in English):'® video; audio; iuvo;
celo; vertd; timed (Lat. tr/it); vocd; legd; moved; pugnd (+ DO “battle,” etc.; cum + person)

18 For checking whether Latin verbs are transitive or intransitive, Traupman (1995) is useful.
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APPENDIX 2. THE PARTS OF SPEECH
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APPENDIX 3. THE SHIP OF LANGUAGE

C
U
L G
T * R
U R A
R A M
E M
VOCABULARY*ROOTS * PRE
FIXES*SUFFIXES®=*STI*
*TU*VERBA*SCTIES*™*
NAVIS*TUA*NON *
~~~~~~~~~~ SUMMEIRGETUR * ~vvrvnvnnn

AN AN AN AN AN AN AN AN AN AL NS AN A A A A AN AN A A A A A A A A A A A A A A A A A A

Vocabulary: to keep you afloat
Grammar: to steer you and keep you moving and on course
Culture: to tell you where you are and help you identify and understand what you see
(India or New World?)
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Form-focused Teaching for the
Intermediate Latin Student

Peter Anderson and Mark Beckwith
Grand Valley State University

ABSTRACT

Form-focused teaching methods (derived from Focus-on-Form theory and methodologies) incorpo-
rate proactive interventions as well as exercises and activities that might be more familiar to gram-
mar-based instructors. Form-focused methods attempt to direct the attentional (cognitive) resources
of the student to a specific point of grammar within a specific communicative context. Adopting a
form-focused mentality will not be difficult for most teachers and students; the adjustment lies in
the perspective one adopts concerning these activities and when they are used during the lessons.
There are many Focus-on-Form and form-focused methods, both reactive and proactive. Of those
we have investigated, visual highlighting, or enhanced input, and indirect corrective feedback with
recasting offer a set of intriguing possibilities for the intermediate Latin classroom, where the con-
flict between the demands of reading and interpreting complex texts and the constraints of students’
cognitive resources becomes most apparent.’

INTRODUCTION

Some of the complexity of learning a language comes from the nature of the language itself,
and some from the cognitive processes of how the brain learns and works. This cognitive com-
ponent is not only very subtle; it is frustratingly difficult to describe, assess or anticipate. But the
set of cognitive resources and limitations unique to each student (which cognitive psychologists
term “individual difference”) are essential to language acquisition. We can’t change the difficulty
of an inflected language such as Latin, and we can’t really change our students’ basic cognitive
resources. But thinking about what our students can do in cognitive terms could shape what we
ask our students o do. A well-studied theory of language pedagogy called Focus-on-Form (FonF)
addresses some aspects of cognition and language acquisition by leveraging a specific set of cogni-
tive resources in the classroom context. FonF theory suggests that when students bring their atten-
tional resources to bear on language input in specific ways, language acquisition is enhanced and
more durable. The purpose of this paper is to present in brief outline the theoretical aspects of FonF
but especially a related pedagogical approach called “form-focused teaching,” to discuss particular
applications of a form-focused strategy, and to offer several lesson plans that employ this strategy,
two of which use texts that are part of the AP Syllabus. The discussion, these lesson plans, and the
passages chosen are explicitly aimed at intermediate readers (those past initial grammar study) in
college or high school. Our examples and reflections are pulled from the college level classroom,
but will not be unfamiliar to those who teach high school. We feel that this critical stage, moving
from “lower” level classes to “upper” level classes, presents common challenges for both teacher

1 We would like to extend our deep gratitude to Dr. John Gruber-Miller for giving us the benefit of his very consider-
able expertise and knowledge, as well as to the two anonymous readers for their insightful and helpful comments. This
is a much, much better article than it was when we started, and we hope that it will prove useful and thought-provoking
to our colleagues in schools and colleges.
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and student in any classroom context as we negotiate, as we might Scylla and Charybdis, the im-
portance of syntax and the desire for meaning. Mark’s experience, perhaps, is a familiar one for
many students, and Peter’s observations may resonate with teachers. After giving voice to each
author separately, the article continues with a discussion of our shared research findings. The exer-
cises appended to the article were developed by Mark as part of an Honor’s Senior Thesis at Grand
Valley State University.

MARK SPEAKS ABOUT His EXPERIENCE AS A STUDENT

In my studies of Latin (and Greek) at Grand Valley State University, I have experienced a
range of instructional methods. While the content and the preferences of the instructors have made
each class unique, there seems to have been a general trajectory in teaching methods: in the early
stages of language study there was a heavy focus on grammatical forms, while in the later years,
especially from the third year forward, the focus shifted from the grammar to the meaning of the
text. This is not a surprising pattern, since one must first learn the grammar before one can prop-
erly approach a text, and in the upper level courses interpretation of the text becomes the dominant
task, leaving less time in class for a focus on the grammar.

It can be difficult to move from such a grammar focused classroom into one that is more
focused on interpretation in later years of study. The difficulty for me came from transferring the
isolated grammar from the previous years of study to the actual text. The relatively straightfor-
ward grammar of the text proved to be more troublesome than it should have been: even though
the grammar was right in front of my eyes, it was odd to see it in a form other than a drill exercise.
This was particularly acute in my third semester Latin course, when we read unaltered Latin prose
(Cicero and Seneca), although the disjunction was lessened because of the structure of the course
and a focused grammar review (after two weeks intense review, the class was given authentic
Latin texts and asked to write a grammatical commentary).> While this continued focus on gram-
mar allowed for the translation of the text to go fairly smoothly, I ended up making the text and
the commentary two separate tasks. That is, while focusing on the grammar and the commentary [
approached the text almost like something to be dissected bit by bit. It was not until I had all of the
grammar in place and explained that I began to consider the meaning of the text. I began to see the
grammar and the interpretation of the text as mutually exclusive tasks, when in fact I should have
seen that they complement each other. As a result, while learning the grammar in an essentially
isolated way made for effective learning of the grammar, it became difficult for me to take that
isolated grammar and move it into an interpretation-focused context.

By the time I reached my third and fourth year of Latin, there was a clear shift towards
focusing on the interpretation and translation of the text. In these classes there was usually one
main text being dealt with throughout the semester, and the goal of each day was to translate a little
more of that text and talk about what it meant. Grammar was dealt with on a sentence by sentence
basis, and usually only if there was some trouble translating. But if the class (or at least the student
translating) seemed to have a grasp on the meaning of the sentence, the grammar of the section
was not dealt with. In the times when grammar needed to be addressed, it was usually done by
stating the name of the rule but not necessarily explaining the rule, thus leaving it up to individual
students to review it on their own time. Only in cases of extreme confusion or difficulty did the
focus of the class shift entirely towards grammar. Grammar did appear on some tests (depending

2 See the methodology outlined in P. Anderson.
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on the instructor), but usually it was much less emphasized than the translation and interpretive
essay portions of the test.

The biggest advantage of focusing on interpretation like this is that the classes and the
language become much more interesting. When the class was dealing with an authentic text, sud-
denly there was a use for all of the rules that once seemed meticulous and arbitrary, and the class
became about more than language. History, anthropology, philosophy, religion, and many more
topics became a part of the discussion. The result, in my opinion, was much livelier and interesting
class discussions and a higher level of involvement from the students. While not all may be inter-
ested in how an ablative absolute works, most might be interested in the cultural context and the
ideas articulated in a text. But, while the third and fourth year language classes were more enjoy-
able because of the focus on interpretation, meaning took over at times to the point that grammar
slipped into the background, only specifically addressed when a problem became apparent in class.
The result of this limited focus on grammar was that we started to forget the grammar out of which
meaning arises, or at least paid less attention to it. It became possible, for instance, to gloss over a
strange dative phrase, so long as the translation was acceptable enough to keep the class going —
whether or not we actually understood what was going on. It was as if we could guess what the text
was saying, but had forgotten why — when the meaning was obscure we did not have the resources
to elicit meaning through grammar immediately at hand. By focusing on interpretation it seemed
that a certain amount of grammar was lost.

One Latin class which I took at Grand Valley State did find a balance between grammar
instruction and a focus on meaning, and this class was Latin prose composition. For Prose Comp,
students were asked to write weekly journal entries in Latin while reviewing grammar and en-
countering the same grammar in authentic Latin texts (colloquia from the Renaissance, in this
case). The first part of the week was spent reviewing a particular grammar topic. After reviewing
the topic, a text that used the grammar was discussed and translated, offering a model for students
on how to use the particular aspect of grammar in question. During the second part of each week
students were asked to write a journal entry that used the grammar that was reviewed earlier in the
week. The students brought their Latin to class and were given feedback by the professor. With
this feedback students could correct their mistakes. All of this built up to a final project in which
students created an extended dialogue using their knowledge of certain grammar rules and idioms,
as well as Roman cultural and historical information. The prose composition class stands out for
me because it was at this point that I began to feel the gap between my knowledge of grammar and
my reading of Latin texts shrink. I was able to review the grammar I had been taught in my first
year, see it in a context similar to what [ was encountering in my more advanced Latin classes, and
experiment with the rules of the grammar by creating my own Latin and learning from mistakes.
The result of all of this was a better understanding of grammar while reading texts in my other
Latin classes. After taking the prose composition class, I found that [ was able to encounter an ut
clause without stopping to refer to my first year textbook, and I no longer had to take time to con-
sider what kind of subjunctive was being used. For me, this class helped me find a way to reconcile
the differences between focuses that were either too heavy on grammar or too heavy on meaning
and translation; in a sense I found a middle ground between the two. The Prose Comp class had in
fact been designed around a second language instruction theory called “Focus on Form” and used
form-focused methods.
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PETER’S OBSERVATIONS AS A TEACHER

It seems clear from Mark’s experience that the shift from “lower division” courses to “up-
per division” courses, from a grammar focus to an interpretative focus, created the perception of
a rift between grammar and meaning. The kind of FonF activity carried out in the Prose Comp
class was “active” (i.e. production oriented). Mark’s senior project — the fruit of which contributes
to this paper and is the basis for Lessons Two and Three below — sought to research and present
methods for applying FonF theory to “passive” language activities (i.e. reading). This kind of
pedagogical framework in the critical intermediate years carries the potential to springboard stu-
dents into greater comprehension without jeopardizing secure knowledge of syntax. As we push
students who are intellectually ready and eager to grapple with the concepts and ideas embedded
in the linguistic structures of Latin, are we pushing them away from the grammar too soon, before
it is properly acquired?

John Anderson argues for three stages of language acquisition that he calls 1) declarative,
2) procedural and 3) automatized. Declarative knowledge is factual. At the declarative stage the
Latin student will know and be able to relate certain pieces of information: for example, that 3rd
person singular active verbs end in —. Procedural knowledge is more implicit: for example, a
student at this stage will be able to transform a verb into 3rd sg. When Procedural knowledge is
automatized the student no longer consciously thinks about the rule or form. Students at this stage
may actually lose declarative knowledge (DeKeyser). This automatization stage is a critical point
for the Latin student, since it is at this point that she is approaching competent use of the language.
And, obviously, to develop skilled users of Latin we want to get students to the automatized stage
— for by automatizing as much knowledge as possible, students then free up cognitive resources
for other tasks. The shift to automatization, in my experience, can take a student far longer than
the shift from declarative knowledge to procedural knowledge. When that shift begins to occur,
however, it may be that demanding declarative knowledge from a student who has automatized
knowledge could be as unrealistic and unfair as expecting students still mostly in the procedural
phase to perform tasks that require a high degree of automatization. Indeed, a student may exhibit
different levels of acquisition for (or propensities for acquiring) different kinds of knowledge at
any one time. I asked above whether we might be pushing students away from grammar before it
is properly acquired. Could we likewise be holding students back from fluency by emphasizing
grammatical knowledge in upper level reading courses?

These questions are intended to provoke; the answers are not obvious. But teachers of
language, I fear, are at great risk of being oblivious to this important difference in achievement
between procedural and automatized skills. Since we live with one foot in all stages (by constant
exposure to beginning users although we are expert), we tend to constantly assess students on the
basis of declarative knowledge when we would most likely say that automatized knowledge is in
fact the goal of our pedagogical efforts, and a necessary cognitive step in effective language pro-
cessing. What is the future passive infinitive of amare, anyway? Would Cicero know what kind of
ablative that is? Or care?

Most textbooks, if not all, encourage learners to learn (declarative) and use (procedural)
one or two linguistic rules per chapter and then to synthesize the parts for use in communication
(automatized), either reading or writing, in the following chapters; Wilkins called this the synthetic
approach to syllabus design.® Synthetic syllabi (lexical, structural, and notional-functional, for

3 For a brief overview of types of syllabus design, see Rabbini.
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example), are accompanied by synthetic “methods” (Grammar/Translation, ALM, Audio-Visual
Method, Silent Way, Noisy Method, TPR, etc.), and by the synthetic classroom devices and prac-
tices commonly associated with them (e.g., explicit grammar rules, repetition of models, memori-
zation of short dialogs, linguistically “simplified” texts, transformation exercises, explicit negative
feedback, so-called “error correction,” and display questions). In this grammar-focused model,
the best role Latin teachers in the classroom can expect to play is that of clarifier and negotiator
of meaning on behalf of the ancient author, while also dragging students, sometimes grudgingly,
towards accuracy. It is often, I feel, a battle of principle against not simply the students’ drive to
construct sense but rather the reality of their cognitive resources.* And it is sometimes wearying,
both for students and teachers.

MaRrk AND PETER Discuss Focus-oN-ForMm (FONF) AND
ForM-Focusep TEACHING

Focus-on-Form’® is a theoretical and practical extension of cognitive research directed at
second language acquisition. FonF refers “to how the learner’s attentional resources are allocated
at a particular moment” (Long and Robinson 24). In contrast to models of instruction that deal with
linguistic elements in isolation® — i.e., grammar based methods that present forms divorced from
meaningful content — FonF “overtly draws students’ attention to linguistic elements as they arise
incidentally in lessons whose overriding goal is meaning or communication” (Long 45-46). This
model of learning is often reactive, with little or no planned intervention: the learner is encouraged
to pay attention to a linguistic form in the course of communicating. While interesting and excep-
tionally successful in elementary school ESL contexts, for instance, the approach to teaching is
unworkable in our modern college or high school Latin classrooms because very few teachers are
willing or have the training to teach Latin with a purely communicative model.

We do not think this needs to be an all or nothing proposition, and there are ways in which
teaching practices can be enriched by employing some of the theory behind Focus-on-Form meth-
ods without embracing a fully communicative model. As Nassaji points out,

“A number of [...] empirical studies on the role of form-focused instruc-
tion have revealed that a focus on form can successfully promote second
language development far beyond that achieved by unfocused approaches
(Doughty, 1991; Doughty & Williams, 1998; Harley, 1998; Lightbown,
1991). However, although research suggests that it is useful to include some
kind of form-focused activity in communicative contexts, this suggestion
may be of little use if teachers do not know how to do so.” (Nassaji 389)

29 ¢C

This middle path—variously described as “form-focused teaching,” “proactive focus on
form” (Ellis, “Introduction”), or “planned focus on form” (Grim)—suggests that any use of an in-

4 For an interesting discussion of successful communication even though syntax is compromised, see Skehan and
Foster.

5 See Long for the classic definition of FonF. For a recent critique of the question with a great deal of background
literature, see Poole.

6 This method is overwhelmingly employed in standard textbooks for Latin, where learning a linguistic element
(new forms, grammatical concepts) is the primary syllabus activity, supplemented or complemented by readings, oral
practice, or composition. This is true even of inductive approaches, although the grammar is slightly delayed.



Teaching Classical Languages Fall 2010
Anderson and Beckwith 36

structional activity that draws students’ attention to linguistic forms (e.g. grammar or morphology)
during the communicative process will promote language acquisition.” In fact, it is quite likely that
every Latin teacher at any level employs, knowingly or not, some of the elements of Focus-on-
Form and form-focused theory. For instance, one key element of FonF is the need for instructors
and students to notice gaps in language acquisition and to address such problems immediately
through techniques such as recasting and indirect corrective feedback (Long and Robinson). Indi-
rect corrective feedback occurs when the instructor indicates that there is an error in the student’s
utterance and then asks that the grammar of the utterance be corrected while still maintaining the
original meaning. This process of grammatical correction is known as recasting. In order for such
feedback and recasting to occur, the instructor must be paying attention to students and noticing
whenever there appears to be a systematic and pervasive error in communication. Once the error
is noticed, the correct form of feedback and recasting can be employed. Negative feedback and
recasting are two of the ways that FonF can mediate the need for grammatical precision in a com-
municative context. Proactive or planned form-focused teaching anticipates a range of interven-
tions without sacrificing the basic purpose of FonF: to direct the (cognitive) attention of students
to maximum effect. Many FonF methods have been the subject of classroom-based research, and
there has been some attempt to produce research around form-focused methods also (e.g. Grim).
Of the FonF methods we have investigated, visual highlighting, or enhanced input, and indirect
corrective feedback with recasting offer a set of intriguing possibilities for proactive or planned
form-focused activities. In what follows we discuss each method and how they might be deployed
in class as a form-focused activity.

ENHANCED INPUT AND INDIRECT CORRECTIVE FEEDBACK WITH RECASTING

Enhanced input is a common name for visually highlighting certain elements, such as gram-
matical constructions that have just been reviewed. As White describes it, this involves techniques
such as bolding, italics, and underlining in order to increase the likelihood that students’ attention
will be drawn to certain grammatical forms.® This will help students use their attentional resources
efficiently because it causes them to focus on the grammar that the instructor has pre-determined
needs their attention most of all. If, for example, indirect speech were recently reviewed in class,
and the text were enhanced in such a way that indirect speech was more noticeable, students would
be able to conserve attentional resources because they would see the indirect discourse more read-
ily than if they suddenly encountered a “stray” infinitive. However, as White notes, it is important
that the text not become so visually altered that it would cause distraction during reading; thus
only simple highlighting techniques should be used. Another possible way of enhancing the text
could be to break the sentence down into thematic or grammatical sections, as Harrison proposes.
If students are reading prose, the sentences could be separated into different clauses, or, if students
are reading verse, then an extra space could be inserted between lines where there is a potentially
difficult shift in tone, subject, or voice. Such techniques allow intermediate level students to more
readily see different sense units in a text and decrease the likelihood that they will spend time and
attention working out, for example, where clauses start and end but instead spend that cognitive

7 Grim’s article has a full and up to date list of works pertaining to form-focused research.

8 Although White was ultimately unable to say whether or not other factors affected the study, there was a clear im-
provement in student performance and attention to form after the text had been visually enhanced. For Latin-specific
work in this vein, see Harrison, and Markus and Ross.
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resource discerning which kind of clause they are encountering. Something as simple as enhancing
the text in a way that makes grammatical and thematic points more visually salient to the students
provides a way for the instructor to effectively draw students’ attention where she or he wants it to
be. Coupled with review and preparation before class (another proactive element to this method),
visual enhancement can be a powerful and empowering method for sight reading and reading com-
prehension exercises in intermediate classes: a student might encounter the Latin text in class for
the first time, but has already reviewed grammar and vocabulary essential for that passage.

Indeed, visual enhancement of a text is especially useful when students have already called
to mind key vocabulary and grammar before class takes place. In any text the students read, there
are likely to be certain vocabulary items which could cause difficulty in interpretation if the mean-
ing in that context is not common or familiar, or if the word is easily confused with another. Simi-
larly, certain grammatical concepts are likely to arise with which students are not familiar or which
are relatively infrequent; attention thus becomes split between the Latin text being read and turn-
ing to grammar books and dictionaries. Such semantic and syntactic confusions use up students’
attentional resources, and if that effort could be avoided then students would be more able to focus
on the interpretation of the text as they are reading it. Providing some sort of review of key gram-
mar and vocabulary for a lesson beforehand could reduce the load on cognitive attention. One way
to provide such review is to give the students a vocabulary list and a worksheet that reviews the sa-
lient grammatical concepts of the text. Such a worksheet would be completed and discussed before
the text was encountered. Once students approach the text, the necessary vocabulary and grammar
should be fresh in their minds, and they can focus their attention on interpreting while also reading
the text. Of course, worksheets and vocabulary lists are only one way to draw students’ attention
to such key elements. The main point is that this form-focused approach enables intermediate stu-
dents to have the necessary grammatical and lexical tools in mind before approaching a text; in a
sense, this method offers students a way to practice or mimic the automatized stage of language
acquisition.

Corrective feedback is a necessary part of learning a language, especially in a FonF model.
Students are not able to learn from their mistakes if those mistakes are not pointed out to them or if
they are not given the tools to correct them. However, not just any type of feedback will suffice. El-
lis suggests that different types of corrective feedback, two of the primary forms being direct feed-
back and indirect feedback, have different effects on the learner (“Typology”). Direct corrective
feedback refers to when the instructor indicates where a mistake has been made and immediately
provides the correct answer for students. Such feedback has the benefit of being relatively quick
because there is no delay as the student forms the correct answer. This kind of feedback has been
shown to be effective in lower-level language courses and with younger students. Indirect correc-
tive feedback occurs when the instructor indicates that there has been a mistake but does not give
the student the correct answer. Instead, the student must develop the correction on her own. This
form of feedback is helpful in long-term acquisition of grammar and concepts, and it also creates
a problem-solving environment in the classroom. Because of the more involved nature of indirect
feedback, it may be more suitable for intermediate language classes with older students. Indirect
corrective feedback does have the advantage from form-focused teaching perspective because it
offers students the opportunity to recast their work (i.e. to formulate a grammatically correct ver-
sion of a prior attempt at communication). Indirect corrective feedback paired with recasting can
be a powerful and attention focusing activity.
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PROACTIVE/PLANNED AND REACTIVE LESSON PLANS FOR A FORM-FOCUSED TEACHER

The practical extension of FonF and form-focused theory is to pedagogical design, and it
is with this that we shall conclude our article, through examples. A reactive application of form-
focused methods is precipitated by the learner’s mistake. This reactive approach, although it is
in fact more closely connected to FonF methods, may still be coupled with proactive tasks. For
instance, a student makes two mistakes while reading/translating a sentence. While a FonF teacher
might give indirect corrective feedback and ask for a recasting, perhaps with a quick review of
the linguistic rules that were misidentified or missed altogether, a form-focused teacher might
choose to devote time (and the student’s attention) only to a mistake and recasting that reinforces
areview of a grammar rule studied in the class immediately prior, or in an exercise preparatory for
the classroom assignment. The reactive FonF model is advantageous in that it allows the learner to
generate the issue, and it involves little preparation. What’s more, having the student “recast” their
mistake is an extremely effective learning technique. But the range of learner abilities in any given
classroom will be very great, and it is sometimes very difficult to decide on the spot what might be
worth an interruption. That is, will a review of the function of the dative case in combined 3/4/AP
class really benefit all or most students? Will we be as effective in the classroom as we can be by
using only a reactive model in a classroom with more than one student?

A second possible scenario, in the same situation, is proactive or planned, and is task-
based. That is, tasks are designed and performed ahead of time to review potentially problematic
linguistic features of a particular reading students will encounter in class. The proactive form-
focused teacher will have anticipated that a linguistic feature will present a problem for students,
or will be beneficial for them to review it in a meaningful context. In this case the review of the
linguistic feature prior to the analysis of the meaningful text is the goal of the form-focused task
and also provides a more or less immediate exemplar for any necessary reactive intervention dur-
ing in-class interpretation.

How ENHANCED INPUT AND INDIRECT CORRECTIVE FEEDBACK WITH RECASTING
FuncrtioN IN PLANNED FORM-FOCUSED ACTIVITIES

The purpose of enhanced input and indirect corrective feedback with recasting in a planned
form-focused activity is to draw a student’s attention to a specific point of grammar prepared by
proactive techniques. For enhanced input, students are alerted to a construction in a meaningful
context. For indirect corrective feedback students are alerted to an error concerning the prepared
rule and provided with the opportunity to correct it. Both methods allow students to further inter-
nalize a rule under review. Recasting after feedback does not have to be a complex effort — it can
be as simple as changing a multiple choice answer after the instructor has indicated that there is a
problem with the initial answer. Once again, it will be the instructor’s role to determine what form
recasting will take in a particular classroom setting. Though recasting is a relatively simple idea,
the challenge for most traditional Latin teachers, who fall naturally into a reactive mode of teach-
ing, lies in coupling this reactive technique with proactive elements of the lesson plan.

At the intermediate level, in our experience, there must be a consistent focus on and review
of linguistic code, forms, and syntax, even as we begin to push students towards automatization
of some of the more complex language tasks. Form-focused teaching methods at this stage of ac-
quisition offer a bridge between procedural, declarative, and automatized knowledge as described
in Anderson (“Developing Expertise”). The cognitive constraints on focus and the limits of atten-
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tional resources in a sense set boundaries for student achievement — form-focused methods and
techniques can help overcome some of these boundaries. There is, after all, only so much a brain
can keep in focus at one time and only so many cognitive resources available to each student.
Without fully automatized higher-level linguistic tasks, it would be hard to imagine true fluency.

The lessons and assignments that follow provide samples of how the pedagogical tech-
niques described above (reactive vs. proactive form-focused instruction, visual enhancement, and
indirect corrective feedback with recasting) can be used to implement form-focused lessons. While
Lesson One offers a sample with a contrast as to how reactive and proactive methods might be em-
ployed on the same text. Lessons Two and Three offer complete planned form-focused approaches
to texts like those students might encounter at the upper level in high school or college classrooms.
Each of the texts in Lessons Two and Three has been enhanced in the general manner described
above, but with slight variations due to the nature or focus of the assignments. Along with the en-
hanced text, students’ attention will be focused in these lessons by means of worksheets that call
to mind the essential vocabulary and grammar of each text, with an emphasis on reviewing one or
two syntax rules that occur often in the chosen text. These worksheets are intended to be completed
before students encounter the given text. Recasting occurs at different times for each lesson. In
Lesson Two students are asked to recast the verbs in Catullus VIII, and in Lesson Three the oppor-
tunity for recasting lies in the multiple choice questions on the grammar worksheet. Included with
each text is a list of possible comprehension questions. These questions provide a model of how an
instructor could conduct class in a manner that does not focus entirely on grammar or translation,
but rather moves students through the text in a way that allows them to formulate interpretation
and see how the grammar informs that interpretation.

CONCLUSIONS

We suggest that even limited use of proactive form-focused methods will be extremely
beneficial and make optimal use of intermediate level students’ cognitive resources. For example,
proactive tasks such as those described below are designed to dredge a piece of knowledge out of
the depths of long-term memory into short-term memory before this cognitive activity is required
by the target text itself; student attention is directed meaningfully with less cost to their resources
and more resources may be left for interpretation. It is our conviction that the more this kind of task
is performed, the sooner this knowledge is automatized, in the same way that the more often one
dials a phone number the sooner it is memorized. Because reading is a much more complex cogni-
tive task than dialing, attentional resources can be directed, through worksheets and exercises, at
particular pieces of knowledge. Over time, intermediate students will read enough different texts
with exercises aimed at enough different constructions to result in faster and more competent
reading. In addition, this is a strategy that encourages students to encounter grammar and meaning
together, forcing them to make connections between the two in a significant, targeted way in order
to generate accurate interpretation. Given the limitations of cognitive resources, and given that
students will often privilege meaning over grammatical accuracy — and given that Latin cannot be
comprehended without accuracy — this kind of pedagogical method can be an excellent strategy
for encouraging students to separate the processes of building grammatical accuracy and building
good reading habits at a critical stage in their development. Form-focused instruction provides a
method for the Latin classroom through which students can enjoy the benefits of reading ancient
texts while still gaining an understanding of the grammar as a part of the interpretation of the text
rather than as a set of paradigms and rules to be conquered.
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ArPENDIX 1. LESSON ONE (SEN. Ep. 41.1)

Facis rem optimam et tibi salutarem si, ut scribis, perseveras ire ad bonam mentem, quam
stultum est optare cum possis a te impetrare. Non sunt ad caelum elevandae manus nec exorandus
aedituus ut nos ad aurem simulacri, quasi magis exaudiri possimus, admittat: prope est a te deus,
tecum est, intus est.

Method

Comments

PROACTIVE: in the class or in the home-
work assignment prior to the assigned read-
ing, review and construct syntax exercises
on: 1) present general conditions, 2) purpo-
sive infinitive, 3) passive periphrastic, and
4) purpose clause vs. uf + indicative.

Give a dictionary assignment on optare and
impetrare, discuss the interesting differ-
ence between English and Latin points of
reference from physical space using prope
est a te deus.

Have a vocabulary list for infrequent or
possibly misconstrued words (e.g. salu-
tarem, aedituus), linking them with their
r00ts.

Translation in class may not be necessary;
consider giving a comprehension quiz in-
stead (e.g. “Draw a picture showing where
Seneca thinks deus is in relation to his read-
er”’). One might now be able to concentrate
on stylistic issues or contextual questions
as well as focus on how style might affect
reading strategies (e.g. parallel structures).
Although the review process will be sub-
stantial and could affect class time, it may
be possible to read (not translate) much
larger sections of Latin at one time, while
being fairly confident that all students will
be “on the same page” in grammatical
terms.

REACTIVE: When or if a student miscon-
strues 1) present general conditions, 2) pur-
posive infinitive, 3) passive periphrastic,
or 4) purpose clause, review on the spot by
asking for the syntax rule and a recasting of
the translation.

Students will likely translate prope est a te
too literally, impeding sense and the point
of Seneca’s comment. This will provide an
opportunity for discussion of meaning and
the interesting difference between English
and Latin points of reference from physical
space using prope est a te deus. See OLD
(s.v. prope A.1.) or L&S (s.v. prope 1.A.2).

Direct translation will probably be neces-
sary to check student comprehension and
to generate syntax issues for discussion
and clarification. One might now be able
to concentrate on each student’s particu-
lar weaknesses, forcing “recasting” as a
pedagogical strategy. Note that the student
who failed to identify the syntax issue will
be very unlikely to be able to provide the
“rule”; you will probably always rely on
the top tier of students for answers. Each
class will be spent translating and discuss-
ing syntax and content. The review process
and reading comprehension may compete
for students’ attention. Students encounter
similar amounts of Latin each class; each
class comprises similar activities. One can
be fairly confident that all students are “on
the same page” in grammatical terms by the
end of the session.
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ArPENDIX 2. LEsSsoN Two (Carurrus VIII)

Class Day A

* Assign the grammar and vocabulary handout as homework two days before the lesson
is to take place. Correct the handout in class the day before the lesson, and assign the
students to review the corrected handout before Class Day B (see table).

» This lesson assumes students are familiar with syllable quantity and meter, specifically
hendecasyllabic, and forms of the personal and interrogative pronoun.

Homework for
Class Day B

Homework for
Class Day A

Class Day A Class Day B

Students prepare the
handout on impera-
tives and review per-

Review any questions
students may have
concerning handout.

Students review the
handout with the cor-
rected answers and in-

Students use the infor-
mation reviewed in the
handout to read and

sonal and interroga- formation.

tive pronouns

interpret Catullus 8.

Class Day B

* Hand out Catullus VIII at the beginning of class.

* Mention that the poem is in scazons, and model reading the poem in meter. Then have
a few students read through the poem, thus helping the class to notice certain long and
short syllables as well as to gain a sense of context for the poem.

*  Work through the meaning of the poem without doing a line-by-line translation. This
can be done by asking students prompting questions concerning areas of the poem
where the grammar may be more difficult.

» Ask students to break into groups of two or three and recast a few lines so that they re-
place second person with third person, thus requiring the students to identify the verbs
(and pronouns) and create the new, correct form. By imagining the subject ille Catullus
in place of tu, Catulle and illa Lesbia in place of tu, Lesbia, the students will in effect
de-personalize the poem and come to a greater awareness of how the use of the second
person makes the poem more personal and emotionally intense.

* Ask the groups to each write one of their recasts on the board.

» Provide indirect corrective feedback by identifying where there are mistakes and ask-
ing the students to correct them.
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Catullus VIII Review of Commands in Latin

Note: Before beginning this exercise, review the forms of the imperative and the uses of the jussive
subjunctive.

1. Fill in the proper ending as indicated by the person, number, and mood.

(2nd pl. imperative,amd) ~ (2nd sg. subjunctive, scribd)
(1st sg. subjunctive, maned) ~ (2nd sg. imperative, vided)
(3rd pl. imperative, vincd) ~ (2nd pl. subjunctive, superd)
(3rd sg. imperative, audeo) ~ (3rd sg. subjunctive, scid)

2. Underline and identify which form of command (subjunctive or imperative) is used.

Audeant ill1 virT esse fortes.
Vocate puellas ex domo.
NEé id faciamus.

Laudées bonos libros.
Filiam fabulam doce.

3. Translate the following into Latin, using the form of command specified.

Announce the message to the king. (2nd sg. imperative)

Let us stop the man in the market. (1st pl. subjunctive)

Finish your job (commercium, -7) tonight. (2nd sg. subjunctive)

Let him call the boys to dinner (use ad + accusative). (3rd sg. subjunctive)
Learn the teacher’s customs (maos, moris). (2nd pl. imperative)
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Catullus VIII Vocabulary Worksheet

1. Define the following terms:

dgésino, -ere
fulgeo, -gere, fulst
sol, solis, m.

nolo, nolle, nolut
volo, velle, volut
invitus, -a, -um
adeo, -1re
déstinatus, -a, -um
perferd, perferre
scelestus, -a, -um

2. Provide the lexical entry and definition.

ineptire
perisse
ventitabas
sectare
dolebis
mordebis
rogabit

3. Guess what the following words likely mean.
iocdsa (Hint: 1’s often become j’s when entering into English)

impoteéns
obdiira (Hint: it’s a verb, ob-diira)
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Catullus VIII Visually Enbhanced Text

Miser Catulle, desinas ineptire,
et quod uides perisse perditum ducas.

fulsere quondam candidi #ibi soles,
cum uentitabas quo puella ducebat
amata nobis quantum amabitur nulla.
ibi illa multa cum iocosa fiebant,
quae fu uolebas nec puella nolebat,
fulsere uere candidi #ibi soles.

nunc iam illa non uult: fu quoque impotens noli,
nec quae fugit sectare, nec miser uiue,

sed obstinata mente perfer, obdura.

uale puella, iam Catullus obdurat,

nec fe requiret nec rogabit inuitam.

at tu dolebis, cum rogaberis nulla.

scelesta, uae te, quae tibi manet uita?
quis nunc te adibit? cui uideberis bella?
quem nunc amabis? cuius esse diceris?
quem basiabis? cui labella mordebis?
at tu, Catulle, destinatus obdura.
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Catullus VIII Sample Comprehension Questions

To whom is Catullus speaking in the opening line?

What is another way to translate diicas in line 2 besides “lead”?

What grammatical construction would follow this that includes an accusative and infinitive?
Where does the relative clause initiated by quod end?

What word is “missing” after perditum?

Parse fulseére.

What kind of ablative is quo in line 4?

What kind of dative is nobis in line 5?

Who is the subject of amabitur?

What is the subject of fiebant?

How is cum best translated in line 6?

What are the different attitudes between Catullus and the girl in line 7?
What is now different in line 9?

Who is the subject of fugit?

What construction is obstindta mente an example of?

How has Catullus’ attitude towards Lesbia changed in 12-14, and how do we know this?
What is niilla doing in line 14?

What is the subject of manet?

How is the cui in “cui videberis bella” similar to nobis in line 5?

Why is esse in the infinitive?

What kind of dative is cui in line 18?

How is the at ti in the final line different than in line 14?
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APPENDIX 3. LESSON THREE (CAESAR, DE BELLO GALLICO, BK. 2.1.1-4)

Class Day A

* Assign the grammar and vocabulary handout as homework two days before the lesson
is to take place. Correct the handout in class the day before the lesson, and assign the
students to review the corrected handout before the lesson (see table)

» For the grammar worksheet, go over each question in class, asking the students to share
their multiple choice answers. If students chose the incorrect answer, ask them to con-
sider why they chose that answer and correct their mistake by choosing a new answer.

» For the extended sentence, ask students to break into groups and compare their marking
of the sentence. Then ask a representative from each group to put their answer on the
board. Provide corrective feedback, and allow the students to recast their work where
necessary.

Homework for
Class Day B

Homework for
Class Day A

Class Day A Class Day B

Students prepare the
handout on indirect
statement and  se-
quence of tenses.

Review any questions
students may have
concerning handout.

Students review the
handout with the cor-
rected answers and in-
formation.

Students use the infor-
mation reviewed in the
handout to translate
Caesar.

Class Day B

* Hand out Caesar text at the beginning of class.

*  Work through the meaning of the text without doing word-by-word translation. This
can be done by asking students prompting questions concerning areas of the poem
where the grammar may be more difficult.
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Caesar Indirect Discourse and Sequence of Tenses Review Sheet

Note: Before doing this worksheet, review indirect discourse, paying special attention to the uses of
the infinitive, indicative, and subjunctive, as well as the sequence of tenses rule for the subjunctive.

Read the sentence (DO NOT TRANSLATE), and determine if the action of the infinitive is hap-
pening before, after, or at the same time as the main verb.

1. Non arbitror t€ ita sentire.
a. Before
b. Same
c. After
2. Videmur enim quiétur fuisse.
a. Before
b. Same
c. After
3. R&s ipsa monébat tempus esse.
a. Before
b. Same
c. After

Read the sentence (DO NOT TRANSLATE), and determine if the main verb is primary or second-
ary sequence and if the subjunctive verb indicates complete or incomplete action.

1. Rogd quid facias.

a. Primary, complete

b. Primary, incomplete

c. Secondary, complete

d. Secondary, incomplete
2. Rogavi quid faceres.

a. Primary, complete

b. Primary, incomplete

c. Secondary, complete

d. Secondary, incomplete
3. Rogabd quid feceris.

a. Primary, complete

b. Primary, incomplete

c. Secondary, complete

d. Secondary, incomplete
4. Rogavi quid fecisses.

a. Primary, complete

b. Primary, incomplete

c. Secondary, complete

d. Secondary, incomplete

Read the following sentence (again, DO NOT TRANSLATE). Identify the verbs and break the
sentence into its different clauses (i.e. main clause, indirect Discourse, Subordinate Clauses)
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Quis neget haec omnia quae vidémus dedrum potestate administrari?

Caesar Vocabulary Worksheet

1. Define the following terms:

citerior, -ius
créber, -bra, -brum
coniuro, -are
obses, obsidis
partim (adv)

nolo, nolle, nolut
inveterasco, -ere
mobilitas, -tatis
condiico, -ere

2. Provide the lexical entry and definition.

adferébantur
vereérentur
pacata
sollicitarentur
versarl
studébant
consequi

3. Guess what the following words likely mean.

rumores

litterts (HINT: Change the first i to an e)

adducertur (HINT: Separate the preposition and the verb)
dititius

hiemare (HINT: Consider this a “verbing” of a noun)
facultates

occupabantur
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Caesar Passage Visually Enhanced

Cum esset Caesar in citeriore Gallia [in hibernis],
ita uti supra demonstravimus,
crebri ad eum rumores adferebantur litterisque item Labieni certior fiebat

omnes Belgas, quam tertiam esse Galliae partem dixeramus, contra populum Romanum
coniurare obsidesque inter se dare.

Coniurandi has esse causas:
primum quod vererentur

ne, omni pacata Gallia, ad eos exercitus noster adduceretur;
deinde quod ab non nullis Gallis sollicitarentur,
partim qui,
ut Germanos diutius in Gallia versari noluerant,

ita populi Romani exercitum hiemare atque inveterascere in Gallia moleste
ferebant,

partim qui mobilitate et levitate animi novis imperiis studebant;

ab non nullis etiam quod in Gallia a potentioribus atque iis
qui ad conducendos homines facultates habebant
vulgo regna occupabantur;
qui minus facile eam rem imperio nostro consequi poterant.
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Caesar Passage Sample Comprehension Questions

Where is Caesar, and where have we this description of this region before?
Who is eum?

Why is litteris not accusative?

What is quam referring to and what is its function in the relative clause?
What two things are the Belgas said to have done?

Why is esse infinitive?

What part of speech is coniurandi? What case is it in and why?

What “condition” exists for the Belgae to be afraid?

What do they fear?

Who is the grammatical agent of sollicitarentur?

What do the Germans not want to do?

What are they two results of the Germans’ reluctance?

What kind of ablatives are mobilitate and levitate?

Why is novis imperiis in the dative?

What kind of adjective is potentioribus?

What is the antecedent of qui?

What use of ad is this?

Homines and facultates are both accusative plural, what is each the direct object of?
Who is doing the action of occupabantur?

Parse consequi.

What is minus modifying?
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The 2010 College Greek Exam

Albert Watanabe

Louisiana State University

ABSTRACT

This article reports on the second annual College Greek Exam (CGE), a national exam for students
of ancient Greek, usually given in the second semester of a college sequence. The report begins with
a brief description of the origins and development of the CGE, explaining the philosophy behind the
exam’s syllabus. The format of the CGE is then presented, followed by an analysis of the questions
by grammatical category. The results of the 2010 exam are then compared with 2009 CGE. The
report concludes with an assessment of the strengths and areas for improvement for Greek students.
The report also evaluates the exam itself; the main suggestion is to include more comprehension
questions. There are two appendices: (1) a copy of the 2010 CGE, including the percentages of the
students who marked each answer; (2) a copy of the syllabus for the CGE.!

In March 2010, 239 students from 24 colleges and universities took the second annual Col-
lege Greek Exam (CGE), a national exam for students of ancient Greek, typically in their second
semester of a college sequence. This article gives a brief description of the exam’s origins and
development, as well as analysis of the results of the 2010 exam compared to those for the 2009
exam. It concludes with an assessment of strengths and areas for improvement for Greek students
as well as an evaluation of the exam.

DEVELOPMENT AND PHILOSOPHY OF THE COLLEGE GREEK Exam

The origins of the CGE arose from the desire to institute a separate national exam for col-
lege and university students of ancient Greek, parallel to the National Greek Exam (NGE) for high
school students. The CGE generally follows the format of exams such as the NGE and the NLE but
has a syllabus, vocabulary lists and expectations geared specifically for students at the college lev-
el. Given the great diversity of pedagogical approaches and order of presentation of grammatical
material found in Greek textbooks, the CGE does not follow any one textbook. Through computer
searches, it is now possible to quantify the forms and vocabulary that students are most likely to
encounter in reading ancient Greek texts. Rather than adhere to a particular approach, presenta-
tion, textbook or type of textbook, the syllabus for the CGE bases the inclusion of grammatical
material (Mahoney) and vocabulary (Major) on frequency. For a more detailed exposition of the
philosophical background for the CGE, see Major-Watanabe (this article also includes copies of
the pilot and 2009 CGE). A copy of the syllabus has been appended to this article.

ForMAT AND ANALYSIS OF THE 2010 COLLEGE GREEK Exam

The exam consisted of 40 multiple-choice questions, the last ten of which analyzed a short
Greek passage in which a dog and sheep debate their roles and value to a shepherd. For the first
time since the inception of the Exam, there were two perfect scores of 40. The overall average
was 25.83 (64.58%); the median score was 26 (65%). In what follows, the results of the exam are

1 I wish to thank the Editor of TCL and the anonymous readers for their many helpful suggestions.
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analyzed according to grammatical categories. For reference, a copy of the 2010 exam has been
included as an appendix. The percentage of students marking each answer is given in parentheses
after that answer.

Nouns, adjectives and pronouns

Two questions on nouns asked for specific cases of a noun. Q(uestion)19 asked for the
dative plural of Bactievg and Q23 for the same case and number of wpdypa. For both questions,
77.4% of the students answered correctly.

There were also two questions on the agreement of the article with a noun. In Q1 only
8.4% correctly identified 14 as the article agreeing with yévn. The majority (86.6%) chose 1), not
recognizing that yévn is the neuter plural of 0 yévog. Similarly in Q24 only 39.7% recognized tod
as the correct article for avopog. Again most of the students (51.9%) took the noun as a nominative
singular and chose ¢ as the answer.

Questions on adjectives centered on agreement. For QS5, 86.2% of the students saw that
kak@®v agreed with T®v yYAottdv. In Q25, however, only 28% saw that kakf)g went with To ewc.
The largest group of students (39.7%) chose kaxod as the answer; 26.4% chose kax®dg; 5.9%
picked xax®v. In this case students seemed unsure about the gender of moAic. A significant number
appear simply to have matched up the endings (t6Aemg and kak®dg). As noted above on nos. 1 and
24, the agreement of articles/adjectives and nouns of different declensions proved to be problem-
atic for students.

Q12 posed a question about comparison. Students were asked to fill in the blank in the
sentence: 0 XOKPATNG £0TL GOPDOTEPOG 1| . Only 41% correctly saw that the nominative
0 Evpiidng should be placed in the blank. The rest of the students were divided fairly evenly over
the other answers: 21.3% for 1®v dAhov dvdpdv; 20.9% for toig dArhoig dvopaot; and 16.7% for
100 Evpiridov. Here the students seemed uncertain about what case should follow the comparative
plus 1.

Four questions dealt with pronouns. Nos. 14 and 35 (on the passage) asked about the case
of the pronoun. In Q14, 60.7% correctly identified fjuiv as dative. For Q35 (on the passage), 79.1%
of the students saw that cot was dative and that its function was as the indirect object of mapéyet.
In Q16, 96.7% saw that todto derived from obtog. Q32 (on the passage) posed a question about
relative pronouns; only 29.3% of the students understood that 6¢ referred back to decmotnv. Most
(60.3%) thought that its antecedent was the adverbial adjective Agwvov.

There were five questions about the translation of noun phrases, both from Greek to English
and from English to Greek. Often these questions dealt with the attributive or predicative positions
of adjectives and pronouns. All the questions began with “The best translation of (for) is.”
Q3 asked for the best translation of t0 Tod moAitov ddpov dpiotov, an example of the predicative
position. Here 79.1% of the students correctly chose the phrase “the citizen’s gift is best.” For Q6,
when students were asked the best translation of “the same hope,” 77.4% chose 1 avtn éAnig, rec-
ognizing that avtdg in the attributive position means “the same.” In Q7, 72.4% correctly answered
that katd vopov was best translated by “according to the law.” For Q28, students were asked to
render the phrase “these soldiers” into Greek. Here 66.5% chose oDtot oi otpatiétol, correctly
recognizing that demonstrative adjectives regularly occur in the predicative position. Finally in
Q30, 64% correctly translated “all the letters” with mdvta T ypdppata. Another 24.3% chose
N oo €motorr. Whether translating from Greek to English or English to Greek, the students
seemed to fare about the same.
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Finally, Q13 asked about the translation of the superlative adverb dAn6éctata. In this case
82% translated it as “most truly.”

Verbs

Now we turn to questions on verbal forms. Questions on finite verbal forms asked about the
person, number, tense and mood. Students were not asked to parse the voice of finite verbal forms
(for questions on translating middle/deponent forms, see below).

For Q34 (on the passage), 68.2% correctly identified 610w as second person singular. For
Q29, students had to find the second singular imperfect indicative of dpyw. Students did well with
80.8% giving fpyec as the correct answer. On Q22, 90% were able to convert {ntel (a contract
verb) to the plural. On Q9, 84.5% correctly identified ypdwyete as a future. In Q27, students had
more difficulty in identifying the tense of &€0nie. Here only 42.7% saw that it was aorist, 32.6%
thought that it was perfect, while 19.7% took it as imperfect. Students unfamiliar with -pu verbs,
but familiar with the perfect tense, may have noticed the kappa in the ending and guessed that the
verb was perfect, even though there was not reduplication. This question and Q34 above were the
only ones about —pu verbs. Finally, for Q11, slightly over half of the students (56.5%) saw that
fiveykov derived from @épw.

Several questions asked students for the mood of a verbal form. Q31 (on the passage)
asked about the mood of gimev. On this question, 84.5% correctly answered that it was indicative.
Q2 (the only question on an imperative) was difficult for students. Only 42.7% saw that dikovcov
was aorist imperative; 30.1% guessed that it was future indicative, another 20.5% that it was aorist
indicative and the remainder (6.7%) thought that it was present imperative.

On infinitives, Q26 asked about the tense and mood of memadevkévar; 73.2% recognized
it as the perfect infinitive. This was the only question on a perfect. For Q40 (on the passage), stu-
dents had difficulty identifying the form of dmoBaveiv. Only 37.7% recognized it as aorist, while
over half (51.5%) took it as a present infinitive. Here students seemed unfamiliar with this second
aorist form.

Now let us turn to the questions on participles. Q21 asked students to convert the middle
participle ypaydapuevot to the active. Here 64% correctly chose ypdwyavteg, while 31.8% opted for
the present participle ypdwyovteg. The remaining questions were on the passage. On Q33 87.4%
recognized the case and number of mapeyovcaig as dative plural. For Q39 on the last sentence of
the reading passage (gl 6’ éy® 00 @LAATT® VUAG, 0V véueshal dvvache, pofovpevarl dmobaveiv),
76.2% saw that poPovpevor agreed with the ewes implied in the 2nd person plural verb dVvvacOe.

Students were also asked to translate finite verbs, infinitives and participles. These ques-
tions usually took the form: “The best translation of (for) is.” For Q10, only 44.8%
of the students translated @aiveton as “it seems;” another 39.3% translated it as “he shows.” Here
they were not clearly distinguishing between the active and middle. In Q17, the students also
had difficulty in recognizing the 2nd singular middle-deponent form, where only 39.3% correctly
translated £pyn as “you come;” 28.9% took it to mean “may he come;” 16.7% “may he rule;” and
15.1% “you ruled.” Q15 tested students on the supplementary participle in the phrase Toyydve dv.
Here 61.9% correctly translated “I happen to be.” Finally, in nos. 36-37 (from the reading pas-
sage) students were asked to show their comprehension of the sentence tOv KOva ovV dovGAVTOL
ooty einelv. Q36 asked about the best translation of the aorist participle dkovcavta. Here 82.4%
did well in translating the circumstantial participle as a temporal clause “when he had heard.” For
Q37 students were also asked to translate the indirect statement TOvV KOvVOL OOV GKOVGAVTO QAGTEV
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eimelv. On this question 58.6% correctly chose “they say that when the dog heard he said;” 27.2%
translated “the dog listened and said.”

Other types of questions

There were two questions on transcription and English derivatives. For Q20, 84.1% were
able to transcribe “Homer” from English into Greek. In Q4, 97.5% clearly saw that the word “poli-
tics” derived from moAc.

The only historical question (Q8) asked who was the most important woman poet from
ancient Greece. Here 73.2% of the students answered Sappho (written out in Greek).

There was also one question on the recessive accent. For Q18, 72.8% of the students identi-
fied &uamov as the relevant example.

Q38 was the only comprehension question on the exam, asking what the dog in the passage
claimed. The majority of students (62.3%) answered that the dog “protects the ewes from men and
wolves.”

ComPARISON WITH THE 2009 CGE

Overall students did slightly better on the 2010 exam than on the 2009 exam. As noted
above, 239 students from 24 institutions took the 2010 exam; there were 311 students from 35
institutions taking the 2009 exam. The 2010 students scored a mean of 65.76%, while 62.06% was
the mean for 2009. For the first time two students (from the same school) had perfect scores of 40,
while in 2009 five students scored the peak score of 38 (95%). The low score was a 10 (25%) for
2010; for 2009 this was an 11 (28%).

Only one question appeared on both exams. Q8 (2009) and Q27 (2010) asked about the
tense of &0nke. There was a slight decrease in the score here: 47.3% chose the correct answer in
2009 compared to 42.7% in 2010. The same answers were provided: (a) present; (b) imperfect; (c)
aorist; (d) perfect. The scores for both exams generally followed the same pattern. For 2009 the
scores were as follows: (a) 2.3%; (b) 17.7%; (c) 47.3%; (d) 32.8%. For 2010 the percentages were:
(a) 5%; (b) 19.7%; (c) 42.7%; (d) 32.6%. In both years, it is interesting that after the correct answer
c, the next highest percentage was for answer d (perfect).

Between the two exams, several questions were similar in content but differed in question
format (e.g. most significantly whether the students translated from Greek to English or English to
Greek). These questions are examined by grammatical category below.

Q30 (2009) and Q3 (2010) dealt with the predicative position of the adjective. The ques-
tion for 2009 asked, “Which shows an adjective in the predicative position?”” Only 45.3% chose 1
@vo1g apiotn. The 2010 students were asked to give the best translation of 10 100 moAitov ddpov
dpiotov; here 79.1% answered correctly, “the citizen’s gift is best.” Students on the 2010 seemed
to have less difficulty, insofar as they were only asked to translate the phrase; this required at best
a passive knowledge of the predicative position.

There were two similar questions on pronouns. For 2009, 68.2% correctly chose the da-
tive pl. of éym (Q15); for Q14 in the 2010 exam students were asked about the inverse process of
identifying the case of njuiv. Here 60.7% gave the correct form. On Q11 of the 2009 exam, 62.4%
understood that Tadta derived from ovtog. For 2010 on Q16, 96.7% correctly answered that Todto
derived from ovtog.

The 2010 students did significantly better than the 2009 group on the superlative adverb.
For the 2010 exam students were asked in Q13 for the best translation of dAnféotara and 82%
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answered “most truly”’; the 2009 students had a more difficult time answering Q16: “Which is the
superlative adverb of yaAem6g?” with only 45.3% answering yoAendtata. Here again students
found it easier to translate the superlative adverb (2010) than to produce the form (2009).

Three questions on verbal forms were similar. Q19 (2009) and Q2 (2010) focused on the
imperative. In 2009 only 29.6% gave the right answer, dkovcov, when asked “Which of the fol-
lowing gives the command ‘Listen!’” Many of the students (39.2%) chose the aorist indicative
form fjxovoe; 25.4% picked dovon (which could be interpreted as a 2nd singular future middle,
aorist subjunctive middle, or a 3rd singular aorist subjunctive active), while 5.8% opted for the
imperfect indicative. Here many students chose the aorist indicative, misidentifying the epsilon as
the 2nd singular ending and forgetting that the augment does not appear in the imperative. About a
quarter of them, after eliminating the answers with augments, guessed that the answer was dxovon
instead of dkovcov. The 2010 exam, instead of asking students to produce the correct Greek, asked
students to identify the tense and mood. For 2010, 42.7% correctly gave the tense and mood of
dicovoov. The other responses were future indicative (30.1%), aorist indicative (20.5%) and pres-
ent imperative (6.7%). Students clearly saw that dxovcov (with its sigma) must be either future or
aorist. Although the 2010 students fared better, the imperative continues to pose a challenge for
students.

Q28 (2009) and Q26 (2010) dealt with perfect forms. In 2009 students were asked to com-
plete the sentence “kekpOeactv is”. Here 57.6% answered correctly, but 22.2% took it for a dative,
15.8% as a pluperfect, and 4.2% as an accusative. Not given any indication in the question whether
KEKPLPOGIY Was a noun or a verb, a number of the students were distracted by the answer “dative.”
The 2010 students did fairly well (73.2%) in identifying the tense and mood of the perfect infini-
tive menardevkéval. The other answers were pluperfect infinitive (13%), perfect indicative (8.8%)
and pluperfect indicative (5%). Here students were helped by the fact that the question definitely
indicated that the form was a verb.

There was also a question on both exams involving the aorist middle participle. For 2009
(Q13), 81.4% chose the correct form of the aorist middle participle of BAdntw; for Q21 on the 2010
exam 64% were able to convert the middle participle ypaydpevor into the active. The latter process
was clearly more challenging for the 2010 students.

Q17 of the 2009 exam asked for an example of the fixed accent among four verbal forms;
only 32.2% chose the right example, the perfect participle nopnpévotr. For Q18 on the 2010 exam,
students were asked to find an example of a recessive accent; 72.8% correctly answered &\mov.

Q38 was the only comprehension question on the 2010 exam. Here 62.3% gave the right an-
swer. In 2009, there were five reading comprehension questions about the passage, a legend about
sailors meeting Alexander’s sister, a mermaid, on the high seas. In four of them—Q32 (55.9%),
Q33 (57.2%), Q35 (53.7%), Q38 (71.4%)—the majority of students answered correctly. However,
in Q40, when students were asked what the passage said about the mermaid, only 27.7% gave the
correct answer, “she carries the implements of war.” It is difficult to compare these questions since
they are closely tied to the passages being analyzed. Given that the students have already answered
grammatical questions in the first part of the exam, it would be worthwhile for the writers of the
test to include more reading comprehension questions on the passage, as such questions would
test students on another level of knowledge—their ability to comprehend a continuous passage of
Greek in context.

Finally questions about transliteration were raised in Q1 (2009) and Q20 (2010). For 2009,
63.3% were able to transliterate “Hyperbolus” into Greek, while in 2010, 84.1% correctly con-
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verted “Homer.” Students did better in 2010 in seeing that the “H” in transliteration arose from
the rough breathing. The omicron with rough breathing at the beginning of Homer was easier to
handle than the upsilon of Hyperbolus. The familiarity of the name Homer probably also helped
the 2010 students.

CONCLUSION

Students performed fairly well to very well on producing noun cases, matching 2nd de-
clension adjectives with 2nd declension nouns, translation of noun phrases, the superlative adverb,
parsing -o verbs, translating the supplementary and circumstantial participle, transliteration, Eng-
lish derivatives, and on the historical question.

Areas for improvement include the agreement of adjectives (articles) and nouns of differ-
ent declensions (Q1: 8.4%; Q24: 39.7%; Q25: 28%), comparison (Q12: 41%), the imperative (Q2:
42.7%), and middle/deponent forms (Q10 @aiverai: 44.8%; Q17 €pym: 39.3%).

The writers of the exam offered a variety of questions and an interesting passage. They
did well to introduce for the first time this year questions on comparison and supplementary parti-
ciples. The major weak point of the exam is the lack of comprehension questions on the passage.
Questions should test the ability of students to translate and comprehend larger units than the indi-
vidual words and phrases tested in the first part. Additionally, too many question asking students to
translate from Greek to English may make the exam less challenging for students. I do not see this
as a major problem on this exam but a balance of Greek to English and English to Greek questions
is something that should be carefully preserved on future exams.
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APPENDIX 1. SECOND ANNUAL COLLEGE GREEK Exam (2010)

TIME: 50 MINUTES DO NOT USE A DICTIONARY

Write YOUR NAME at the top left-hand portion of your answer sheet. Write YOUR LAST NAME
FIRST. Be sure to FILL IN THE BUBBLES under your name. DO NOT change the identification
number on the sheet nor add any additional information.

Mark the correct choice ON YOUR ANSWER SHEET. There is only one correct answer/choice
for each question. Choose the BEST POSSIBLE ANSWER.

1. The correct article for the noun yévn is
a. 1 (86.6%) c. 10 (4.2%)
b. ai (0.8%) d. 6 (8.4%)

2. The tense and mood of dkovcov are
a. present imperative (6.7%) c. aorist imperative (42.7%)
b. aorist indicative (20.5%) d. future indicative (30.1%)

3. The best translation of the words 10 tod moAitov ddpov dpioTtov is
a. the best gift is for the citizen (16.3%)
b. the citizen’s gift is best (79.1%)
c. the gift is better than the citizen (4.2%)
d. it is best for the citizen to have a gift (0.4%)

4. An English word that is derived from noAig is

a. polish (0.0%) c. politics (97.5%)

b. polite (1.3%) d. polychrome (1.3%)
5. The adjective that agrees with the noun t®v yAwttdv is

a. evdaipmv (7.1%) c. Kok®V (86.2%)

b. gvdaipovog (1.7%) d. kaxadg (5.0%)
6. The best translation into Greek of the words the same hope is

a. N TG €Amic (9.2%) c. N oot €Amic (77.4%)

b. tic 1 éAmig (1.7%) d. abtn M éimig (11.7%)
7. The best translation of the words xotd vopov is

a. according to law (72.4%) c. down from the law (15.1%)

b. after the law (4.6%) d. with the law (7.5%)

8. The most important woman poet from ancient Greece is
a. ABfjvau (13.8%) c. Aptepig (7.5%)
b. Zaned (73.2%) d. ZopokAng (5.4%)
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9. What is the tense of ypayete?

10

I1.

12.

13.

14.

15.

16.

17.

18.

19.

a. perfect (1.7%) c. future (84.5%)
b. aorist (5.0%) d. present (8.8%)
. The best translation for @aivetat is

a. he shows (39.3%) c. it seems (44.8%)

b. we appear (2.5%) d. they show (12.6%)
fveykov is a form of which verb?

a. vopuito (9.2%) c. vikdo (15.1%)

b. dyyéo (19.2%) d. pépw (56.5%)
Fill in the blank: 6 ZoKkpdng £€0Ti GOPDOTEPOS T .

a. 0 Evpuidng (41.0%) c. tod Evpuidov (16.7%)

b. t@v dAhov dvopdv (21.3%) d. Toic dArotg avopdaot (20.9%)
The best translation for dAn0éctata is

a. truer (13.0%) c. true (3.8%)

c. truly (1.3%) d. most truly (82.0%)
The case of fuiv is

a. nominative (11.3%) c. dative (60.7%)

b. genitive (4.6%) d. accusative (23.4%)
The best translation for Tvyydveo dv is

a. [ hit them (5.4%) c. I happen to be (61.9%)

b. I am meeting them (18.0%) d. therefore I happen (14.2%)
tov71o is a form of which word?

a. to0g (1.3%) c. o010 (96.7%)

b. tomog (0.8%) d. o0d¢ic (1.3%)
The best translation for &pyn is

a. you come (39.3%) c. may he rule (16.7%)

b. may he come (28.9%) d. you ruled (15.1%)
Which of the following is an example of the recessive accent?

a. ameiv (7.1%) c. xpnotog (8.8%)

b. Amovtog (10.9%) d. Eamov (72.8%)

The dative plural of factAedg is
a. paciriéa (4.6%) c. Paciredor (77.4%)
b. Bacrel (10.0%) d. Bactréwg (7.5%)

60
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20. The name of the epic poet Homer is written in Greek as
a. Hounepog (1.3%) c. ‘Ounpog (84.1%)

b. Ounpog (11.3%) d. Hounpog (3.3%)

21. The active participle that corresponds to the middle participle ypayépevor is
a. yphwyavteg (64.0%) c. ypayopevor (2.5%)
b.yphwyovteg (31.8%) d. ypagpdpevor (1.7%)

22. Making the person of {ntel plural yields the form
a. (nrodpev (1.7%) c. intd (2.5%)

b. {nrodow (90.0%) d. nteiv (5.9%)

23. The dative plural of wpayua is
a. mpaypotog (2.5%) c. mpaypoot (77.4%)

b. mpaypoatt (15.5%) d. mphyparo (4.6%)

24. The form of the definite article that agrees with dvopog is
a. 0 (51.9%) c. T00¢ (4.6%)

b. 16 (3.3%) d. 100 (39.7%)

25. The form which agrees with (modifies) néAewg is
a. xaxfc (28.0%) c. KaK®G (26.4%)

b. xaxod (39.7%) d. kax@v (5.9%)

26. The tense and mood of memodevkévan are
a. pluperfect infinitive (13.0%) c. pluperfect indicative (5.0%)
b. perfect infinitive (73.2%) d. perfect indicative (8.8%)

27. The tense of &€0nke is

a. present (5.0%) c. aorist (42.7%)
b. imperfect (19.7%) d. perfect (32.6%)
28. The best translation into Greek of the words these soldiers is
a. ol otpatidrtat avtoli (7.5%) c. ol avtol otpatidtar (18.4%)
b. ol otpatidrar obtwg (7.1%) d. obto1 oi oTpoTidTar (66.5%)

29. The 2" person singular imperfect indicative of Gpyo is
a. fpyes (80.8%) c. p&eg (10.0%)
b. dpye (4.2%) d. apyec (4.6%)

30. The best translation into Greek of the words all the letters is
a. | mdoa EmotoAn] (24.3%) c. mav ypappa (2.1%)
b. whvta T ypappota (64.0%) d. mdca émotoin (9.6%)



Teaching Classical Languages

Fall 2010

Watanabe

62

Answer questions 31-40 based on the passage below. This fable has a dog and sheep debating their

roles and value to a shepherd.

éte pavai Toig {hoic noav, 1 dig Tpdg TOV SeomdTnV elnev

«Agwov motelg, O¢ MUV pev Taig Kol dpvog Kol TuPOV TAPEXOVGULS OVOEV
dtdmg, T@® d¢ Kuvi, 6¢ 0VOEV AyaBdV Gotl mapEyeL, LeYEANV

86&av S18mc.» TOV KhVa 0DV dxodoavTa eucty eimely «vai po At’,

EY® Yap it O kol VA cdlmv, kai o1’ Eue ovd’ ol dvBpwmot

VUAG KAEMTOVGLY 000’ Aprtalovcty ol Adkot. €10’ €y 00 PLAATTO VUG,
o0 véueohat dvvache, pofovpevarl amobaveiv.»

ol apveg lambs, sheep

Cdov -ov 16 animal

KVOV, Koveg 6 dog

AVKOG -0v 6 wolf

vai pa Aia yes, by Zeus (used in invocations)
vépopan go to pasture, graze
6te when

01g, diog 1] ewe (female sheep)
napéym provide

TUPOG -0 6 cheese

oofovpa fear

31. The mood of ginev (line 1) is
a. infinitive (6.7%) c. participle (6.7%)
b. indicative (84.5%) d. imperative (1.7%)

32. &¢ (line 2) refers to

a. ogomdtnv (line 2) (29.3%) c. topov (line 2) (5.9%)

b. Aewov (line 1) (60.3%) d. 1® wxvvi (line 3) (3.8%)
33. The case and number of mapeyovoaic (line 2) are

a. nominative singular (0.4%) c. dative plural (87.4%)

b. dative singular (2.1%) d. accusative plural (9.6%)

34. The person and number of 6idwg (line 3) are

a. first person plural (10.5%) c. second person plural (11.7%)
b. second person singular (68.2%)  d. third person plural (9.2%)

35. The case and function of cot (line 3) are
a. dative, in apposition to 1@ xvvi (line 3) (8.8%)
b. dative, indirect object to mapéyet (line 3) (79.1%)
c. nominative, subject of 616w¢ (line 3) (6.7%)
d. nominative, modifying ¢ (line 3) (4.6%)
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36. The best translation for dxovcavta (line 4) is
a. “when he had heard” (82.4%) c. “listen!” (2.9%)
b. “the things he had heard” (8.8%) d. “when he will listen” (5.4%)

37. In line 4, the best translation of the words tov kVva.... €lmely is
a. “the dog listened and said” (27.2%)
b. “they say that when the dog heard he said” (58.6%)
c. “the dog said that he had heard and spoken” (9.6%)
d. “they say that dogs listen and speak™ (4.2%)

38. In lines 5-7 the dog claims that
a. he protects the ewes from men and wolves (62.3%)
b. the ewes fear that the dog will hand them over to thieves or wolves (10.0%)
c. the master will kill both the ewes and the dog (4.6%)
d. even if he protects the ewes, they can still by stolen by men (22.6%)

39. The participle poBovuevar (line 7) agrees with which noun?
a. the dogs (7.5%) c. the ewes (76.2%)
b. the master (9.2%) d. the wolves (6.7%)

40. What form is amoBaveiv (line 7)?
a. present infinitive active (51.5%)
b. perfect infinitive active (4.6%)
c. aorist infinitive active (37.7%)
d. aorist infinitive middle (5.9%)

TEAOX
The End
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APPENDIX 2. COLLEGE GREEK ExAM SYLLABUS
Third Annual Exam (2011)

All questions ask the student to choose the best from four different answers. The first thirty (30)
questions test the material listed below. The last ten questions test comprehension of a brief simple
passage of adapted Attic Greek prose.

A. FORMS

a.

VERBS: w-verbs (including contract verbs) in (1) all persons (2) singular and plural

(3) present, imperfect, future, aorist and perfect tenses (4) indicative, infinitive,

participle, imperative (present and aorist active only) (5) active and middle voices.

See vocabulary list of regular verbs for which students should know definitions and

for pr—verbs.

One question will ask students to recognize the correct form of a verb accented

recessively.

NOUNS:

I** Declension (vikm, y®pa, poipa, YA®TTO, TOAITNG types)

2" Declension (inmog, d®pov types)

3" Declension (éAmig, odpa, yévog, TOMS types)

See vocabulary for a full list of nouns.

+ the definite article 0, 1, 10

ADJECTIVES: dyaf6g, d&loc, evdaipwv, aAndng, 1ovg types

See vocabulary for a full list of adjectives. Regular formations of the comparative

and superlative degrees.

PRONOUNS: avtég -1 -0; &yd; ékeivog —1 —o; O¢, 1, O; 00delg, ovdepia, 0VdEV;

obtog, abtn, TodT0; 6V; TIG, TU; TiC, T

CONJUNCTIONS: dAAG, Yép, 84, éav/el, 1, kai, pév, 811, obv, obte, 1€, OC

PREPOSITIONS: av(d), an(6), du&), €ig, €k/EE, &v, én(1), kat(d), pet(d), map(a),

nepi, mpdg, VT(0)

ADVERBS: ye, o1, &t1, un, viv, ov/o0k/ovy, obtme, mg

Regular formations of the positive, comparative and superlative degrees.

GRAMMAR and SYNTAX

i. Predicate and attributive positions
ii. Case Usage: Nominative (subject, predicate), Genitive (possession),
Dative (indirect object, means), Accusative (direct object), Vocative (direct
address).
iii. Mood Usage: participle (used in comprehension questions but questions

do not ask to name a type of use), infinitive (complementary), imperative
(command), indirect statement with infinitive or 8tV ®g.

B. VOCABULARY: The attached vocabulary lists verbs, nouns and adjectives for which
students are responsible.

a.

In the reading passage, words of regular formation and analogous to (or compounds
of) those in the vocabulary will be glossed with a vocabulary entry. For example,
if ékpépopev appears, the gloss will appear as “€xpépw carry out.”

Words using constructions or forms for which students are not responsible will be
glossed with a translation, for example: “iva...pe0yoyuev so that ...we would escape.”
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C. CULTURE
a. Students should know the following names and places. The questions will be basic
in content but require the student to recognize the names in the original Greek.
Homer, Sappho, Aesop, Sophocles, Euripides, Herodotus, Thucydides, Pericles,
Socrates, Plato, Aristotle, Xenophon, Alexander, the Olympian gods, Hercules,
Perseus, Achilles, Agamemnon, Helen, Hector, Odysseus, Athens, Sparta, Thebes,
Corinth, Mycenae, Marathon, Thermopylae.
Example: Who wrote the tragedy Oidimovg Topavvog? (a) 0 Zokpdtng (b) 1 Zamed
(c) 6 ITepuchiic (d) 6 ZopoxrAfig
D. TRANSLITERATION and DERIVATIVES
Example: The English word “cycle” is derived from the Greek word (a) y0yAog (b) kbkiog
(c) yodyrog (d) xodkAog

VOCABULARY
for the
COLLEGE GREEK EXAM (CGE)

This list contains 250 words for which students are expected to know basic definitions when taking the CGE. It
contains 100 verbs, 100 nouns and 50 adjectives. This list supplements the words listed on the main syllabus. Any
words used on the exam which are not on this list will be glossed.

VERBS

ayyé\lo announce

dyo lead, bring

aipéo take (mid: choose)
aitéwm ask

axov® hear

apoptdveo make a mistake, miss the target

amobvnoko die
apnalm snatch
Gpyo rule

Baivo walk

BéAAw throw
BAdmto hurt

Prémw see

BovAevw deliberate
BovAopat want, wish
Youé® marry

yeldo laugh
yiyvopou become, be
yiyvéokm come to know, learn
Ypaoo write

d¢l it is necessary
delkvopt show
déyopar welcome
dnAow show
dwddokm teach
Sidmu give

Sk pursue

dokel it seems

Spdom do

dvvapon be able, can
£€0éhm wish

gipi be

gl go (future only)
ginov say (aorist only)
€lavvo drive

Epyopon come, go (present only)
£€00im eat

gvpioko find

&ym have, hold

Cawm live

ntéw seek

Bepamedm serve
iotnuu stand

KoAéow call

keledw order
Kkwdvvedo risk

KIWvE® move

KAénto steal

konTo cut

kpivo judge, decide
kpvmto hide

kretvo kill

K®OAD® prevent
Aayyéve obtain by a lottery
Aadéo talk, babble
hopPéve take
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AovBave do without being noticed
Aéyo say, speak

Aeinw leave

Mo loosen, destroy
povBave learn

néAhm intend, going to
péva stay

oém hate

VIKG® conquer, win
vopifw consider

oida know (perfect only)
opbo see

opeilm owe

moded® educate

mhoyw suffer, experience
TV stop

neibw persuade

mépne send

ninto fall

moTEV® trust

moém make

mpdrtte do

okomém look at

otéMo send

Tépve cut

Tifn put

tikto give birth

Tipde honor

Tpénm turn

Tpépm nourish

TpEY® run

tuyxave happen (+ part.) hit, meet, have (+ gen.)
¢aivo show, appear
PEPM carry

eevyo flee, run away
onui say

oéw love

@povém think

@uAdtTe guard

¢V® produce

xpN it is fated, necessary
XOPED move

yevdo lie, cheat
oeerém help

NOUNS

vikn type 17

aydmn —g, 1 love, charity

avaykn —nmg, 1 necessity

apetn -fic, 1 excellence

ditn —g, N blindness, destruction

yvéun —ng, 1 thought, intelligence, opinion
dikn —ng, 1 justice, lawsuit
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elpfivn -1g, 1 peace
€MOTOAN -fiG, 1| message, letter
nodovn -\g, N pleasure
péyn —ne, 1 battle
pnyovi -fig, 1 device
vikn —ng, 1 victory
TéYvn Mg, M art, skill
TN -fg, N value

oY Mg, N luck

pov1 -, 1] sound, voice
yoyn -fig, 1| breath, soul

xopo type 7

dyopd., -0, 1 market place
aitio -og, 1 cause

Bio —ag, 1 force

€kKAnoio —og, 1 assembly
nuépa —og, 1 day

0ed -dg, 1 goddess
XOPO_—ag, 1| country

@pa —ag, 1 season

YA®tTO type 3

yYA®dtTO MG, 1 tongue, language
56&a —g, N glory, opinion
BdAratta —g, 1 sea

uoipa type 2
yoia —ag, 1) earth
poipa -ag, 1 fate

moMtng type 4
deomdNG -0V, O master

moutig —oD, O creator, poet
moAitng —ov, 0 citizen
GTPUTIOTNG —OV, O soldier

inmog type 3242

dyyelog —ov, 6 messenger, angel
avBpwmog -ov, 6/1 human being
Biog —ov, o life

dfjpog -ov, 6 people

dodAog -ov, 0 slave

£10ipog -ov, 6 companion

fiAl0g —ov, O sun

Bavatog —ov, 0 death

0edc —od, 6 god

Bopog —od, 6 soul, spirit

toTpdg —od, 6 doctor

inmog —ov, 0 horse

KOGpOG —ov, 0 order

KOKAOG —ov, 6 circle

KOpLog —ov, 0 lord, master
Adyog —ov, 6 word
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udbog —ov, O story

vopog —ov, 6 custom, law
&évog —ov, o foreigner, stranger
oikog —ov, O house

ovpavog —ob, O sky, heaven
TOAENOG —OV, O war
TOTANOG —O0D, O river

pvOupog —od, 6 rhythm
oTpUTN YOG —0v, O general
to6mOg —ov, 6 place, topic
THpavvog —ov, O ruler, tyrant
vidg —od, 6 son

Umvog —ov, 0 sleep

@OPog —ov, o fear

¥XPpOVOG —ov, O time

Biprog —ov, 1 book
0006 —ov, 1 road
mapBévog —ov, 1 girl

ddpov type 7
dgimvov —ov, 10 feast

dévdpov —ov, 106 tree
ddpov —ov, 16 gift
£pyov —ov, 16 work
iepov —od, 16 temple
TpOG®TOV —ov, T6 face
TéKvov —ov, 10 child

E\mig type 2
€\mic -1dog, 1 hope
Epwg -otog, 6 love

o@pa type 5
Ypappo —atoc, T letter

glkoc, eikdTog, TO proper, probable
mparypo —atog, T thing

o®uo —0tog, T6 body

xpfina —otog, To thing, (pl.) money

yévog type 7

Yévog —ovg, 10 race, family
£€0vog —ovg, T6 nation

£00o¢, -ovug, 6 custom, character
€1d0g -ovg, 16 form

£10g -ovg, 1O year

KA€og —ovg, 16 glory

Téhog —ovg, 10 end

mohg type 4
moTIG, -e™C, 1 trust

TOMG, -€MG, 1) a city

UPp1g —ewc, N offense, disrespect, arrogance

(001G —€mG, 1| nature

other types 4
dpymv —ovtog, o ruler, archon

Baoctievg, Baciéwmc, 6 king
daipmv —ovog, 6 spirit, god, demon
Kfjpv§ —vKoc, 6 messenger

irregular 4
avnp, avopog, 6 man
yovn, yovaikoc, | woman

ump, uNTpog, 1| mother
Tathp, ToTPoG, O father

ayabog type 16

ayabog -1 -6v good

dAlog —nm —ov other
dpiotoc —n —ov best
devodg — --6v awesome
dfjhog -1 -ov clear
€xaotog —n —ov each

€uoc -1 -6v my, mine
KoKog -1 -6v bad

KaAdG -1 -Ov beautiful
pnévog —n —ov alone, single
TpdTOG —1 —OV first

606G —1 —Ov your, yours
60poG -1 -6V wWise

¢idog — —ov beloved, dear
YoAemog -1 -ov difficult
xpnotdc -1 -6v useful

a&oc type 15

a&rog —a —ov worthy

BapPapog —ov foreign, barbarous
devTepog —a —ov second
€xdrepog —a —ov each of two
€levBepog —a —ov free

£€tepog —a —ov other

€x0p0og —a -ov hated

NUETEPOG —0L —OV Oour

poakpoc -a -6v long

Hkpog -6 -6v small

ppiog —a —ov countless

moiog —o. —ov what sort of?
movnpoc —a —ov evil, painful
notepog —a —ov which of the two?
padl0c —o —ov easy

gvdaipwv type 7
aueivov -ov better

Beitiwv -ov better

é\dccmv —ov smaller, less
gvdaipwv —ov happy, lucky, blessed
fiocwv -ov less, weaker
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kpelocwv -ov stronger €00V —€lo —V straight
mielwv, TAéov/mlelov more Ndvg -gla, -0 sweet
0&vg —ela -0 sharp
aAnOng type 3 Tayvg —lo -0 quick
aAnONg -£g true
capnG -&¢ clear irregular 3
yevdng -£¢ false péyog peyddn péya big
mag ndca wav all
100¢ type 6 TOAVG TOAATY TOAD many

Bapvg —eia —0 heavy
Bpaydc —lo —v short



