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Abstract.

Particularly during the past two decades education systems have been confronted by
globalisation and internationalisation, resulting diversification and integration of foreign and
trading relations, increasingly multicultural societies, rapidly advancing economic and
technological developments and the dominance of the English language internationally as
the language of international trade, and political and cultural communication. These

changes have led to a process of ongoing restructuring in education internationally.

The determination of academic programmes according to the principle of consumer demand,
and the vocational focus associated with the ‘marketisation’ of the education system have
led many to question the ‘usefulness’ of foreign languages, particularly the European
languages, especially in view of the fact that historically foreign languages disciplines have
been largely literature-based. During the past two decades, however, the question of
‘general or cultural education’ versus career-oriented education has become more pointed.
Foreign languages disciplines, including German Studies, have been forced to adapt the
programmes offered to reflect the diversification of career options and the trend towards the

study of vocational or professional subjects.

This thesis explores the diverse, interrelated and changing regional and international
parameters that have impacted on the situation of foreign languages in the Asia-Pacific. In
order to provide international reference points for recommendations for the future
development of German Studies in New Zealand, | investigate the framework, context and
national parameters (historical, political, economic, educational and social) that have
impacted on the context and concept of German Studies in selected Asian-Pacific countries:
China, Japan, Korea, Australia and New Zealand. This evaluation ascertains what
innovations have occurred within the discipline in these countries in response to the

changing parameters.

The discipline of German Studies in the Asia-Pacific has responded to these challenges in
various ways. These include the incorporation of the German departments into larger
administrative and curricular units, the diversification of the ‘German’ courses and
programmes offered to include practical applications of German and contemporary German
and European issues, the development of vocationally-oriented programmes and of
interdisciplinary and integrated programmes, such as European Studies, the introduction of
DaF or Interkulturelle Germanistik programmes and the development of cooperative
ventures and programmes with German companies, organisations and institutions.
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It is evident from the responses of the discipline that irrespective of national differences the
pressures of globalisation and internationalisation exerted on the discipline in these five
countries are very similar. The discipline of German Studies in New Zealand cannot isolate
itself from the developments occurring internationally and the necessity to respond. The
discipline must take cognisance of these developments and respond to the pressures it is
faced with by clearly defining its function and role within the environment of interrelated
political, economic and educational parameters that it operates in. It does not suffice to point
to the cultural value of individual languages. In other words, while the discipline of German
Studies in New Zealand, consistent with international trends, should retain a strong cultural
component, it cannot define its role solely on an understanding of its cultural importance, but
must respond to the challenge to become relevant to demands of the employment market.

In order to maximise the effectiveness, attractiveness and potential of the discipline in New
Zealand, it is desirable that the discipline develops two clear foci, which would do justice to
both its cultural/literary mission and its functional role in the labour market. One would
continue to focus on Germanistik proper, that is, the study of language and literature, while
the other would specialise in the applied dimensions of German Studies, including
specifically targeted language courses and integrated programmes in Intercuitural Studies
and European Studies. This model reflects the recent changes in the political, economic and
linguistic environment as well as those in education both nationally and internationally. Such
a functional approach, with increased emphasis on the recognition of the vocational potential
of the discipline, would ensure the productive development of the discipline and greatly

enhance the value of the subject from a national perspective.
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Part l. Introduction.






Partl. Introduction.

Rousseau hat glaube ich gesagt: ein Kind, das blos seine Elitern kennt,
kennt auch die nicht recht. Dieser Gedanke 4Bt sich [auf] viele andere
KenntniBe, ja auf alle anwenden, die nicht gantz reiner Natur sind:

Wer nichts als Chemie versteht versteht auch die nicht recht.

(Lichtenberg 1963: 191)

.1 Germanistik and German Studies in a Changing Context: Regional and
International Parameters.

1.1 Changes internationally during the past two decades which have impacted on
the situation of foreign languages.

During the past two decades the overriding trends internationally have been those of

globalisation and internationalisation. Key characteristics of these are global networking,

cultural dialogue and flexibility. These trends have changed the face of the world

dramatically (Sachs 1997; Walsh 1997).

Political and economic changes have impacted in a major way on the process of
globalisation and internationalisation. These changes include the formation of trading blocs
such as the European Union (EU), the Asia Pacific Economic Cooperation (APEC) and the
North American Free Trade Agreement (NAFTA); the collapse of the communist regimes in
the former Eastern bloc countries and the subsequent democratisation and liberalisation of
many of these countries; the re-orientation of the countries included in this study (amongst
others) towards the Asia-Pacific region; the liberalisation of China’s economic relations and
markets to a degree and the rapid industrial and technological development of Japan and
Korea.'

Market-oriented reforms as part of the internationalisation process have changed trading
relations (Rodrik 1997). Most parts of the world are now (inter)linked by open trade,
convertible currencies, foreign investment flows and a commitment by governments to
private ownership as the stimulus of economic growth. Even in China, which is still governed
by a Socialist system, less than twenty percent of the labour force work in state-owned
enterprises (Sachs 1997: 39). The employment market internationally is characterised by
global networking and information sharing, career and spacial mobility, life-long learning,
upskilling, adaptation and flexibility (Straubherr 1998: 22-23). Combined with these
developments has been an explosion of communications technology internationally (Dutta
2000).

! Cf. Brasel 1997, 1998; Sachs 1997; Walsh 1997; Horst 1998; Mersmann 1999.



Since 1945 there has been marked expansion and diversification in education systems
worldwide.  Particularly during the past two decades education systems have been
confronted by the challenges of globalisation, increasingly multicultural societies and rapidly
advancing economic and technological developments (Lenhardt 1997; Straubherr 1998: 22-
23; Lammert 1999). These changes have led to a process of ongoing restructuring in
education internationally as industrial societies become information societies. The process
of restructuring has resulted in reforms based on the principles of user-pays (with the
introduction of tuition fees), rationalisation, efficiency, competition, accountability and
orientation towards consumer demand, for instance. These reforms could be described as
the marketisation of education (Schayan 1997; Straubherr 1998: 22). Associated with this
has been a trend towards vocational or market-oriented programmes and disciplines in order
to prepare graduates for the dynamic demands of the employment market, a trend that has
in effect led to a lesser emphasis on the Humanities components of the languages

disciplines.

In response to ever more internationalisation of trade and political relations, education has
had to become more internationalised. Universities, for example, in many countries have
introduced innovative programmes, such as bilingual instruction in German and English in
German universities,’ obtained private investment and promoted international links,
exchanges and partnerships (Schayan 1997). There has also been increased use of
information technology in education.®> The internationalisation of education is and must be
an ongoing process. According to Straubherr (1998: 22-24), education systems need to be
able to adapt rapidly to the economic and social structural changes that are part of today’s
globalised world (and he suggests more privatisation of education systems as one way of
achieving this). He contends that education systems should emphasise the development of
personal qualities, such as creativity, innovation, the ability to communicate in a variety of
situations and to critique, teamwork and networking skills and the ability to solve problems
and conflicts.*

As telecommunications, trade and tourism have advanced internationally English has
become the international lingua franca, the international language of communication in
practically all domains, while many other languages have been marginalised to a degree.’
Of the estimated 6500 languages currently spoken, approximately half are already
endangered or near extinction, according to Geary (1997: 46-47). The top ten languages in
the world in terms of first language speakers (in millions) are (Geary 1997: 48):

2 Cf. Ammon 1998.

3 Cf. Estabrook 1991; Gellert 1996; Schonert 1998; Choi 1999; Fluck 1999; Tabata 1999; Schiobinski 2000; Bayer
2000; Reuen & Schmitz 2000.

* Cf. Brasel 1998: 116; Mersmann 1999; Timmermann 1999: 482-484.

5 Cf. Brosnahan 1963; Picht 1985; Lo Bianco 1988; Ammon 1996a, 1996b; Ehlich 2000.



Manderin Chinese 726

English 427
Spanish 266
Hindi 182
Arabic 181
Portuguese 165
Bengali 162
Russian 158
Japanese 124
German 121

It must be noted that the total number of native speakers of a language bears littie
relationship to the usage of that language in international communication. English has
become entrenched as the language of choice for academia, business, science and popular
culture and is, according to Clyne (1999: 121), the:

unbestritten interkontinentale internationale Sprache, die Hauptsprache des

Welthandels, der EDV, das |dentitatssymbol der Jugendlichen.
Circa 80 percent of electronic mail worldwide is written in English and in 1998 56 percent of
internet use was in English. Part of the reason for the increasing dominance of English has
been its wide usage as the language of the British colonial and trading empire during the 19"
century and more recently its association with the military, economic and cultural power of
the United States (US) during the 20™ century (Stanley et al. 1990: 46-48; Geary 1997: 51;
Stark 1998).

Given the dominance of English, the significance of German internationally as a language of
trade, political relations and academia has declined.® According to Ammon (1991: 32-51),
German was the sixth language (in terms of numbers of speakers) internationally in 1964
after Chinese, English, Hindi Urdu, Spanish and Russian. By 1990, however, German had
slipped to eleventh place after Chinese, English, Hindi, Spanish, Arabic, Bengali,
Portuguese, Indonesian, Japanese and Russian. Ammon (1994: 44) describes the status of
German as having changed from an international language of Science to a regional
language of business communication between Eastern and Western Europe in particular.

Until the 1930s German was regarded as the world’s most important scientific language, but
since then English has increased in significance dramatically. German was also the
traditional language of international communication in Eastern Europe until World War ||
(WWII), but was replaced by Russian in the school curriculum after 1945. Ehlich (2000)
describes the general decline of German as an academic language, a trend that is
heightened by the increasing use of English as a medium of instruction and research in
universities in the German-speaking countries, particularly in the Science and Medicine
disciplines.” English is now the dominant language in Science and Technology publications,

& Cf. Brandle 1988a; Ammon 1991e, 1993, 1995, 1996b; Gotze 1991; Leitner 1991; Gliick 1992; Fernandez et al.
1994: 101-108; Rosler 1994: 42-44.
7 Cf. Ehlich 1993; Ammon 1998.



although German remains the third most often utilised language behind English and French
in many Humanities and Social Science publications and is the preferred language of many
scholars in the former Eastern bloc countries (Fernandez et al. 1994: 106-107).

While English is clearly the most important language internationally, German remains
important and pluricentric language, particularly in Europe. Two factors that have increased
the demand for and the significance of German within Europe during the past decade are the
internal political changes that have occurred in the Eastern European countries and the
subsequent moves towards increased relations with Western Europe and the European
integration process (Wittmann 1990: 369; Leitner 1991; Stark 1998).> German has (again)
become one of the most important European regional languages and an important
instrument of trading and political relations between European Union (EU) and those of the
former Eastern European bloc, where the language plays a kind of bridging role (Burkert
1997: 33; Kelz 1990: 366-367; Ammon 1994d: 44; Clyne 1999). After the political changes
in the former Eastern bloc countries, Russian was removed from the curriculum as the
second compulsory foreign language in most of these countries and often replaced by
German. This has led to increased opportunities for the language and increased
significance or status in these areas. However, English is still the first foreign language in
Eastern European countries with circa 21.2 million students in 1994 as compared with circa
11.4 million learning German (Davidheiser 1997: 68-69).

In terms of economic strength internationally (as defined in billions of dollars of trade)
German is third after English and Japanese (Ammon 1991a: 47-51). According to the
criteria used in Ammon’s 1991 study (numerical, political and symbolic, economic, academic
and cultural strength), German belongs to the ten, and in many instances to the five, top
languages in the world. However, English was and is considerably above German in all
respects (Ammon 1991a: 567).° For an extensive study of the change in the status of the
German language internationally refer to Ammon’s 1991 study, Die internationale Stellung
der deutschen Sprache.

According to Ammon (1994d: 45), a language can only be defined as an international
language:

if it is used in contacts between citizens of different countries who are also speakers
of different mother tongues. Its use can therefore either occur asymmetrically
between native speakers of that particular language and native speakers of another
language, or as a kind of lingua franca used for communication between speakers
who have completely different mother tongues.

8 Cf. Ammon 1991¢, 1996a; Morgan 1991; Booth-Whiting 1993: 232-240; Foldes 1995; Horst 1998: 664, 667-668,;
Clyne 1999.

® Cf. Lo Bianco et al. 1988: 41-42; Wabenhorst 1997; Stark 1998.

1% Other publications on the changing status of German internationally and the pluricentric nature of the language
and culture include MaaB 1979; Nelde 1981; Clyne 1984, 1995, 1999; Ammon 1990; Mohr & Schneider 1994; Glick
1992, 1998a; Stark 1998.



In terms of this definition English has without any doubt become the international language
par excellence, a process that appears irreversible. Foreign languages disciplines, including

German, therefore, must adapt to this reality and clearly define their function if they are to
survive.

1.2 The relationship between Auslandsgermanistik, Binnengermanistik and
German Studies.
Auslandsgermanistik has never been identical with Binnengermanistik'' because of the
different parameters the discipline operates within in different countries (and because of the
pluricentric nature of the discipline itself). These parameters include the geographical and
historical situation, a country’s relationship with the German-speaking countries and
institutional factors such as the regulatory framework of degrees awarded at the tertiary
level.”? For those learning German in non German-speaking countries, the target country is
foreign, and the forms of contact with the target language are limited to the available
publications, the classroom, contact with German-speaking tourists, for instance. In some
countries these opportunities are more limited than in others. Students of German abroad,
therefore, have to learn the language and aspects of the social and cultural history as
background to the literary studies as compared with German-speaking students of
Germanistik who grow up with this background. This has implications for the teaching and
concept of German abroad: the term ‘German Studies’, therefore, is intended to reflect this
complexity of the subject."

In spite of this situation, the Auslandsgermanistik largely understood itself to be the guardian
of the ‘traditional’ concept of Germanistik as taught in the German-speaking countries. This
was reflected in the emphasis on language and particularly on literary studies (Wierlacher
1980c: 14-15; Veit 1985: 314-315; Batts 1991: 177).'* As long as the German-speaking
countries and the German language and culture were regarded as a cultural, political and
economic ‘Vorbild" or ‘Leitkultur’, for instance in Japan, the ‘traditional’ concept of
Germanistik could understandably operate quite well in that country. However, as soon as
this ‘Leitbild’ function of the German language and culture was called into question or
replaced by another cultural and political example, such as the US, or by changing economic
needs, the subject came under pressure both in terms of what was taught and in terms of
student enrolments.

"' Binnengermanistik is defined by Wierlacher (1987b: 13) as being the socalled “Dreieckmodell” (triangular model)
of literary studies, linguistics studies and medieval studies (Deichsel 1989; Ickler 1994b: 297; Durscheid et al. 1994,
Helbig 1998; Hernig 2000: 13-14). For details on the history of Binnengermanistik see authors such as Lammert,
Killy, Conrady & Polenz 1967; Berghahn & Pinkerneil 1980; Rosenberg 1981, 1989; Janota 1981, 1993; Barner &
Neumann 1985; Mehrtens 1988; Brackert & Stuckrath 1992; Hermand 1994; Fohrmann & VoBkamp 1997; Arntzen
1996 and Boden and Dainat 1997.

"2 Cf. Thomson 1985; Veit 1985: 316-326, 1991; Neuner 1986, 1994; Deichsel 1989: 153-154; Nayhauss 1989;
Raasch 1997; Foldes 1998: 56; Horst 1998: 663; Timmermann 1999: 481.

3 Cf. Rosler 1994: 7; Horst 1998: 669; Hernig 2000: 37-38, 89-107.

" For the purposes of this study, the term ‘German literature’ is used to refer to German language literature, not
simply that originating from Germany.



The Auslandsgermanistik has, therefore, been forced to change and adapt during the past
three decades as the political, economic and institutional parameters have changed.'® Veit
(1992: 130) rightly points to the importance of the ‘consumer’ perspective:

The situation of an ‘Auslandsgermanistik’ (German studies outside Germany)
obediently following the theoretical precepts of the dominant German paradigm
which focus on the object per se is no longer tenable. In other words, [...] the study
of a foreign culture is not necessarily, and certainly not in the first instance, guided
by the interests of that culture but rather by the interests of the observer.”
In his opening speech as President of the International Association of Germanic Language
and Literary Academics (IVG) at the 1985 congress, Albrecht Schone (1986b: 11) defined
the Germanistik discipline as being different from the Science disciplines (which are
essentially international in nature) in that it cannot and should not be applied in different
countries in exactly the same manner. He stressed that the theoretical premises,
methodological principals and the academic rules and procedures (to which the discipline
has agreed in principle) are modified to a much greater degree by the diverse requirements,
experiences and interests than one would like to admit. Even the choice of research topics
and comparative material, the academic formulation of questions and criteria, the definition
of the canon and processes of reception are largely determined by the initial abilities and
fundamental attitudes of students in each country, the diverging needs and tasks, the
different mother-tongue, historical and cultural limitations and the political and social
conditions of the country in question. Schdne (1986b: 9) concludes that the productive value
of foreign language study consists of the interaction between two different cultures:

Damit wir aber viel voneinander lernen kénnen im ‘Wechseltausch’, miBten wir

die produktiven Krafte eines solchen Perspektivenreichtums beleben, statt uns etwa

durch untaugliche Uniformierungsversuche armer zu machen, als wir sind.
The nature of German Studies, and of language studies in general, clearly depends on a
number of specific factors: the national languages policy (or the lack of one) determines the
extent to which languages are taught; the place of languages in the curriculum largely
determines their nature at the tertiary level; the political and economic orientation or re-
orientation have a substantial bearing on the development and popularity of languages.'®
These are clearly factors that have to be taken into consideration when developing
recommendations on language policy and language development. It does not suffice to
point to the cultural value of individual languages. The answers have to be found in clearly
defining the function of the foreign language disciplines."’

'3 Cf. Monteiro 1989; Wazel 1990; Volzing 1993, 1995; Saarbeck et al. 1994: 590; Brasel 1997: 100; Timmermann
1999: 481-484; Mersmann 1999; Veit 1999.

'® Cf. Waite 1992; Hernig 2000: 88-108, 174-175.

7 For further details of the factors impacting on the parameters of the discipline of Auslandsgermanistik see also
Sturm 1987; Brinkmann 1978; Ehlers & Karchers 1987; Oellers 1988; Férster et al. 1989; Picht 1990; Althof 1990;
Brackert & Stickrath 1992; Mishima & Tsuji 1992; Nayhauss et al. 1993; Ehlich 1994; Stephens 1995; Kleinschmidt
1996; Batts 1996; Veit 1999; Lammert 1999; Wierlacher 1999; Kuri 2001 and the Jahrbuch DaF, Info DaF and other
related journals.



1.3  Changes in Binnengermanistik during recent decades.

This awareness of the changing parameters the discipline operates within also had an
impact on the definition of Germanistik within the German-speaking countries. Changes
within the discipline that have occurred during the past two decades in German-speaking
countries are a shift from the ‘traditional’ cultural concept of the subject to a more flexible and
inclusive understanding of the pluricentric discipline (Muller 1993; Kleinschmidt 1996:
Wierlacher 1987b: 13, 1999; Lammert 1999)." This shift manifests itself in increasing
discussion of the role and concept of Germanistik at conferences and in publications,
including the Jahrbuch fir Internationale Germanistik, and in the establishment of
cooperative research projects and new academic associations, such as the Deutsche
Germanistenverband (Thum 1993)."° Many academics and authors such as Albrecht
Schoéne, Alois Wierlacher, Hikaru Tsuji, Gerhard Neuner, Walter Veit, Bernd Thum and
Michael Batts have pointed to the need to adapt the discipline to the local political, economic
and social context, that is, to the need for a change of paradigm.

One response to the changing situation was the establishment of Deutsch als Fremdsprache
(DaF) as a teaching and research discipline. This was established in the Federal Republic of
Germany (FRG) in the late 1970s in response to the needs of a large influx of immigrants
from a diverse range of countries.?’ The Universities of Munich, Karlsruhe and Heidelberg
were early centres of DaF with academics such as Harald Weinrich, Dietrich Krusche, Bernd
Thum and Alois Wierlacher, the major figures behind these developments. Henrici (1998:
81) defines DaF as a multidisciplinary subject that reflects the changing parameters for the
discipline (both in German-speaking countries and elsewhere) and is dependant in many

. . . . . . . 21
ways on international relations and serves the promotion of international understanding.

According to Henrici and Koreik (1994b: 16-20), there are four significant components within
the subject of DaF. Each programme tends to emphasise one or more of the following
aspects: linguistics, literature, Landeskunde (LK) (cultural studies) and language teaching
and learning didactics, methodologies and research.?? Appendix Two contains a depiction of
the structure, aims and objectives of DaF as a subject.

Ehlich (1994: 22) comments on the development and the diversity of DaF saying that the

discipline:®

'8 Cf. Forster et al. 1989: 1-14; Wazel 1990; Ziolkowski 1990; Brackert & Stiickrath 1996; Altmayer 1997;
Mersmann 1999; Hernig 2000: 107-108.

'9 Cf. Brinkmann 1978.

% |n the German Democratic Republic (GDR) DaF was already part of the discipline and the Herder Institutin
association with the University of Leipzig employed researchers and teachers such as Gerhard Helbig
(Kretzenbacher 1998: 4).

21 Cf. Wierlacher 1975, 1980a, 1980b; Veit 1987; Brandle 1988a; Gluck 1991; Ehlich 1994; Hernig 2000: 29-33.

2 Cf. Weinrich 1979; Wazel 2990: 374; Ickler 1994a, 1994b: 297-298; Rosler 1994: 141-144; Henrici 1996; Konigs
1996; Gotze & Suchsland 1996; Foldes 1998; Helbig 1998: 64; Glick 1998b; Kim 1999; Slivensky 1999.

2 Cf. Wierlacher 1987b: 13; Rosler 1994: 141-144.



hat es verstanden, in der kurzen Zeit ihres Bestehens ein auBerst vielfaltiges Bild zu
entwickeln, eine breite Forschungsaktivitit zu entfalten, das Interesse
unterschiedlicher wissenschaftlicher Nachbardisziplinen produktiv zu integrieren und
in einem kritischen, komplexen, wirklich akademischen Arbeitszusammenhang
durch ihre eigene Entfaltung zur Offnung eines traditionell relativ
abgeschlossenenen Fachgebietes, der Germanistik, fur neue Fragestellungen und
fur neue Praxisfelder beizutragen.
There are currently a number of academic journals containing articles on aspects of DaF
research and teaching, including Deutsch als Fremdsprache, Information Deutsch als
Fremdsprache (Info DaF) and Jahrbuch Deutsch als Fremdsprache, academic associations
and organisations, such as Fachverband Deutsch als Fremdsprache (FaDaF), and a diverse
range of DaF programmes offered at universities in German-speaking countries (and

abroad) (Henrici and Koreik 1994b: 21-34; Rosler 1994: 141-144) 2

The demand for further change led to the development of Interkulturelle Germanistik
(Intercultural German Studies) in the early 1980s and the establishment of the Gesellschaft
fur Interkulturelle Germanistik (GIG) in 1984, which now has more than 250 co-opted
members worldwide (Wierlacher 1987b: 13, 1994: 39; Albrecht 1996: 39).% The field of
Interkulturelle  Germanistik  developed out of a growing awareness that
Muttersprachengermanistik  (German-speaking Germanistik) in the German-speaking
countries and Fremdsprachengermanistik (Germanistik abroad) operate under fundamentally
different conditions and thus a special approach was (and is) required when teaching the
subject to students of different cultural backgrounds. According to Wierlacher (1987b: 14),
Intercultural German Studies is intended to take into account:?

die hermeneutischen Unterschiede zwischen der Germanistik im fremdsprachigen
Ausland (,Auslandsgermanistik’), der muttersprachigen Germanistik
deutschsprachiger Lander (,Inlandsgermanistik’ [oder Binnengermanistik]) und dem
zwischen beiden Varianten angesiedelten Fach Deutsch als Fremdsprache.

The subject was initially developed by Wierlacher and Krusche, who both believed that the
subject should be learner oriented rather than along the lines of an established canon of
literary texts. The subject was supposed to be rooted in comparative contemporary cultural
studies rather than the traditional historical perspective of Germanistik.?’ According to
Wierlacher (1992: 190), Intercultural German Studies is:

eine germanistische Disziplin, die im Koordinatendreieck von
Fremdsprachengermanistik, Deutsch als Fremdsprache und
Grundsprachengermanistik Perspektiven auf Deutsches, die Deutschen und die
deutschsprachigen Lander weder hierarchisch ordnet noch als Hindernis einschatzt,
sondern als Quelle zu besserem, weil multiperspektivischem Sehen erkennt und
anerkennt. [...]

* Cf. Gliick 1994; Henrici 1998; Helbig 1998.

Cf. Wierlacher 1975, 1980a, 1980b; Veit 1988: 29-30.
% Cf. Wierlacher 1990.

7 Ct. Zimmermann 1989; Hernig 2000: 34-39.

B
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Allgemeines Forschung- und Lehrziel der ,interkulturellen Germanistik” ist [...] die
Erforschung und Vermittlung deutschsprachiger Gegenwartskultur(en) und ihrer
Geschichte mit dem Ziel der Befahigung der (deutschen und auslandischen)
Studierenden zu verschiedenen Berufen der international und interkulturellen

Zusammenarbeit.
Intercultural German Studies overlaps to some extent with the aims of DaF. However, there
are five major components within the subject area (Bayreuther Mitteilungen 1996: 14):%

1) Literaturforschung und Literaturlehrforschung (Deutsch als fremdkulturelle
Literatur)

2) Deutsche Gegenwartssprache und fremdsprachlicher Deutschunterricht

3) Deutsche Landeskunde

4) Fremdheitslehre (Xenologie) und interkulturelle Kommunikation

5) Kulturkomparatistik
Wierlacher (1985b) defines literature as a central component of Intercultural German Studies
as he believes literature plays an important role in the teaching and learning of intercultural
competencies. Both DaF and Interkulturelle Germanistik programmes usually include a
Praktikum or study abroad component (Bayreuther Mitteilungen 1996: 19). Appendix Three
contains an example of a programme in Interkulturelle Germanistik as offered at Bayreuth

University (Bayreuther Mitteilungen 1996: 11).%

Rosler (1994: 151-152) contends that Intercultural German Studies has been one of the
most successful innovations within Germanistik in the past twenty years in terms of spread
internationally (at least in discussions). However, the discipline has been criticised in recent
years because of the difficulties in clearly defining Interkulturelle Germanistik as distinct from
components of DaF (Rosler 1994: 151-152).%

Breidenbach and Zukrigl (2000: 41) contend that the:*'

globalized financial and goods markets, worldwide media structures and migration

flows have all led to an exponential increase in the process of cultural exchange.
Wierlacher (1987b: 15) and Picht (1987) agree saying that the increasing integration of the
world means the need for cultural competencies is increasing and that Intercultural German
Studies is one method of achieving this. Brasel (1998: 116) suggests interdisciplinary
studies with components of vocational and cultural competencies as a solution.

During the 1990s there has continued to be diversification within the discipline in German-
speaking countries in light of the political reforms and changes in the Eastern European
countries and the increasing complexity of global trade. These changes have increased the
demand for DaF programmes in the German-speaking countries, and this has now become

8 Cf. Wazel 1990: 374; Wierlacher 1992: 182.

# ¢, Wierlacher 1987c.

% cf. Zimmermann 1989; Thum 1993: 134-142; Ehnert 1994; Gliick 1994; Henrici 1994; Ickler 1994b; Hernig 2000:
14-19.

31 ¢f. von Barloewen 2000; Beneke 2000.
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a central academic subject, which in 1994 was offered at 33 German universities (Henrici
and Koreik 1994b: 21-34). More recent trends include the introduction of programmes in
international and intercultural communication (in response to the social changes caused by
the rapid internationalisation process at both the general and academic levels), and the
introduction of degree programmes taught in English at universities in order to attract more
foreign students and to ‘internationalise’ academia in German-speaking Europe (Mdller
1993; House 1996; Slivensky 1999; Hernig 2000: 39-43; Wakisaka 2000: 23-24).%

According to Slivensky (1999: 816-817), however, much remains to be done. The
Binnengermanistik, she argues:

musse sich dem tiefgreifenden gesellschaftlichen und 6konomischen Wandel stellen
und ein Forschungs- und Lehrprofil entwickeln, das auf der Grundlage der
Fachtraditionen sozio-kulturelle Entwicklungen (z.B. Informationstechnologien, der
EinfluB neuer Medien auf die Kommunikation) systematisch einbezieht.

.2 Objectives of Research.

Against this background of changing parameters of the discipline internationally the
objectives of this study are as follows:

(1) To identify the factors and trends (historical, political, economic, educational and
social) that have impacted on the discipline in a selected number of Asian-Pacific
countries, namely China, Japan, Korea, Australia and New Zealand;

(2) To ascertain what innovations have occurred within the discipline in these countries
in response to the changing parameters; and

(3) Based on these findings, to formulate recommendations for the future structuring of
German in New Zealand, in order to maximise the effectiveness, attractiveness and
potential of the discipline.

The discipline of German Studies in New Zealand operates in an environment of interrelated
political, economic and educational factors and any planning and development of the
discipline cannot ignore these parameters. In order to be successful and make an
appropriate contribution to the country, the discipline clearly has to define its place and
function. Such a functional approach to German Studies will, we believe, greatly enhance
the value of the subject from a national perspective and will assist students of German to
develop focused study and career perspectives.

% An array of publications relating to these developments, particularly DaF and Interkuiturelle Germanistik, is
available. For further details, please refer to the Jahrbuch DaF, Info DaF, Materialien Deutsch als Fremdsprache
and Deutsch als Fremdsprache journal series; Wierlacher 1980a, 1980b, 1985a, 1987a, 1999; Picht 1985;
Zimmermann 1989; Thum & Fink 1993; Ehnert 1992; Ehnert & Schroder 1994; Rosler 1994: 154-183; Wolff & Blei
1997; Nitz 1999; Kuri 2001; http://www.ualberta.ca/~german/ejournal/anderswo.htm (5 May 2001) amongst other
sources.
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Significant contributions to the discussion and implementation of such a functional
understanding of the discipline of German Studies have already been made at the University
of Waikato and elsewhere. At Waikato, for instance, the German section has been part of
the Department of European and Hispanic Studies since January 1997. This was a
structural change intended to reflect not only an administrative re-organisation but also to
emphasise an integrated approach to German Studies in the context of ‘Area Studies’,
encompassing, in addition to language, literature and cultural issues, the political, social and
economic aspects of German-speaking countries. Applied research projects at the graduate
level were introduced focusing on issues where the interests of New Zealand and the
German-speaking countries are interconnected. These applied projects enable students to
make use of the language, area and cultural competencies acquired during the course of
their study and represent a response to the challenge by Picht (1987), Wierlacher (1980c:
19) and others for foreign language studies to become “berufsfeldproduktiv’ (job relevant).
The present study can, therefore, be regarded as a natural continuation of these
developments.

Considerable detail is provided on the development and context of German in the individual
countries in order to create an awareness and an understanding of the complexity of the
factors that impact on the discipline, thus enabling us to formulate a concept of German
Studies, which is responsive to the actual parameters of the New Zealand situation.®* The
complexity of factors impacting on the discipline in these countries is illustrated, for instance,
by the socio-political situation in China. The contradiction(s) between economic reforms and
liberalisation during the past two decades and the politically dominated and regimented
society and historical events such as the Cultural Revolution, have influenced and shaped
the opportunities for and the reality of teaching and learning German in China.®

Rather than basing notions of how the subject should be structured on ahistorical or abstract
assumptions, we believe that it is imperative to identify the specific parameters under which
the discipline operates in order to develop models that are workable in the New Zealand
context.® To verify the theoretical hypothesis underpinning this research, i.e. that a broad
range of factors have impacted on and continue to impact on the discipline, the collation of a
mass of detailed information on the factors and the trends, such as globablisation, education
reforms, the changing status of languages worldwide and changes in the political orientation
of the countries included in this study, was necessary. This data, therefore, which is
subsequently analysed and interpreted constitutes a significant portion of my thesis.

% Cf. Picht 1985: 149.
¥ Cf. Hess 1992a: 1-2.
% Cf. Mau 1983: 3; Petersen 1993: 3; Grunewald 1999a.
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1.3 Methodology of Research and Outline of Chapters.

In order to provide international reference points for a discussion of the New Zealand
situation, Part Il investigates the context and concept of Germanistik in selected culturally
and politically diverse Asian-Pacific countries. This evaluation also establishes whether any
conceptual changes have occurred in these countries during the past two decades. The
study concentrates on an analysis of German Studies in China, Japan, Korea and Australia.
The number of countries included in this research was limited to these four (plus New
Zealand in Part lll) given the restraints of space and the amount of detail included. The
countries selected have in some instances had strong historical links with Germany.
Furthermore New Zealand shares with these countries its position on the Pacific Rim and a
history of major recent and continuing re-orientation and restructuring in the political,
economic and educational fields. These countries, therefore, provide interesting case
studies.

The analysis of the individual countries focuses in particular on the following:

e The introduction and development of foreign languages;

« The role and teaching of foreign languages in the school system, with a
particular emphasis on German;

« The role of foreign languages in the tertiary sector, including changes and
reforms in the tertiary sector since 1945 and their effect on foreign language
teaching and learning; and

» The development of the discipline of Germanistik and German Studies and
examples of innovation and reorientation in the field of German during the past

two decades.

The research is based largely on the diverse range of published materials available including
research articles and books relating to the discipline in the countries included in the study,
policy documents, University Calendars, departmental handbooks, course information and
listings, departmental and subject related internet sites and on a limited amount of personal
correspondence with representatives of the discipline in the selected countries.®® The
advantage of this method is that relatively comprehensive documentation is available on
which to base one’s analysis. The author, therefore, did not have to rely on questionnaires
and their inevitably limited statistical relevance.

Part lll gives a detailed evaluation of the framework, context and national parameters
impacting on the German Studies discipline in New Zealand.
« Section lll.1 outlines New Zealand’s socio-political re-orientation towards the
Asia-Pacific and the reforms in the education sector during the past two
decades.

% An English translation of all quotes given in German in the body of the text can be found in Appendix One.
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* Section lll.2 details aspects of foreign language learning and teaching in New
Zealand including the trend towards language diversity, the lack of a languages
policy and the significance of the German language to New Zealand.

» Section II.3 gives a brief historical overview of German and the discipline of
Germanistik/German Studies in New Zealand.

* Section lIl.4 details the reforms and changes during the past two decades in the
German Studies discipline at New Zealand Universities.

lll.4.1 outlines the impact of degree regulations on the programmes offered,
including an overview of the regulatory requirements pertaining to a ‘major’ in
German at New Zealand Universities. This is important in that the courses (or
modules or papers)®’ that constitute a ‘major’ are those which students must
take and, therefore, form the core or essence of any programme. These
courses most clearly reflect any departmental orientation or philosophy and any
change in this, such as a move away from Middle High German Language and

Literature or the introduction of new elements such as Linguistics or

Contemporary European Studies.

111.4.2 gives a brief introduction to the individual German departments or sections

including the general areas of the discipline covered by the programmes offered,

whether or not the department or section is an independent one or part of a

larger department of European languages and the research and teaching

interests of the staff.

111.4.3 contains a comparative analysis of the trends in German Studies at New

Zealand Universities.

111.4.3.1 outlines the impact of institutional reforms and restructuring, such as
amalgamation or downsizing of the departments, on the German
programmes offered during the past two decades.

111.4.3.2 analyses the changes in the emphasis of programmes offered.
Departmental course offerings are analysed according to broad categories
that form the core components of the programme(s): language acquisition,
German linguistics, German literature, literary theory and methodology,
culture/civilisation, contemporary German (and European) issues and ‘other’
and research options.38 The elimination or addition of courses within
particular categories might reflect a conscious shift in departmental
orientation as well as a change in the marketing of the subject itself and or
the perceived student demand.

¥ Some universities use the term ‘paper’, others the term ‘course’.
% Under ‘other’ the author refers to any courses offered by the departments or sections that do not strictly fit into
any of the other categories of analysis.
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This approach cannot guarantee that the findings are entirely consistent with
the actual programmes offered or any shifts in departmental orientation as
the list of courses taught in any given department does not reflect the full
research and scholarship undertaken at a particular institution.  For
instance, the deletion of a course focused on genre may not necessarily
mean that the study of the genres has been omitted altogether. It may be
that it was discussed within another course, the title of which suggests it
focused on a particular literary period. However, while this method may
have its limitations, it still proves a useful approach to the systematic
evaluation of the programmes offered.

Other factors, including whether or not courses were a compulsory part of a
major in German, whether or not the literary courses offered were based on
a perception of a canon, the number of contact or teaching hours, the

question of available resources, changes in staffing levels and the research

interests of staff are (where appropriate) also taken into consideration.

111.4.3.3 outlines the development of interdisciplinary and intercultural

courses and programmes at several universities in New Zealand.

111.4.3.4 gives a brief overview of the developments and innovations that
have occurred during the late 1990s and during 2000 and 2001.

Part IV formulates a number of recommendations for the future development of German

Studies within New Zealand. These reflect the recent changes in the political, economic and

linguistic environment as well as those in education both nationally and internationally. This

chapter argues that a functional approach to German Studies will ensure a productive

development of the discipline.

Section IV.1 outlines the factors and trends impacting on German Studies in the
Asia-Pacific region.

IV.1.1 illustrates the historical and political parameters of the discipline.

IV.1.2 discusses the globalisation process and the dominance of English.

IV.1.3 outlines the trend towards a vocational focus.

IV.1.4 outlines the changes in the education system impacting on the foreign
languages disciplines.

Section V.2 outlines the key responses of the discipline of German Studies in
the Asia-Pacific to these changes.

Section IV.3 recommends a move towards a functional definition of the
discipline of German Studies in New Zealand. This definition would place
increased emphasis on the recognition of the vocational potential of the
discipline, the professionalisation of the discipline, the question of critical mass,
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the establishment of ‘centres of excellence’ and on the need for ‘product
specification’ and the marketing of the discipline.

.4 Limitations of Research.

The current study does not aim to comprehensively analyse the development of the
discipline internationally nor is it intended to subject the discipline to a line of enquiry from an
educational perspective, but rather this study attempts to clearly establish the major factors
and trends that have impacted in recent years on the discipline in the selected Asian-Pacific
countries, thus providing the essential background to the New Zealand chapters. This study,
therefore, cannot be regarded as exhaustive (nor was it intended to be) as some factors,
such as linguistic differences, social and cultural factors and the history and ideology of
education in the individual countries, have been dealt with only relatively superficially. The
clearly pluricentric nature of the discipline is one such factor that this study largely excludes.
However, the findings suggest that the factors impacting on the discipline have resulted in
similar trends in these five countries whatever the variant of the discipline there may be or
have been. Factors, such as gender imbalances, the age and socio-economic background
of students of German, have been excluded from this study because of the focus on reforms
and trends in the political, economic and educational sectors. Where applicable, readers are
referred to sources of information or further reading and to the wider international context to
which this study attempts to add.

There were some difficulties in obtaining information. For instance, in New Zealand little
data on the teaching and learning of foreign languages (particularly at the tertiary level) is
kept. In Australia data is recorded in different ways in the various states and education
systems and sometimes proved to be incomplete. In China, Japan and Korea there were
language difficulties with some sources, and government policies in China mean, for
instance, that correspondence with foreigners is restricted. For these reasons, some
sources of information were unobtainable. Some of these are listed in the bibliography as
‘Related Publications and Materials’. Wherever possible the details regarding the discipline
in a particular country given in Part Il were checked for accuracy by academics within the
discipline in these countries. In the case of China this was not possible.

Given the rapid changes in recent years, for instance in China, the most recent changes may
have escaped the author’s attention. In undertaking this research the author is also aware of
the fact that regional differences do exist. One of the more definitive is perhaps the
considerable interest in and expansion of German Studies and Germanistik in particular in
the countries of the former Eastern European Block. This, however, does not invalidate the
major findings of this research.
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Part lI: The International Context: German in

China, Japan, Korea and Australia.

19



20



II.1 German in China.

I.1.1 Introduction.

For most of its history, China® has remained isolated from outside influence. In the 18"
century the then government of the Qing dynasty realised that it was necessary to teach and
learn foreign languages (Bauer 1982: x; Ni 1991: 208). The isolation from foreign influence,
however, continued into the 20" century, in particular during the 1966 to 1976 Cultural
Revolution (Hieber 1983: 181; Gunthner 1988: 3; Wei 1992: 322).

Significant changes in the economic and social structure of China in recent years have led to
a more balanced view of foreign countries as compared with the previous emphasis on the
negative aspects. These changes have increased the level of information students have
access to and this has had consequences for foreign language teaching and learning.* Dai
and Zhang (1996: 151) describe the changes in China’s internal and international policies,
saying that:*'

die Reform und Offnungspolitik in China nach auBen hat giinstige Bedingungen fir
die wirtschaftliche Zusammenarbeit und den akademischen Austausch mit dem
Ausland geschaffen. Ebenso haben die wirtschaftliche Zusammenarbeit und der
akademische Austausch die chinesische Offnungspolitik vorangetrieben.
In order to continue this development China urgently requires graduates trained in specific
professions who also have good foreign language skills. The training of such individuals and
improvements in the quality of the foreign language programmes offered must, therefore, be

an urgent priority for the Chinese government and education system.

The increasing political, economic and cultural relations between Germany and China are
diverse as are the cooperation and exchange of expertise and technology based on these
relations, particularly in the field of foreign language learning (Méhn 1985: 1; Timmermann
1999: 481).*? Courses in German are offered at a diverse range of educational institutions
from foreign language middle schools, foreign language institutes through to the (technical)
universities and colleges in China. English, however, is the dominant first foreign language
in China as elsewhere in Asia (and internationally) due to the associated economic
advantages (Saarbeck et al. 1994: 590; Zimmer 1996: 75).

% For the purpose of this study, the Chinese territories or special economic zones of Taiwan (cf. Kuo 1992; Chen
1996, 1999; Hess 2000: 9-10) and Hong Kong (cf. Widera 1992; Hess & Wingate 1994; Wingate 1996; Hess 19993,
1999b, 2000: 10; Wannagat 1999) have been excluded from this study, with the exception of a brief description of
innovations in German programmes offered in Hong Kong in section 11.1.4.3.

“ Cf. Hess 1992a: 156; Liang 1995: 231.

4! Cf. Bieg 1986: 333; Timmermann 1999: 481.

“2 Cf. Bork 1983: 7-14; Han 1990: 151.
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Western academics often regard the problems encountered when teaching German in China
as being due to the ‘traditional’ teaching methods and cultural values, but Hess (1999b: 175)
says that one must remember there is:**

heute kaum eine Region der Welt, in der das Erziehungswesen — und damit auch
Deutsch als Fremdsprache — einem solch kreativen, vielfaltigen Erneuerungsprozef3
ausgesetzt ist wie China.
According to Hess (1992a: 2), German in China is different from the discipline in other
countries:

zuvorderst durch die besonderen gesellschaftspolitischen Rahmenbedingungen.
Die okonomische und politische Struktur des Landes, die Widerspriche von
Wirtschaftsreform und politischer Orthodoxie und die historischen Erfahrungen in
vierzig Jahren Volksrepublik bestimmen auch die Art und Weise, in der in DaF-
Klassenzimmern agiert wird, sie bestimmten auch Chancen und Realitat von DaF-
Konzeptionen.

Il.1.2 Foreign Languages in the Chinese School System: With a Particular
Emphasis on German.

I.11.2.1 The introduction and development of foreign languages in China: a historical
perspective.

The recorded introduction into and the development of foreign languages in China dates
back to when the ltalian Franciscan monk, Monte Corvino, wrote in 1305 of 150 children in
Beijing who were learning Greek or Latin. Foreign languages were taught by the Catholic
Church as part of its attempts to introduce Catholicism into China. These lessons aimed to
teach the students about the culture of the West through the language and religion. In 1407
the first Foreign Language and Translation School was established in the capital as the
Chinese were increasingly coming in contact with foreign guests (Chen 1999: 193). By 1511
there were nine Foreign Language Institutes in which the languages of the neighbouring
countries were taught. However, these schools had collapsed by 1566 due to a lack of both
teachers and students. After churches were banned in China, those interested in learning
Latin were forced to go to China’s South East Asian neighbours (today’s Vietnam, the
Philippines or Thailand) or even to European countries, such as England, France or Portugal
(Chen 1999: 193).

The Nirtschinsk treaty (1689) was written in Manchurian, Latin and Russian. Because
Chinese and Russian are so different, in construction for example, Latin was used with the
help of Franciscan monks to resolve any misunderstandings. After China signed this border
treaty with Russia, it became clear that Russia posed a potential threat, which the Chinese
had to come to terms with, necessitating the learning of the Russian language (Chen 1999:
194). In 1727 the Halle fir Russisch was established and besides Latin, Russian was the

3 Cf. Deichsel 1989: 115; Hess 2000: 2.
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focus of the linguistic courses (Ni 1991: 208). Graduates were mainly given positions in
foreign relations with Russia.

in the 18™ and 19™ centuries Western countries, including England, France, Italy, Germany,
Russia, and Japan, attempted to colonise parts of China and established numerous
language institutes.* Only after the Opium war (1840 to 1842), which China lost, were the
Chinese forced to learn about foreign countries and languages, not just Latin, which had until
then been the dominant foreign language in China (Ni 1991: 208). While the Qing
government resented being essentially forced into political, economic and cultural contact
with the West, they nevertheless were interested in obtaining the progressive technology and
industrial knowledge that Western countries possessed (Huang 1996: 61), thus requiring the
Chinese to change their attitude towards other languages (Zhang 1985:168-169; Chen 1999:
194).%

One of the measures introduced was the establishment in 1862 of the first official institution
for translators, the Tong Wen Institute for Foreign Languages, where English, French and
Russian were taught initially. German and Japanese were added later. For the first time (at
least officially) translators and interpreters were trained in foreign languages. Ni (1991: 208)
describes the high level of interest in foreign language learning at the time as being evidence
of the gradual opening up of China to the outside world:*®

Das Fremdsprachenlernen fand bei damaligen Hochschulstudenten besonders

groBes Interesse, wohl ein Anzeichen dafir, daB China sich allmahlich bewuBt

wurde, in internationalen Angelegenheiten mitwirken zu wollen.
The history of relations between the German Reich and China has influenced the
introduction into and development of German in China (Bork 1983: 7). The German Reich
did not attempt to establish itself as a colonial power in China until the late 19" century and
had less influence on China than France, England or America partially because it was not as
clearly definable as a nation state as these countries were. However, the Reich did have
influence through three areas the Chinese considered to be the strengths of German
scholarship: military technology, philosophy and jurisprudence (Bauer 1982: x-xi). Bauer
(1982: xi) contends that, in contrast, German literature was introduced on a much smaller
scale than French or English literature because of “certain cultural limitations peculiar to
German fiction, rendering it vastly incomprehensible for a readership of such a distant
culture as the Chinese” and was only found agreeable “where it appeared to respond to
familiar Chinese traits as did Goethe’s poetry that struck emotional cords on account of its

preoccupation with nature and romanticism.”’

4 Cf. Bauer 1982: x; Ni 1991: 208.

Chinese as a cultural or literary language has been the dominant language in Asia during past few centuries with
little change (Coulmas 1991b: 2-3, 6; Chen 1999: 194). Coulmas describes the Chinese literary language and
characters as having defined social rather than national boundaries in the past.

“ Cf. Huang 1996: 61; Hernig 2000: 129.
47 Cf. Zhang 1985:168-169.
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The German Reich, a relatively weak colonial power in China, attempted to increase its
economic opportunities and the spread of German-speaking culture through education.
Between 1907 and 1910 a number of German-financed and staffed schools, polytechnics
and colleges were established, which (with the exception of Tongji Medical School) were
closed at the beginning of World War | (WWI) or during the Japanese occupation. However
during this relatively short period the number of students attending these institutions tripled
(Bork 1983: 7; Hess 1992a: 368-372; Huang 1996: 61-62).

In 1911 English became a compulsory subject in Chinese middle schools, the Chinese
equivalent of high or secondary schools (Ni 1991: 208-209). Germany and Japan were
regarded as examples of rapid industrialisation and foreign languages, including German,
were regarded as instruments of (economic and technological) modernisation. German was
offered at Peking State Translation School in 1871, the same year as China first imported
Krupp canons! During this period a number of books, mainly dictionaries, for those learning
German, were produced or translated from other languages (such as Japanese) into
Chinese (Huang 1996: 62). The German Polytechnic system of training and education was
of particular interest, and those students and academics sent to Germany, such as Cai
Yuanpei who became the Education Minister of the Chinese Republic in 1911, returned to
fulfil a kind of mediator role.*®

Chinese interest in the German language and knowledge related primarily to the aims of
industry (Hernig 2000: 129). For this reason, school and tertiary level projects administered
by both the Chinese and Germans were supported in China, particularly in the German
colonial area of Shandong and industrial cities like Shanghai, Wuhan and Guangzhou
(Kanton). Polytechnic middle schools under joint Chinese-German management prepared
students for the technical universities and colleges in Qingdao, Shanghai and Hankou
(Wuhan), which had also been founded with German support. Until 1914 the German
language was taught in these institutions and the specialist training also took place in
German.

One such institution was the Tongji Medical School, the forerunner of Tongji University,
founded by the German doctor E. Paulun in 1907 and financed by a foundation that
supported Germany’s developing academic relations with foreign countries. Students
received three to four years teaching in the German language, including classes in essay
writing, grammar and conversation (Huang 1996: 62-63). To accommodate the rapidly
increasing number of students, one-year intensive courses were introduced around 1920
with 18 hours German per week and classes in Chinese, Mathematics, Physics, Chemistry
and other subjects. The teaching methods used in the school were influenced by the

* Cf. Hess 2000: 2.
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German model at that time: objects would be shown to the class or pictures drawn on the
board, then the teacher would explain in German and students would learn the language and
grammar by repitition. Until the Japanese occupation (in the 1930s and early 1940s) the

Tongji Medical School was well regarded and many of its graduates went to Germany to
undertake further study (Bork 1983: 7).*

For political reasons the administration of this institution (and the associated Engineering
School in Shanghai) was removed from German control in 1917 and the institution was
renamed the Tung-Chi Medizinschule und Technische Hochschule. However, German
remained the language of teaching, and classes continued to be taught by native German-
speaking staff (Huang 1996: 64). In 1927 a national movement against the oppression of
China by foreign powers began. Subsequently all classes had to be taught in Chinese in the
foreign schools and universities and the German funding for Tongji ended. The Education
Minister at the time, Cai Yuanpei, who himself had studied in Germany, provided the
necessary funding and the institution was again renamed, the State Tung-Chi University.
The following year, however, the Japanese destroyed most of the university's facilities. The
new Education Minister, Zhu Jia Hua, who had studied at Tongji from 1907 to 1914, again
provided the necessary funding to rebuild, and until 1934 the university enjoyed increased
student numbers and the addition of a new science faculty. However, to survive the anti-
Japanese war, the university (like many other universities and colleges) was forced to shift to
different locations in seven different provinces of China and to Vietnam between 1937 and
1945! During this period most of the German staff returned to Germany because of the
political situation (Huang 1996: 65).

The university moved back to Shanghai in 1946 and began to rebuild following the 1945
capitulation of the Japanese. Only after the founding of the People’s Republic of China in
1949 was German abolished as the primary language of teaching at Tongji University and
Russian became the compulsory first foreign language. From 1950 until the late 1970s
German was taught only as a second foreign language at Tongji. Due to the changing
political situation in China and the general reform of the tertiary education sector in 1952, the
university was divided up and the medical and mechanical engineering faculties shifted to
other universities in Wuhan and Shanghai (Kelz 1982: 78; Huang 1996: 65-66).

Since the founding of the People’s Republic of China the teaching and learning of foreign
languages has developed rapidly. English and Russian were the languages most often
learnt during the 1950s, although Russian was essentially the first foreign language at the
time. After the break in relations between the Soviet Union and China in 19589, English,
German, French and Spanish became popular again. Today English is the most commonly
learnt foreign language and German, which historically occupied fifth place after English,

“ Cf. Kelz 1982: 77-82; Fluck 1984: 161; Fluck & Liang 1989: 92; Han 1990: 152; Hess 1992a: 375-377; Liang
1995: 301-302.
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Russian, French and Spanish, is now the third most popular foreign language in China after
English and Russian (Zhu 1987: 244; Ni 1991: 209; Hess 1992a: 103-105).%°

1.1.2.2 Changes and reforms in the Chinese school system since 1945.

The history of the Chinese education system, particularly since 1949, has been dominated
by the conflict between the traditional Confucian education system restricted to the elite and
the communist theory that education is (Mauger 1974: 8-9):*'

an essential instrument of class struggle and revolution, [...] that productive labour

was the basis of society and that therefore education must be seen to be an integral

part of productive labour by regular student participation in productive labour.
The traditional Chinese system before 1949 was a combination of the Chinese classical or
Confucian education system and elements of foreign influence. The education system was
influenced by the Japanese education system and, indirectly, the British, German and
French systems during the latter part of the 19™ century and the early 20" century and from
the early 1920s onwards by the American Educationalist Dewey (Cleverley 1985: 29-41;
Mitschian 1992a: 7-12).%

Pupils attended (junior and senior) primary schools from the age of seven to thirteen, and
those who could afford to then attended (junior and senior) middle schools. Entrance to the
senior middle schools, often financially unattainable, was allowed only after completion of a
rigorous examination. There were three types of middle school: general academic, teacher
training and vocational. The subjects taught at the primary level were mathematics, the
natural sciences, history, geography, physical culture, drawing, ethics, Chinese and the
classics. At middle schools Chinese literature, the classics, economics, biology, chemistry,
physics, history, geography, a foreign language (usually English or Japanese) and physical

culture were taught.

Despite this seemingly organised system, only fifteen percent of Chinese children received a
basic primary education and few attended middle school in 1937 (at the beginning of the full-
scale Japanese invasion). Even fewer received higher education, most of these attended
the foreign controlled or influenced institutions on the Eastern seaboard cities. During the
Japanese occupation and WWII the education system almost collapsed. Over 80 percent of
educational institutions were located in the Japanese occupied zones and many were forced
to relocate as campuses were taken over for barracks and supply depots. Japanese
language, policies and ideas were taught and Japanese advisors placed in schools. Mission
schools and other private institutions were forced to close or suspend operations (Cleverly
1985: 64-66). One result of the collapse of the education system was that 90 percent of the
population was illiterate by 1949 (Mauger 1974: 6, 10).

% Cf. Sui 1988: 109; Han 1990: 157; Ammon 1991a: 505; Koshina 1997: 7.
' Cf. Mauger 1974: 5, 9-10; Cleverley 1985: xi, 1-28; Mitschian 1992a: 20, 1997: 395-396.
%2 Cf. Zhang 1989.
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While revolutionary communist ideals developed during the 1930s and 1940s and included
education for everyone and education as a lifelong process “essential for the success of the
struggle for national independence” (Mauger 1974: 6), it was not until 1949 that these could
be implemented when the establishment of a central state financed and administrated school
system began (Liang 1999: 200-201).>® Drastic changes were needed in 1949 after the
establishment of the Republic to ensure that the educational objectives contained in the
Communist programme were achieved. Teachers were required, “not only in enormous
quantities but with revolutionary ideology and the determination to transform every aspect of
the educational process.” (Mauger 1974: 10)>

The Chinese education system expanded and developed under the Soviet influence
between 1952 and 1955. Teachers and materials were imported from the Soviet Union.
While inheriting the traditional methods of teaching and learning, foreign language teaching
methods from the Soviet Union and the GDR were assimilated (Mauger 1974: 11).° By
1956 the national education system had been established and consolidated. At that time
there were 64 million primary school pupils as compared with about 24 million in 1949, and
circa 6 million more attended middle school as compared with an estimated 1 million in 1949
(Mauger 1974: 12-14). Mass literacy campaigns also began in 1956 and aimed to teach all
people to read and write. The expansion and consolidation of the education system was a
direct reflection of the general economic, social and political development between 1949 and
1956.% During that period the country recovered from the recent wars, experienced rapid
economic growth and underwent the collectivisation of the agricultural land. By 1956 the
socialist foundation of China’s economy had essentially been established.

Between 1956 and 1965 various political and social movements, such as the 100 Flowers
Campaign (1956/1957) and the Great Leap Forward (1958/1959), influenced the education
system as the communist party attempted to lessen the divide between the academics and
intellectuals and the uneducated masses. Higher education entrance requirements were
changed. Over half of new enrolments, for instance, were required to be from the lower
peasant classes (Mauger 1974: 14-23; Cleverley 1985: 141-161).>” Relations between the
Soviet Union and China were severed due to political differences in 1959 and this led to
English replacing Russian as the dominant foreign language taught in schools (Mauger
1974: 19-23, 33-34).°

53 Cf. Cleverley 1985: 92-126.

% Cf. Kwong 1979.

%5 Cf. Shi & Seifman 1976: 40-84; Cleverley 1985: 127-140; Bieg 1986: 335; Hess 1992a: 61-64; Mitschian 1992a:
12-15.

% Cleverley (1985: 1) points out the disparity between the circa 182 million students in schools and universities in
1984 and the 235 million illiterate or semi literate Chinese above the age of 12 years, saying that this is a direct
reflection of the fact that mass education in China is a recent phenomenon.

%7 Cf. Shi & Seifman 1976: 87-110; Kwong 1979; Hess 1992a: 53-73.

% Cft. Cleverley 1985: 135-137; Shi & Seifman 1976: 111-186.
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In 1966 the Cultural Revolution began, led initially by students with the aim of changing the
old education system to more closely reflect the aims of the communist party. Mauger
(1974: 26) describes the changes in education undertaken during the Cultural Revolution
citing part of the sixteen-point plan perpetuated by the government at the time:>®

In the great proletarian Cultural Revolution a most important task is to transform the
old education system and the old principles and methods of teaching. In this great
Cultural Revolution, the phenomenon of our schools being dominated by bourgeois
intellectuals must be completely changed. In every kind of school we must apply
thoroughly the policy advanced by Comrade Mao Tse-tung of education serving
proletarian politics and education being combined with productive labour, so as to
enable those receiving an education to develop morally, intellectually and physically
and to become labourers with socialist consciousness and culture.
During the Cultural Revolution (1966 to 1976) the education system and foreign language
teaching and learning were in total chaos. Teachers and intellectuals, regarded as enemies
of the revolution, were tortured and forced into labour camps for re-education through hard
labour. There was no real foreign language teaching and learning as foreign languages
were considered by the ruling party to be unnecessary, even dangerous. Where German,
for example, was taught, it was politically tainted, and English lessons were simply drills of
sentences, often including political dogma and ideology (Magner 1974: 384-388; Ni 1991:

210).%°

From the early 1970s schools known as the Worker-Peasant-Soldier schools were gradually
established. The subjects taught were a mixture of work, military service and political and
ideological teachings. Primary school pupils attended classes in politics and languages,
mathematics, revolution literature and art, military training and physical culture and
productive labour. Middle school pupils attended classes in Mao Tse-tung thought (including
the history of the struggle between the two factions in the party), basic knowledge of
agriculture, mathematics, physics, chemistry, and economic geography, revolutionary
literature and art (including languages), military training and physical education and
productive labour. Less emphasis was placed on classroom learning and more on self-

teaching and practical production (Cleveley 1985: 180-199).°"

The new curriculum required pupils to learn a foreign language although some schools
continued to ban foreign languages, because they were considered politically contentious
(Cleverley 1985: 188-190). Most pupils learnt English, although Russian was offered in
some schools (Berger 1974: 46-47). Foreign languages were also taught in special Foreign
Language Institutes in the major cities, which trained government functionaries for foreign
service and intelligence work. Foreign language departments in the socialist universities
were required to teach foreign language students to propagate the communist ideology to
support and consolidate the revolution (Magner 1974: 384-388).

5% Cf. Mauger 1974: 23-34; Shi & Seifman 1976: 187-240; Hess 1992a: 73.
& Cft. Cleverley 1985: 166-179; Hess 1992a: 108-134.
' Cf. Berger 1974: 44; Mauger 1974: 30-34; Magner 1974: 385; Hess 1992a: 64, 79-93.
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Political ideology pervaded (and continues to pervade) all levels of education in China
(Cleverley 1985: 186-188). As a consequence of the rapid expansion of the education
system, the political ideology of the ruling party has been taught to a large percentage of the
population (even at the kindergarten level!) in order that the Chinese citizen “develop
morally, intellectually and physically and become a worker with socialist consciousness and
culture” (Mauger 1974: 37).% In 1975 plans aimed at ensuring China would become a world
economic force by the year 2000 were announced and the four maxims of modernisation,
relating to agriculture, industry, national defence and science and technology, were adopted
(Cleverley 1985: 211). These maxims had implications for the education system as China
considered these, particularly the science and technology fields, to be the key to future
development.

By 1981 circa 200 million pupils (or 94 percent of eligible children - at least officially) were
attending primary and middle schools as compared with only 31 million in 1949 (Cleverley
1985: 2563). The primary curriculum included Chinese, arithmetic, physical culture, music,
politics, drawing, elementary knowledge of nature, some history and geography and
productive work. A foreign language, often English, was taught to pupils above third grade.
However, in rural areas limited resources and limited access often meant fewer subjects
were offered, and consequently pupils received a less comprehensive basic schooling
(Cleverley 1985: 232-236).5

Chinese middle schools are divided into two sections: a three-year junior middle school for
12 to 15 year-olds and a two or three year senior middle school for 15 to 16 (or 17) year-
olds. Access to these schools varies. For instance, of the 125.5 million middle school pupils
in 1982, only 47.5 million of these were attending a senior middle school. The curriculum
includes Chinese, mathematics, physics, chemistry, biology, a foreign language, history,
geography, politics, physiology, music, fine arts and physical education. The general aim of
the Chinese secondary education system is to teach vocationally oriented subjects as
opposed to a purely academic education (Cleverley 1985: 236-240; Hess 1992a: 222-229).

At Chinese middle schools almost all pupils learn English as the first foreign language.
Students are required to sit a state English examination or College English Test (CET).
German is essentially taught only at tertiary level institutions, not as a school subject
(Guangxi 1987: 421; Welge 1987: 194; Hess 1992b: 362, 1993: 61).5* There are, however,
a number of foreign language middle schools (associated with foreign language colleges)
where pupils from ten years of age onwards learn foreign language as a main subject. At
four of the nine such schools in China, namely in Beijing, Nanjing, Shanghai and Wuhan,

& Ct. Mauger 1974: 73-75; Shi & Seifman 1976: 241-335; Kwong 1979; Hess 1992a: 2, 11, 53-93; Hernig 2000:
109-111.

& Cf. Hess 1992a: 214-215.

& Cf. Deichsel 1989: 48-49; Coulmas 1991b: 2-3, 22.
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pupils receive six hours per week in German from the third grade onwards. A total of circa
740 middle school pupils are taught by circa 35 German teachers. According to Welge
(1987: 194) that constitutes less than 0.01 percent of all pupils. These schools often prepare
young students for study of foreign languages at one of the tertiary level foreign language
colleges or universities. The teaching and learning of German, therefore, begins primarily at
university after pupils have had six years of English lessons at school, and this is why
German is often taught through English at beginning of their tertiary studies (Welge 1987:
195).%

1.1.3 The Role of Foreign Languages in the Tertiary Sector.

I1.1.3.1 Changes and reforms in the tertiary sector since 1945 and the effect on foreign
language teaching and learning.

Prior to 1949 the tertiary institutions (many of which had been established with foreign
financial and cultural support®) offered courses in the classics, law, literature, medicine, the
sciences, agriculture, engineering and commerce. However, these institutions were often
poorly funded and resourced and education for women was limited (although it had began to
develop) (Cleverley 1985: 38, 47-48).°”  Foreign language teaching and learning
methodology was essentially a mix of the classical Chinese teaching methods based on
learning vocabulary and grammar using selected texts learned by rote (Hess 1992a: 102-
103).

To ensure that the educational objectives contained in the Communist programme could be
achieved, both in the schools and in the tertiary sector, drastic reforms were required in
1949. Teachers, foreign language teaching methods and teaching materials were modeled
on the Soviet example.®® By 1956 the higher education sector had been reorganised along
Russian lines. China’s 227 universities and colleges were rationalised into 183 institutions of
three types: comprehensive universities teaching the arts and the pure and applied
sciences; polytechnics for the pure and applied sciences and technological disciplines, and
single purpose institutions specialising in the professional fields like geology and mining,
forestry, physical education and teacher training. Circa 441 000 students were studying at
the tertiary level in 1956, a four-fold increase in just seven years (Mauger 1974: 12-14).

From 1966 through until 1976, however, the tertiary sector was again thrown into disarray by
the Cultural Revolution, which aimed to abolish all foreign influence and to change the
traditional Chinese class structure with intellectuals as the elite and farmers as the lower
class (Bork 1983: 46-50). Education was regarded as revolutionary, bourgeois and
revisionist. Everything foreign was banned. German, like other foreign languages, was no

Cf. Zimmer 1996: 74.

Cf. Cleverley 1985: 1-69; Shi & Seifman 1976: 2-38

Women were first permitted to study at Tongji, for instance, in 1927 (Huang 1996: 64-65).

Cf. Mauger 1974: 10-11; Shi & Seifman 1976: 40-84; Kwong 1979; Cleverley 1985: 127-140; Hess 1992a: 2, 11,
60-64, 104-105; Mitschian 1992a: 12-15.
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longer taught.®® Mao Tse-tung and his party abolished the examination process saying that
it favoured the children of intellectuals. They also criticised the lack of practical orientation of
university study and closed virtually all educational institutions in China. The (now surplus)
teaching staff were sent to work and undergo so-called political re-education in factories or
on the collective farms. Some were imprisoned as enemies of the people. It was illegal to
own books and students had no access to foreign language literary or technical texts and
were, therefore, forced to interrupt their studies. Many intellectuals were deeply depressed
by these limitations, and some of the older Germanisten, for example, did not survive this
period (Hess 1992a: 73-93).

In 1972 the first students were allowed to re-enrol at the universities. However, academic
grades were not a prerequisite for entry but rather evidence that the student had worked in
the production sector for two to three years. The correct political attitude also played a
significant role. Teachers were not well trained (if at all) and the academic standard of
university study declined, particularly as degree regulations were changed to enable
students to complete their studies in just three years instead of the five previously required
(Magner 1974: 390-391; Bork 1983: 49-50). In an effort to integrate theory and practice,
universities and colleges worked closely with factories and local collectives (Cleverley 1985:
193, 195). University level courses, such as foreign languages, which were considered not
absolute necessities, often continued to be omitted. Books that had previously been used in
language courses were locked away and used only occasionally as negative examples (and
always discussed in the political context). Foreign language teaching (if offered) had to be
basic because many students had no prior middle school experience (Cleverley 1985:; 189-
190; Hess 1992a: 109, 161-162).

After the Cultural Revolution, China began a new development phase known as the ‘Four
Modernisations’ (in industry, agriculture, science and technology and the national defence).
Education was regarded as an integral part of this process (Ni 1991: 210). Teaching at
Chinese universities normalised in 1977. achievement was prioritized with teaching and
research again encouraged (Zhang 1985: 176). In 1977 new guidelines for the education
sector were developed and a standardised university entrance examination was reintroduced
after eleven years without one. Candidates selected five or six papers from mathematics,
physics, chemistry, Chinese, history, politics, geography and a foreign language (Cleverley
1985: 223).

From 1978 onwards, academic titles were again recognised and by the end of 1979 there
were 97 key universities. In 1978 the first students were allowed to continue onto graduate
study (Cleverley 1985: 228-231). B.A., M.A. and PhD degrees were reintroduced in 1981 on
the grounds that they facilitated internal development of academia and international

8 Cf. Kelz 1982: 78-79; Zhang 1985: 173-176; Deichsel 1989: 3.
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recognition (Cleverley 1985: 244). Cultural and scientific exchanges with foreign countries
increased and this gave new impulse to foreign language research. Many authentic
textbooks and teaching materials, such as Deutsch 2000, Brennpunkte and Deutsch - ein
Lehrwerk fur Ausldnder, were introduced. Foreign academics from the German-speaking
countries were invited to China and Chinese teachers of foreign languages were sent abroad
for further training.”

By 1982 there were circa 1.154 million students in full-time higher education as compared
with circa 100 000 in 1949. There were 715 higher education institutions including 32
comprehensive universities funded by state ministries, provincial and municipal
governments, autonomous regions and the Ministry of Education. All universities are
currently subject to Ministry regulations, although the key universities have greater flexibility
in the use of the funding provided (Cleverley 1985: 241-246, 251-253). During this period of
development there was a trend towards emphasising the science and engineering disciplines
(which were considered vital or relevant to China’s development) at the expense of the arts,
commerce, law, economics and agriculture. Subjects such as international law and
environmental education have since been introduced. In 1997 there were 1032 tertiary
education institutions and 3 021 079 students (Cleverley 1985: 243; Hess 1992a: 172-173;
Hernig 2000: 112-116).

Approximately 25 percent of middle school graduates continue on to tertiary study in China.
All students wishing to attend a tertiary institution must sit a standard nationwide centrally
organised university entrance examination (as opposed to each province or university setting
their own as in Korea). Only those with sufficiently high grades can continue onto tertiary
education (Zimmer 1996: 86-87). And while the ranking of universities exists in China, it
does not appear as crucially important as in Korea or Japan. Hess (1992: 356, 363)
describes the education system as historically allowing little room for personal preferences
and interests because the so-called teaching traditions were de facto protected by the

" However, Hess

political system and employment was assigned by a government agency.
(1992: 357) concedes there is now evidence of a gradual relaxation of the traditional

strictness.

The changes and reforms during the past fifteen years in the education sector have been
closely related to the economic and political changes and reforms. The teaching and
learning of foreign languages at Chinese universities and colleges have been an integral part
of the modernisation process (Zhu 1996: 77-79). Hess (1993: 69) describes the functionality
of foreign languages, including German, in China as reflecting the political and economic
reforms and developments. Foreign languages, such as English, Japanese and German,

™ Cf. Hess 1992a: 157, 166-178
' Ct. Hess 1992a: 218-221, 231-233.
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continue to be instruments in this developmental process, and, therefore, technical
terminology has always been a key element of German programmes in China.”

The modernisation and liberalisation process China has undergone since 1976 has
increased the popularity of the study of foreign languages, including English, Japanese,
German, Russian and French. English is usually the first foreign language, followed by
(according to the tradition of cooperation the particular university or college has) German,
Japanese, French and ltalian (Sui 1988: 110). Previously Russian was often the most
popular second foreign language, however, now there is a trend towards Japanese and
other Asian languages. The learning of at least one foreign language, usually English, is
compulsory in all degree programmes in China (Zimmer 1996: 76-78, 83).

Problems faced by the foreign language disciplines include the lack of teacher training and
the low status awarded to teaching as a profession (a hangover from the Cultural
Revolution),”® the continued need to educate the masses, an increasing population, the
funding increases required, increasing numbers of Chinese students wanting to study
overseas and vice versa, the effect of years of political distortion and issues affecting the
education of women (Cleverley 1985: 246-247, 254-277). Another factor impacting on the
teaching and learning of foreign languages in China is that Chinese universities have
increasingly had to finance themselves. Nanjing University, for instance, had to find 90
percent of its budget in 1995. Annual fees students pay at universities have risen to
approximately twice the monthly wage of a worker. Universities are also taking in increasing
numbers of full fee-paying students, and increasing numbers of students are working
alongside their studies, an unthinkable practice ten years ago (Lekher 1995: 441).”

Socialist ideals underpin the education sector in China. For example, students must have a
grounding in the fundamentals of Marxism, Leninism and Mao Tse-tung’s ideas, must
support the communist party of China in all they learn and do, must have a healthy body

(through physical training) and be willing to defend the mother country (Bork 1983: 65).”

The introduction and development of the socialist market economy has led to significant
reforms in Chinese universities, including the establishment of new institutions and the
decentralisation of education. Universities and colleges have been given more autonomy in
the administration and planning of subjects, increasing the freedom of teachers and
students.”® The principle of competition is increasing and teachers are expected to offer new
courses in both theory and practice. These changes have increased student choice, as they

2 Cf. Hess 1992a; 135-139, 152-157, 174-177; Saarbeck et al. 1994: 590.

Cf. Hieber 1983: 181-186; Hess 1992: 178-197, 204.

7% Cf. Hernig 2000: 118-119, 448-449.

® Cf. Han 1990: 154; Hess 1992a: 285; Hernig 2000: 109-111.

® Cf. Hess 1992a: 166-178, 213-218, 229-235, 464-471; Hernig 2000: 116-119.
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can now change subjects (something that was not previously possible) or interrupt their
studies for a year to work if they support themselves during their studies (Zhao 1998: 688).

Additionally, the original system, whereby graduates were assigned positions (which had
little to do with the personal wishes of the students or their studies) by a central planning
office, has now been abolished.” Since the early 1990s, Germanistik in China, along with
the other foreign language disciplines, has, consequently, been under pressure from the
employment market to change. International relations and cooperation are becoming
increasingly important and necessary due to the rapid globalisation and internationalisation
of the economy and academia: Chinese students urgently need intercultural competencies
(Liu 1999: 785; Liang 1999: 203).

According to An (1999: 698-699), the rapid development of the modern disciplines and
technology as well as the integration of these disciplines and technology with the humanities,
the international development of the information age, and the modernisation, expansion and
fundamental changes in China’s economic system have had great influence on the tertiary
education system. An believes that a major responsibility of tertiary education is to be
closely connected to economic and social development, to serve that development and to
ensure that highly qualified and flexible specialists are educated to drive the further
expansion and modernisation of China.”® These changes have meant that German
departments have had the opportunity to develop diverse and innovative courses or
programmes.

1.1.3.2 Languages in the competitive context: the example of German.

Foreign languages in China have increasingly found themselves in a competitive
environment given the modernisation, liberalisation and diversification of the political,
economic and social orientation of China and the increase and diversification of tertiary
education providers. In addition, English is essentially the first foreign language in China. In
this context, a number of additional factors, real or perceived, must also be taken into
account when analysing the trends relating to German programmes in China. These

include:

. The ‘usefulness’ or career application of a subject;

. The perception students have of a particular foreign language;

. Institutional factors (such as the curriculum requirements);

. Linguistic differences (between Chinese and German, for instance); and
. A number of social and cultural factors.

7 Cf. Hess 1992b: 353, 368.
8 Ct. Zhao 1998: 687.
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The perceived ‘usefulness’ or career application of German is one significant factor.
German in China is regarded in the first instance, according to Leonard (1994: 691), as a
medium “mit dem man sich besser in der sich rasant entwickelnden Joint-Venture-
Gesellschaft zurechtfinden kann” - an aspect she believes is not emphasised enough despite
calls for an increase in courses on Business German and technical terminology. Students
are often motivated to learn German in the vague hope of a job opportunity in a joint venture
company and perhaps the opportunity to travel overseas (Steinmetz 1995: 535-536).7°

In the early 1980s, Bork (1983: 55-56, 156) found that most graduates of German became
interpreters and translators in the technology and science fields (working almost exclusively
with specialist texts).®® Others worked in government departments and research institutions
or as tour guides for foreign delegations visiting China or Chinese delegations visiting
German-speaking countries. A smaller group became middle school and tertiary level

teachers, and only very few became researchers in language and literature.

In the mid to late 1990s the range of career prospects for Chinese graduates of Germanistik
was slightly more diverse (Steinmetz 1995: 534-535; Zhao 1999: 595).°" Seventy percent of
all German graduates still obtained employment in the science, technology and industrial
sectors in German-Chinese joint ventures and in firms with established trade partnerships
with Germany. Circa 25 percent found employment in the tourism sector either as tour
guides or in the sales and marketing divisions of travel agencies. Only very few found
employment in the university or education sector. The demand for translators and
interpreters (two of the main career options open to graduates of German previously) in
industry and tourism is now low. Students are usually only successful in obtaining a position
in a joint venture enterprise (the most popular career goal of students) if they have both
language and other skills pertinent to the job.2? Only 4.5 percent of students majoring in
Germanistik can imagine a career in this field and so the discipline is often criticised for
providing essentially pure foreign language programmes and not qualifying students for later
employment (Hess 2000: 7). This trend is expected to continue given that the service sector
in China is now being developed (after years of concentration on the production or industrial
sector). Employment opportunities for graduates with the traditional Germanistik degrees,
focusing primarily on German linguistics and literature, are becoming increasingly rare.

German companies in China use English as the lingua franca of business, so employment

prospects are not assured, although knowledge of German is a plus at the application stage,

79 Cf. Hess 1992a: 411-415; Zimmer 1996: 75.

8 Ct. Guangxi 1987: 421; Deichsel 1989: 58-59; Kahn-Ackermann 1991: 35; Ammon 1991a: 506.

8" Cf. Hess 1992a: 363-365; Liang 1995: 304; Zhao 1998; Hernig 2000: 148-149, 262, 291, 324, 356, 433-434, 457-
459.

8 Cf. Hess 1992a: 435.
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and employees with German skills can communicate better with the German management.
According to Zhao (1999: 595):%

Berufschancen bieten jedoch vorwiegend die kleinen bzw. mittelstandischen
deutschen Unternehmen, in denen im wesentlichen Geschafte zwischen China und
Deutschland abgewickelt werden. Denn die Abhangigkeit der kieinen bzw.
mittelstandischen Unternehmen von ihrem deutschen Mutterhaus hat zur Folge, daB
sie deutschsprechendes Ortspersonal bevorzugen.

English skills are, however, vital and this has to be taken into account when designing the
programmes offered. Hess (2000: 7-8) contends many graduates are turned down by
employers because they lack English language competencies, so some German
departments are attempting a kind of 1.5 foreign language system where English is taught
intensively as a second language.

Steinmetz (1995: 537-538) describes the objectives of German in China:

Ziel und Zweck der Deutschausbildung in China [ist] die Herausbildung von
Sprachmittlern [...], die in der Lage sind, den angestrebten Technologietransfer aus
deutschsprachigen Landern zu gewahrleisten. Die deutsche Sprache solle dabei als
notwendiges Werkzeug fir den Technologieimport dienen.

Students majoring in German receive a solid grounding in Germanistik, which is based on
the Binnengermanistik model.®* According to Steinmetz (1995: 534) there is a discrepancy
between the German programmes offered and the employment opportunities for graduates
of these. She (1995: 536-537) contends that the programmes offered should train students

in several subjects to accommodate the skills the employment market demands:®®

Gesucht werden flexible, technisch und fremdsprachlich qualifizierte Arbeitskrafte,

denen

- die Schnittstellen zwischen Technik und Betriebsfuhrung bekannt sind,

- die mit den auslandischen Partnern fachlich kompetent und auf internationalem
Standard kommunizieren kénnen,

- die AnschluB an die englisch- und deutschsprachige Fachliteratur haben und,

- zuinternationaler, effektiver Teamarbeit fahig sind.

Mobile, flexible Arbeitskrafte mit breitem Wissensbasis und der F&higkeit, sich
schnell in neue und hochspezialisierte Aufgaben einzuarbeiten, stehen jedoch im
Widerspruch zum traditionellen Ausbildungsziel von lebenslang in eine sichere
Arbeitseinheit eingebundenen Arbeitskraften, die sich mit wenig Informationen
zufrieden geben und aufgrund nicht vorhandener materieller und
aufstiegsorientierter Leistungsanreize und der allgemeinen gesellschaftlichen
Anpassung mit Geduld ihre immer gleichmaBige, eng definierter Teilaufgabe in den
Grenzen ihrer >>danwei<<®® erfillen.

83 Cf. Liang 1995: 308; Zhao 1998: 688-689.

8 Ct. Bork 1983: 55-56, 156.

& Cf. Hess 1992a: 11-12, 1993: 62; Steinmetz 1996: 166-171.

% ‘Danwei' is the place of work or Arbeitseinheit. In China the danweis take responsibility for the medical
insurance, superannuation and allocation of apartments as the social security and housing situation in China is not
yet fully developed (Tang 1996: 219-220). According to Hess (1992a: 181-190), the ‘danwei’ influences both the
private and professional life of the Chinese. Hess says that a foreign languages department, for instance, is an
almost isolated unit or danwei and that this creates difficulties for the development of interdisciplinary programmes.
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The perception students have of a particular foreign language in China has played a
role in the demand for German in China, specifically in the demand for courses in applied
German. German is generally regarded as a difficult language to learn. According to Hess
(1992b: 350, 1993: 70), the image the Chinese have of Germany and the German culture is
shifting from one of the humanities or cultural side of life in Germany (for instance, the land
of Beethoven, Heine, Goethe and Th. Mann) to one of a functional, rationally organised
industrial society with a high standard of living with strengths in the field of technological and
industrial innovation, particularly since the reunification.?’

Institutional factors impacting on the teaching and learning of foreign languages, including
German, in China include:®

. The level at which German programmes are introduced as most students beginning
tertiary studies have little or no prior knowledge of German;

. The curriculum requirements;

. The diverse range of target groups German programmes are aimed at or required to
be aimed at;

. The lack of suitable textbooks and teaching materials, which are constantly being
reworked;

. The fact that little opportunity is provided for learning outside of class;®®

. The poor working conditions and level of pay of the teaching staff;

. The lack of adequately trained staff, many of whom are primarily Germanisten with

little training in didactics or DaF;

. The limited resources available in the university libraries (despite large donations of
teaching materials and books, magazines, etc.);

. The censuring of some teaching resources, for example, films and videos, if they
contain erotic themes or scenes not in line with the party expectations;

. The limited or poorly maintained resources and technological teaching aids;

. The relatively small number of properly integrated courses and programmes (often
so-called integrated programmes are simply courses in German and courses in
applied subjects studied parallel to each other (Hess 1992b: 350)); and

. The lack of opportunities for students to utilise their German by way of a scholarship
to study abroad or an exchange programme.

87 Cf. Nayhauss 1993a: 53; Leonard 1994: 691; Steinmetz 1995: 536.

8 Ct. Magner 1974: 388-390; Liu 1982: 29-39; Kelz 1982: 81; Bork 1983: 57-60; Welge 1987: 203-204; Hess
1992b: 350-354; Mitschian 1992a, 1992b, 1997, 1999: 53-54; Saarbeck et al. 1994: 592-593; Fluck & Kuhn 1995:
490; Liang 1995: 304; Zimmer 1996: 76; Buch 1998: 457-458; Zhao 1998: 687; Timmermann 1999: 482.

8 Many Chinese students live on campus, often with six to eight in one room. As very little study space for
students to learn outside of class is provided, they often use the halls, lecture theatres and library to study until
central lights turned out at 10 pm and the teaching buildings closed (Bork 1983: 59-60; Hess 1992a: 197-212, 1993:
73-74; Mitschian 1997: 400-402).
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Leonard (1994: 692-693) describes the prevalence of the emphasis on grammar, word for
word translation, repetition and learning by rote with little individual learning, despite the use
of the newer communicative textbooks, such as Deutsch 2000.*° Additionally, many
courses, even at advanced levels, are taught in Chinese. As a result many students are not
able to read and analyse subject literature and to discuss it with academics in the field.
These so-called traditional (and de facto institutionalised) teaching methods of learning are
often cited as the reason for many of the problems faced by foreign language disciplines in
China.”

Despite the numerous changes in the education system under the Japanese influence in the
early 20" century, the reforms after WWI based on Dewey'’s teachings, the Soviet influence
in 1950s, the Cultural Revolution, the introduction of educational reform policies in
1976/1977 and the introduction of Western methods and theories (in so far as they
complemented the development of socialism) have not led to a complete adaptation of the
Western systems nor a complete break with Chinese tradition (Mitschian 1992a; Wei 1999:
220-223). The most important and urgent improvements required are the production of
suitable textbooks and teaching materials, taking into account the diversity of teaching and
learning situations in China, the training of teachers in linguistics, pedagogy and didactics

and changes in the language teaching methods.*

Liang (1999: 200) contends, however, that the different methods of teaching, curricula and
textbooks used in China must be understood as being:*

Reflexe auf den Bedarf einer bestimmten Zeit und eng verknlpft mit sozialen,

politischen, ideologiegeschichtlichen sowie linguistischen Strémungen. Ihre

Vorzuge sollten jedoch Uberhistorisch gesehen und angeeignet werden.
Mitschian (1997: 398-400, 402-404) and Hess (2000: 8) claim that many publications about
German in China focus on and perpetuate the ‘traditional’ learning culture of China, thus
losing sight of the actual dynamic development of the discipline.** According to Mitschian
(1997: 394-397, 402-404, 406-407), while there remains a level of dependency on these
methods in foreign language learning today, the changes and trends that have occurred
internationally in the teaching of foreign languages have also occurred in China but at a later
date and usually in a somewhat diluted form. These include the trend towards
communicative teaching methods and the clear guidelines given for this in the curricula
introduced in the late 1980s and early 1990s (Zimmer 1996: 76).%

% Cf. Magner 1974: 388-390; Hieber 1983: 181-183, 189-193; Gu 1987: 35-36; Liang 1999: 201.
Cf. Kleppin 1987: 253; Wie 1999: 212-214.

Cf. Liu 1982: 33-34, 39; Leonard 1994: 692-693.

Cf. Rossler 1984; Ammon 1991a: 506-507; Mitschian 1997: 398-400.

Cf. Hess 1992a: 1-11, 18-52, 472-573; Mitschian 1997: 398-400, 402-404.

Cf. Hess 1992a: 295-351, 1992b; Liang 1995: 231.
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The linguistic differences between Chinese and German are another important factor.
Zhu and Best (1991: 169-170) describe how Chinese students have difficulty with the
sentence structure of German, such as the placement of the verb second or at the end of
relative clauses, because of the completely different language systems. These linguistic
differences cause problems both in the oral use and in the written use of German.®®

In addition, the complex multilingual situation in China, with its 142 languages and no
standard Chinese ‘mother tongue’ causes further difficulties when teaching foreign
languages in China (Coulmas 1991b: 5; Hieber 1983: 193).

Social and cultural factors also appear to impact on the teaching and learning of foreign
languages, including German, in China and often mean that the foreign staff have to adapt
their teaching methods to the Chinese context.”” Confucian social structure and communist
political ideology pervade the Chinese education system, according to Welge (1988: 11), and
impact on the interpretation and reception of German literature. Chinese society is in a
complex transitional process due to the recent liberalisation and modernisation policies and
rapid economic development. The economic and social changes have led to changes in the
social values system and patterns of thought as well as the position and function of the
individual (Liang 1995: 231, 1996: 163). The effects of this complex system of cultural,
traditional values and methods and the recent changes on the teaching of German include
the fact that Chinese students often add a personal opinion or a moral judgement to a report
or description of a text (Wie 1999: 222-223).%

Culturally determined differences between native German speakers and Chinese occur most
often in greetings, farewells, reaction to praise, while eating, and when thanking people
(Gunthner 1989: 433):%

So empfinden Deutsche das Verhalten vieler Chinesen, die gleich zu Beginn der
Bekanntschaft nach Familienstand, Anzahl der Kinder oder gar Hoéhe des
Verdienstes fragen, als unangemessen. Fir Chinesen bedeutet dieses Erfragen
personlicher Hintergrinde jedoch den Aufbau einer freundlichen, vertrauten
Athmosphére, und somit eine notwendige Vorraussetzung fur Gespréche uber
andere Themenkomplexe.

The typical Chinese greeting of “chi guo fan le ma?” or “Have you eaten?” is one such
example that often leads to intercultural misunderstandings due to the differing sociocultural
backgrounds of the Chinese and the native speakers of German (Liang 1992: 65-66).

% Cf. Liu 1982: 29-39, 1992 203-214; Zhang 1985: 168; Mohn 1985; Kleppin 1987: 254; Welge 1987: 194-203; Gu
1987: 38; Wang 1988; Zhu & Best 1991; Wei 1992; 322-324, 1996; Zhang 1992: 351-353; Saarbeck et al. 1994:
591; Han 1996; Kong 1996; Fluck 1996: 241-260; Jia 1999; Wie 1999: 210-212; Radimayr 1999; Chan Yin Fung
2001.

% Cf. Bork 1983: 1-4, 156-160; Gunthner & Rothenhausler 1986; Gunthner 1988: 4, 1989; Zhang 1991: 100; Wei
1992; Zhang 1992; Mitschian 1992a, 1992b, 1999; Fluck 1994: 654, 659-660; Miklitz 1996; Beneke 2000.

% Cf. Radimayr 1999: 95-108.

¥ Cf. He et al. 1987; Ginthner & Rothenhausler 1986; Gunthner 1988: 5-8, 1989: 436; Liang 1992: 65-66, 1996
145-148; Wei 1992: 327-328.
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There are distinct differences in the use of language between the native speakers of German
and the Chinese. For instance, a German ‘no’ means exactly that as opposed to the
Chinese way of only indirectly saying ‘no’ (Wei 1992: 327-328). Gunthner (1989: 436)
describes the directness of native speakers of German compared with the Chinese way of
beginning with a more general discussion and then gradually moving to the matter at hand in

order to maintain politeness and the harmony in the group:“’0

Fir chinesische Interaktionsteilnehmerinnen (insbesondere fur altere und
traditionsbewuBte Chineslnnen) stellt das konfuzianische Ideal der Harmonie noch
heute ein wichtiges Gebot (vielleicht sogar das wichtigste in zwischenmenschlichen
Interaktionen) dar.
The hesitation of many Chinese students to criticise others and the conformity to ritual
behavioural patterns (for example, politeness is absolute in China) can lead to the
impression that Chinese find it difficult to think critically and, therefore, this has

consequences for the critical analysis of academic texts (Liang 1992: 73-74).

To avoid embarrassing situations and intercultural misunderstandings, Wei (1992: 329-330)
suggests that German programmes should (a) teach Landeskunde (LK) (area studies) in
Chinese from semester one onwards (because students do not understand enough German
at this stage), and (b) teach about the cultural differences that words have.'®' Tang (1996)
describes examples of LK topics, which need to be and are taught to Chinese students,
particularly those intending to study in German-speaking countries, using Praxis Deutsch.
These include topics such as invitations, visiting people, taking gifts, respecting the private
sphere of Germans, the treatment of foreigners in the German-speaking countries, the
different economic systems, and visiting a trade fair in Germany. Liang (1996: 162) says
that:'%

fur die interkulturelle Kommunikation muB8 der SensibilisierungsprozeB3 fur das
Fremde und das Eigene verstarkt durch die Ausbildung und Vermittlung von
elementaren Grundregeln konkretisiert werden, die als Ergebnisse kulturell und
gesellschaftlich spezifischer Entwicklungen zu betrachten sind und konkrete
Verhaltens- und Handlungsmuster sowie ihre sprachlichen Realisierungen anleiten.

Il.1.4 Germanistik and Innovative Developments in the Field of
German Studies.

1.1.4.1 The development of the discipline.

Germanistik in China developed relatively late in comparison to the discipline in Japan and
Korea. According to Zhu (1987: 242), the Chinese philosopher and revolutionary author, Lu
Xun (1881 to 1936), was the first to draw the attention of the Chinese public to German

1% ¢f. Gunthner & Rothenhausler 1986; Liang 1992: 68-76, 79-83, 1996: 144, 149-151; Fluck 1994: 654; Wie 1999:
214-220; 223-228.

:°‘ Cf. Kleppin 1987: 257; Liang 1992: 67.

%2 Cf. Gu 1987: 39.
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literature in 1907 in an essay in which he referred to Nietzsche, Arndt and Korner.'® The
growing influence of European powers and the Japanese on China since 1840 and the
imminent national crisis at the time had caused China’s intelligentsia to question traditional
Confucian thinking and to turn towards Western thinking. Topics such as individuality and
the oppression by the nation or society found in the works of these writers appealed to the
Chinese. The first translation of German literature into Chinese, the romantic Marchen
Undine by Fouqué, appeared in 1913. Two years later the Grimm brothers’ Mérchen were
published in translation. One of the first works to be introduced at the beginning of the
1920s was Goethe’s Die Leiden des jungen Werthers. Clavigo, Faust and Egmont followed.
Schiller's dramas and works by Lessing and Th. Storm were introduced to the Chinese
public in the 1930s (Leonard 1994: 690).

The Germanistik discipline itself began to develop when Cai Yuanpei (1868 to 1940) (who
had studied in Germany and who became Vice-Chancellor of Peking University in 1919)
introduced German as an independent major subject alongside English, French and Russian
at Peking University in 1919, bringing in German literary experts to teach. Most important of
these was Professor Oelke who taught his students Gothic and Old High German and
introduced the study of Lessing’s works. The German programme was modelled on the
traditional German model. Academic research and teaching, however, was not systematic
nor were the numbers who studied German at Peking substantial and the discipline did not
expand much during this time. This first department of German was later abolished by Cai's
replacement. However, the early death of Germanistik was prevented by the fact that many
Chinese graduates, the majority of who were scientists and medical personnel, went to
Germany to obtain their PhDs. Feng Zhi was one of the very few Germanisten to study in
Germany at this time, and he translated Heine’s Harzreise and poetry by Goethe, Heine and
Rilke (Zhang 1985: 169-170; Hernig 2000: 130-131). After their return, these academics
played a major role (despite the small number) in the academic life and development of
China. There were only very few universities where they could teach German as a second
or even third foreign language, so they translated a significant amount of German literature
into Chinese (Zhu 1987: 242):"%*

Auswahl und Rezeption waren wiederum durch die landesweit garende Auflehnung
gegen die feudalen Verhaltnisse und den Drang nach Emanzipation der
Persédnlichkeit bedingt.
Guo Moruo translated Goethe’s Die Leiden des jungen Werther in 1922 and Goethe’s Faust
in the 1930s. Die Leiden des jungen Werther and Storm’s Immensee (translated by Ba Jin)
were popular as young academics saw in these works a protest against the lack of freedom
in choosing a partner, for instance, one problem which occupied many at that time (Zhang
1985: 169-170; Zhu 1987: 242-243). Expressionism also found popularity in China at this

1% Cf. Zhang 1985: 169; Han 1990: 151-152.
% Cf. Han 1990: 152-153; Yang 1991: 384-387: Zhu 1992: 127; Leonard 1994: 690.
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time,'® particularly as the Communist party brought hope of change to the harmonious, but
monotone art scene. Despite little research and few academic works, the Chinese
Germanistik discipline experienced its first heyday during this period (Zhu 1987: 243; Yang
1991: 384-387).

China mobilised as a nation against Japanese aggression between 1937 and 1945. This
resulted in the development of the discipline being somewhat interrupted. However, critical
and antifascist works, such as Wallenstein, Minna von Barnhelm, Remarque’s Im Western
nichts Neues, Renn’s Krieg, F. Wolf's Professor Mamlock and Das Trojanische Pferd, and
Heine's lyrics (such as Deutschland — ein Wintermarchen) became popular during this period
(Zhu 1987: 243)."°

After WWII and the founding of the People’s Republic relations between the GDR and China
developed (Bork 1983: 7). German as an independent subject at the tertiary level (primarily
at specialised foreign language universities similar to those in the Soviet Union) was again

7

offered after the 1949 founding of the People’s Republic.'”’ Peking Foreign Languages

College was the first to reintroduce German language as a major subject (Zhu 1987: 243):'®

Es lag ein dringender Grund vor: die zu erwartende rasche Entwicklung der

Zusammenarbeit zwischen China und der Deutschen Demokratischen Republik.

Unser Land brauchte vor allem Diplomaten und Multiplikatoren.
At that time the German department at Peking Foreign Languages College was a small
department of 14 students who had studied English, Romance languages, Law or
Philosophy and German as a second foreign language before the liberation. There were no
real set courses. The students learned the German grammar from a Berlitz workbook and
after several months were expected to be able to translate difficult texts from the communist
manifesto into Chinese and German.

In 1952 German was also introduced as a major subject at Peking and Nanking Universities

® The task of the German

and in 1956 at the Shanghai Foreign Languages College."
departments was not Germanistik research, but rather the training of interpreters and
translators using the traditional grammar translation method."® East German academics
assisted in teaching a new generation of academics new methodologies and German
language skills from 1955 to 1963, and students were sent to study in the GDR (Bork 1983:
7: Hess 2000: 3).""" Subjects such as literary history, lexicology and stylistics were
introduced, and since 1956 students have had to present a thesis or written piece of work on

a literary or linguistic topic to complete their degree (Zhu 1987: 243).

1% Cf. Huang 1991: 337.

1% Cf. Zhang 1985: 170; Bieg 1986: 333.

:Z; Cf. Hess 1992a: 373; Hernig 2000: 132-133.
Cf. Han 1990: 153.

19 Cf. Hernig 2000: 131-132.

10 Cf. Ni 1991: 209.

"' Cf. Bieg 1986: 335.
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Many important works of German literature (mainly GDR literature) were translated into
Chinese during the 1950s, including Th. and H. Mann, Seghers, Bredel, Brecht, F. Wolf,
Zweig, Heym, Weiskopf, Strittmatter, Feuchtwanger, Hermlin and Filhmann (Zhu 1987: 243,
1992: 128; Leonard 1994: 690). The close cultural relations between the GDR and China at
that time were a determinant in the availability and popularity of the socialist literature.
Modern West German authors, however, with the exception of Béll, Borchert and Lenz, were
hardly known. BOII's works (such as Der Mann mit den Messern, Und sagte kein einziges
Wort and Lohengrins Tod) were allowed as literary texts because they were printed in the
Soviet Union. Such authors are now on virtually every reading list for Germanistik students
and are found in Chinese translation (Bork 1983: 51-54; Han 1990: 154).""2

Leonard (1994: 690) traces a strict chronological order in the introduction of German
literature into China, from the Storm and Stress period through the Classical, Romantic,
Biedermeier and Realism periods to Naturalism. From the founding of the Republic through
to the Cultural Revolution (1949-1964), the works of Seghers and Brecht were popular.
Translations of works by the classical authors, Goethe, Schiller, Heine and Kleist, however,
continued to be produced.'™ Schiller and Heine were afforded a place of honour and China
celebrated the 150" anniversary of Schiller's death in 1955 and the 100" anniversary of
Heine’s death in 1956. As part of the festivities, translations of Die Rduber, Fiesco, Kabale
und Liebe and Die Jungfrau von Orleans were produced as was a new edition of Wallenstein
(Zhang 1985: 171). German literature was regarded, however, by many Chinese as too
serious, too abstract and philosophical and was consequently not as popular as French,

Russian, Japanese or American literature (Nerlich and Zhou 1993: 55-63).'"

Germanistik research, however, continued to lag behind the translation of literature, perhaps
because in general the language skills of the university lecturers are better than their
Germanistik training (Han 1990: 162). Despite this some important research works were
produced at the time and included a collection of short stories from German literature
compiled by a collective of authors under the leadership of Professor Feng Zhi and Professor
Hans Marnette from the GDR and a Chinese-German Dictionary with over 50 000 entries.
The first German literary history in Chinese was produced by the German department at
Peking University in 1959. This was a significant work because it was the first to collate and
publish the research of Chinese Germanisten (Zhang 1985: 172-173).

The campaign against right wing political elements in 1957 again interrupted the
development of the discipline, and after China’s 1959 rift with the Soviet Union, there was
little discernable influence of East German literature on the Germanistik discipline (Bauer

"2 Cf. Zhou 1996: 165.
"3 Cf. Zhang 1985: 179-183.
14 Cf. Huang 1991; Zhu 1992: 129,
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1982: x). From 1962 to 1963 all academic disciplines were expected to aim at becoming as
good as the international level. Ambitious plans were mapped out by the Germanisten.
Translations of important works by Paul, Behaghel, Lukads and others were to be produced.
Every teacher was to specialise in a specific field of Germanistik and produce academic
publications in this field (Zhu 1987: 244; Han 1990: 154-155). However, these plans had
hardly been made when the movement for socialist education began in 1964. Foreign
literature was branded as revisionist or decadent, and subsequently banned. Teaching
materials for the Germanistik discipline were reduced to Chinese publications translated into
German. In the Worker-Peasant-Soldier schools established in the early 1970s, German
was taught only so students could espouse the ideals of Mao. German language literature,
history or LK was not taught (Han 1990: 156-157).

During the Cultural Revolution translation of German literary works stopped and only those
works regarded as harmless, such as Grimms’ Médrchen and Eichendorffs Aus dem Leben
eines Taugenichts, were produced in new editions. Only after the revolution ended in 1976
did the Chinese officially begin to translate German literary works again. Kafka, Zwieg, Boll,
Plenzdorf and Ch. Wolf became especially popular (Leonard 1994: 690-691). Many had
actually continued the translation work illegally during the revolution.'"® According to Zhang
(1985: 175-176), evidence of this is the number of translated works that appeared shortly
after the end of the Cultural Revolution. For example, Eckermann’s Gesprdache mit Goethe,
Heine's Laokoon, Deutschland — eine Wintermarchen, (translated by Feng Zhi during his
hard labour on farms in the countryside) and Die Romantische Schule, and Zweig’s Vier
Novellen. Many translations were taken from the Japanese or English versions (Bauer 1982:

Xiii).

After the Cultural Revolution ended, there was a great hunger and enthusiasm for new
literature and new perspectives (Sun 1992: 285-286; Zhu 1992: 128-129). In a relatively
short time many great literary works were translated into Chinese, including not only the
classics but also many modern literary works that were particularly liked by the young
students, such as works by Kafka, Sartre and Camus. Some German literature became very
popular because the subject matter was very close to what the Chinese had experienced.
For instance, Zweig's Joseph Fouché, which had once been banned because it was
considered decadent (Zhang 1991: 104—111). After ten years of revolution many Chinese
recognised the complexity and contradictory nature of humanity. They showed a great
interest in the inner contradictions of man in the modern era, which was better revealed in
modern works as opposed to the realism works from the 19" century (Sun 1992: 285):

Die Vereinsamung, die Distanz gegen die AuBenwelt, die Ohnmacht gegeniber dem
Schicksal, die Depression, die Fassungslosigkeit und Ausweglosigkeit, - all das, was
den Helden der Moderne eigen ist, findet bei den jungen chinesischen Lesern
Verstandnis und Mitgefihl.

S Cf. Bauer 1982: xii; Zhang 1985: 175-176.



Rapid expansion and diversification of the discipline in China began in 1976. For the first
time Chinese German teachers and Germanisten could research and teach German
language, literature and history and aspects of the social development of the German-
speaking countires relatively uninfluenced by state propaganda. However, there were no
clear curricula and the political situation remained relatively uncertain. There were neither
enough teachers nor books and other teaching materials, and even today one notices that
some of the older lecturers (those that had to interrupt their studies during the revolution)
cannot speak German well and or have significant gaps in their knowledge of German
literature (Bork 1983: 51-54).

The following fifteen years were spent building up and consolidating the discipline nationally.
A decisive point was the introduction of the new Tertiary Education Act in 1977, which
reinstated the national university entrance examination. Priorities were the training and
further education of teachers, the development of curricula and the production of textbooks
(Hess 1993: 60, 2000: 3, 5-6). These developments were supported by an increasing
number of partnerships between German and Chinese institutions and organisations.''®
Diplomatic relations between the FRG and China had resumed in 1972, as did the cultural
and academic exchange of students and academics, evidence of a greater change in the
foreign policies of China (Bork 1983: 8). The diverse cultural exchange led to
communicative methods being increasingly utilised in China, a reorientation for Chinese

teaching staff (Ni 1991: 211-212; Liang 1999: 200-202)."""

A large number of textbooks and technical dictionaries were produced by individual staff to
keep abreast of the increasing demand for German courses during this period, often in an ad
hoc manner and without the necessary knowledge of didactics or educational
methodologies. The production of these publications is evidence of an attempt to adapt to
the needs of the different target groups (Sui 1988: 112).""® Some such as professors, Ni
Jenfu and Liang Min have, however, combined DaF didactics with characteristics specific to
the Chinese situation, taking into account the sociopolitical situation of the country and at the
same time leaving room for flexibility and adaptability when developing degree programmes
(Hess 2000: 6). The development of the new curricula in the late 1980s was a further
attempt to rationalise and standardise the objectives of German programmes in China and
these now form the basis of all new textbooks produced, for example Grundstudium Deutsch

and Ziele.""®

"¢ Ct. Zhang 1985: 184-185; Miklitz 1988: 90; Hernig 2000: 133-137.
"7 Cf. Bieg 1986: 336; Han 1990: 157; Zhao 1998: 689.

8 Ct. Zhang 1985: 177; Hess 1993: 60; Liang 1999: 202; Hernig 2000.
"% Cf. Liang 1999: 204-206.
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In 1979 a cultural agreement, the primary focus of which was the exchange of students and
academics, was signed between FRG and China. After this the exchange programme
increased dramatically supported by organisations such as the Alexander-von-Humboldt-
Stiftung, the Max-Planck-Gesellschaft, the Deutscher Akademischer Austauschdienst
(DAAD), the Goethe-Institut and Academia Sinica.'®® At first the majority of those
participating were Germanisten due to the great demand for qualified teaching staff in the
new educational institutions (Bork 1983: 10). However, increasingly the majority of those
participating in such exchanges are from the technical and scientific disciplines (such as
mechanical engineering and aeronautics). In 1979 the Goethe-Institut in Peking was also
established. During this period the Tongji University again became a centre for German-
Chinese cooperation in the scientific, technological and cultural fields (Huang 1996: 66-67;
Hess 2000: 3)."' Partnerships between German and Chinese universities and between
states and provinces in the two countries (for example, between Baden-Wurttemberg and
the Liaoning province) were also encouraged and the numbers of these increased. Other
such bilateral relations during this period included visits to China by German politicians and
the establishment of the Consulate General of the FRG in Shanghai and the Chinese
Consulate General in Hamburg (Bork 1983: 10-14).'%

Germanistik research in China in the past focused primarily on translation theory and
practice, the production of technical dictionaries and teaching materials as well as the
practical aspects of the discipline. Research into linguistics topics, scientific or technical
terminology, contrastive studies between Chinese and German and literary topics, for
instance, was a significant development during the 1980s (Sui 1988: 111-112; Hess 2000: 8-
9)."® Comparative research into the question of the influence of German authors and

philosophers in China became and continues to be central within the discipline in China.

Research and teaching at the universities is in a sense a barometer of the context of the
entire discipline in China. The changes in the political and economic situation in China have
led to an increase in the cultural and academic exchange between the discipline in China
and in the German-speaking countries. Academic publications have also increased
dramatically (Zhang 1985: 177-179). Since 1977, for instance, there have been more than
one thousand journals or magazines published, in which mainly articles or translations of
foreign literature have appeared as compared with the 1950s and 1960s when there was
only one journal, which published such research, and which was forced to stop publication
when the Cultural Revolution began. Academics, therefore, have increasing possibilities to

publish their academic works in journals such as Deutsch Lernen or Lehre und Forschung

'™ The Academia Sinica is the Chinese academy of the scholarly disciplines based in Peking.

2" Cf. Liang 1995: 302.

"2 Cf. Hess 1992a: 362-363.

'3 Cf. Kelz 1982: 78-79; Zhang 1985: 177-179; Zhu 1987: 245; Wang 1988: 76; Hernig 2000: 149-156, 300-304,
366-369, 337-342.
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der Fremdsprache (published by the Shanghai Foreign Languages Institute).’?* However,
difficulties in publishing books and academic journals remain as the costs involved in
publishing a Germanistik academic journal, for instance, are high and in comparison with

literary translations, research works have a smaller audience (Zhu 1987: 245; Han 1990:
163).

The Masters theses at Tongji University are an indication of the range of topics covered by
academic research in China and include problems of morphology, lexicology, syntax and
tests as well as questions of German—Chinese translation and computer linguistics. All of
these are written in German and are concerned with the applied aspects of the discipline,
particularly linguistics and translation and technical language.'® Less emphasis, however,
has been placed on foreign language research than on translation, a reflection perhaps of
the weak and relatively late development of pedagogy as an academic discipline in China (Ni
1991: 209). Hess (2000: 9) contends that the ahistorical Intercultural German Studies is
criticised by many Chinese Germanisten because they tend to concentrate on the given facts
(for example, in LK courses) rather than theoretical concepts.'® Many LK topics are no
longer taboo subjects or censured but few Chinese Germanisten have published research in
the DaF field. Sui (1988: 113) calls for wider research within the discipline.'?’

At most universities and foreign language colleges literature is a key area of the study of
German. Texts from the Enlightenment through to the present are used. Some literary
history courses even include the Old High German Hildebrandslied. Chinese tend to read
German literature, which has some relevance to the political and social situation that they
understand or literature that deals with topics their own literature deals with.'®® There was a
high level of interest in postwar German literature, such as Trummerliteratur, amongst the
generation growing up during and immediately after the Cultural Revolution, partially due to
the fact that students expected to find practical examples or advice for the ‘four

modernisations’ phase of China’s development (Denkler 1987: 377-378).'%°

Zhang (1985: 177-178) believes that the interest in and research on literary topics is
diversifying and increasing. Students can now attend lectures on Goethe, Schiller, Lessing,
Heine, Brecht, 18", 19" and 20" century literature, East German literature, the literature of
the German-speaking countries, the German lyric and literary criticism amongst other topics.
The literary topics covered by Master's and PhD theses are increasingly diverse and an
indication of the diversity of the discipline in China: the Trdmmerliteratur in the postwar
period, Brechts dramas, the early works of Boll, Hesse and his novel Unterm Rad,
psychoanalysis in the novel Ungeduld des Herzens by Stefan Zweig and Ch. Wolf and her

24 Cf.Ni 1991: 211-214.
' Cf. Fluck 1984: 168-170.
::j Cf. Hess 1992a: 32-33, 35-36.
Cf. Miklitz 1988: 91.
'8 Cf. Zhang 1992: 353-360.
'2 Cf. Nayhauss 1993a: 53; Leonard 1994: 691.
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novel Der geteilte Himmel. Zhu (1992: 130-132) believes that a standard canon no longer
exists within the Chinese discipline, particularly as the tastes of the Chinese public have
changed with the changes in the fundamental characteristics of Chinese society. The
preference for particular literary epochs and works depends on the type of education and the
age of the lecturers. In general, the older prefer the classical and romantic eras and works

while the younger prefer modern literature (Bork 1983: 52-54).

The increasing interest in German literature is also reflected in the number of conferences
Chinese Germanisten are attending and or hosting. A high point in the history of Chinese
Germanistik was the 1986 Germanistik conference in Peking, which fifteen highly regarded
professors from Germany attended (Zhu 1987: 246). In total there were 54 contributions on
linguistic, literary topics, methodological-didactical questions, LK and translation issues.
Other conferences at which the discipline has been able to showcase itself include the
Schiller conference in 1985, the 1985 /VG conference (which Chinese Germanisten attended
for the first time), the 1990 Chinese-Japanese Germanistik Conference in Beijing, and the
first international conference on DaF in China, Deutsch als Fach- und Fremdsprache in
Ostasian, in 1994."%

The training of German teachers is one major difficulty the discipline has had to face during
the past two decades. According to Han (1990: 161-162), there are four generations of
Germanisten in China:

. The older generation, who graduated in the 1950s and early 1960s and who

form the majority of the teaching staff today.'®’

They lack a comprehensive
background in Germanistik because many were educated solely in China and
until a few years ago had never been to Germany. Also these staff taught
German language courses for years and had no opportunity during that period to
specialise and research in any particular aspect of Germanistik;

. The middle generation who could not finish their studies during the Cultural
Revolution and consequently do not have the necessary skills or qualifications to
be a university lecturer despite having attempted to make up for their lack of
training;

. The younger generation who completed their studies during or after the
revolution. Many have travelled to Germany and most teach the language
courses for beginners. They too lack the academic training and specific
knowledge necessary to research any particular aspect of Germanistik; and

. The academic youth or those who have graduated with a Masters in China or in
German-speaking countries in recent years and have a relatively solid grounding
in language and subject specific knowledge.

¥ Cf. Zhang 1984: 184; Han 1990: 160-161; Koshina 1997: 8.
3! Cf. Hess 2000: 7.
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There are currently an estimated 300 permanent assistants, lecturers and professors
teaching Germanistik as a major and approximately a further 220 staff at the technical
colleges and universities (Hess 2000: 6). However, two significant problems face the
discipline. Over half of the staff are over fifty years of age and many young academics are
seeking employment in other fields because teaching as a profession is regarded as
unattractive and poorly paid. The lack of good quality training has also led to difficulties in
developing and implementing new programmes despite the opportunities for further
education and training both in China (through the Goethe-Institut the DAAD and
partnerships with German universities) and in the German-speaking countries (Timmermann
1999: 482)."* Hess (2000: 7) contends that many of the graduates undertaking a PhD in
Germany will only return to teach if the working conditions, level of pay and other factors are
improved at the Chinese universities.'®

The development of German programmes in China is supported and regulated by three
institutions (Zhu 1987: 244; Han 1990: 159-160). A commission was established in 1981 by
the government to audit the academic qualifications of those departments and institutes that
teach and research foreign languages and literatures. This commission decides by secret
vote, which institutions and professors are entitled to award masters and doctoral degrees.
Since 1979 a working group of the Ministry of Education, the Chinesische
Lehrwerkkommission (DaF), has been responsible for auditing and ratifying the textbooks
used by departments to teach German at the tertiary level. During the past few years
numerous textbooks have been produced and ratified, including textbooks on German for
scientists and engineers, textbooks with literary texts and translation textbooks. In 1982 the
Chinesischer Germanistenverband was established, the membership of which includes
German departments at universities and colleges and individual Germanisten outside the
tertiary system.' The aim of the association is to work towards the qualitative improvement
of the discipline, to support Germanistik research and to develop cooperation with the
discipline in other countries. The association also organises an annual conference. Shortly
afterwards the Gesellschaft zur Forschung der deutschsprachigen Literatur was founded
with Feng Zhi as its president (Zhang 1985: 183).'%

Other academic associations established since the beginning of the 1980s include the
Chinesische Fachverband fir deutsche Literatur, the Chinesische
Sprachwissenschaftlerverband fiur chinesisch-deutsche sprachkontrastive Forschung and
the Chinesische Literaturibersetzungsverband. A Fremdsprachendidaktik-Verband (DaF
Forschung) is also planned (Ni 1991: 212-213). A number of research institutions have been
established, including the Research Institute for Foreign Literature at Nanking University and
the Research Centre for Cultural Exchange between China and Germany at the Foreign

132 ¢t Adler et al. 1978; Hess 1992a: 380-388; Liang 1999: 202.
'3 Cf. Hernig 2000: 270-271.

13 Cf. Zhang 1985: 184.

'3 Cf. Hernig 2000: 136-137.
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Language College Chongqin. The establishment of these associations and research
institutions, along with the diverse cultural and academic exchange with German-speaking
countries, has added to the development and diversity of Germanistik in China (Ni 1991:
212-214).

Ammon (1991: 503) says that the rapid development and the fact that China is one of the
few countries where there has been increasing interest in German in recent years (even
before the euphoria associated with the reunification) must be considered in the context of
the dramatic decrease in German language learning in China during the Cultural Revolution,
qualitatively as well as quantitatively. The increases in the learning and teaching of German
during the 1980s were partially an attempt to regain the niveau and student numbers of
earlier years and partially due to the attempts of the new government to liberalise and
modernise the economy. While the situation for the discipline in China is relatively positive
(in comparison to that in Japan and Korea), Timmermann (1999: 481) says German was
used primarily as an instrument of the government’s developmental policies, and this could
now have consequences for the discipline given that many contacts between China and

German-speaking countries are on a private sector basis:'*

Da Kooperation und Austausch vornehmlich auf staatlicher Ebene abliefen, ging
damit eine intensive Forderung der deutschen Sprache in China einher. Die
pragmatische Einbindung hat zu einer Effektivierung des Sprachunterrichts, zu einer
Diversifierung der Germanistik und zu einer sicheren Stellung des Deutschen im
Wissenschafts- und Technologie-Austausch gefihrt.
The discipline has been faced with a new structural crisis since the end of the 1980s
because there are too few workplaces for its graduates. Since the system of government
assigned positions has been abolished, universities now have a kind of job market or
information display to enable students to make the first step towards obtaining
employment.'” This has led to increased competition between graduates and disciplines.
In addition, German departments have been faced by questions of efficiency and costs in the
process of tertiary reform. Not surprisingly students are taking a more pragmatic and
materialistic approach to their further studies because of these developments (Timmermann
1999: 483). Technical colleges and universities (of which Tongji University is still number
one'®) appear to be weathering or adapting to the crisis more successfully through further
development of the original functional mode of German-Chinese cooperation. Pure
Germanistik departments have been hit the hardest, particularly those outside the few elite
universities and have instigated numerous reform projects that combine DaF with career

relevant skills or disciplines (Hess 2000: 3).'*

'3 Cf. Hess 1996: 33f.
137 Buch (1998: 457-459) points out that Chinese students need to be taught the skills to seek employment.
:2 Cf. Huang 1996: 66-67.

Cf. Timmermann 1999: 483.
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I.1.4.2 Germanistik versus German as a first or second foreign language.

German programmes in China are diverse in nature and are offered at a wide range of
tertiary institutions, including foreign language and technical colleges, technical universities
for aeronautics, earth sciences and mechanical engineering, and German institutes.™* The
greatest demand for German (as a foreign language rather than Germanistik) is at the
technical and scientific institutions. The ratio between those studying German as a major and

those studying German as a second foreign language is one to six according to Zhang
(1985: 176).'"

In 1996 there were 3380 undergraduate level students of German as a first foreign language,
7453 undergraduate students of German as a second foreign language, 450 students
studying German as a first foreign language at Master's level, 2317 studying German as a
second foreign language at Master’s level, 796 learning German through intensive courses
and 757 learning German in other courses at the circa 120 tertiary institutions that offered
German programmes (Zimmer 1996: 76-78)." The relatively high number of students
studying German as a foreign language (16 460 in comparison to the circa 1200 studying
Germanistik as a major) is due to several factors, such as a second foreign language being
compulsory for many Master’s level students. In addition, at Tongji University, for instance,

German is the compulsory first foreign language for circa 1000 students per semester.

As with English, the question of whether or not to study German is primarily associated with
industrial modernisation, so students are motivated to study the language only if it is going to
help them obtain employment, particularly in one of the increasing number of joint venture
companies (Leonard 1994: 691)."* According to Hess (1996: 29-31, 33-36, 2000: 3, 9),
because of the historical functionality of German in China (i.e. the use of German as an
instrument of importing and assimilating scientific and technical know-how), there is no clear-

4“4 German in

cut division between DaF and Germanistik programmes offered in China.’
China has always been fairly applied as opposed to being a traditional Bildungsfach as in
other countries, such as Japan and Korea, and this is reflected in the relations between
China and the German-speaking countries. Germanistik as such has played a secondary

role because of the unique political situation in the country (Hess 2000: 2):

Die Geisteswissenschaften selbst waren jedoch zu keiner Zeit Gegenstand des
eigentlichen Deutschstudiums, das stets pragmatisch und propadeutisch
ausgerichtet blieb.

0 Gf. Neuner 1983/84: 48-49; Sui 1988: 109; Saarbeck et al. 1994: 591; Fluck et al. 1996: 9.

" Cf. Ni 1991: 209; Hess 1992a: 375-377; Zimmer 1996: 75.

2 Cf. Neuner 1983/84: 48-49.

3 Cf. Nayhauss 1993a: 53.

' Cf. Neuner 1986; Coulmas 1991b; Hess 1992a: 352-358, 367, 373, 1992b; Hernig 2000: 138.
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German programmes offered in China can be divided into five main areas:'*

. German(istik) as a major at the undergraduate level;

. Master’s programmes in German;

. German as a first or second (or even third) foreign language;
. German preparatory or intensive courses; and

. German language courses for the wider public.

German(istik) as a major for the four-year Bachelor’s degree programme is offered at some
20 colleges, universities and institutes, including Beijing University, Nanjing University,
Fudan University Shanghai, University of Hangzhou, Tongji University Shanghai, University
of Wuhan, Sun Yatsen University in Kanton, East China Education College in Shanghai,
Foreign Languages Colleges Beijing | and Il, Foreign Languages Colleges in Chongging,
Shanghai, Xi'an, Tientsin, and Kanton, Language Institute Beijing, Foreign Trade Institute
Beijing, Medical College Wuhan, Institute for International Politics in Beijing and the Institute
for Mechanical Engineering in Shanghai.'® Most of these are key universities under state
control.

There are an estimated 1200 students currently majoring in Germanistik in China (with about
300 new enrolments annually),'*’ and circa 375 teaching staff and about 30 (DAAD and freie
or ‘freelance’) Lektorinnen from German-speaking countries.'*® There are also a number of
short term or guest lecturers from German-speaking countries visiting on partner exchanges
between the respective institutions.'*®

The graduates of these universities work mainly in research, foreign affairs and in
universities as lecturers or researchers. Normally only five percent of graduates continue
onto graduate level study (Hess 2000: 4). Because of this, these programmes focus on
teaching students to be transiators, interpreters, teachers, academics and experts in the
area of German language. The Goethe-Institut describes Germanistik in China as being
“eine Kombination von DaF-Unterricht, Uebersetzer- und Dolmetscherausbildung mit
wissenschaftlichem Germanistikstudium” (http://www.goethe.de/os/hon/china/degerm1.htm
(22 January 2000)). The outline of the German programme at Quangdong Foreign Studies
University in Quangzhou reflects this emphasis and the career opportunities for its
graduates:'*°

5 Cf. Neuner 1983/84: 49, 54-57; Guangxi 1987: 421-423; Kleppin 1987: 252-253; Wang 1988: 76; Han 1990:
157-159; Ni 1991: 209; Hess 1992a: 373-373, 390-391, 1993: 65-68, 2000 3-4; Huang 1996: 67; Steinmetz 1996:
164-166.

6 Cf. Neuner 1983/84: 49-50; Sui 1988: 111; Jia 1992: 111; Steinmetz 1995: 533-534; Huang 1996: 68; Embassy
of Federal Republic of Germany, Beijing, Personal correspondence, 8 June 1998; Hernig 2000;
http://www.bfsu.edu.cn/english/univ/yxs7/dyx.htm (22 January 2000).

7" Some estimates suggest that this figure could be as high as 1600 (Hernig 2000: 137;
http://www.goethe.de/os/hon/china/degerm1.htm (22 January 2000)).

48" Zimmer (1996: 92) puts this figure at 28 DAAD and 15 to 20 freie Lektorinnen.

9 Cf. Jia 1992: 111; Embassy of Federal Republic of Germany, Beijing, Personal correspondence, 8 June 1998;
Hess 2000: 4.

1% Ct. http://www.gdufs.edu.cn/english/e21-f2.htm (2 October 2000).
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Der Studienga_pg dignt dazu, hochrangige Fachkrafte auszubilden, die moralisch,
faphhch und korperlich allseitig entwickelt sind, die iber eine solide Grundlage fir
die deutsche_Sprache verfigen und praktische Fahigkeiten im Horen, Sprechen,
Lesen, Schreiben .und Ubersetzen besitzen. AuBerdem haben sie noch englische
G,rundlagenkgnr)tmsse und grundlegende Kommunikationsfahigkeiten.  Dariiber
hlpaus sind sie in der Lage, allgemeine Forschungen selbstandig zu betreiben. [...]
Die Absolver}ten lfénnen als Dolmetscher bzw. Ubersetzer in den auswartigen
Angelegenhelten, in der AuBenwirtschaft, im AuBenhandel, im Tourismus, far
internationalen Kulturaustausch und Wissenschaft bzw. Technik titig sein. Sie
konnen auch in der Forschung, Lehre und Administration beschattigt sein.
The four-year B.A. degree is usually divided into four semesters basic study (or general
education) and four semesters major or specialist study. In general education students have
14 to 16 teaching hours per week in German for 35 weeks of the academic year. In addition,
eight to ten hours in four to five supporting and often compulsory subjects such as Chinese,
English, Politics, Philosophy and Sport are required.™ During the general education
students are supposed to attain a common foundation in the foreign language, including (Jia

1992: 116):'%?

sprachliche und landeskundliche Grundkenntnisse, Fertigkeiten des Lese- und
Hoérverstehens sowie Sprech- und Schreibfertigkeit [...]; dabei werden sie zu
sprachlicher und soziokulturell angemessener Handlungsfahigkeit in der deutschen
Sprache  (kommunikatives Koénnen) und zum selbstandigen  Arbeiten
(Studierfahigkeit) gefuhrt, so daB eine solide Grundlage fir die weitere Ausbildung
im Hauptstudium geschaffen wird.
In third and fourth years of study, language courses are continued along with linguistic,
literary studies and German culture courses, such as an introduction to general linguistics
and German linguistics, an introduction to German literature, German history, LK and cultural
knowledge of the German-speaking countries, essay writing, an introduction to academic
research and translation theory and practice (Han 1991: 158; Zhu 1996: 76)."° A significant

piece of written work is required to complete the B.A.

The Germanistik programmes offered by German departments at the different universities
and colleges have their own particular key focus, for instance, literary studies at Beijing
University, Business Studies at the Foreign Languages College Shanghai and German area
studies and translation at the Foreign Languages College Beijing. Essentially the emphasis
depends on the other academic disciplines or specialisation of the particular university
(Guangxi 1987: 422; Hernig 2000: 140). Because graduates of the Germanistik programmes
mainly become translators and interpreters in industry and will use technical German in later
employment, students receive training in the applied use(s) of German after learning basic
German in first two years of study. Some departments have introduced specialist
programmes to give their students specific training in these areas. For instance, the German

et Guangxi 1987: 421; Lekher 1995: 441; Rhie 1997a: 19-20; Liang 1995: 230; Hernig 2000: 122-123.
152 Cf. Guangxi 1987: 421; Kleppin 1987: 253; Jia 1992: 111; Biere 1993: 6; Liang 1995: 230
53 Most Master's level theses are also concerned with topics in these areas.
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Department at the College for Mechanical Engineering in Shanghai introduced a specialist
programme in the training of translators and interpreters relevant to this field (Sui 1988:111).

The two and a half to three year Master’s programmes in German offered at Chinese
universities, colleges and institutes are a continuation of the Germanistik programmes
offered and include courses in technical terminology. A thesis is also required to complete
the Master’s degree. Only a small percentage of those studying German in China continue
onto graduate or postgraduate studies in the subject.'® According to Neuner (1983/84: 50),
there were only circa 60 graduate and postgraduate students at Beijing, Nanjing, Fudan,
Tongiji universities and the Foreign Language Colieges in Shanghai and Beijing (I) and at the
East China Education College in Shanghai in 1982 (out of the circa 1200 majoring in
Germanistik at the time). By the late 1980s this figure had risen to over 100 Master's
students in German, however, this remains a relatively small number of graduate students.
Although there are nine universities that offer graduate level programmes in German, only
seven, including Beijing University, the Foreign Languages College | Beijing, the Foreign
Languages College Shanghai, Nanjing University and Tongji University, are entitled to award
Master's degrees and only the Beijing University is entitled to award doctoral degrees (Han
1990: 158; Huang 1996: 68).

One or two-year programmes in German as a first or second (or even third) foreign
language parallel to the major subject as an additional qualification, as an applied subject or
as a supporting subject are offered at an estimated 100 colleges, universities and institutes
in China."®® Basic language, literature and subject specific knowledge is taught and the main
objective is to teach students to read and understand German specialist or technical
literature (Sui 1988: 109). The teaching materials and textbooks used have usually been
developed for the Chinese teaching and learning context by Chinese teaching staff (Sui
1988: 110). Most of these students are majoring in other disciplines, mostly in the scientific
and technical subjects. The exact number of students studying German in this way is not
known, but it is estimated that between 2000 and 3000 learn German each year at just 25 to
30 of the estimated 100 institutions offering such programmes (Steinmetz 1995: 534; Hess
2000: 4).

According to Hess (2000: 4), the increased choice now afforded to Chinese students and
because English is de facto the first foreign language in China, the number of students
studying German as a first foreign language has decreased dramatically during the past ten
years. Evidence of this is that in 1989/1990 over 2500 students were studying German as a
first foreign language. By 1991/1992 this figure had dropped to only circa 900 students. The

14 Cf. Guangxi 1987: 422; Hernig 2000: 123-124, 291, 357-358, 383-384.
155 Cf. Neuner 1983/84: 49; Guangxi 1987: 422; Sui 1988: 110; Han 1990: 158; Hess 1992a: 390-395, 399-407,
2000: 4; Huang 1996: 68; Zimmer 1996: 91.
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number studying German as a second (or third) foreign language has, however, increased

during the same period and now forms the largest group of students studying German in
China.

One characteristic of German programmes in China has always been the focus on
“anwendungs- und fachorientierten Kursen, die sehr oft in Verbindung mit einem technischen
Studien besucht werden” (Saarbeck et al. 1994: 590-591)." German as applied subject is
taught at Tongji University, the Medical University in Wuhan and at Zhejiang University in
Hangzhou, because these universities have particularly close relationships with the German-
speaking countries.  An integrated programme in technical terminology and general
language skills as an applied subject is offered at Institute for Foreign Trade in Beijing for
foreign trade students and another for tourism management students at the Second Foreign
Languages College in Beijing.

Technical universities in particular have been and continue to be interested in developing as
many cooperative projects and partnerships as possible with Austrian, German and Swiss
institutions and organisations as these are one source of much needed funding. The
demand for graduates, teachers and technicians as well as the teaching programme.of these
universities and colleges is, therefore, economically influenced or based (Hess 1993: 70).'®’
In such courses some noticeable changes have occurred, including changes in the teaching
methodology (from a focus on grammar towards a more communicative focus); a particular
focus on the context of texts read as opposed to an earlier emphasis on each sentence;
improvements in the teaching materials produced for such courses; and the development of
new testing processes. Problems remain, however, with these courses, such as which texts
and teaching methods are best for such students given that many are not Germanistik
students (Zhu 1996: 77-79).

One-year German preparatory or intensive courses for those without German language
skills who intend to study or undertake further training in a German-speaking country are
offered by German departments at a number of tertiary institutions (Steinmetz 1995: 533).
The objective is to enable students to communicate in both everyday and specialist
situations in German-speaking countries, that is (Huang 1992: 339):'°®

den Adressaten elementare sprachliche Fahigkeiten in den Bereichen zu vermitteln,
die zur erfolgreichen Durchfiihrung des Weiterstudiums und der Forschung
notwendig sind: Dazu gehoren die Kommunikation in alltaglichen Situationen, das
Lesen von Fachtexten, das Aufnehmen von Vorlesungen, das Verfassen von
Klausuren und wissenschaftlichen Arbeiten und die Teilnahme an fachlichen
Diskussionen und Gesprachen.

% Cf. Steinmetz 1995; Zhu 1996: 77-79; Hess 2000: 9.

157 Ct. Liang 1995: 302-304.

'8 Cf. Neuner 1983/84: 50; Zhang 1985: 177; Guangxi 1987: 422; Fluck & Liang 1989: 101; Han 1990: 158; Hess
1992a; 395-399.
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The intensive courses normally comprise 20 to 24 contact hours in German per week. Both
general German and technical German are taught, and the course finishes with the Prifung
zum Nachweis deutscher Sprachkenntnisse (PNdS), which students require to gain entry to
a university in a German-speaking country (Sui 1988: 109; Hess 1993: 58-59). The number
of these programmes is increasing to meet the demands of an increasing number of Chinese
students and academics wishing to study or train in German-speaking countries (Guangxi
1987: 422). Consequently these intensive courses have become one of the most important

sources of enrolments for German departments (Hess 2000: 4):'*°

Wegen ihrer dkonomischen Bedeutung fir die Hochschule sind wichtige Impulse zur
didaktisch-methodische “Modernisierung” oft von ihnen ausgegangen.
However, Hess (1992a: 158-159) notes that not all of those who complete such a course are
allowed to travel overseas.

German language courses for the wider public are designed to meet the wider demand
for German language skills, which has increased due to the cultural and economic exchange
between China and the German-speaking countries. Given this high level of interest the
Chinese authorities attempt to ensure that courses are available through every possible
media, including through radio and television programmes (which are increasingly popular),
distance education courses offered by Beijing University and even via satellite links! (Zhang
1985: 176-177; Guangxi 1987: 423; Ni 1991: 209)'® 1t is hoped that the learning of foreign
languages, including German, will assist China with its complex problems and contribute to
international and intercultural understanding. Very little data is, however, available on these
courses (Hess 2000: 4).

The main provider of German language courses (outside of the university sector) is the
Goethe-Institut in Beijing, which offers language courses at all levels using communicative
methods and native speakers as teaching staff.'® Participants also learn about everyday
social and cultural life in Germany. There are few other private institutions or schools apart
from the German schools (re)established in Beijing in 1978 and in Shanghai in 1995 and the
Swiss International School in Hong Kong, which was established in 1969 (Zimmer 1996:
74).1%

The DAAD established a branch in Peking in 1994 and one in Beijing in 1995. The DAAD’s
role is to foster contacts with Chinese universities and to support relations and academic
exchange between Germany and China. DAAD exchange programmes for students,

postgraduates and academics range from one to twelve months.'®

59 Cf. Wannagat 1998: 490.

80 Cf. Fluck & Liang 1989: 102; Han 1990: 159; Ammon 1991a: 504-505.

'8! Cf. Gosthe-Institut 1998.

152 ¢f. Ammon 1991a: 504; http://www.goethe.de/os/hon/china/dedeut.htm (22 January 2000).
183 Cf. http://www.daadpeking.de/ (29 May 1998).
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Other organisations represented in China (and Hong Kong) include the embassies of the
German-speaking countries, the Alexander-von-Humboldt-Stiftung, the
Hochschulrektorenkonferenz (HRK), the Max-Planck-Gesellschaft, German firms such as
Lufthansa and Volkswagen, the Deutsche Gesellschaft fir Asienkunde (DGA) and the
Deutsche China-Gesellschaft (DCG), and the German Association of Industry and
Commerce (for Hong Kong, South China and Vietnam).'®*

German departments in China normally offer a variety of these five kinds of programmes in
German. Three such departments, namely Peking Foreign Languages College, Peking
University (Bei Da) and Tongji University in Shanghai could be regarded as representative
examples of Chinese German departments (Bork 1983: 61-64).'%

Peking Foreign Languages College is regarded as one of the top foreign language
institutions in China. The German department was established in 1950 and amalgamated
into the Department of East European Languages in 1963. Since 1981 German has again
been an independent department, and since 1979 the department has also offered a
graduate level programme and a specialised programme for interpreters and translators
(Bork 1983: 61, 177; Neuner 1983/84: 51-52). The majority of graduates become university
lecturers, translators or interpreters. Students of this institution are also preferred as tour
guides for Chinese and foreign delegations as the courses offered focus on the applied
aspects of the discipline.

The basic German programme offered is a five-year B.A. degree. During the first four
semesters, students learn the basics of the German language with an emphasis on listening
and reading comprehension, grammar and speaking. These courses are taught in German.
Students also attend lectures in Introductory German Linguistics, European Literary History,
German History and an Introduction to German Literature, which are taught in Chinese (Bork
1983: 66-69, 175-179). The language competencies of the students are examined after the
fourth semester. The next six semesters are divided into four areas: literature and literary
studies, linguistics, social sciences and LK, translation and interpretation theory and practice,
the first of which is awarded the most time.'®® All courses from the fourth semester onwards
are taught in German. Visiting lecturers and professors often give lectures in linguistics and
LK. Courses in Philosophy, Politics, English, Chinese, History and Sport are also
compulsory. Students must present a written piece of work (circa 7000 words) and sit further
written and oral examinations to complete their degree.

184 Cf. Fluck & Kuhn 1995: 491; http://www.goethe.de/os/hon/enger.htm (22 January 2000);
http://www.goethe.de/os/hon/china/deforld.htm (22 January 2000); http://www.goethe.de/os/hon/china/deverein.htm
(22 January 2000); http://www.goethe.de/os/hon/china/demitt.htm (22 January 2000).

'8 Cf. Biere 1993: 7; Liang 1995: 301-304. For examples of the German programmes offered at a number of other
Chinese universities, see also Hernig 2000.

1% Cf. Neuner 1983/84: 51.
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The Germanistik programme offered at Peking University (Bei Da) emphasises literary
studies with a historical focus and is similar to that of a German university (Bork 1983: 62).
Most courses (apart from the language courses) are taught in Chinese. In addition to the
Germanistik programme, the department also offers a number of different programmes in
German as second foreign language (comprising four teaching hours per week for three
semesters) and graduate level courses (Li 198-200). Most graduates work in government
departments or research institutions. Only in very few cases can they apply their literary
knowledge to their work.

The study of at least one foreign language is compulsory at Peking University and students
can choose between English, German, French, Japanese, Russian or Spanish (Li 1996:
197). German is popular as a second foreign language for a number of reasons. Firstly
because it is regarded as one of the important economic and cultural languages
internationally. And secondly because it is the language of a country, which has been very
important to China, and which is an important European country (particularly since the
reunification). Sometimes the department has even had to restrict the numbers of students
allowed to enrol in a given year. Usually circa 500 students learn German in some form in
any given year at Peking University. Most of these study German as a second foreign
language.

The four-year Germanistik degree comprises two years of basic study and two years of
specialist study. During the first two years of study, students receive fourteen hours teaching
per week in the basics of German, with a focus on listening and reading comprehension,
grammar and speaking. In the third year students receive six hours German language
tuition using Modernes Deutsch, two hours teaching in German history, German grammar,
translation theory, reading German magazines and newspapers and German literature, such
as texts from Storm, Zweig and Boll, and three hours in German literary history. The
German literary history course is chronological beginning with excerpts of the Old High
German Hildebrandslied through excerpts of Middle High German lyrics by von der
Vogelweide and von Aue to works from the Baroque, Enlightenment, Romantic and Realism
epochs. The fourth year of study comprises four hours German language, two hours
translation of literary and media texts and two hours 20" century literature. Four optional
German literature courses are also offered, each with two hours teaching per week. In their
final year students are required to write a thesis on topic of their choice and to sit further
written and oral examinations (Bork 1983: 70-71).

Tongji University in Shanghai is different from the others because of its history.'® In 1979
the Foreign Language Faculty was founded and the Germanistik department established.
The key focus of the programmes offered is on the technical and scientific applications of the

%" See section 11.1.2.1 for details. See also Hernig 2000: 307-346.
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German language (Fluck and Liang 1989: 192)."® The development of German at Tongji
since 1979 has been aided by the fact that Tongiji University is one of the key universities in
China and a centre of Chinese-German cooperation. Today approximately one third of all
students learning German in China study at the Tongji University (Huang 1996: 68).

German is taught in three departments at the university, each of which teaches a different
focus or variant of the language, linguistics and technical or applied programme. The
German Department offers a four-year bachelors degree in Germanistik, a two to three year
graduate course (which follows on from the B.A.), German as first and second foreign
language for students from the scientific and technical disciplines, a one-year intensive
course in German as an applied language for students from scientific and technical
disciplines wanting or needing to learn the basics of the German language, and other short
university and extracurricular courses such as further education courses for German
teachers. The Foreign Language Centre offers a postgraduate course for specialist
translators and interpreters, while the Aspiranten-Kolleg offers preparatory courses for
graduates or academics wishing to study abroad in German speaking countries (Bork 1983:
63-64; Fluck and Liang 1989: 92-95).'%°

Because Tongji is a technical and scientific university, German technical terminology is
emphasised from the fourth semester onwards and German literary courses are offered only
as elective courses. As it is too expensive to offer double degree programmes, the language
and linguistic courses tend to be integrated into the specialist courses, and specialist
technical terminology programmes are offered for graduates of the technical subjects. It is
intended to ensure that students gain interdisciplinary competencies and will, therefore, be
able to analyse and disseminate information from specialist texts (Fluck and Liang 1989: 93).
Graduates of this university become German teachers at the university or specialist

translators and interpreters.

The four-year programme is divided into two parts: basic study in the first two years similar
to that at Peking University, and in the third and fourth years courses in Modern German
(with six hours teaching per week) and linguistics (with two hours teaching per week) (Bork
1983: 72-73). In addition, four hours in Technical German and two hours in Interpretation
and Translation courses are offered. Compulsory subjects for students at Tongji are: the
history of the Chinese communist party, Political Economics, Philosophy, Chinese, Sport,
Mathematics, Physics, General Chemistry, Cartography, Didactics, Elementary German,
Technical German, Translation, Linguistics, German LK, a Second Foreign Language
(mainly English) and Typing. Elective or optional subjects include Modern German
Grammar, Selected Epochs of German Literature, Works by German Authors, Lexicology,

'8 Cf. Hornung 1982; Hess 1992a: 375-377.
189 Cf. Kelz 1982: 79-81; Neuner 1983/84: 52-54; Liang 1995: 302-303.
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Stylistics and German History. Students must also complete a written thesis and oral and
written examinations."”

The graduate programme at Tongji holds significant place amongst graduate Germanistik
programmes in China (Sui 1988: 111; Hernig 2000: 325-327). In addition to the graduate
programme in Germanistik (which usually includes courses in applied aspects), a
programme in German as Technical Language was introduced in the mid 1980s for young
engineers and academics with good German skills. The aim is to train these students as
university lecturers in their specialist subject so they are able to teach their subject in
German using technical literature, or as highly qualified specialist translators or interpreters
or as linguists for technical linguistics research.'”

One characteristic of the German courses offered at Tongji is that most are based on the
principle of double gqualification - that is, on the study of German plus a vocational or
practical subject (Liang 1995: 303-304):

Das Leitprinzip der Doppelqualifikation beruht auf der Analyse der Arbeitsfelder des
gegenwartigen deutsch-chinesischen Austausches, in denen ein groBer Bedarf an
sprachlich versierten Fachleute und fachlich versierten Sprachmittlern sowie
entsprechend qualifizierten Deutschlehrern besteht.

While the German programmes offered in China aim to give students a foundation in
literature, the five fundamental language competencies (listening, speaking, writing, reading
and translation/interpretation) remain the central focus of the programmes offered." Liu

(1999: 786) contends that, while these are important, the discipline in China has to realise

that students:'"®

[sich] bloB damit noch nicht an die wirkliche Arbeit anpassen und auch nicht
befahigen konnen, in der immer mehr wachsende internationale Zusammenarbeit
interkulturell zu handeln. Das bedeutet, daB man fir die Kooperation und
Kommunikation zwischen verschiedenen Kulturen nicht nur Mittler der
Fremdsprachen, sondern auch kulturelle Mittler braucht.

11.11.4.3 Innovation and reorientation in the field of German during the past two
decades.

Given the economic, political and social modernisation and liberalisation programme China
has undergone during the past two decades and the resulting reforms in the education

sector, it is clear that the Germanistik discipline has had to adapt to the changing
environmental and situational factors (Hess 1993: 57):'"

Wohl in kaum einem anderen Land der Welt ist der Deutschunterricht quantitativ so
angewachsen wie hier, wohl kaum irgendwo anders hat es in so kurzer Zeit in der
curricularen Planung, auf dem Gebiet der Lehrmaterialien und auch in Fragen der
Unterrichtsmethodik so groBe Veranderungen gegeben.

70 Cf. Fluck 1984: 162; Fluck & Liang 1989: 96-97.

' Ct. Fluck 1984; Fluck & Liang 1989: 97-101.

72 Cf. Zhao 1998: 693-694; Richter 1999a: 761-762.

173 Cf. Steinmetz 1995: 537-538; Hernig 2000: 255, 446.

74 Cf. Liu 1982: 29; Buch 1998: 456; Hernig 2000: 146, 293-297.
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The diverse and increasingly market-oriented reforms have led to discussion and
development of integrated interdisciplinary programmes to meet the increased demand for
qualified graduates in economics, trade and tourism (Zhao 1998: 688-689):

Lg—mdesweit gewinnen seit Ende der 80er Jahre die reformorientierten Bestrebungen
d!e Oberhapd, und die chinesische Germanistik entwickelt sich mehr und mehr zu
einem breiteren und umfassenderen Fach, das die traditionelle Germanistik,
Deutsch als Fremdsprache, Deutschlandstudien und Dolmetscherausbildung in sich

vereinigt.

The discipline in China, as in the other countries included in this study, sees itself in the
context of an international decline in the importance of the German language as an
international medium of communication and academia. In addition, the geographical
distance and the historical and political situation make a German degree appear relatively
useless from the students’ perspective (Hess 2000: 7). Significant threats to the discipline
are the dominance of English within the German industry and the increasingly important
economic significance of the Asia-Pacific region to China. English is not dominant because
of the cultures of the English-speaking countries, but rather because of its international
dominance as an economic tool. This trend is not reversible and, therefore, German cannot
compete with English at this level (Hess 1992a: 435, 1996: 31-33). The practice of teaching
German as a first foreign language as it has been in Chinese technical colleges and
universities is therefore outdated (Hess 1996: 32):'"

In der Praxis ist heute auch in DaF-relevanten Berufsfeldern der Industrie Englisch

eine unverzichtbare Basisqualifikation in der gesamten Region einschlieBlich

Chinas.
Interest in German has declined in the late 1990s and numbers enrolling in German as a
major have declined. In addition, the numbers enrolling in the intensive courses and
preparatory courses have decreased because entry into study or work programmes in
selected English-speaking countries is now easier. Hess (1996: 28-29, 2000: 7) contends
that in the next few years there will be a further decline in the demand for and thus a
reduction in the German programmes offered in both mainland China and in Hong Kong.
Particularly (Hess 2000: 5):

wenn es den Hochschulen nicht gelingt, selbst bedarfsgerechte
Ausbildungsstrukturen  in  Zusammenarbeit mit potentiellen  Arbeitgebern
aufzubauern.
The changes in the demand for and the range of German programmes offered in China are
closely related to the (real or perceived) economic demand (Hess 2000: 4-5). The discipline
must survive in the relatively open market and the attractiveness of the subject is dependent
on the degree to which German Studies skills open the way to a career or study abroad.
Hess (2000: 7) contends that the discipline must ascertain ‘niche markets’ where German

7S Cf. Buch 1998: 454-455,
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remains important as a second or third foreign language in the economic sense and

concentrate on developing and promoting these. This will, of course, lead to a decline in the

number of programmes offered, but the programmes offered will, in the end, be sustainable

and relevant to today’s needs (Hess 2000: 7).

176

According to many within the discipline, the following aspects of the German programmes in

China are those that require the most urgent reform:

A77

Foreign language students should learn the basic language skills (correct
pronunciation and intonation, listening, speaking, writing, reading and translating
skills as well as competency in the applications of German) through constant
practice.

The programmes offered do not meet the demands of today. Graduates find
employment mainly in state departments, joint venture firms, foreign affairs,
trade and tourism and translation and interpretation so the discipline needs to
equip students for these fields. Because of the development of international
cooperation and communication and the rapid political and economic reforms,
highly competent foreign language specialists with subject specific knowledge
are important. DaF students, therefore, need to have a knowledge of related or
complementary disciplines, such as foreign policy, economics, foreign trade,
finance, literature, linguistics, law, journalism, history and computer science so
as to be able to match the demand for these competencies and abilities in the
employment market. The discipline must meet these demands through
integrated or interdisciplinary courses or double degrees combining foreign
language learning with a specialist subject (or group of subjects).

The course offerings are not modern enough. The discipline must produce new
curricula, course content and teaching materials and introduce modern teaching
methods and applications. The financial problems faced by universities in the
past have led to only very slow (if any) change in content, materials and
teaching methods.

The competencies and qualifications which students are taught are not
adaptable. Foreign language graduates need to be able to learn new things,
adapt and apply their knowledge in different situations, be creative, identify and
solve problems and interact in the international and intercultural arena. The
discipline needs to ensure students are taught to be flexible, adaptable and well
rounded in the educational sense through interdisciplinary programmes or a
combination of subjects.

Graduates are now subject to the demands of the market forces as opposed to
previously when employment was assigned. Therefore, the applied or subject

176 Cf. Hess 1992b: 359-360; Buch 1998: 453, 455, 459-460.
77 Cf. Zhu 1987: 245; Han 1990: 163-164; An 1999: 701-706.
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specific part of foreign language learning must adapt itself to the market demand
and should serve the market economy.'”

The standard of teacher training is not adequate, particularly for those teaching
the applied aspects of the subject. An improvement in the training of teachers,
particularly in the field of didactics, is required.™

Knowledge of a second foreign language (usually English) and information
technology skills are increasingly important for DaF students as they increase
the student’s communicative competencies and their employment chances.'®°
Greater value should be assigned to the practical internship as an opportunity
for students to put into practice what they have learnt.

Other measures required include:'®'

An improvement in the postgraduate level programmes;

Further research into didactical and methodological issues;'®

The development of a national curriculum for DaF as a second foreign language;
The development of centres for foreign language teaching materials, such as a
Germanistik Central Library and Document Centre; and

The introduction of more German courses in the Foreign Language Middle
Schools.

In China, perhaps more than in other countries, the discipline has had to make compromises

to accommodate the political influence on the education system. Despite this, there have

been an increasing number of attempts and innovations aimed at reforming the German

programmes offered since the early 1980s, including:

The redefinition of the subject towards the vocational and applied aspects of the
discipline;

The development of intercultural courses and programmes;

The development of interdisciplinary courses and programmes; and

The modernisation and standardisation of language courses (including the

development of new curricula and textbooks).

The redefinition of the subject towards the vocational and applied aspects of the

discipline in China during recent years reflects the economic and political reality

internationally, which has drastically changed the cultural factors that traditionally protected

the tertiary education sector from market pressures. Germanistik as a discipline has been
forced to face the associated challenges. In China there has been a change of paradigm
within the discipline (Hua 1997: 2). For political and economic reasons, there is a strong

'8 Cf. Kleppin 1987: 254.

' Cf. Fluck & Liang 1989: 102-103; Hess 2000: 7.

'8 ¢f. Hess 1998.

81 of Neuner 1983/84: 50, 57; Zhu 1987: 245; Fluck & Liang 1989: 103; Han 1990: 163-164; Li 1996: 205-206.
182 1, wannagat 1998: 490.
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trend towards pragmatism. The emphasis of German programmes in recent years has
shifted from one of Germanistik to German for business, foreign trade and tourism. This new
trend is evident in the number of courses focused on the technical and scientific aspects of
the discipline (Huang 1996: 69).'®

The education sector in China continues to be influenced by the programme of four
modernisations. Relations between Germany (and the other German-speaking countries)
and China today include cooperation between universities on large-scale technical research
projects and the cooperative expansion of industrial plants in China (Hess 1993: 63). |t is,
therefore, not surprising that the majority of those learning German in China are studying at
the technical and scientific colleges and universities, such as Tongji University, the Beijing
Institute of Technology and Zhejiang University. These universities have diversified and
increased the programmes offered continually during the past ten years, although often
without guidelines, which has led to the rapid increase in courses offered without the
appropriate quality control (Hess 1993: 64). However, the flexibility means that such courses
can be changed more easily and quickly to meet the demands of the market. Tongji's
degree for German teachers combining both linguistic and technical aspects is a direct
reaction to the need for more qualified teachers in this area to enable further courses to be
developed (Hess 1993: 74-75). Hess (1993: 72-73) contends, however, that the technical
universities and colleges have not adapted to the industrial and economic demands as much
as they could have, and that the discipline needs and has the opportunity to introduce double
degrees to meet the needs of the joint venture firms, for instance.

In 1988 Han suggested a vocational component be added to German degree
programmes.’®  Since then a number of specialised courses in Foreign Economics,
Business German, German Politics, International Cultural Relations have been introduced as
part of the programmes in German as a major. There have also been increases the number
of DaF programmes offered, for instance, in the fields of Science and Technology at Tongji
and Zhejiang Universities.'®® However, the lack of qualified teachers in these areas remains
a major problem for the discipline. Additionally, there is no binding curriculum, considerable
variation in the content of lessons and examinations, and in the standard of examinations
from region to region, and no standard textbook for LK courses (Huang 1996: 69).

A number of different programmes or models have been introduced during the past two
decades to adapt to the changing environment of German in China (Zhao 1998: 689-
693)."® At some universities, such as Peking University, students are now allowed to study
minor or supporting subjects. The number of credits required for a major and the
compulsory subjects has been reduced to allow minor subjects to be recognised. Some

'8 cf. Ammon 1991a: 505-506; Lehker 1995: 441; Hernig 2000: 157-158, 285-288.
18 Gf. Han 1990.

8 ¢f. Saarbeck 1996; Hess 2000: 7-8.

18 Cf. Neuner 1986; Timmermann 1999: 484-485.
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students choose a number of different subjects, while some have a particular emphasis,
such as language and literature. This development aims to encourage independent learning,
to create a diverse foundation of education and to combine language study with the study of
a vocational subject. Many of the minor courses offered are taught in Chinese and have no
direct relation to the history, culture, politics and economics of the German-speaking
countries.™ However, Zhao (1998: 691) believes that this reform should be furthered. One
key problem for German departments is how to retain equally good qualifications despite a
reduced number of contact hours, so graduates remain competitive in the employment
market. Timmermann (1999: 484-485) believes that this system could lead to a double
degree structure, but this would require changes in the education system. Such a system
would be more cost effective than current one and would increase the students’ level of
responsibility for their own academic career and qualifications. Students would, however,
require advice on programme design and future career opportunities, a task some staff may
not be willing to take on.

In some large departments, such as at the Foreign Languages University Beijing,
Germanistik or DaF is offered in several streams (Kaufmann 1998: 499-500; Zhao 1998:
691-692)."® The basic study gives students a solid basis in the German language and
develops their communicative skills based on the new curriculum. The major study is then
divided into three streams: Foreign Policy and Foreign Affairs, Economic Relations with
Foreign Countries and Foreign Trade and Language and Literature. All courses are taught
in German and are concerned directly with China’s relations with the German-speaking
countries in the political, economic and social fields. Students must complete a number of
courses in the other streams. For instance, students in the Foreign Policy stream must
complete the ‘Introduction to Literary Studies’ and ‘German Literary History’ courses. There
are also common courses for all students, which further develop their communication skills.
These streams are diverse and teach students a broad spectrum of cultural, economic and
political issues. The lack of specially trained teachers, however, means that Germanistik
graduates have to adapt quickly to teaching in this integrated programme!

A number of the small(er) departments have designed study programmes according to their
own traditions and situational factors (Zhao 1998: 692). Students at these universities have
less choice in minor subjects, and the relatively small number of students (circa 12 to 20 per
year) makes it impossible to offer several streams of the discipline. So these departments
offer only one emphasis or the combination of language “studies with one particular
vocational subject. For example, the Foreign Languages University Tianjin concentrates on
the training of translators and interpreters, so its programme includes courses such as
‘Introduction to the Theories and Techniques of Translation’ and ‘Interpreting during
negotiations’. While translation skills are emphasised, students are required to take other

187 Ct. Hernig 2000: 291, 447.
'8 Cf. Hernig 2000: 157-158.
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courses, such as German history, German LK, selected literature and ‘A Comparison of

Chinese and German Culture’.'®

Zhu (1996: 71-72) urgently calls for a more intensive and standardised programme in
German as a foreign language parallel to studies in the major subject due to the increasing
cooperation and exchange of scientific and technological knowledge and trade between
China and the German-speaking countries. The increasing number of students studying
German as a second foreign language at technical colleges and universities provides a
perfect opportunity to rationalise and promote these programmes. In contrast to studying
German as a major or in an intensive course, students consider the use and application of
German learnt parallel to their major subject as being mainly in the increasing number of
joint venture organisations in China and not in German-speaking Europe (Zhu 1996: 72-74).

Zhao (1999) describes an investigation into what the employment market for German
graduates is like in China and what competencies or skills the market expects or wants
graduates to have. Rapid economic development in China as well as the economic
globalisation of whole world has led to an increase in the number of German firms with
branches or joint ventures in the larger Chinese cities. This has given graduates of German
new employment opportunities in addition to becoming translators, interpreters and
university lecturers (Zhao 1999: 582):

die meisten ergreifen Berufe in Unternehmen mit deutscher Kapitalbeteiligung als
Sekretarinnen, Sachbearbeiterlnnen, Chefassisteninnen usw. Sie sind nun mit
neuen Berufsaufgaben in der Wirtschaft konfrontiert, die den Rahmen der
traditionellen Germanistikausbildung mit ihrem Schwerpunkt auf Literatur, Linguistik
und Landeskunde sprengen.

To meet the needs of the new employment market the Germanistik programmes need to be
reformed or adapted. Some students majoring in Germanistik attend night classes in
management in order to be sufficiently trained to obtain a position in this field. There has
been much discussion in recent years about whether and in what form German programmes
could include Business German or management studies in the German context. Some
universities have introduced innovative projects to meet these needs. For instance, the
Foreign Languages University in Beijing has integrated management-oriented courses into
the study of German as a major. The German department at the University of Wuhan has
trialed some Business German modules. At Tongji University regular block units in Business
German have been taught by visiting German Lektorinnen since the introduction of the
project ‘Wirtschaftsdeutsch’ in 1995 in cooperation with the Philipps University in Marburg.
The Goethe-Institut Beijing also offers seminars on Business German in which over ten
universities participate and at which particular aspects of teaching Business German are
discussed.

189 Cf. Koch 1996; Kautz 1996.
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However, Zhao (1999: 583) contends that, despite these innovations, one vital question
remains unanswered: namely what does the employment market actually need or want. His
study aimed to be of assistance in answering this and, thus, with the development of new
and innovative Germanistik programmes. One major finding was that interactive
communication skills and writing business letters, agendas, memoranda and reports need to
be included in German programmes. In addition, it is desirable (Zhao 1999: 596):

daB die Germanistikstudentinnen wirtschaftliche Grundkenntnisse erwerben und so
Voraugsetzungen fur die spatere berufliche Weiterbildung besitzen[...] Im
Unterricht flr Wirtschaftdeutsch soll auBerdem die interkulturelle Komponente
eingebunden werden.
Chinese graduates, who know about the differences between and the history of the two
economic systems and structures, are highly sought after in German companies with
branches in China. Hess (1992b: 357-358) contends that language skills alone are not
desired, but rather are:

vielmehr Teil eines gewunschten integrierten Persénlichkeitsprofil, das auf
Kooperation- und Kommunikationsbereitschaft im Arbeitsteam, persénliche und
gedankliche Selbstandigkeit sowie souveranen Umgang mit wechselden, fachlich
gebundenen Arbeitsaufgaben hinauslauft [...]

Industry wants graduates who can utilise their language skills in combination with technical

or subject specific skills to aid international cooperation in China.

The number of exchanges, scholarships, partnerships and cooperative projects between
China and the German-speaking countries, in particular the FRG, continues to increase,
especially given the number of degree courses now offered in English at German
universities. These give students a wider range of opportunities for further study in Germany
(http://www.zju.edu.cn/wb0920.htm (8 October 2000)).'® Increasing numbers of Chinese
want to study abroad, a trend that will continue given the planned Chinese membership of
the World Trade Organisation (WTO) in 2001. This development is particularly encouraged
by the newly established tertiary institutions, which are investing heavily in
internationalisation and study abroad opportunities for their students. Germany is a popular
destination and this is part of the reason behind the partnership between Hunan College of
International Culture and the Institut fir Internationale Kommunikation Duesseldorf (lIK),
which was formed in 1996 (http://www.iik-duesseldorf.de/aktuelles (12 May 2001). The
agreement places particular emphasis on students with international management as major
part of their studies and on the offering of specialist preparatory courses in China.

%0 cf. Schienker 1996: 227.
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Partnerships between German and Chinese universities and other educational and research
institutions have led to a number of innovative cooperative projects, including the Institute of
Sino-German Economic Law at Nanjing University, which was established in 1989 as a
cooperative project between Gottingen University and Nanjing. The institute conducts
research on Chinese, German and European economic law and publishes the Annual
Journal of the Institute of Sino-German Economic Law and other publications. Chinese
Master’s level students spend two years in the institute attending classes taught by German
and Chinese professors. In their third year students attend Goéttingen University to research
and write their Master’s theses. German doctors of law also study Chinese law at the
institute (Hernig 2000: 247-280; http://www.tongji.edu.cn/english/academics/departmenti/
htm (2 October 2000).

Another such initiative established with German financial support in 1985 is the
Ausbildungszentrum fir deutsche Sprache Beijing (AfdS) at the University for Foreign Trade
and Foreign Relations in Beijing (Schlenker 1996: 227). The AfdS specialises in training
Chinese managers and experts, who work in the area of economic and technological
cooperation, in the language and area studies skills they will require for further education or
training programmes in Germany. About 120 students graduate from the institute’s intensive
courses each year (Schlenker 1996: 228). The AfdS offers clearly defined courses at two
levels, each of which are four and a half months long (which is, of course, only a short time
to teach basic German and the most important area studies skills) and aims to provide the
participants with the ability to:

. Communicate in the workplace and in everyday life in Germany;

. Hold simple prepared technical or subject specific conversations ;

. Follow reports and explanations in the normal tempo of speaking;

. Independently analyse different kinds of texts using the appropriate reading
techniques;

. Explain after a short preparation simple technical processes and plants or to

describe economic data and facts; and

. Write private and official letters in the correct format.

These developments are progress in that students are taught technological terminology and
skills in addition to relatively comprehensive language skills in the practically-oriented
courses. However, because numerous vocational courses, such as ‘German Conversation
for Foreign Trade’ and ‘German for Science and Engineering’, have been introduced, literary
studies have been reduced to an absolute minimum at some universities and have lost their
place as one of the foundations of the discipline. Hua (1997: 29-30) says that this is
because, from the employment point of view, language skills are of the highest priority and
no real value is assigned to the meaning of literature. Hua calls for literature to be used in
the language and LK courses to show students how important German literature is and to
build other skills, such as the ability to analyse, rather than just language competencies.
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In recent years there has been much discussion about the development of intercultural
courses and programmes in China, and it has become clear that (Liu 1999: 791):''

de[ traditionelle grammatikorientierte Deutsch- bzw. Fremdsprachenunterricht

geande{t werden muB, da er dem Bedarf der Internationaliserung und Globalisierung

Qer Wirtschaft und Wissenschaft nicht mehr entspricht. Daher muaBten

mterkulture!le; Lernen und die Entwicklung der interkulturellen Kompetenz als ein

zentrales Ziel in Deutsch- bzw. Fremdsprachenunterricht akzeptiert werden.
According to Saarbeck et al. (1994: 594), intercultural communication is increasingly
recognised and used in courses and the required changes in teaching methods and content
are happening. Evidence of this is the establishment of the Chinesischer
Hochschullehrerverbandes fir DaF.

The German department at Qingdao has formed a relationship with the University of
Bayreuth and oriented itself towards Wierlacher's model of Intercultural German Studies
(Zhao 1998: 693)."%* The Department for Intercultural German Studies was founded in 1994
at University Qingdao in cooperation with the Bavarian state because the political, economic
and cultural relations between the Shandong Province and Bavaria had developed rapidly
since the establishment of a partnership over twelve years earlier, thereby, increaéing the
need for people with linguistic, cultural and technical competencies (Liu 1999: 787). The
overall objective of the programme is to equip graduates with the competencies to participate
in intercultural dealings thereby enabling them to find employment in the field of international
cooperation and relations (Hernig 2000: 230-231). The four-year programme comprises four
of the five fundamental components of the Bayreuth model of Intercultural German Studies,
namely contemporary German language and the German-language literatures, LK and
comparative cultural studies, basic word processing and the compulsory subjects (as
determined by the university and or the Humanities faculty) (Hernig 2000: 231).

Its programme emphasises many elements of comparative cultural studies, including LK
courses and courses aimed at giving students an understanding of the two cultures, such as
‘Comparison of Chinese and German everyday culture’, ‘Cultural exchange between China
and Germany’, ‘Comparison of Chinese and German communication behaviour’, ‘German
Social History in the 19™ and 20™ centuries’, ‘Chinese — German Cutural meeting - Cultural
Communication’, and ‘Culturally specified patterns of behaviour.'® Other courses include
‘Modern German language studies’, ‘German literary studies’, ‘Introduction to the LK of
German-speaking countries’, interpretation and translation courses and ‘German in Business
and Science’ (Liu 1999: 787-789). The students are given the opportunity to utilise their
German skills in intercultural situations and in a workplace setting during a Praktikum. One
third of students each year travel to Bayreuth for their seventh semester of study, which

9" Ct. Brasel 1998: 120: Hernig 2000: 409-414, 445-479.
12 Ct. Wierlacher 1985a, 1987a, 1987b, 1990, 1994, et al. 1996.
19 Cf. Brasel 1998: 118-120; Hernig 2000: 26, 223-246.
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includes a one-month Praktikum in a German firm. For those remaining at home, the
Praktikum is undertaken in a joint venture firm (Liu 1999: 790).

However, Hernig (2000: 460) contends that the:

stark vereinheitliche Grundstudium, die Fixierung auf den Sprachunterricht, das
begrenzte Kursspektrum, der vielfache Ruckgang des Kursangebots in der zweiten
Halfte der 90er Jahre und die Fixierung auf Wirtschaftsdeutsch lassen nur wenige
Spielrdume far neue, damit auch interkulturelle Ansatze, offen.
Gunthner (1988: 3-4) calls for more LK in the widest sense and team teaching with German
and Chinese staff to be included in courses to improve the intercultural communication and
1% She (1988: 6-7) continues that systematic

teaching of the conflicts that occur in intercultural situations (caused by different sociocultural

to increase the contact with target culture.

patterns of behaviour) needs to be implemented. For instance, through role-playing of
scenes such as the acceptance or refusual of invitations and the discussion of the
differences in Chinese and German.

One initiative designed to achieve this in China has been the development of LK courses
and textbooks containing relevant LK topics. In addition to these, area studies centres have
been founded at Tongji University and at the Foreign Languages College in Chongqing.
Tongji is concerned mainly with the LK topics of the FRG, while the centre in Chongging
researches the history of cultural exchange between China and Germany (Zhu 1987: 245).

Some departments have introduced or experimented with projects using the internet in LK
courses. In the past teachers had limited opportunities to include up-to-date information and
topics in LK courses in China because of the difficulties with the postal system and
newspaper subscriptions. However, in the age of the internet and computer information
technology, this problem is decreasing. The German department at the Foreign Languages
University in Guangzhou introduced computer and internet work into its LK course in
1998/99 (Thelen-von Damnitz 2000).'® The three main objectives of this were to develop a
new homepage for the department, to introduce the use of the internet to support the work of
Master's students, and to introduce LK lessons supported by the media and resource
possibilities available on the internet two hours a week, for example, through students as
individuals and in groups searching for, analysing and speaking on a particular topic.
Thelen-von Damnitz (2000: 408-412) says it also gave students and staff (many of whom
had never worked with the internet and email before) the opportunity to work with these
media, and even changed the way lessons were taught as the teacher became more of an
advisor than a teacher in the traditional sense. Unfortunately this pilot project had to be
stopped because of high costs to the department!

4 Cf. Brasel 1997: 99-113.
% Cf. Liu 1982: 32-33; Saarbeck et al. 1994: 592.
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The development of interdisciplinary courses and programmes has been a significant
part of the innovation and diversification of German in China during the 1990s. Many regard
the education of competent Germany experts as an important function of the discipline, and

interdisciplinary programmes, which are adaptable and flexible to regional and national
characteristics, as one method of achieving this.'®®

One such programme is the Diplomteilstudiengang Fachdeutsch Technik developed in 1991
by the German Language Centre at Zhejiang University, which could be used as the model
for German at technical colleges and universities in China (Steinmetz 1995: 532):'%’

Der Diplomteilstudiengang >>Fachdeutsch Technik<< ist ein
fachstudienbegleitendes Deutschprogramm fir Ingenieurstudenten an einer
technischen Hochschule in China, dessen Absolventen vorrangig fir den
Arbeitsmarkt in China ausgebildet werden.
Zhejiang University is one of the leading technical universities in China with a long tradition
of cooperation with German universities and other organisations (Steinmetz 1995: 532-533).
Steinmetz (1995: 551) describes the programme’s objective as being to train Chinese
engineering students so they can communicate competently in the technical fields necessary
for their careers and academic study and to not require a translator or interpreter lacking
subject specific knowledge, but with good German speaking skills. The main three areas
covered by the programme are (i) background and career specific knowledge, (ii)
intercultural training, and (iii) technical terminology (Buch 1998: 453-454, 459). Students are
taught the skills that the employment market demands, such as the ability to write business
correspondence, a high degree of flexibility and the ability to network with other cultures.

The three-year programme runs parallel to the students’ second through fourth years of
study in their major subject. In their second year of study students are taught the basics of
German language with six hours teaching per week.'® In the summer break a one-week
intensive course is held with 24 hours teaching during that week. In their third year of study
students receive eight teaching hours per week in (intermediate level) German and attend
two weekend seminars per semester (each up to seven hour long). Students then undertake
an industry internship during the summer holidays between years three and four. The
students receive eight hours teaching in (advanced level) German each week for the final
two semesters and attend three weekend seminars (each up to seven hours long). The
programme finishes in the middle of semester eight to allow the students extra time for their
final written assignments and written and oral examinations in all subjects. Both native
German-speaking and Chinese staff teach the courses, although increasingly the Chinese
staff are teaching more of the courses (Steinmetz 1995: 540).

% ¢f. Brasel 1998: 118; Hess 2000: 9; Hernig 2000: 479-482.
97 Cf. Hess 1992a: 437-464, 1992b: 353-357, 359-367; Steinmetz 1996: 172-193; Buch 1998.
A semester is usually 17 weeks long.
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One fundamental characteristic is the three-phase model of language learning incorporated
into this programme, that is, (i) the attainment of basic German language skills; (ii) the
introduction to the technical terminology in technical and scientific areas along with
continued tuition in general German; and (i) the transition to learning of technical
terminology in German (Steinmetz 1995: 544).

The postgraduate level programme for specialist translators and interpreters at Tongji
University is another example of the interdisciplinary programmes introduced by the
discipline during the past two decades.'®® This programme is designed for graduates of
technical subjects who have at least some basic German skills, and is one and a half years
long including the Praktikum. The compulsory courses in the programme are Modern
German, an introduction to specialist or technical language, mechanical engineering or
electronics, translation and interpretation, Chinese-German contrastive linguistics and
English. Optional courses include economics, business correspondence and conferencing
techniques in foreign trade. However, problems with this concept include finding suitable
graduates as candidates and the optimal weighting of the different aspects (technical versus
general) of the programme (Fluck and Liang 1989: 99-101).

A brief aside: German Studies in Hong Kong.

Perhaps the best example of an interdisciplinary programme introduced in the region during
the past two decades is the multidisciplinary European Studies (B.A.) programme at the
Hong Kong Baptist University (Hess 1999a).?® This programme has two primary aims: (a)
to give students knowledge of the basic features of the European world, and (b) to prepare
them for future employment in the fields of European-Asian relations (Hess 1999a: 61-63).
This is primarily a social sciences programme with political science as the core discipline
around which the other subjects (including language studies) are grouped. The first four
semesters of the German stream are spent in Hong Kong, the next two in Germany or
Switzerland and the final two in Hong Kong. According to Hess (1999a: 66-68), the final
dissertation or Honours project is the synthesis of all these elements.

The first four semesters are comprised of language training using Themen neu 1, 2 and 3,
German business training using Dialog Beruf 1 and 2 and European readings,
complemented by computer studies papers and other papers from the university’s business
school. The paid internship in Germany (mainly in private enterprise rather than government
and public administration) is preceded by six months at the Institut fir Internationale
Kommunikation (IIK) at the Heinrich Heine University in Disseldorf. The /IK programme
comprises intensive language preparation for the internship phase and courses in European

™ ¢f. Fluck 1984; Sui 1988: 111; Fluck & Liang 1989: 97-101.
20 cf. Widera 1992; Hess 1996: 50-56, 2000: 10, 1999b; Stahlin 1999; http://www.hkbu.edu.hk/~europe (12 May
2001); http://www.iik-duesseldorf.de/beispielprogramme/hongkong.php3 (12 May 2001).
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integration, European economic and trade policies, and industrial, commerce and public
administration in Germany (Hess 1999a: 63-65, 69-76).2"

After returning from the internship language training is not separated artificially. Students
undertake German study modules, which introduce them to basic concepts of economic and
industrial activity, organisational models of management and production, systematic
exploration of sales, distribution and marketing, legal structures of businesses, finance and
investment and human resource management, German language business correspondence
and presentation training, for instance (Hess 1999a: 77-78). Practical and theory are
combined and references to internship experiences made throughout.  An additional
business elective subject taught in English may also be included.

The cultural studies segment includes papers such as ‘The German-speaking Area of
Europe’ (which discusses topics such as denazification, the economic miracle, the
generation of 1968 and the reunification), ‘Europe: Unity and Diversity’, ‘Foundations of
Political Science’, Government and Politics of France/Germany, the UK’, ‘Contemporary
Problems of Eastern Europe’, ‘Nineteenth/Twentieth Century European History’ and ‘Growth
and Structure of the European Union’ (Hess 1999a: 79-84).

To bridge the gap between the more practical industrial management courses and the
theoretical political science component, a course on ‘The political economy of modern
Germany’ is compulsory. This includes discussion of the social market economy, the social
security system, the crisis of the social market economy and the future of the industrial
society in Germany (Hess 1999a: 84-88). These issues are followed up in a Special Topic
course, where seemingly German domestic issues are put into perspective by discussing
their relevance to Hong Kong’s trade patterns and the parallels with local social trends (Hess
1999a: 88):

The study of Germany (or Europe, for that matter) has therefore both a practical
function within the framework of trade relations and an exemplary, educational
function — its contribution to the training of critical thinking and the application
(transfer) of academic knowledge to development issues of society at large.
The Honours project can be written in German or English. To date students in the German
stream have written about diverse topics such as contemporary youth culture and the
tradition of the 1968 student movement, foreign guest workers, domestic and international
reunification issues, Germany’s holocaust legacy, the German welfare state, the dual
education system, information technology policies, environmental issues and case studies of
their internships (such as the retail industry in Germany and the influence of globalisation on
Volkswagen and Daimler-Benz) (Hess 1999a: 89-90). There are three distinct groups of
topics: economic and or political, social sciences and those based on internships, all central

2! f. Hess 1999b: 183.
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characteristics of this programme. Hess (1999a: 90-94) describes the job prospects of
graduates of the European Studies programme as good, if only because the study abroad
has increased their confidence and flexibility. Despite this the number employed in German
firms in Hong Kong is very low. Most have obtained employment with Hong Kong

commercial enterprises and some positions in the service sector.

Germany is Hong Kong’s largest trade partner in Europe and the third largest trade partner
overall in terms of exports. Hong Kong is also the base for the Asia-Pacific branches of
many European companies and is utilised by these as the gateway to the enormous Chinese
market. Over 460 German export firms are represented in Hong Kong, where the emphasis
is on the facilitation of trade rather than on the production of goods. The use of German in
business life in Hong Kong is rather low even in German firms, and English is the dominant
foreign language of commerce in the business sector (Hess and Wingate 1994: 522-531;
Wannagat 1998: 494-495). 2 In addition, since the return of Hong Kong to China in 1997,
there has been an increased awareness of being Chinese in this special economic zone.
Other Asian languages are also increasing in popularity and importance. Japanese, for
instance, has been introduced as a major subject at the Chinese University of Hong Kong as
opposed to being only a supporting subject previously (Wannagat 1998: 495, 1999:135-136).

Despite this it is evident that, given the increasing economic liberalisation of China, the role
of the Mittler or mediator will become increasingly important particularly in the area of trade.
This sector will require Chinese who are trained in these areas as German natives often do
not possess the required linguistic and cultural competencies (Hess and Wingate 1994;
531).2%

Hess and Wingate (1994: 519-520, 532-533) contend that DaF courses in the region must

reflect these conditions.?**

In the past German was regarded as a Bildungsfach in Hong
Kong, however, there is no place for this any longer. German is not taught at schools in
Hong Kong, nor is it taught as an independent major subject at Hong Kong universities, but
rather as part of integrated programmes (such as the European Studies programme at Hong
Kong Baptist University or the Bachelor of Arts in Languages with Business (BALB) at the
Hong Kong Polytechnic®®)
subject) for students of particular disciplines (Wannagat 1999: 131-132).2% In addition, 3200

to 4000 adults participate in the Goethe-Institut courses each year. The majority are young

or as a second foreign language (usually a supporting or elective

urban professionals who want to learn German or Business German (since 1993) to enable
them to participate in the industry and trade relations between Germany and the region
(Hess and Wingate 1994: 521).

202 Cf Hess 1996: 31-33, 41-50; Wannagat 1999: 126-129.

23 Cf. Wingate 1996: 191-198.

24 Cf. Hess 1996: 33-34, 37-56.

5 This programme includes German, English and Chinese and China-oriented courses in economics and business
management with German accounting for more than half the degree programme (Hess & Wingate 1994: 521).

26 Cf. Hess 1996: 36-37, 50-56; Wannagat 1998: 493-494; http://www.cuhk.edu.hk (29 May 1998).
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The modernisation and standardisation of German language courses through the
development of new curricula and textbooks has been a significant development during the
past two decades. To ensure the increasing number of students studying German in order
to study abroad in a German-speaking country can communicate effectively, to reduce the
time needed for them to settle into life in their countries of destination and, above all, to
improve and ensure the quality of German courses nationwide, it became necessary to

develop curricula for the various forms of German programmes offered (Huang 1992:
337).%

The Rahmenplan fur das Grundstudium im Fach Deutsch an Hochschulen und Universititen
was commissioned by the State Education Commission and developed by a working group
comprising Chinese and German Germanisten between 1985 and 1987 (Jia 1992: 111; Zhao
1998:686).2® The curriculum emphasises the context of language usuage, individual skills
(listening, speaking, reading and writing) and the passive and active recognition of social and
intercultural characteristics. This development was significant because it was the first time in
China that “Landeskunde und sozio- und interkulturelle Aspekte als eines von fiinf Lernzielen
curricular festgelegt wurde.” (Liang 1995: 231-235)%°

The target group of this curriculum is those students beginning to study German at
universities and colleges in China. These students will have had English (or another foreign
language) at middle school. The primary objectives of the curriculum for basic studies in
German are the development of communicative skills in the widest sense, an emphasis on
the enrichment of sociocultural knowledge and skills and the development of analytical and
other independent learning skills (Huang 1992: 339-342).

A new textbook, Grundstudium Deutsch, was developed based on the new curriculum and
has been used as the standard textbook at Chinese universities since the early 1990s (Jia
1992: 111; Zhao 1998: 686). The textbook takes into account the specific difficulties of
Chinese students of German and contains topics designed to sensitise students to the
cultural differences (Zhao 1998: 686). Since the introduction of the new curriculum, the need
for a standardised test for German in China also became clear and development of a
national final test, AbschluBtest des Germanistik-Grundstudiums (ATGG), has been initiated
(Jia 1992:112, 115-120; Zhao 1998: 686).

27 ¢t Jia 1992; Hess 1992a; 407-409, 1993: 61; Dai & Zhang 1996; Zhao 1998; Timmermann 1999: 496; Hernig
2000: 138-148.

28 . Huang 1992: 337; Saarbeck et al. 1994: 591; Steinmetz 1995: 533; Dai & Zhang 1996: 151-162; Liang 1995:
231-235; Hess 2000: 6.

2 cf, Huang 1992: 343-346; Hua 1996; Dai & Zhang 1996; Zhao 1998: 685.
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Das Curriculum Deutsch als Fremdsprache fir Intensivkirse zu Vorbereitung auf ein
Studium bzw. eine Fortbildung in deutschsprachigen Léndern was developed and introduced
in 1987 with support of the Chinese State Education Commission, the DAAD and the
Goethe-Institut Peking (Wannagat 1998: 490-491; Huang 1992: 337).

The main characteristics of this curriculum include an emphasis on communicative
competencies, qualitative and quantitative determination of the course objectives (such as
the content to be taught and the areas of LK to be included) and continuity and flexibility.
Although the content is determined by the curriculum, the individual language learning
centres have the flexibility to choose the teaching materials and textbooks, teaching
methods, etc. to be used (Huang 1992: 339-341). The communicative textbook, Ziele —
Deutsch fir Intensivkurse, was introduced after the development of this curriculum and has
been used at the textbook for the intensive courses in German since 1992 (Yao 1999).

Another curriculum introduced, Das Curriculum Deutsch fir Ausbildung und Beruf, and the
textbook based on this curriculum, Praxis Deutsch — Ein Lehrbuch fir beruflich orientierte
Intensivkurse, were specifically designed to prepare Chinese learners of German for further
study in Germany (Saarbeck et al. 1994: 592; Wannagat 1998: 490-491). This curriculum
was an initiative of the German Society of Technical Cooperation (GTZ) and has a practical
emphasis. It aims to teach Chinese students, particularly from engineering and economics,
or business people who are planning to study or receive further training in Germany about
every day work and personal situations they may be confronted with in Germany. On
completion students receive the Zertifikat Deutsch fur Ausbildung und Beruf (ZDAB).
Annually circa 180 participants complete this in Peking. This curriculum now forms the basis
of programmes offered in Nanjing, Tianjin and Chengdu. Such initiatives are well supported
because of the long tradition of technical, scientific and economic cooperation between
Germany and China (Wannagat 1998: 493).

All language learning centres and German departments at colleges and universities are
required to comply with the aims and objectives laid down in these new curricula, in order to
gradually standardise and improve the study of German in China in a qualitative sense
(Huang 1992: 345-347; Hess 1993: 61).”'° Most larger universities in China have now
introduced these curricula and the accompanying textbooks. While these curricula contain
uniform regulations, tertiary institutions are also given freedom to further develop
communicative skills combined with sociocultural knowledge and independent study. For
example, universities are still able to decide which courses are to be compulsory or optional
(Zhao 1998: 685: 687). However, according to Hess (1993: 61), this flexibility is not utilised
to its fullest extent.

210 Cf. Huang 1992: 346-347; Saarbeck et al. 1994: 591; Dai & Zhang 1996: 156-161; Timmermann 1999: 484.
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There have also been a number of attempts to address the problem of inadequately qualified
teachers. A large number of graduates are sent to Germany each year for further training in

didactics, however, there are no departments in China that offer German teacher training
(Timmermann 1999: 486):*"

Die Einarbeitung der jungen Absolventen wird, sofern sie tiberhaupt stattfindet, von
den Instituten intern als Lehrerfortbildung geregelt. Das einzige ubergrelfende
Angebot ist die Lehrerfortbildung des Goethe-Instituts in Peking, die allerdings in
Zukunft auch starke Multiplikatoren ansprechen méchte und damit hoffentlich
AnstoB zu einer pédagogisch-didaktischen Spezialisierung im Rahmen der
chinesischen Germanistik geben wird.

Leonard (1994: 693) contends that Chinese discipline needs to develop its own methodology
and didactics based on demands placed on the graduates of German:2'2

Notwendig ist dafir eine bessere Lehrerausbildung in den Bereichen Fachsprache
und Methodik, um die Studenten auf ein Fachstudium im Ausland bzw. eine
entsprechende Tatigkeit im Inland vorbereiten zu kénnen.

Two innovative programmes developed and implemented by the Chinese discipline could be
an example to the discipline in other East Asian countries, such as Japan and Korea. These
are the Hong Kong model of European Studies and the Chinese model of adapting the
traditional Germanistik programmes to German Studies programmes with vocational
elements (Mersmann 1999: 610-613).2"® Hess (1999b: 175) says that the Chinese example
epitomises innovation and diversification in the face of the necessity to adapt to a changing

environment:?"

Ein schlagendes Kennzeichen fernostlicher Innovation ist der Umstand, daB
chinesische Universitaiten im Zuge der Reform- und Offnungspolitik enorme
Anstrengungen unternommen haben, ihr Lehrangebot im Bereich DaF inhaltlich und
methodisch am Markt auszurichten.

2 cf. Hess 1992b: 357-360; Hernig 2000: 265-266, 278.

212 ¢f. Buch 1998: 459.

213 cf, Wollert 1999.

214 Cf. hitp://www.daad.de/magazin/archiv_neu/thema_des_monats/liste_2001.html (23 May 2001).
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1.2 German in Japan.
1I.2.1 Introduction.

The German language has a history in Japan of more than 100 years (BeiBwenger 1996:
11). The development of Germanistik in Japan is closely entwined with the political, social
and educational history and development of the country. Since the Meiji era (1868 to 1912)
Japan has had a close relationship with the US. However, until the end of WWII (and
particularly during the Meiji era) Japan also had close relationships with Great Britain,
France and Germany.?'® Germany (Prussia) became an example to Japan in many fields
including medicine, law, music and academia. These relationships were reflected by the
status of foreign languages in Japan (Hirataka 1994: 195-196):2'®

Vor dem Zweiten Weltkrieg hatten Englisch, Franzdsisch und Deutsch ungefahr die
gleiche Stellung in der japanischen Gesellschaft, aber seit dem Kriegsende hat die
englische Sprache eine fast hegemoniale Stellung auf dem japanischen
Fremdsprachenmarkt.

Discussion about the role, status and situation of German in Japan is not new (Tsuji 1989:
13-14). However, those associated with the discipline believe that today it is an ever more
pressing issue (Brenn and Dillmann 1989b: 7):

[...] einerseits angesichts der langen Tradition intensiver Rezeption deutscher
Sprache, Wissenschaft und Kultur in Japan, bei welcher der japanischen
Germanistik sowie den in Japan tdtigen deutschen Germanisten von jeher eine
zentrale Mittlerfunktion zukam und das japanische Deutschlandbild immer noch in
einer fur europdische Verhaltnisse ungewohnlich starken Weise von der
vermittelnden Fachdisziplin gepragt ist, anderseits [...] auch wegen des hohen
Stellenwertes, den Japan als Gegenstand deutscher sprach-, kultur- und
wissenschaftspolitischer Anstrengungen im internationalen Spektrum heute
einnimmt [...]

Kutsuwada (1989: 339) believes that in order to understand the current context and
development of Germanistik in Japan:?'’

[muB] zuerst der Werdegang der ,Germanistik” in Japan einer kritischen Betrachtung
unterzogen werden. Dies bedarf einer Perspektive, die die japanische Germanistik
nicht nur aus der Sicht der fachinternen Entwicklungsgeschichte, sondern auch in
ihrem Zusammenhang mit dem gesamt-gesellschaftlichen Entwicklungsprozef
erfaft.

Japan’s place in the international market has changed dramatically during the 1980s
affecting the place of foreign languages, including German (Koshina 1988: 31).

25 Cf, Hirataka 1994: 195-196; Wakisaka 1985: 327-331; Ueda 1990: 143-145. See also section 11.2.2.1 for further
details.

216 cf. Ammon 1991a: 496, Ammon & Michels 1994b: 21-33.

217 Cf. Schubert 1987: 69; lijima 1989: 77; Kutsuwada 1992a: 121; Slivensky & Boeckmann 2000: 25.
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Since WWII Japan has increasingly oriented itself towards the US in many sectors, such as
trade and education, in part because of the occupation of Japan by American troops
(Hirataka 1994: 198-199; Nakamura 1996: 43; Holzer-Terada 1998: 18) and in part because
of the dominant position of the US in the international sense (lijima 1989: 85; Ammon 1992:
205; Hirataka 1994: 195). More recently political and economic relations between Japan and
its Asian and Pacific neighbours have increased and diversified.’® However, the US
remains Japan's most important trading partner and is, therefore, a great influence on the
spread and dominance of English. The move towards the internationalisation of Japan has
resulted in English becoming the dominant foreign language in Japan (as in China). The
Japanese are confronted with English in almost all aspects of life, such as advertising, the
media, in business and at all levels of education.””® While this is de facto the pragmatic
solution to the need for foreign languages in Japan, there have been increased calls in
recent years by business and educationalists for an increase in diversity of the foreign
language and cultural competencies of graduates.

The 1991 reforms of the tertiary sector resulted effectively in a reduction of foreign language
study in order to allow for the more intensive study of the major subjects.??® The Japanese
government has increasingly promoted the internationalisation and globalisation of Japan
(Reichert 1999: 823). Without language and cultural competencies, however, Japan cannot
truly be internationalised. Mori (1989: 23-24) argues that Japan is dependent on the
international market in many respects and, therefore, needs people who may not have direct
contact in their employment or everyday lives with foreign countries, but who have a feel for
the complexities and diversity of the international market and world cultures. Reichert (1999:
823) defines the prerequisites for successful international relations as being foreign
languages skills, a knowledge of cultural qualities and an openness towards other ways of

thinking and other philosophies of life.?’

II.2.2 Foreign Languages in the Japanese School System: With a Particular
Emphasis on German.

11.2.2.1 The introduction and development of foreign languages in Japan: a historical
perspective.

The geographical isolation and the historical political isolation (chosen by the Tokugawa-

Shogunat) shaped the Japanese attitude towards foreign languages. The first foreign

language contact was with Chinese in the 5" century. The Chinese culture and writing

system were introduced into Japan. The need to translate only the news from the outside

world during this self-imposed isolation meant that the emphasis of the teaching and learning

218 Ccf Gad 1996a: 4, Aoki 1989: 70-71.
%19 of, Takayama-Wichter 1989: 37; Coulmas 1994: 71-80; Ammon 1992: 207-298.
See section 11.2.3.1 for further details.
2! ¢f. Brenn 1989a: 205; Feldt 1989: 154; Watanabe 1989: 54-55; Coulmas 1994: 71-72; Christ-Kagoshima 1996:
77; Nakamura 1996: 53; Reinelt 1996: 82-83.
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of foreign languages was on translation of the written word. Contact with other languages
was essentially contact with texts in these languages (Tanaka 1972: 41; Takayama-Wichter
1989: 31-32).

Japan’s first European language contact was with Portuguese in the 15" century. During the
self imposed isolation (beginning of the 17" through to the middle of the 19" century) the
only European culture and language permitted was Dutch (Mizuno 1966: 132; Koshina 1990:
7-8; Nitz 1991: 156-157). It was through these trading and cultural relations that the
Japanese first came into contact with the German language and culture. German was the
last of the European languages, after Portuguese, Dutch, French, English and Russian, to be
taught in Japan. The impetus for its introduction was the visit to Japan in 1860 by Fritz
Albert zu Eulenberg, the then Prussian Internal Affairs Minister, to sign a trade agreement.
He brought with him a telegraph machine, the instructions for which were in German. The
Japanese government ordered two staff members of the ‘Archive of European Books’,
Ichikawa ltsuki and Kato Kozo, to learn German in order to translate the instructions, which
they duly did using a Dutch translation of a German grammar book and another book. A
year later the archive staff could read simple German sentences and from there the interest

222

in and spread of the German language began (Mizuno 1966: 132; Koshina 1990: 8-9).

The Japanese government during the 1870s and 1880s wanted to have knowledge similar to
that which the European nations possessed in order to improve their military power and to

develop industry and the economy.?®®

To do this, the government encouraged young
academics to study abroad, imported European academics and scientists as advisors and
teachers and established institutions along the lines of their European counterparts,

including (Kutsuwada 1992a: 122):%%

die allgemeine Wehrpflicht und die Neuorganisation des Heeres zuerst nach
franzésischem und dann schlieBlich nach preuBischem Vorbild; die allgemeine
Schulpflicht, die Organisation des Polizei-, Presse-, Rechts-, Post-, Eisenbahn- und
Gesundheitswesens nach unterschiedlichen europaischen Modellen und die
Wahrung nach dem amerikanischen Muanzsystem. Die zustdndigen Politiker [...]
wollten damit demonstrieren, daf3 die japanische Nation in kiirzester Zeit das gleiche
zivilisatorische Niveau wie die westlichen Lander erreichen kénne.
The first state university, Tokyo University, was established in 1877 against this background
and, along with Kyoto University (founded in 18397), had the task of recruiting civil servants,
lawyers and academics from various countries to build up the Japanese tertiary education
system. The orientation of the academic disciplines at these and the private universities
varied according to the influence of academics from the various countries. The law faculties
were initially influenced by the American, English and the French models, while the medicine

faculties were influenced by the Dutch and the Germans. From the 1880s onwards these

22 Cf, Tanaka 1972: 42; lijima 1989: 77; Ishikawa 1991: 11-12; Naka 1994: 237-239, 1998: 5; BeiBwenger 1996:
11; Gad 1996a: 3-4; Ueda 1997: 50.

23 of Kutsuwada 1989: 339-342, 1992a: 122: Ueda 1989: 27-28; Ueda 1997: 50; Holzer-Terada 1998: 16.

24 Cf. Koshina 1990: 7-44; Nitz 1991; Naka 1994: 241-242; Kimura 1989: 145-147; Kamimura 1999: 931.
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disciplines and professions modelled themselves increasingly on the Prussian example
(lijima 1989: 78-79; Nitz 1991: 172-173; Kakinuma 1994: 35-48).225 According to Nitz (1991:
157), the development of the medical profession following first the Dutch then the Prussian
example was one of the major ways German was introduced into Japan.

In 1881 a change in the direction of the cultural and social policies occurred. Some
academics, who had returned from study abroad in the US, England and France, wanted to
realise the ideals of freedom and democracy in Japan. They protested against the despotic
behaviour of the government, which continued to promote the one-sided process of
modernisation and to impose the right of the state. At this point two works of German
literature were introduced to the Japanese public as being works depicting the struggle for
freedom and democracy: Schiller's Wilhelm Tell and Goethe’s Reineke Fuchs (Koshina
1990: 13-14; Nitz 1991: 174). The German language and culture was, however, not
transmitted via German literature, but rather through the government’s decision to adopt the
Prussian model in virtually all public institutions and sectors in the early 1880s (Kutsuwada
1992a: 123-124):%°

Infolgedessen begann die ,Forderung der deutschen Wissenschaft” unter
adminstrativer Fihrung. Lehre und Forschung an der Tokyo-Universitat orientierten
sich fast vollstandig an der deutschen Wissenschaft. Englisch und Deutsch wurden
Pflichtfacher [...] Folglich sollte Deutsch die Sprache der Geisteswissenschaften und
der Bildung werden.

Visits by Japanese delegations and academics to Germany reported back to the Japanese

government and led to Germany being regarded as (Ueda 1990: 146):%%’

eine kaisertreue, moderne GroBmacht, als Land der hochentwickelten Industrie und

Technik, als Land mit hohem Erziehungsniveau und als Land eines fleiBigen Volkes.
The reasons why Germany was regarded as the example to follow by the then Japanese
rulers included the fact that Germany had defeated France in 1870; the wish to be rid of the
feudalistic system of government (so England’s example could not be followed); a feeling of
similarity as both Germany and Japan were eséentially late in becoming nations, and the
high standard of the German social sciences (Nishihara 1989: 63-64; lijima 1989: 77-80).

During the Meiji modernisation process (1868 to 1912) the German language, in addition to
English, formed one of the most important ways of accessing European cultures and
civilisation.??® Interest in the German language was politically, scientifically and

academically based, and German played a role (Kutsuwada et al. 1987: 76):%%°

25 of. Mizuno 1966: 132; Krusche 1971: 248; Kutsuwada 1992a: 123; Lange 1996b: 183; Ueda 1997: 50.

#5 ¢t Piening 1997:140; Naka 1998: 7-10.

%7 Cf. Tanaka 1972: 42; Bauer 1989a: 190; Brenn 1989b: 247-248; Ueda 1989: 27-28; Koshina 1990: 10-12;
BeiBwenger 1996: 11-12; Holzer-Terada 1998: 16-17.

#8 Cf. Mizuno 1966: 131-132; Krusche 1971: 248; Schnitzinger 1973: 4-7; Bornscheuer 1987: 19-20; Kutsuwada et
al. 1987: 76; Koshina 1988: 24-26; Takayama-Wichter 1989: 33-35; Bauer 1989a: 189, 201; Hieber 1989: 72-73;
Ueda 1989: 28-29; Mishima 1990: 127; Ueda 1990: 143-148; Ammon 1991a: 458, 1992: 205-205, 1994a: 9-10; Nitz
1991: 155; lwasaki 1994: 7; Slivensky 1995: 337; BeiBwenger 1996: 11-19; Kawashima 1996: 146; Pekar 1996b:
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in den bedeutendsten Bereichen des Rechtssystems bis zur Kodifizierung der
Stellung des Tenno in der Verfassung, der Medizin, der Naturwissenschaften und
der Technik und nicht zuletzt der Geisteswissenschaften, unter anderem der
idealistischen Philosophie Hegels gerade mit dessen Staatsdenken, hat die
damalige Oberschicht sehr viel von Deutschland aufgenommen — und zwar mittels
der deutschen Sprache.
As a result the German language became one of the most important educational tools at the
imperial high schools (which were essentially three-year preparatory colleges for university)
(Kutsuwada et al. 1987: 76; Nishihara 1989: 65; Ammon 1994a: 9-10). Primarily the learning
of German and the study of German literature was considered important for one’s self-
development. Additionally those who learnt German were afforded a level of social prestige

(Kutsuwada et al. 1987: 77): 2°

Wer einmal Deutsch gelernt hatte und beim Trinktreffen im erlauchten Kreise
spaBeshalber einige Zitate aus Goethe auswendig hersagte, genof3
gesellschaftlichtes Ansehen. AuBerdem galt Deutsch als die offizielle
Wissenschaftssprache, aber nicht in dem Sinne, daB sich die japanischen
Professoren deutsch unterhalten hatten wie die Scholastiker seinerzeit auf
Latein; es genugte als Autoritatsbeweis vollkommen, wenn man deutsche
Fachliteratur einigermafen verstehen und zitieren konnte. Dagegen wurde
Franzésisch lange Zeit als eine Literatensprache angesehen.
One indication of the high level of interest in German was that over 70 percent of pupils at
the state preparatory colleges learnt German (Kutsuwada 1989: 342). The normal teaching
practice was to quickly teach the basics of grammar and then to move onto the translation of
relatively challenging texts, particularly those from the classical period. For a short time
during WWII German even became the most important foreign language in Japan as English
was regarded as the language of the enemy (Ueda 1989: 32; Koshina 1990: 30; Ammon:
1991a: 458; Holzer-Terada 1998: 17). The almost romantic and idealistic view of the status
of German remained prevalent in the Japanese education system (despite historical events)
until the mid to late 1960s. However, the dramatic increase in the number of universities and
consequently students and the economic development of Japan led to a situation where the
relevance of German could no longer be justified in the historical sense. German, therefore,
began to lose the status of academic language in Japan as it had internationally (Krusche

1971: 248: Kutsuwada et al. 1987: 77-79; Ueda 1990: 147-148).%"

English has become the most important foreign language in Japan since WWII (Hirataka

1994: 195-196) and is usually the only foreign language learnt by all high school pupils and

university students (Ammon 1994a: 10): 22

172-173; Lange 1996b: 183-184; Nakamura 1996: 51; Toyama 1997: 54-55; Ueda 1997: 50; Naka 1998; Richter
1999b: 109-110; Kloepfer 2000a: 41; Yoh 1999: 409.

2 ¢f. Ueda 1989: 27-28; Nitz 1991: 161-170; Ammon: 1994; BeiBwenger 1996: 12; Aizawa 1999: 143-144. For a
detailed analysis of the status and use of German in the various academic disciplines and in the professions, see
Bauer 1989a and Ammon 1994a.

20 ¢f. Murakami 1989: 59; Naka 1994: 241-244,

21 ¢f. Nishihara 1989: 65-66; Nitz 1991: 173-175; Ammon 1991a, 1992: 205, 1994a; Aizawa 1999: 144,

%2 Cf. Ammon 1992; 207-210; Rosler 2000: 55-76; Ishibe 2000: 153-159.
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Die sprachlichen und kulturellen EinfluBrichtungen wurden durch den Zweiten
Weltkrieg bzw. dessen Ausgang massiv verschoben. Insbesondere wurde der
amerikanische EinfluB und damit die Rolle der englischen Sprache auf alle
gesellschaftlichen Bereiche ausgedehnt und nachhaltig verstarkt. Englisch wurde
die absolut dominante Fremdsprache in der Lehre ebenso wie in der
Kommunikation. Auch in denjenigen Domanen, in denen Deutsch zuvor noch eine
bedeutsame Funktion hatte, begann sich das Englische auszubreiten. Heute hat
das Englische auch in traditionell so deutschsprachig gepragten Domanen Japans

wie Qer Medizin oder dem Rechtswesen das Deutsch stark zuriickgedrangt oder
zumindest Gberfllgelt.

1.2.2.2 Changes and reforms in the Japanese school system since 1945.

During the Meiji era the basic type of school, the Volksschule, taught the Chinese and
Japanese writing systems, reading, writing, arithmetic, science, geography and history. After
attending the compulsory six years Volksschule pupils could attend the (five-year) middle
school followed by the (three-year) higher schools. Foreign languages were an integral part
of the curriculum at the approximately thirty high(er) schools, the task of which was to
prepare students for the three years of university study (Schinzinger 1973: 4-5; lijima 1989:
81, Hirataka 1994: 199). Pupils could begin learning English at the middle schools and
learnt either German or French at the higher schools.

German was regarded as the language of academia (Schinzinger 1973: 4).2® Itoi (1994:
213) describes how difficult classical texts by Goethe, Schiller and Heine were read in
German classes and how it was not the practical application that dominated the learning of
German, but rather the increasing of one’s academic skills and knowledge. Hirataka (1994:
196) and Itoi (1994: 213) state that before WWII much greater value was placed on foreign
language learning within the Japanese education system overall, and that English, French
and German were “ziemlich gleich behandelt’ (“treated relatively equally”). According to
Mori (1994: 58), foreign language learning constituted more than 40 percent, sometimes
even 50 percent of teaching time. At some tertiary institutions, such as the Tokyo Faculty of
Law, the university entrance examination included the translation, reading and
comprehension of foreign language texts so pupils were required to learn foreign languages
(Mizuno 1966: 132).

The present education system was introduced under the influence of the American
occupying troops in 1947.2* Primary schooling comprises six years, middle and high school
three years each and university study a further four years. Nakamura (1996: 43-44) lists the
three main reforms that have had a continuing effect on the teaching and learning of foreign
languages in Japan. Firstly, the education system was standardised so that all children went
to school at the age of six, attended primary school for six years and middle school for three
years. Secondly, the compulsory number of years schooling was increased as part of these

23 For a detailed history of German in Japanese schools during the Meiji era, see BeiBwenger 1996: 11-19.

¥ Cf. Schinzinger 1973: 5-6; Noiri 1987: 30; lijima 1989: 83; Takayama-Wichter 1989: 25; Mori 1994: 58-59;
Hirataka 1994: 199-200; Itoi 1994: 207-208; Shimokawa 1994: 259- 264; Slivensky 1995: 338; Nakamura 1996: 43;
Sugitani 2000 96-99.
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reforms from six to nine (comprising both primary and middle school). The compulsory
period of education was followed by three optional years at high school. General, technical,
commerce, agricultural, aquaculture, art and music high schools were established.
University level study was lengthened by one year to compensate in part for the two-year
reduction of schooling at the middle schools (Schinzinger 1973: 6). Thirdly, discrimination
against women in the education system was abolished. Girls/women now had the right to
attend secondary and tertiary education institutions alongside boys/men. Under the old
system the confucian rule that females and males should not sit at the same table from the
age of seven had in effect been the basis for the discrimination against females. For the first
time all children could receive teaching in foreign languages during their compulsory
education.

After the introduction of the American education system, however, German and other foreign
languages, except English, were practically removed from the prescribed high school
curriculum. ltoi (1994: 213) found that although the new curriculum still included two or three
foreign languages (like the old curriculum), the number of teaching hours was drastically
reduced. English became compuisory from the middle school onwards and virtually the only
foreign language to be taught in schools and thus became the first foreign language in Japan
(Mizuno 1966: 132; Hirataka 1994: 197). Second foreign languages were and are usually
studied only at universities.

According to Itoi (1994: 208), ministry guidelines describe the objective of foreign language
learning and teaching in Japan as being to develop:

[...] die Personlichkeit der Schuler in einer Atmosphére der ,Internationalisierung”

[...] mit dem Schwerpunkt auf den nétigen Fahigkeiten zum Alitagsleben in einer

internationalen Gesellschaft.
The standard secondary school curriculum comprising compulsory and optional subjects is
prescribed, as are the nine subject areas. However, each school is able to decide which
courses are taught within those areas, including whether German is to be taught as part of
the foreign languages subject area (Itoi 1994: 209-210). The ministry’s guidelines determine
the general objective of the subject, the content of the subject and the way in which this
should be taught. In the case of German, the four skill areas (listening, speaking, reading
and writing) are supposed to be afforded equal emphasis (Itoi 1994: 211-212).

It remains theoretically possible under the Ministry of Education curriculum guidelines for
pupils of middle and high schools to be able to learn German or French instead of English.
However, in reality very few middle and high schools offer German or French as a second
language and the number of schools that offer German or French as the first foreign
language are few (Mori 1994: 58). In 1966 only approximately ten high schools continued to
teach German (Mizuno 1966: 132). In 1989 approximately 4000 pupils at only one middle
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school and at forty high schools in the whole of Japan (out of approximately 4500 such
schools) were learning German. According to Takayama-Wichter (1989: 25), this constituted
only 0.08 percent of the total number of high school pupils in Japan (approximately 4 890
000). The number of hours per week was and is very limited (Stuckenschmidt 1989: 16-17;
Ammon 1991a: 495-496). A further 15 000 pupils between the ages of 15 and 20 were
learning German at vocational high schools. However, Stuckenschmidt (1989: 17) contends
that in general these pupils have no opportunity to continue their studies of the language and
their competency level is rather low. Takayama-Wichter (1989: 26) found that, while some

private middle schools in Japan offered German (or French) as a second foreign language,
this was rare.

By 1995 the number of (state and private) high schools offering German as a second
language (along with French and Chinese) had risen to approximately 65. This included 22
high schools at which additional lecturers were teaching second foreign languages within the
framework of the ‘Diversification of Foreign Languages’ initiatives introduced in 1991 by the
Ministry of Education and Cultural Affairs (Sugitani 1995: 215-216).2° A number of new (so-
called international) schools were founded in the 1980s and 1990s, each with a department
of foreign languages. Pupils at these schools learn English and a further foreign language
(with two to four teaching hours per week) (Itoi 1994: 216-217).

Those high schools at which German was and is taught are those schools which have a high
percentage of graduates who will attend university, whose graduates will attend an affiliated
university or are music high schools. Most of these schools are concentrated in and around
Tokyo (Takayama-Wichter 1989: 28; Itoi 1994: 215-216). ltoi (1994: 213-217) divides the
high schools at which German is taught as either a first or second foreign language into
three groups: (i) those schools at which German was already taught under the old school
system (e.g. Dokkyo, Wasedakétdgakuin and Musashi High Schools); (ii) those schools at
which German was introduced under the new school system (e.g. Kitazono and Gakushin
Joshi); and (iii) those schools that have only begun to teach German in recent years (e.g.
Inasdgd and Okayamajoétod).

Despite the apparent increase in the number of high schools offering German in some form,
the number of pupils (relative to the overall number of pupils attending high school) choosing
to learn German as a first foreign language has declined dramatically since the reforms of
the education system. According to ltoi (1994: 214), the three main reasons for this would
appear to be the difficulty of learning German to a sufficient level in three years to pass the
university entrance examination, the fact that students will have to learn English at a later
date in their studies anyway and that those learning German require a greater number of

%5 Ammon (1992: 213) found that 68 high schools (29 state and 39 private) offered German as a foreign language.
Pupils learnt German for a maximum of three years, sometimes only in work groups outside of regular classes.
Another study in 1994 found that there were approximately 80 high schools offering German in Japan (Itoi 1994:
213).
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teaching hours per year than those learning English. However, although the number of
candidates who wish to sit the entrance examination in German is declining year by year, the
number of pupils who are choosing German as a second foreign language at high school
appears to be increasing steadily each year (even though most only learn it for a year!) (ltoi
1994: 219).

I.2.3 The Role of Foreign Languages in the Tertiary Sector.

1.2.3.1 Changes and reforms in the tertiary sector since 1945 and the effect on foreign
language teaching and learning.

As in China the 1947 education reforms in Japan resulted in the opening up of tertiary
education to the masses (instead of only the elite) and the subsequent dramatic increase in
the number of universities (and similar institutions), in students and of required teaching
staff. This increase in the number of institutions and students paralleled the dramatic
increase in economic productivity that Japan was experiencing (Noiri 1987: 30; Kutsuwada
et al. 1987: 78; Takayama-Wichter 1989: 39-40; lijima 1989: 86-87). At the beginning of the
1960s circa 220 000 students attended the 245 universities in Japan. Ten years later the
numbers attending university had almost tripled to 550 000. By 1990 the number of
universities had risen to 593. In the mid 1990s circa 30 percent of high school graduates
went on to university as compared with the 1960s when only 8 percent of the high school
graduates were able to continue onto tertiary study. By 1997 this had risen to 34.9 percent
and by 2009 it is expected that all high school leavers will continue onto tertiary education
(Shimokawa 1994: 267; Sugitani 1995: 216, 2000: 97, 110; Yoshijima 1996: 46; Wakisaka
2000: 120). Schinzinger (1973: 5) and Takayama-Wichter (1989: 40) believe that the
seemingly unlimited expansion of the tertiary sector has resulted in a reduction in the
standard of education.

A key term and ideal of these reforms was that of ‘general education’ (Allgemeinbildung).?*
Ueda (1989: 33) describes this as being aimed at educating a new type of Japanese “mit
demokratischer Einstellung, humanistischer Bildung und gesundem Verstand”.?®” These
reforms resulted in university degrees being divided into two sections: two years general
education followed by two years specialist study in the major subject.?*® General education
included, for instance, lectures in the sciences, social sciences, civilisation studies (which
included foreign languages), health and sport. Each tertiary education institution was
required to offer these subjects according to government regulations in order to be regarded
as such an institution. Students were required to attain a certain number of points in these
areas to be allowed to graduate after a further two years study. To accommodate these
changes most state and public universities introduced separate faculties of general

2% Eor detailed discussion of Allgemeinausbildung in Japan, see Schubert 1989.

B7 ¢t lijima 1989: 83-84.

28 . Slivensky 1995: 338; Yoshijima 1996: 46; Nakamura 1996: 48-49; Mandelartz & Yamamoto 1999: 3;
Sugitani 2000: 96.
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education, called Kyoyo-bu or Kyoyo-gabuku, which students attended for the first two years
of study (Nakamura 1996: 48-49). Students began their specialist study in the major subject
in the third year, while the fourth year was mainly used to obtain employment (Mandelartz
and Yamamoto 1999: 3). Yoshijima (1996: 46) describes the reforms as follows:2®

Aus den alten Oberschulen und Universitaten wurden sogenannte Neu-Universitaten
gemacht, ohne daR dabei die alte Funktionsverteilung ganz aufgehoben wurde. Die
alte Oberschule fungierte jetzt als propadeutische Abteilung (Kyoyobu) und die alte

Universtéat als eigentliche Fachausbildungsinstitution.
Some private universities, such as Waseda, introduced a different system, whereby each
faculty had a department responsible for the teaching of the general education subjects. The
sport and health classes were usually taught within a central department of sport (Nakumura
1996: 49). However, Nakumura admits that the tensions between the general education
departments and the specialist subject areas were clearly evident.

Mandelartz and Yamamoto (1999: 3) argue that this juxtaposition of general education and
specialist study resulted in professors in the general education faculties being regarded more
as teachers than academics by their colleagues. Consequently two groups of professors
formed within the universities, between which there was and is little interaction.

Under the system introduced in 1947, each university was required to offer at least two
foreign languages as part of its programmes. Effectively this meant that the old system, the
Kyusei-Koko tradition, whereby English, German and French were offered, continued
(Okamura 1996: 119-120). These reforms resulted in German becoming established as one
of the group of second foreign languages offered as part of the two-year general education
part of a Bachelor's degree.?”® In fact, Okamura (1996: 120) says this regulation:

war lange Zeit die einzige juristische gesicherte Grundlage fur die Existenz des
Deutschunterrichts an japanischen Hochschulen, neben den anderen Sprachen des
Lehrangebots.
English was (and is) the compulsory first foreign language and a second foreign language
was (until the early 1990s) compulsory at most universities. Students could (and can)
choose between German, French, Russian, Spanish and Chinese (and more recently
Korean) and had (or have) on average four to six teaching hours in their chosen second

foreign language per week for two years as part of their studium generale.?"

Since 1945 the Higher Education Act has been reformed several times and these reforms
have impacted on the teaching of foreign languages. Each of the reforms has decreased the
minimum number of teaching hours for German as a foreign language in the studium
generale (Ueda 1989: 34; Hirataka 1994: 196-203; Holzer-Terada 1998: 23). The latest

%9 Cf. Hirataka 1994: 196-197.

20 ¢t Stickel 1973: 11; lijima 1989: 84; Asakura 1992: 23; Slivensky 1995: 338; Kaufmann 1996: 60.

2 Cf, Tanaka 1972: 43; Ueda 1989: 34; Kimura 1989: 138; Richter 1989: IIl; Ammon 1991a: 458; Sugitani 1995:
215.
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reforms in 1991 have removed the institutional parameters that safeguarded the Germanistik

discipline to a point.?*?

Despite these reforms and the effect of the student demonstrations in the late 1960s, the
structure of Japanese universities remained essentially unchanged up until the late 1980s
from the model introduced in the late 1940s.2*®* The relative autonomy of universities in the
setting of study programmes and staffing issues was an advantage in some ways, but also
meant that universities were dependent in part on the demands of society and the economy.
In addition, most universities received little financial and staffing resources. Most research
was (and is) carried out by industry not universities and many researchers went (and
continue to travel) overseas to undertake research. Mandelartz and Yamamoto (1999: 2)
argue that this resulted in little interest on the students’ part in continuing their education at
the graduate or postgraduate level.

Another characteristic feature of the Japanese education system is the university entrance
examinations. The entrance examinations, which are set down by a special division of the
Ministry of Education and Cultural Affairs with input from the universities, were introduced
during the Meiji era and were based on the Chinese Beamtenprifung.®** The entrance
examinations form the central focus of high school pupils’ lives today and have recently been
subject to much criticism because of the effect they have on the quality of life of young
Japanese (Nakamura 1996: 47-48; Holzer-Terada 1998: 19-20, 30-31; Oswald 1999: 87).

The examinations also have an effect on the teaching methods utilised in schools as almost
all subjects, including foreign languages, are learnt by rote. Stapleton (1996: 31) contends
that:

the much criticized rote learning, that characterizes Japanese education is not just a
mindless exercise in futility; rather it is a method by which students can demonstrate
their compliance to a system that demands unquestioning effort and devotion to the
task at hand along with the restraint of individual desires.
Holzer-Terada (1998: 31) says that Japanese employers value these qualities and that is
one of the reasons why employers want to recruit employees from the reputable universities
with the most difficult entrance examination process. Foreign languages, with the exception
perhaps of English, play little part in these examinations today, which is in direct contrast to
the traditional emphasis on foreign languages before 1947. Where second foreign
languages are a required subject for the entrance examinations (at some private universities,

for instance), it is usually only the written language skills of pupils that are tested using

2 Cf. Mizuno 1966: 131-132; Krusche 1971: 248; Zeydel 1973: 324; Haasch 1976: 121; Kutsuwada et al. 1987:
79; Takayama-Wichter 1989: 35-39; Stuckenschmidt 1989: 17-19; Ammon 1991a: 458; Mori 1994: 49-62; Kakinuma
1994: 36-39; Shimokawa 1994: 266-269; Ammon & Michels 1994b: 21-33; Toyama 1997: 50; Gunske von Kélin
2000: 116.

3 cf, Yoshijima 1996: 46; Mandelartz and Yamamoto 1999: 1-2.

2% The Beamtenprifung together with Confucianism were originally adopted by Japan in the 7" century (Schubert
1989).
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multiple choice questions (Takayama-Wichter 1989: 45-46; Nakamura 1996: 47-48; Holzer-

Terada 1998: 31).* This clearly has an effect on the entire context and situation of the
foreign language disciplines in Japan.

Despite recent reforms it remains, in general, more important in Japan which university one

attended than what one actually studied or how high one’s grades were (Takayama-Wichter
1989: 42-43):2

Wichtig ist, kurz gesagt, nicht, was man studiert hat; wichtig ist, wo man studiert hat.

Japanese universities are ranked, with the top universities being the state universities Tokyo
and Kyoto, the graduates of which are recruited each year by the government ministries and
large firms. Entrance to a university influences a graduate’s later career path and
opportunities. There is more often than not no correlation between the subject a graduate
majored in at university and their subsequent career except in the scientific, medical and law
disciplines. Job training and further education in Japan is carried out almost exclusively
within the firms themselves.?*’

The separation of specialist training and general education has increasingly been regarded
as a weakness, and the Japanese university system proved to be inefficient given the
changing contextual factors. Several attempts to reform various parts of the tertiary
education sector were undertaken in the 1980s and 1990s (Shimokawa 1994: 268-273;
Mandelartz and Yamamoto 1999: 3-6). Many universities had already started to allow (or
even expect) students to enrol in courses, which were compulsory for their major subject
during the studium generale (Nakamura 1996: 49-50). Significant changes occurred in 1991,
when the Higher Education Act was again reformed to take into account the changes in
Japan’s development and its place on the international market.

Ammon (1994a: 10) describes the 1991 reforms as having:

die bisher fur alle Universititen bestehende Verpflichtung zu einem Studium
generale aufgehoben. Bestandteil diese Studiums war aber in aller Regel eine
zweite Fremdsprache, neben Englisch, und die insgesamt am haufigsten gewéhlte
zweite Fremdsprache war Deutsch. Nach der neuen Regelung kénnen nun die
Universitaten, ja sogar die einzelnen Fachbereiche, frei entscheiden, ob sie ein
obligatorisches Studium generale aufrechterhalten, ob sie es fakultativ anbieten oder
ganz abschaffen.

The clearly defined separation between the general education and specialist study was
removed. Some state universities have reorganised the general education faculties into
faculties with interdisciplinary programmes, which the students attend for the four years of

#5 Multiple choice questions form the basis of examinations in most subjects in Japan, not just foreign language
examinations.

6 Cf. Ueda 1990: 142; Coulmas 1994: 73; Yoshijima 1996: 47.

%7 Cf. Takayama-Wichter 1989: 42-43, 63-64; Coulmas 1994: 73; Sugitani 1995: 217; Timmermann 1999: 482;
Mandelartz & Yamamoto 1999: 2; Sugitani 2000: 101-102.
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study. By the mid 1990s many (particularly private) universities or faculties had introduced
measures in keeping with these reforms and had attempted to distinguish themselves from
other institutions in order to gain a profile and attract students.?*® The state universities had
to introduce the reforms rather quickly, while the private institutions have had more time to
reform as the Ministry of Education prescribes only minimal directives for the private
universities (Nakamura 1996: 50). Mandelartz and Yamamoto (1999: 1) describe how the
private universities had (and have) more freedom in the organisation of their study
programmes and, therefore, have sometimes been an example to the state universities.
Others have continued to require students to study a second foreign language, thereby
remaining with the traditional model.?*® However, the private universities are so diverse in
type, target group and financial situation that it is difficult to make generalisations about
these institutions.

According to Yamaji (1994: 233-234), 38 percent of all universities have reformed their
curricula since the introduction of the university reforms in 1991. Gad’s survey (1996c: 211-
216) showed that by 1995 most universities had introduced changes to the organisational
structure of the institutions due to the 1991 reforms. However, this process was by no
means complete as more structural changes are planned. Changes already in place by
1995 included the dissolution of the general education faculties, German departments and
language institutes and the introduction of new faculties and departments such as Policy
Studies, Regional Social Studies, International Cultures, International Management,
Language and Culture, Contemporary Society and International Studies (Shimokawa 1994:
270-273; Gad 1996b: 212).

Planned changes include the introduction of new study programmes such as European
Linguistics, Literary Studies and German Studies. Mandelartz and Yamamoto (1999: 7-8)
also found that diverse new curricula and programmes have been introduced since the 1991
reforms as universities now have more autonomy when setting the curriculum, the required
amount of credits for a degree and for the major subject. These innovations included cultural
studies and women'’s studies programmes, the introduction of distance education universities
and degree programmes aimed at older students. In most technical faculties very few of the
general education subjects remain.?*

In addition, the transition between degree programmes has been made easier, meaning that
“die Festlegung der Karriere schon im Vorschulalter zumindest teilweise wieder aufgehoben
[wurde].” (Mandelartz and Yamamoto 1999: 7-8) For students these changes have meant

28 cf. Ammon 1992: 213, 1994a: 10; Shimokawa 1994: 259-260, 270-273; Sugitani 1995: 219, 2000: 110-112;
Okamura 1996: 120; Nakamura 1996: 50; Holzer-Terada 1998: 24; Mandelartz 1999: 6; Slivensky & Boeckmann
2000: 32.

#3 ¢f. Slivensky & Boeckmann 2000: 24-25.

20 1t would appear, however, that many of these iniatives have been introduced on an ad hoc basis without
systematic planning and development. For example, simply renaming the faculties of General Education or
reducing the number of teaching hours for a particular subject.
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the transition from general education to their major now generally occurs earlier and in a
more fluid manner than under the old system. Students can now enrol in courses in their
major subject in the first year of study, meaning that the general and specialist study run
parallel for the first two years of study (Mandelartz and Yamamoto 1999: 6-7). Although this
may work in the literary and linguistic courses, which are taught in Japanese, Mandelartz
(1999: 8) maintains that this does not work in the language classes for the students majoring
in German where beginners are placed with relatively advanced students.

As a consequence of these reforms the study of a second foreign language is no longer
compulsory at most universities, but rather a matter of student choice (Ueda 1997: 54
Reinelt 1996: 81-82; Aizawa 1999: 143-144). According to Okamura (1996: 120), the
teaching of foreign languages, which is often considered ineffective in any case, could in
theory be completely abolished and the extra teaching positions used for the teaching of
major subjects. Another possible option is to concentrate all language teaching on the
teaching of English. Holzer-Terada (1998: 23) gives the example of Hokkaido University,
where as from 1995, the second foreign language programmes were reduced by half within
the technical study programmes. Further reductions are expected in the future.?’

As the curriculum guidelines for universities in Japan allow each university to set its own
curriculum, the number of teaching hours for the second foreign language programmes
varies greatly from university to university. Some universities have allocated only one ‘two-
hour’ lecture (90 to 100 minutes) in a given foreign language per year! More usual is the
model where students receive one ‘two hour’ lecture in their chosen foreign language per
week for the 25 week long academic year (Asakura 1992: 36-37). These reforms have
placed the foreign language disciplines under further pressure as those involved in teaching
German as a foreign language, for instance, feel they must introduce new and innovative

programmes to attract and retain students.*?

Some, including Shitanda (1993: 729), expect that the general education section (semesters
one through four) will be reduced and that this will result in the number of German courses
offered as part of this being reduced. Others, like Schmidt (1999: 48), say that although the

educational reforms in Japan have not happened in the ad hoc manner that similar reforms

253

in countries such as Korea have,”” that the reforms are:

tendenziell sicherlich &hnlich in der Langzeitwirkung, daB die japanischen
Hochschulen im Bereich der zweiten Fremdsprache abbauen und umbauen, also
umstrukturien wollen / mussen, was in Zukunft den Stellenmarkt fir die deutsche
Sprache noch enger werden 148t, zumindest stark verandern wird.

' Cf. Asakura 1992: 36-38; Hayakawa 1994: 296.

22 cf, Shimokawa 1994: 270-273; Reinelt 1996: 79-87; Kawashima 1996: 146; Ueda 1997: 54; Mandelartz &
Yamamoto 1999: 7; Richter 1999b: 113; Wakisaka 2000: 122.

&3 gee section 1.3 for further details.
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Itoi (1994: 208) outlines the directives from the Ministry of Education (within the parameters

of which the educational institutions are required to plan their curricula) as including the:

(1 Erziehung lebenskréaftiger und gut gesinnter Menschen;
2 Betonung grundlegender, fir die Staatsbiirger unentbehrlicher Bildung und
Erziehung zur Entfaltung der Individualitat;
(3 Forderung der Fahigkeit zur Selbstbildung;
(4) Hochschatzung der japanischen Kultur und der nationalen Traditionen sowie
Férderung des Verstandnisses internationaler Beziehungen.
One contradiction between the Ministry of Education’s objective of internationalisation, the
above objectives and the actual measures introduced into the education system during the
recent reforms, is that English is taught as the only compulsory foreign language from the
middle school onwards. This means that most high school graduates have had six years
English lessons at school, but must learn a second foreign language from beginner’s level at

university (should they choose to).?**

Reinelt (1996: 81-82) contends, however, that without more foreign languages
internationalisation is not possible. The Japanese education system has begun to realise
this and moved to diversify the second foreign languages offered. English is almost always
the first foreign language of choice and Japanese students (similar to their Chinese
counterparts) can now choose between German, French, Chinese, Russian and Spanish,
although only the larger universities offer Russian and Spanish (Mori 1989: 21; Asakura
1992: 34; Ueda 1997: 53-54). This has meant increased competition for student numbers,
although German remains the second foreign language most commonly chosen. Of 100
students (required or choosing to learn a second foreign language) 60 learn German, 25
French and about 10 learn Chinese, Russian or Spanish (Mori 1989: 21). However, the
languages of Japan’s neighbours (Russian, Chinese and Korean) and Spanish are becoming
increasingly popular.®*®

Gad (1996a: 4) and Aoki (1989: 70-71) say that the increasing popularity of other Asian
languages, such as Korean and Chinese, is part of a regional social and political
reorientation towards the Pacific economic region.”®® A recent survey showed that
languages such as Thai, Indonesian and Tagalog are in higher demand outside of the
universities and are more popular than the traditional second foreign languages like German
and French. This diversification is on the one hand a positive development, but Gad (1996a:
4-5) contends that it must be seen in the light of a change of paradigm. That is, the
traditional ideals such as learning a cultural language, which adds to one’s general education
and development, are being replaced by more pragmatic considerations:

B4 Cf. Tanaka 1972: 43; Koshina 1988: 31-32; lijima 1989: 80-81; Ammon 1992: 205; Hirataka 1994: 195-197;
Holzer 1996: 89; Holzer-Terada 1998: 18-19; 87-89.

35 Cf. Aizawa 1999: 143-144; Hirataka 1999: 155; lkeda: 1999: 17; Slivensky & Boeckmann 2000: 26.

6 Cf. Kimura 1989; 138; Iwasaki 1994: 7; Sugitani 1995: 215, 2000: 114-115; Gad 1996a: 4; Christ-Kagoshima
1996: 73; Aizawa 1999: 143-14146; Kloepfer 2000a: 51; Gunske von Kélin 2000: 114.
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welchen beruflichen Nutzen Fremdsprachenkompetenz bringen kénne — wie das
Lernen sich ,auszahle”.  Ablesbar ist diese Tendenz insbesondere an der
zunehmendenden Diskussion um Fachsprachenunterricht. Auf diesen Wandel sind
die Trager und Forderer der deutschen Sprache in Japan nur ungenigend

vorbereitet.

Haarmann (1994: 118-119) describes the situation of foreign languages in Japan as
symbolic rather than for practical uses. For instance, there is a relatively small number of
bilingual children even in families where one parent is a foreigner. Also English is the
(foreign) language of communication between the Japanese and the other Asian minorities
who live in Japan, such as the Korean, Ainu and Chinese. There is also a tendency on the
Japanese government’s part to promote bilingualism, which is understood as meaning
Japanese and English (Gunske von Kélin 2000: 101). This quite clearly sends a powerful
message to employers, students and the public at large.

I1.2.3.2 Languages in the competitive context: the example of German.

Foreign languages in Japan have increasingly found themselves in a competitive
environment given the diversified international market, the increase and diversification of
tertiary education providers, the diversification of the political, economic and social
orientation of Japan, the new career opportunities and subject diversification (e.g. more
Asian languages offered, the introduction of information technology subjects) and given that
the learning of foreign languages, with the exception of English, is now essentially optional in
Japan (as opposed to the earlier requirements of the education system). Given this
competitive context, a number of additional factors must be taken into account when
analysing the trends in German programmes in Japan. As in China, these factors include:

. The career application of a subject (including the role and use of German in the

various sectors of society);

. The perception students have of the language;

. Institutional factors (such as large class sizes and curriculum requirements);

. Linguistic differences (between Japanese and German); and

. Social and cultural factors (such as the tendency of Japanese students not to

express their own opinions in public).

Asakura (1992: 34) summarises the difficulties associated with the development of German

courses in Japan under four headings:>*’

(a) Problems created by the changing international situation (including the fact that the
European specialist literature is no longer as important as it was historically, that
German is no longer regarded as an international academic language and the increasing

importance of the spoken language);**®

57 of. Takayama-Wichter 1989: 332-333; Dillmann 1989b: 212.
8 of. Ammon 1991a, 1994a; Nakamura 1996: 51-52.
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(b) A lack of appropriate measures in language education to enact the necessary changes
(including an excess of language teachers trained to teach European languages and a
lack of teachers trained to teach Asian languages);®>®

(c) Problems with the training and orientation of German teachers;?*° and

(d) Internal problems at the universities.

One significant factor is the question of the perceived limited usefulness or career
application of the subject. Germanistik graduates have few employment options directly
related to their major, even in branches of German firms in Japan, where more often than not
English is the language of communication. Career or job training is essentially carried out
within the firms and there is often little correlation between the subject studied (except in the

%1 The fact that specialist

scientific disciplines) and a graduate’s eventual employment.
training (including foreign language training) is frequently provided by companies adds to the

perception that the study of languages is not vital for future employment.

Mandelartz (1999: 7) says that the downward trend in students enrolling in German is a
reflection of the reality of education opportunities, such as the introduction of new subjects
like Information Technology, and career prospects in Japan. The employment chances of a
Germanistik graduate, who wants to and is trained to teach language and literature, are now
very bleak (Ammon 1991a: 496; Yoshijima 1996: 47). If a student wants to obtain a position
as a teacher, then English language and literature or Japanese, Chinese or Vietnamese
Studies will give them a better chance. For practical reasons German is often just the
second or third choice (after English or Japanese Studies) (Aizawa 1996: 165-166):2%2

Die Vorstellung vom ,Deutsch als Berufsqualifikation” gibt es weder unter den

Studenten noch unter den Lehrenden noch bei den Firmen, und gerade diese

Tatsache ist ziemlich entscheidend fur die jetzige Krise.
One survey of why students were learning German found that 33 percent of the students
were studying German because it was compulsory, 29 percent because it simply belongs to
one’s general education and only two percent because it might help them to find employment
(Ueda 1990: 142)! Another indication of the limited usefulness of German in employment in
Japan is a study of how many job advertisements included mention of German language
competencies. Ammon ((with Kato) 1994c) found that only a very small percentage of
advertisements in the papers analysed contained requirements for German language
competencies or mentioned that these would be an advantage. Even in the hotel and

29 cf Nakamura 1996: 53; Ueda 1997: 53.

20 of, Nakamura 1996: 51-52; Holzer-Terada 1998: 20-25.

%1 Cf. Kimura 1989: 139; Ueda 1990: 142; Ammon 1991a: 496; Coulmas 1994: 73; Sugitani 1996: 217; Yoshijima
1996: 47; Timmermann 1999: 482-484.

%2 ¢f. Schubert 1987: 70, 1989: 23; Dillmann 1989b: 217-218; Meuthen 1989: 43-46, 49-51; Ueda 1989: 34;
Richter 1989: IIl; Schubert 1989: 22-23; Stuckenschmidt 1989: 13; Ueda & Takei 1994: 332-333; Coulmas 1994: 73;
Yoshijima 1996: 46-47, 51; Christ-Kagoshima 1996: 73-77; Holzer-Terada 1998: 20-21.

94



restaurant industry and the tourism industry the need for German language competencies is
negligible according to a study by Watanabe (1994: 163-173).26%

Ammon (1992: 205- 212) describes the role and use of the German language in various
sectors of Japan, including the presence of German loan words in Japanese, the use of
German in medicine, law, tourism, music, advertising, for marketing and as product names.
However, because of the relatively small usage of German (in comparison to English) and
because most specialist literature in these fields is now produced in English, the medicine
and law disciplines no longer use German, it is difficult to motivate students using these
applications of the language as a motivating factor.?®* Music students and musicians in
Japan, who want to continue their studies in the reputable music academies of German-
speaking Europe, are, however, able to make use of their language skills and are, therefore,
more likely to be motivated to learn German (Ammon 1992: 210; Ziegler 1994: 68).2° While
the reunification of Germany sparked renewed interest in the German language and culture,
the trend does not appear to be ongoing (Slivensky 1995: 337; Mandelartz 1999: 6).
Slivensky (1995: 337) says that it is no surprise that a modern Japan cannot function in the
international sense without foreign languages and cultural skills, but that the preservation of
the “klassischen Bildungsideals fur die deutsche Sprache” (“the classical educational ideal of
the German language”) is becoming increasingly difficult. Particularly as the government

tends to promote only the learning of English.

The question of the perception students have of a particular foreign language has
played a part in the development of Germanistik discipline in Japan. Takayama-Wichter
(1989: 32-39) describes the historical change in the Japanese attitude towards the German
language as having four phases:**®

. Prior to the Meiji restoration: the study of Dutch was popular and German was
beginning to be introduced;

. German as the language of academia and education: from 1861 through until 1945
as the relations between Prussia and later Germany and Japan increased steadily,
German was regarded as the academic language;

. German as a language of education after WWII: English became the first foreign
language taught in high schools under the new education system. German lost its
status as the academic language but remained the second most taught foreign
language, particularly within the studium generale; and

3 Cf. Mizuno 1966: 132; Krusche 1971: 247-248; Bauer 1989c: 210-219; Takayama-Wichter 1989: 37, 65-68;
Watanabe 1989: 44-55; Ammon 1991a: 200-202, 498-499, 1991b, 1992: 209-210; Coulmas 1994: 71-80; Nakajima
1994: 252; Holzer 1996: 89; Timmermann 1999: 482-484; Gunske von Kélin 2000: 101.

24 Cf. Asakura 1992: 34; Kakinuma 1994: 35-48; Mori 1994: 49-62; Sugitani 1995: 216-217; Holzer-Terada 1996:
120.

%5 Ct. BeiBwenger 2000: 77-81.

%6 ¢f. Krusche 1971: 247-249; Kutsuwada et al. 1987: 76-80; Ueda 1990: 144-148; Ammon 1991a: 496.
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. German today: German is not regarded as a practical language as opposed to
English. This is partly because of the dominance of the written and literary word and

the lack of emphasis on communication skills in German programmes.

Despite this, the average Japanese lecturer would not question the reason for or relevance
of learning German according to Kutsuwada et al. (1987: 75), because:

Deutschunterricht ist fur ihn ein unentbehrlicher Bestandteil des Universitatsbetriebs,

eine conditio sine qua non; Deutsch gehért einfach zu einem Campus wie Luft und

Wasser zu einem Lebewesen.
However, although German remains the second most often learnt foreign language, it is
regarded by some as being outdated (as compared with French and Chinese) and more
difficult (as compared with Chinese). In fact, the image of German in Japan continues to be
influenced by the historical development of German and other foreign languages in Japan
and dominated by stereotypes. For many Japanese the German language is almost
automatically associated with beer, wine, Beethoven, Mozart, Schubert, Kant,
Schopenhauer, Hegel, Marx, Volkswagen, Autobahn, and Hitler, for instance (Ueda 1997:
51).

Institutional factors impacting on the teaching and learning environment of foreign

languages, including German, at both the secondary and tertiary levels in Japan include:**’

» Large class sizes (with a minimum of 40 to 50 students and sometimes as many as 200
students in a class);

* The lecture theatre-like rooms that do not allow students to interact with each other;

«  The focus on written skills, grammar and translation;**®

« The grammar-transiation method of teaching and the primarily reception-oriented (or
passive) method of learning foreign languages in Japan; *°

* The small number of teaching hours allocated per week;

* The lack of prior knowledge of foreign languages (with the exception of English) that
high school graduates possess given the fact that children only begin to learn English at
the age of 12 and other foreign languages at high school or (more usual) at university;

* The inadequate textbooks and other teaching materials;

» The fact that teachers and lecturers often have several part-time positions at different

universities, language schools and high schools, and many have numerous

%7 Cf. Vorderwillbecke & Stickel 1972: 35-37; Tanaka 1972: 43-49; Stickel 1973: 10-16; Ezawa 1975: 273; Haasch
1976: 118-120; Kutsuwada et al. 1987: 75-80; Schubert 1987: 70-71; Brenn 1989a: 187; Dillmann 1989a: 113-129,
212; lijima 1989: 85-89; Takayama-Wichter 1989: 27, 36, 47-49, 51-60, 64-65; Ueda 1990: 141-143; Ammon 1991a:
496-498, 1992: 213; Ehlers 1991b; Schubert 1991: 36-38; Asakura 1992: 33-37; Kusune 1992: 184; Yamaiji 1994:
231-233; Ueda & Takei 1994: 332-333; Slivensky 1995: 337-339; Sugitani 1995: 215-220; Holzer 1996: 89; Reinelt
1996: 80-81; Kawashina 1996: 146; Takei 1996: 126-128; Nakamura 1996: 44-45, 52-53; Okamura 1996: 120-121;
Christ-Kagoshima 1996: 77; Schroder 1997: 167-168; Ueda 1997: 50-52, 54; Holzer-Terada 1998: 19-25;
Boeckmann 1999: 849; Reinelt 1999: 919-922; Reichert 1999: 822-823; Kuriyama 1999: 877; Oswald 1999: 90;
Tabata 1999: 886; Kondo & Yamamoto 1999; Gunske von Kélin 2000: 101; Boeckmann & Slivensky 2000: 167-171.
%8 Cf, Ezawa 1975; 274-275; Haasch 1976: 119-120; Tsuiji 1978: 37.

%9 Cf. Tanaka 1972: 42; Ueda 1989: 31-32; Ammon & Michels 1994b: 26; Tomoda 2000: 130-152.
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administrative duties. Other Germanisten work as journalists and translators, are
authors in their own right or are active in the theatre or in political circles;?™

e The lack of individual and independent learning and of clear, concise teaching and
learning objectives;

+ The often uncoordinated addition of classes with native German-speaking Lektorinnen;,
and

* The relatively small number of native speakers employed as language teachers.

One crucial institutional factor that impacts on the discipline is that the position of German is
greatly dependent on the subjects required for the entrance examinations (Takayama-
Wichter 1989: 26-27). If a university were to remove German from the list of required
subjects, the learning of German would become unnecessary. If on the other hand German
remains one of the possible subjects, then the structure of the entrance examination has a
major impact on how the subject is taught. Asakura (1992: 24-25) describes the entrance
examination as the biggest problem for pupils learning foreign languages in schools:?"*

Sie lernen eine Fremdsprache nicht zu praktischen Zwecken, sondern um die

Fragen in der Aufnahmeprifung (meistens schriftiche Ubersetzungen und

Grammatik und nicht die mundliche Konversation) richtig zu l6sen.
The examination process demands that candidates understand the grammar of the language
in question and have the ability to translate texts from the original into Japanese. Speaking
and listening comprehension are not required nor tested. Teachers are, therefore, forced to
prepare their students for the requirements of the examination(s).?”> Many textbooks and
teaching materials are written to meet the requirements of the entrance examinations and
are, therefore, unsuitable for teaching students to communicate competently. Textbooks
must be authorised by the Ministry and the process of authorisation is so complex that
teachers and lecturers are discouraged from producing (more) suitable textbooks
(Takayama-Wichter 1989: 60; Itoi 1994: 217; Slivensky 1995: 352-354).

According to Slivensky (1995: 339-341), the emphasis on grammar and the translation of
literary texts is evident in the textbooks produced by Japanese publishing houses:
grammatical textbooks, textbooks containing both grammar and literary texts and textbooks
containing literary texts.?”® Her study shows that many teachers believe that the grammar
rules can be learnt using these textbooks but that the students do not learn to apply these
rules to sentence building, particularly when the examples or exercises given in the
textbooks use sentences from Fausf Nakagawa (1999: 913-916) found that students
describe Germanistik programmes and the learning of German using three key terms:

grammar, vocabulary and translation.

20 of, Koshina 1988: 28-30; 1990 25-26; Stuckenschmidt 1989: 14-16; Itoi 1994: 217-218; Nakajima 1994: 251;
Rosler, Boeckmann & Slivensky 2000: 17; Rosler & Reinelt 2000: 239.

2 Gt Itoi 1994: 218-219.

22 of Nakamura 1996: 47-48; Tomoda 2000: 141-143.

23 Cf. Tanaka 1972: 46-47.
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The fact that there is clearly an emphasis on primarily literary (and secondly linguistics)
studies in Japan can be partly attributed to the fact that most German language teachers are
not trained in teaching methodology despite the majority teaching language courses. Very
few Japanese educational institutions offer programmes in foreign language teaching
methodologies (apart from those training English teachers). German teachers are
essentially trained as Germanisten in German programmes that only offer courses in
German literature, linguistics and literary history so have had no opportunity to study
didactics (Sugitani 1995: 219):2"

Die heutige Praxis der japanischen Germanistik, die de facto Deutschlehrer
ausbildet, bietet ausschlieBlich deutsche Literatur- und Sprachwissenschaft und —
geschichte. Im Magister- und Doktorkurs werden kaum padagogische, sprach- und
lernpsychologische Theorien behandelt. Praxisbezogene Lehrproben sind nicht
einmal vorgesehen. Bei der Berufung eines Lehrers an eine Universitat wird kaum
nach der didaktischen Fahig- und Fertigkeiten gefragt, obwohl sie in den meisten
Fallen Deutsch fur Nicht-Germanisten unterrichten.
Staff can choose whether or not to take additional courses in foreign language didactics or to
attend the further education seminars facilitated by the Goethe-Institut and the DAAD, for
instance, and according to Slivensky (1995: 338), the language abilities of the younger
academics are improving as an increasing number are participating in study trips to German-

speaking countries.

Sugitani (1995: 217-218) contends that the commonly used grammar-translation method of
teaching German clashes with many pupils’ wish to learn to communicate in German as well
as with the social and political demands for internationalisation, which requires foreign
language competencies.’”> Foreign language courses usually involve grammar exercises,
so-called conversation lessons, which are often simply exercises in repeating sentences
after the lecturer,?’® and literary courses that are taught in Japanese. The traditional focus of
foreign language learning on translation is one of the distinct characteristics of foreign
language teaching in Japan (Ezawa 1975: 274-275; Haasch 1976: 119-120).7""  Sugitani
(1995: 217-218) argues that this consitutes a fundamental discrepancy between the teaching
objectives of German courses in Japan and the learning objectives of the students and
believes the (lack of) training of German teachers is a significant factor in the discrepancy
between the teaching objectives and the resulting methodology:*’®

274 Cf. Tanaka 1972: 48-49; Haasch 1976: 118-120; Kutsuwada et al. 1987: 79; Takayama-Wichter 1989: 49-50;
Stuckenschmidt 1989: 15; Asakura 1992: 23, 34-35; Nakajima 1994: 250-252; Yamaji 1994: 229; Terada 1996: 106-
107; Ueda 1997: 53; Holzer-Terada 1998: 21-23; Timmermann 1999: 482; Slivensky 1999: 817-818; Aizawa 1999:
141, 145-146; Hirataka 1999: 155-157; Richter 1999b: 110-111.
5 Cf. Haasch 1976: 118-120; Schubert 1987: 67; Kurosaki 1989: 261; Pekar 1996: 178-179; Terada 1996: 107;
Zemsauer 1999.

The increased number of native German speakers teaching at Japanese universities during the past two
decades has helped to improve these conversational courses.
2 During the Meiji period the translation of European literature (of all kinds) was very important for the
development of the modern Japan. Translations from German originals ranked number three. Today German is the
fourth most translated language in Japan behind English, Chinese and Russian (Yamashita 1994: 83-102).
278 Cf. Richter 1999b: 109-110; Slivensky & Boeckmann 2000: 27-28; Sugitani 2000: 107-109.
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Lehrgiele des DU werden zwar meistens nicht explizit genannt, sind jedoch in der
Tradlyon seit der Meijigeit (seit der Offnung des Landes 1868) und nach dem
kIasanhen Blld.ungsbegnff das Lesen von Fach- und klassisch-literarischen Texten
[...] Dlg Ler_nglele der'Studenten dagegen liegen aufgrund der [...] aligemeinen
Internatnqnalu_suerung in der Férderung der Fahigkeit zur ,mandlichen
Kommunikation”, genauer der ,jinterkulturellen Handlungskompetenz”.
Although there have been various attempts (by individual teachers, departments and
institutions) to improve the German programmes, there are two extremes of teaching
methods in Japan. One extreme is the ‘traditional’ teacher-oriented method of teaching
grammar and of translating challenging texts (dictionary in hand) sentence by sentence. The
other is the use of methodologies introduced by native German-speaking staff, often without
much regard for the unique parameters of the discipline in Japan (Nakamura 1996: 52).27°
Nakamura continues that there are now a number of textbooks, which have adapted these
methodologies to suit the Japanese students, but the number of teaching hours remains too

few for the communicative teaching methods to be completely successful.

The linguistic differences between Japanese and German are another factor. These
include the difference in the use of personal pronouns and verbs in Japanese, which means
that the emphasis on translation in German lessons is often frustrating as the two languages

cannot simply be directly translated.?®°

Some cultural and social factors appear to impact more on the teaching and learning of

foreign languages in Japan than on other subjects.?’

It is particularly crucial for the native
German-speaking lecturers to understand and take account of these factors in planning and
delivering courses.®®® Modern language teaching stresses, for instance, the need for
interactive communication. However, this is difficult in Japan given the tendency of

Japanese students not to participate in discussions. Other such characteristics include:

. Japanese students are not able to express their own opinions in public;
. They will often give a vague answer to questions.
. They are incompetent in spontaneous discussion. However, when they are aware of

the exact topic of discussion and have had time to discuss it amongst themselves,
they can participate fully in the discussion;

. They are afraid of losing face so do not dare to express their own opinion;
. They do not critically analyse issues; and
. They tend to focus on the principle of seniority, whereby one must afford the older

person the utmost respect.

79 cf. Boeckmann & Slivensky 2000.

%0 Cf. Schnitzinger 1973: 9; Stickel 1973: 10-11, 1990; Zeydel 1973: 323; Ezawa 1975: 274-276, 1990; Tsuji 1978:
34-36, 1987: 135-136; Dillmann 1989a: 113-136; Takayama-Wichter 1989; Ueda 1991; Wienold 1990; Kawashima
1990; Bourstin 1990; Kosaka 1990; Wegener 1990; Harweg 1990; Lange 1996a; Schroder 1997: 169-170;
Kamimura 1998; Werner 1999: 801-812; Alber 2000.

%' ¢f. Bornscheuer 1987: 19-22; Schubert 1987: 68-70; Kutsuwada 1989: 343-344; Takayama-Wichter 1989: 72-
78, 108-117; Kusune 1992: 185-186; Slivensky 1995: 337-338; Holzer 1996: 89-92; Schroder 1997: 167.

%2 Cf. Hofmann 1992; Holzer 1996.
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According to Takuma (1989: 37), Japanese students are not accustomed to working out their
own timetable or to working independently and proactively, but rather to following a fixed
timetable and directions. Takuma (1989: 38-39) also comments on the tendency to adapt
their opinions and behaviour to that of those around them:?%®

Sie achten auf die Tendenzen und Neigungen ihrer Umgebung und passen sich ihr
an. Dieses Phanomen ist deutlich z.B. im Kleidergeschmack, in der Auswahl der
Bicher oder in der Freizeitgestaltung zu erkennen. Sie handeln nicht gerne allein
auf sich gestellt und treten bevorzugt in der Gruppe auf.
Schnitzinger (1973: 8) describes this ‘shyness’ as the greatest impediment to the
conversational classes and attributes the students’ fear of making mistakes and
consequently losing face in front of the others to the Zen Buddhist tradition of quiet
observation rather than discussion. Others believe that the reticence of Japanese students
to express themselves in a foreign language, even if they know the correct phraseology to
use, is less a sign of their “,naturlichen’ Zurickhaltung als Ergebnis des in Schule und
Universitat eingeiibten Unterrichtsverhaltens.” (Stickel 1973: 15)?®* Gunske von Kélln (2000:
108-114) illustrates how the Japanese tend to avoid giving a clear ‘no’ answer (similar to the
Chinese), saying that this is due to their cultural background of maintaining the unity and
harmony within the group or community. Native German speakers on the other hand tend to
give (and expect) direct answers.?*®

Takayama-Wichter (1989: 78-90) and Haasch (1976: 118-120) found that the Japanese
attitude to the spoken language as opposed to the written word differs significantly to that of
German speakers. The Japanese place more value on the written language because of its
unchangeable nature. Historically the written word was more important given the Chinese,
Confucian and Buddhist influences on Japanese society and education system. Zen-
Buddhism, for instance, encourages the cultivation of silence. The Germans, however, tend
to regard discussion and verbal communication (as well as the written word) as important.
Ezawa (1975: 276-279) too contends that the fundamental difference between German and
Japanese is the attitude towards language that each culture has:**®

Linguistisch handelt es sich bei diesem Unterschied des Verhaitnisses zur Sprache
wiederum um einen Unterschied in der Sprachverwendung (parole), nicht im
Sprachsystem (langue). Es geht hier um den Benutzer und die Benutzung der
Sprache, nicht um die Sprache selbst. D.h., der MiBerfolg der Japaner im
Deutschunterricht ist also teilweise darauf zurlickzufihren, daB sie die deutsche
Sprache grundsatzlich anders verwenden als die Deutschen.

Slivensky (1995: 336-337) found that, although it is generally thought there is not much
emphasis on individuality but rather on “ein Paradigma von kultureller Homogenitat und
Gleichheit im Denken und Handeln” in Japan, there were significant differences between the

23 of Schubert 1987: 68-70; Ikeda 1999: 18.

24 Cf. Noguchi 1989: 105-106; Aizawa 1999: 142-143; Mitschian 1999; Sugitani 2000: 95; Tomoda 2000: 133-135,
137-140.

5 Cf, Tsuji 1978: 35.

6 Cf, Krusche 1971: 253; Noguchi 1989; Schubert 1991: 40-41; Kusune 1992: 185-194; Menzel 1998: 165-166.
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institutional and organisational parameters of German programmes.®” However, she also
found that the integration of Confucian values into the Japanese social and educational
structure has had (and continues to have) a great influence on the teaching and learning of
German (and presumably other foreign languages) in Japan.®®

Bornscheuer (1987: 19-24) describes some of the conflicts between these traditional values
and ideals and the increasingly modern, western (often American®®) influences in Japanese
society. One example, which has consequences for the teaching of foreign languages, is the
virtue of being silent and listening to the teacher or professor who is regarded as being the
wise and expert one in his or her field. This results in little interpretative discussion of
German or other foreign language literature in university courses or elsewhere (Bornscheuer
1987: 23-24). Krusche (1971: 251-252) describes some of the problems faced when
teaching German literature to Japanese students, problems attributable to the different

cultural and social backgrounds of the students.?*

For example, due to the particular
popularity of the literature of German Idealism in Japan, many students appear to
understand and relate better to the relatively difficult works of Hofmannsthal than to the
works of Brecht. Pekar (1996: 172-173) outlines how in recent years the place of literature in
the Japanese society has become less central as modern technologies and demands
increase. However, the Germanistik programmes have continued to focus on literature in

their teaching programmes.

II.2.4 Germanistik and Innovative Developments in the Field of German Studies.
I1.2.4.1 The development of the discipline.

German as a foreign language and Germanistik in Japan have been studied since the end of
the 19™ century. While German remains the second most commonly studied foreign
language after English in Japan even today, the significance of the German language and
culture has declined considerably. The discipline is in a period of transition, change and
even ‘crisis’.®®"  Koshina (1988: 24-25) laments the stagnation and decline of the
Germanistik discipline in recent years, saying students are no longer motivated to learn
German and German research is no longer regarded favourably in Japanese society. He
continues that foreign languages were an essential part of the general education of an
academic. German was regarded as the number one academic and cultural language

(Koshina 1988: 25):2%2

%7 Cf. Schubert 1989: 28-29.

%8 ¢f. Haasch 1976: 118; Sugiyama 1996; Sugitani 1996.

%9 Cf, Hirataka 1994: 198-199.

20 of, Feldt 1989: 55-69; Nitz 1999: 392-408.

21 cf, Ammon 1991a: 457-458, 1992: 204; Naka 1994: 244-247; Ikeda 1999: 17.

22 ¢f, Krusche 1971: 247-248; Koshina 1988: 25-26, 1990: 8-16, 41-42; Mishima 1990: 127, 133; Ammon 1992:
204-205; BeiBwenger 1996: 13-14; Nakamura 1996: 51; Kloepfer 2000a: 41-42; Mandelartz 1999: 6; Mandelartz &
Yamamoto 1999: 10; Kamimura 1999.
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Niemand zweifelte daran, daB fur ein naturwissenschaftliches, vor allem
medizinisches Studium das Erlernen der deutschen Sprache erforderlich sei. Friher
wurden auch Standardwerke der deutschen Literatur und Philosophie von den
Studenten aller Fakultaten, obwohl meistens in japanischer Sprache, gern gelesen
wurden.
in 1890 the then ministry of education decided that English, French and German were
officially to be taught in all faculties at the various higher education institutions. Until then
German had been compulsory only in the medical faculties and English had been the
language most often taught in other faculties. This policy resulted in a gradual increase in
the number of German departments and students choosing to learn German and in the
number of textbooks produced for teaching German (Koshina 1990: 12; Naka 1994: 244-

247, 1998; BeiBwenger 1996: 13-14).

Germanistik was an independent discipline in the imperial universities, the institutions that
trained future German teachers and professors. To be a Germanist was to be highly
regarded in social and political circles. Because of this the discipline was not always
independent of external political influence, for instance, during the national socialist regime in
Germany (Koshina 1988: 26; Mishima 1990: 128-129).

The German department at the Kaiserlichen Universitédt Tokio was established in 1887 and
two years later Karl Florenz began giving lectures in German literature. He was given the
first chair of German in 1893 at the university although he was not actually trained as a
Germanist but rather had gained his doctorate in Sanscript at Leipzig University and was
primarily interested in comparative linguistics in his research (Kimura 1989: 147; Koshina
1990: 15-16).?® The university catalogue lists courses in Goethe and Schiller and
occasionally other 18" and 19" century authors, such as Hebbel, Grillparzer, Lessing and
Kleist (Kimura 1989: 149-150). Kutsuwada (1992b: 108-109) contends that the Japanese
discipline simply accepted and implemented the classical literary canon of the German
discipline at the time.?**

According to Kutsuwada (1992b: 110), one indication of the canon followed by the Japanese
Germanisten until the 1930s is the literary series, Bibliothek der deutschen Literatur,
published in 1926 by Iwanami publishing house. The 14 volumes included works by Lessing
(Minna von Barnhelm), Goethe (Wilhelm Meisters Lehrjahre), Schiller (Die Jungfrau von
Orleans, Don Carlos, Novellen), Kleist (Penthesilea), Grillparzer (Das goldene Viies,
Sappho), Lenau (Gedichte), Hebbel (Herodes und Mariamne) and Otto Ludwig (Der
Erbférster). In 1927 lwanami began a series of relatively inexpensive translations of German
(and other) works and academic papers (similar to the Reclam series). These became very
popular and continue to be published. Of the 244 such editions (which covered some 58
German authors) 26 were by or about Th. Mann, 19 by or about Goethe, 14 by or about

293 f, Kutsuwada 1992a: 126; Naka 1998: 11; Kloepfer 2000a: 41.
24 Ct. Mishima 1990: 128-129.
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Keller, 10 by or about Nietzsche, and 9 each by or about HKM Grimm and Schiller
(Kutsuwada 1992b: 114-115) 2%

Students read literary texts as part of the language classes and the advanced students had

classes in translation. The teaching methods used were little more than translation classes
(Kutsuwada 1992a: 127):2

genauer: grammatische Entzifferung anspruchsvoller literarischer Texte und ihre
Ubertragung ins Japanische. Interpretationsversuche, die die jungen Studierenden
manchmal unternahmen, wurden fast ausnahmlos zuriickgewiesen. — Es fehlt auch
noch heute nicht an Gelegenheit, so etwas in den Seminaren zu erleben.
Mori Ogai was one of the earliest Japanese Germanisten and was one of the most
significant contributers in terms of research and translations to the discipline in the second
half of the 19" century and the early part of the 20™. Although perhaps best known for his
translations of Faust, he also translated Lessing’s Emilia Galotti, Hoffmann’s Das Fréaulein
von Scuderi, Kleist's Das Erdbeben in Chili and Die Verlobung auf St. Domingo and other
works by Goethe, Rilke, Hofmannsthal, Wedekind and Altenberg. In addition he wrote
numerous poems, novella, historical dramas and academic papers about German literature
(Kimura 1993: 945-958). As the majority of German literature was (and is) studied and
researched in translation in Japan, the work of such translators was vital and an abundance
of translations from German into Japanese exists. Koshina (1988: 28-30; 1990 25-26)
outlines the significant translation work that has been and continues to be carried out by
Germanisten (1988: 29):%’

[Dlie Ubersetzungsarbei"_t [gehort] zu den wichtigsten Leistungen der japanischen
Germanisten. [...] Die Ubersetzungskultur ist nun mal das Schicksal der Japaner.
Man kénnte dabei die Ubersetzung wohl als notwendiges Ubel bezeichnen. So
kann man also in japanischer Sprache die Ubersetzten Werke der deutschen
Literatur vom Mittelalter Gber die Weimarer Klassik bis zur Gegenwart lesen.
Germanistik research as such began in the 1920s, when German authors, such as
Hofmannsthal, George, Hesse, Th. Mann and Rilke, began to be studied. Th. Mann, for
instance, was regarded as one of the greatest teachers of humanity and his works as the
most significant inventory of European cuilture in Japan (Suzaki 1991: 247). Previous to that
(particularly between 1890 and 1905) authors and philosophers such as Lessing, Schiller,
Goethe, Heine, Nietzsche, Schopenhauer and Hartmann had been introduced to the
Japanese by academics such as Mori Ogai, Ningetsu Ishibashi, Saisht Onoe, Seiu
Hashimoto and Chogyd Takayama. Most of these academics were not Germanisten, but
rather from other disciplines. However, by the early 1900s specialist Germanisten were
beginning to graduate from the Kaiserliche Universitat, including Chikufa Tobari and Teisuke

Fujishiro (Kimura 1989: 147-148; Koshina 1990: 16-19; Kutsuwada 1992b: 105-108).

%5 Cf. Kimura 1989: 148-149; Nitz 1991: 174-175; Miyashita 1998: 43.

6 Cf. Tanaka 1972: 42; Tsuji 1978: 37.

27 cf, Tsuiji 1978: 37, 1987: 131-136; Koshina 1988: 28-29; Kutsuwada 1989: 345; Nitz 1991:174-175; Wakisaka
1993: 330-331; Naka 1998: 6-7; Kamimura 1998; Miyashita 1998: 36.
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During the period 1905 to 1923 the Meiji era ended (1912) and under the new Tenno the
European culture was represented in Japan in various exotic forms, including the decadence
literature, socialist movements, Japanese Christianity, modern coffee houses and cabaret
(Koshina 1990: 19-20). Fuijishiro, for instance, had been exposed to the works of
Hauptmann during his studies in Berlin and wrote about these. Others, including Mori,
Mokichi Sait6 and Koson Katayama, wrote about and translated the works of Dehmel,
Schnitzler, Rilke, Bahr, Scholz, Schmidtbonn, Hofmannsthal, Sudermann, Wedekind and
Dérmann, thus broadening the range of authors and works Germanistik students were taught
about. Goethe and Schiller continued to be significant and various publications about and
translation of their works were produced by Mori, including translations of Faust and Wilhelm
Tell and Die Jungfrau von Orleans. The emphasis of literature courses and research during
this period was primarily on the drama genre (Bornscheuer 1991: 328-335; Koshina 1990:
20-26; Sakai 1991: 321-327). Kutsuwada (1992a: 128-129) describes the Japanese
Germanistik discipline as being in a student-teacher relationship with the discipline in
Germany until the 1920s.

1907 was a significant year in the development of Japanese Germanistik as the German
department at the Kaiserliche Universitat Kyoto was established and Fujishiro became the
first professor of Germanistik there (Kimura 1989: 147-148; Koshina 1990: 25; Kloepfer
2000a: 41). The same year Seiji Ueda became the first Japanese professor of German at
the Kaiserliche Universitédt in Tokyo. Koshina (1990: 25) describes 1907 as being:

ein epochenmachender Zeitpunkt fiir die Geschichte der japanischen Germanistik.
Forschung und Lehre des Faches wurde von nun an Uberwiegend von Japanern
getragen.  Sowohl Fujishiro in Kyoto als auch Ueda in Tokyo legten das
Schwergewicht auf Goethe, Schiller, Lessing und insbesondere auf die dramatische
Gattung.  Abgesehen von den Dramen der eben angegebenen Klassiker
behandelten sie Dramen von Heinrich von Kleist, Friedrich Hebbel und Gerhart
Hauptmann.

The practice of teaching the traditional Germanistik canon continued as the discipline

expanded as most Japanese Germanisten employed in the new departments were

graduates of the departments in Tokyo and Kyoto (Kimura 1989: 150).

The great earthquake in 1923 signalled the end of this period of liberalism in Japan, replaced
instead by strict conservatism. The new government believed that Nietzsche, for instance,
was a subversive influence and his works were banned (Koshina 1990: 19-20; 28-29).
Despite the increased pressure of military-like rule, relations between Germany and Japan
continued to develop with the establishment, for instance, of the Deutsch-Japanische
Gesellschaft in the late 1920s and the 1927 establishment of the Deutsch-Japanische
Kulturinstitut in Tokyo. Germanistik as a discipline had its heydey from the mid 1920s to the
mid 1930s (Koshina 1990: 30-36). Publishing houses produced an increasing number of
publications of the works of German authors from Goethe to Hebbel. Many German-
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speaking professors and teachers were brought to Japan by the new government after WWI
and they brought with them the latest information about the teaching of literary studies
(Kutsuwada 1992a: 128). One of the most influential Japanese figures in the discipline
during the first half of the 20" century was Kinji Kimura, whose research focused primarily on
the work of Goethe and who (Koshina 1990: 34):

regte [...] sgine jUngeren. Kollegen und Studenten an, daB jeder Aktuelles in der
deqtschen Literatur und Literaturwissenschaft erfahren und daB jeder seine eigenen
Meinungen der Kritik der anderen aussetzen solite.

Linguistics also became an integral part of the discipline in the 1930s with academics such

as Morio Sagara and Hisashi Katayama leading the way (Shioya 1977: 256-258).

During WWII the influence of the national socialist literature and propaganda is evident
although Germanisten such as Kimura attempted to distance themselves from these
pressures and influences (Koshina 1988: 26, 1990: 35-36; Kutsuwada 1992a: 130-131: Yoh
1999).%® After the war the discipline took a different approach (at least externally), with an
emphasis on the works of Brecht, Seghers, Zweig, Lukéacs, Hesse, Carossa, Rilke and Th.
Mann, for example (Koshina 1988: 27, 1990: 36-37; Kutsuwada 1992a: 131-132). The
Japanische Gesellschaft fur Germanistik (JGG) was (re)established and continues to
promote relations between the Japanese discipline and the discipline in the German-
speaking countries today. The linguistics topics researched and studied in Japan continued
to diversify and a relatively high number of linguistic publications were produced (Shioya
1977: 259). This diversification in the discipline occurred at the same time as the dramatic
changes in the orientation of Japanese society and political relations (Ammon 1992: 205).
However, Koshina (1988: 27) and Kloepfer (2000a: 43) question how much the discipline
actually changed internally as teaching methods remained authoritarian and continued to
focus on grammar and the translation of German literature despite the restructuring of the
institutional parameters at the end of WWI1.2%

The JGG has maintained a bibliography of all research submitted by members for publication
since 1957. This bibliography and Doitsu Bungaku (the association’s journal) reflect the
overall trends in Germanistik literary and linguistic research and increasingly DaF research in
Japan, as does the diverse array of seminars and conferences held annually.3°° During the
first half of the 20™ century the most often researched authors included Goethe, Th. Mann,
Hélderlin, Schiller, Rilke, Kafka, Kleist, Heine, Herder, Hesse, Lessing, Nietzsche, Brecht,
Trakl and Grillparzer. Others researched included Hebbel, Hofmannsthal, von Eschenbach,
Bichner, Hauptmann, Hoffmann, Benn, Boll, Fontane, Seghers, Darrenmatt, von Stra3burg,
H. Mann, Storm, Bachmann, Grass, Kirsch, Rinser and Zweig.*"’

8 Cf. Oguri 1998; Seki 1998.

29 Cf. Oguri 1998.

%0 Cf. Haasch 1975: 230-233, Mizuno 1966: 133; Kimura 1989: 143-145, 162-154; Takayama-Wichter 1989: 4-14;
Schroder 1997: 168; Kloepfer 2000a: 43-49.

301 ¢f. Mizuno 1966: 133; Tsuji 1978: 37-40; Koshina 1988: 26-28; Kimura 1989: 141-142; Miyashita 1998: 43-45.
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Before 1945 there were only a small number of translations of and academic works about
the Nibelungenlied. In the 1950s and 1960s a number of works by von der Vogelweide and
von StraBBburg’s Tristan und Isolde were translated and several academic publications about
medieval literature were published. Since then the range of works translated, studied and
researched has diversified to include epic poetry by authors such as von Eschenbach, von
Aue and von Wirzburg and works such as Iwein, Der Arme Heinrich, Erec and Parzival
(Kurosaki 1987: 19-23).

German postwar literature, including authors such as Boll, Nossack, Eich, Grass and
Enzensberger, was introduced to the discipline in the second half of the 1950s. However,
Koshina (1990: 39-40) says that despite the fact that people could identify with the historical
context, German postwar literature did not became very popular in Japan, probably because
it was (according to Koshina) quite serious and self indulgent. Kafka's works, however,
became very popular while Goethe continued to be a significant part of literary studies.
Schiller, Hauptmann, Storm and Schnitzler declined in popularity after the war. Because of
the still rather recent experiences under the national socialist influences, the Japanese
discipline attempted during this period to establish its own identity rather than identify too
closely with the discipline in Germany (Koshina 1990: 40; Maeda 1996: 90).>* During the
student unrest of the late 1960s, authors such as Enzensberger, Marcus, Benjamin, Adorno
and Horkheimer became part of Germanistik literary studies. There was also renewed
interest in Blchner and Hoélderlin as “gescheiterte Revolutionare” (“failed revolutionaries”)
and in authors such as Rilke, Benn, Takl and Kraus (Zeydel 1973: 324; Koshina 1990: 41).

During the second half of the 20" century the authors and topics researched have become
increasingly diverse, although Goethe remains the most popular research subject, with
Kafka, Th. Mann, Rilke, Heine, Nietzsche, Brecht, Hélderlin, Hesse, Schiller, Kleist, Musil,
Stifter, Hofmannsthal, Blichner and Lessing the next most popular authors (Kimura 1989:
142-143; Nakajima 1994: 255). Research into and courses on the literature of the Middle
Ages forms a relatively small part of German programmes in Japan. The literary
translations, reviews and academic research papers published from the early 1980s through
to the early 1990s depict the most popular German authors (Kimura 1989: 140-141;
Nakajima 1994: 255).%%® A study of the topics covered in Master’s theses from 1982 to 1992
shows that Th. Mann, Goethe and Kafka remain the most often researched authors at this
level with Brecht, Rilke, Benjamin, Adorno, Celan, Hélderlin and Hofmannsthal also in the

top twenty.*%*

%2 ¢t Onuki 1998: 121.

For examples of literary topics researched in Japan or dealing with the Japanese reception of German literature,
see Bornscheuer 1987, 1991; Kimura 1989: 152-154; Koshina 1990: 7-44; Mihm 1991; Noguchi 1991; Ehlers
1991a; Miyashita 1991; Suzaki 1991; Sakai 1991; Mommsen 1991; Nayhauss 1993b: 91-100; Kaji 1998; Slivensky
1999: 817; Kloepfer 2000a: 45-46.

304 Cf. Mishima 1990: 131; Kutsuwada 1992b: 111-113; Nakajima 1994: 255-256.

106



During the past fifteen years Benjamin, Adorno, Bloch and Celan have also become
important authors in Japanese Germanistik. The Romantic epoch is very popular and
Goethe and Th. Mann continue to be widely read (Nayhauss 1993b: 97).3 Ball,
Enzensberger, Lenz, Ch. Wolf and Miiller continue to be translated, though only in very small
numbers and Frisch is not popular in Japan at all. Nayhauss notes that many Japanese
Germanisten now include literature from all the German-speaking countries in their research
and teaching. Despite this the Germanistik discipline in Japan has not developed its own
canon according to Kutsuwada (1992b: 111-113).

Before WWII linguistics was not a major component of the Germanistik programmes in
Japan. Professor Morio Sagra published a Japanese-German dictionary and a number of
grammar books during the 1940s and early 1950s, so could be regarded as the founder of
German linguistics in Japan (Noiri 1987: 29-30; Shioya 1977: 256-258).3% As a result of the
expansion of the discipline parallel to the expansion of the tertiary education sector, the
number of German linguists increased as did the research and the variety of topics
researched. Noiri (1987: 30-31, 33b-33f) says that the number of articles on linguistic topics
published in Doitsu-Bungaku (although small relative to the number of literary articles) is
evidence of this. In addition, several special issues devoted entirely to linguistic topics have
been published. The Energeia journal of the Arbeitskreis flr deutsche Grammatik is almost
entirely devoted to linguistic topics (Noiri 1987: 31, 33g-33i). Since 1972 the Japanischer
Deutschlehrer Verband (JDLV), a subsidiary of the JGG, has hosted linguistic seminars
annually and the themes of these seminars have tended to reflect the current linguistic
trends at the time (Noiri 1987: 32-33; 33a; Kimura 1989: 141; 154). Noiri (1987: 31-32)
believes that the development of German linguistics in Japan has reflected the development
of linguistics in Germany itself, as the Japanese linguists have tended to follow or at least
take into account the research trends of their German-speaking counterparts.

Nakajima (1994: 256) lists the most often researched linguistic areas as being:*”’

. Semantics;

. Language and literature didactics/Landeskunde/German language lessons;
. Contrastive linguistics/the Japanese language;

. Syntax;

. General linguistics/language theories;

. Middle High German/Middle Low German;

. German linguistics/grammar;

. Old Germanic languages/Old High German;

%5 ¢f. Kimura 1989: 141, 147-150; Kloepfer 2000a: 43-44.

%6 Cf. Kamimura 1998.

%7 For examples of linguistics topics researched in Japan, see also Zeydel 1973: 323; Shioya 1977; Dillmann
1989a: 113-136; Kimura 1989; Takayama-Wichter 1989; Ueda 1991; Stickel 1973: 10-11, 1990; Wienold 1990;
Kawashima 1990; Bourstin 1990; Kosaka 1990; Wegener 1990; Harweg 1990; Ezawa 1990, Werner 1999: 801-812;
Kloepfer 2000a: 47-48.
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. Technical data processing/Contempory language use;

. Early New High German;
. Morphology; and
. Textual linguistics/stylistics.

Although Deutsch als Fremdsprache (DaF) remains a relatively small part of Germanistik
research in Japan, it is increasingly recognised as an integral part of the discipline.’®
Research published in recent publications, such as Kondo and Yamamoto’s study, ‘Die
Meinungen der japanischen Deutschlehrerinnen zu Deutsch als Fremdsprache — Was sie
denken und was zu machen ist which appeared in Deutschunterricht in Japan (1999) and
the JGG’s 1999 conference proceedings Schwelleniberschreitungen, are evidence of the
increasing interest and research in DaF.>*

Stuckenschmidt (1989: 17-18) claims the academic standard of Germanistik in Japan today
is much higher and the discipline more diverse than before WWI1.3"° One reason for this is
the increasing number of teaching staff and students who have participated in international
exchanges or studied in German-speaking countries. Another reason is the increasing

number of native German-speaking staff teaching in Japan both short and long-term.

Mandelartz and Yamamoto (1999: 10) maintain that despite the drastic changes in the status
and relevance of German in Japan and in the education system, there are a number of
faculties in which more professors of German teach than professors of Romance languages
and a similar number to the professors teaching English or American Studies. However, at
many universities, including the University of Tokyo, the number of students learning
German has declined by 30 percent in favour of those learning Chinese during the past ten
years, while demand for French has remained relatively static. English has become the
language of academia and education and the role of German in the law and medical
professions has reduced dramatically. Before the reunification of Germany, there was a
marked decline over a period of years in the demand for German, which resulted in many
retiring professors’ positions not being re-advertised (Mori 1994: 59-61; Yoshijima 1996: 49-
51; Toyama 1997: 50). The reunification sparked an increase in interest and demand, but
this has declined again since the euphoria has subsided. Yoshijima (1996: 49-51) says that
this downward trend is also evident in the declining number of students enrolling in the
Diplom fir Deutsch in Japan (DDJ) (a national examination introduced in 1992 and facilitated

31

by the German academic associations in Japan)” " and in the number sitting the translation

certificate facilitated by the Goethe-Institut.

308 cf, Rosler, Boeckmann & Slivensky 2000: 13.

%9 Cf. Slivensky & Boeckmann 2000: 30-31; Japanische Gesellschaft fur Germanistik 1999.
%10 ¢f. Takahashi 1990: 65; Ammon 1991a: 459.

1 Cf. Boeckmann & Slivensky 2000: 180.
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I.2.4.2 Germanistik versus German.

According to the JGG, the number of students learning German at university in Japan is
approximately 500 000. Others estimate the number to be between 360 000 and 650 000 at
circa 330 universities (from the circa 460 possible universities).*> There are, however, two
facets of the discipline that are characteristic of German in Japan: (i) the core group of circa
30 Germanistik departments with circa 3000 students majoring in Germanistik, circa 300
students enrolled in Master's and doctoral level programmes and circa 100 permanent full
professors, and (ii) the much larger group of circa 470 departments with numerous students
and circa 2500 teaching staff in faculties of general education and other faculties.®™® There
were also approximately 200 native speakers of German teaching in Japan in the 1990s.
According to Takayama-Wichter (1989: 29), only approximately 50 of the possible 460
universities have a Germanistik department as such.*'* At the majority of the rest German is
taught within the other faculties. Some private universities offer German within programmes
such as ‘Literature’, ‘European Literature’, ‘European Culture’ or ‘Linguistics’ (Yamaji 1994
223).

Stuckenschmidt (1989: 13, 19) and Yamaji (1994: 223) say that comparative to the total
population of Japan (circa 118 000 000) and the total number of students at universities
(circa 1 800 000), those majoring in Germanistik, and particularly those continuing on to
(post)graduate study in the subject, form only a very small group as in the case of China.
Takayama-Wichter (1989: 29) estimates that only 5 out of every 1000 Germanistik students
continue onto graduate or postgraduate study in Japan.*'* And the number is declining
relative to the increasing number of students attending university in Japan and those
students choosing to learn an Asian language.

Although approximately 700 000 Japanese pupils and students learn German per year
(through all the various courses available), only about 30 000 Japanese (or 0.5 percent)
actually have good or excellent German language competencies and or experience of living
in Germany (Stuckenschmidt 1989: 13, 19). Stuckenschmidt argues that this is because the
structural framework of the four-year B.A. essentially means that academic research is
carried out only at the Master’s and doctoral level and because most students have to learn

the basics of the language in the first two years of study.

Due to this structural dichotomy, the subject area, German, is divided into the departments,
in which the language courses are taught almost exclusively within the framework of the
studium generale and the Germanistik departments in the Humanities faculties, in which the

312 Cf. Kimura 1989: 139; Takayama-Wichter 1989: 28; Richter 1989: lil; Ammon 1991a: 458-459; Yamaji 1994:
221-222; Holzer-Terada 1998: 15.
13 Cf. Stuckenschmidt 1989: 14-16; Ueda 1990: 142-143; Ammon 1991a: 459.
14 Ueda (1990: 142) put the number at 59, while Kimura (1989: 139) says that 60 universities (both state and
grsivate) have Germanistik departments.

Cf. Mandelartz 1999: 6.
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specialist literature and linguistic courses are taught. In this way there is both a physical and
theoretical division of the two parts of the subject (Dillmann 1989b: 217):*'°

Diese jeweils zwei Fachinstitutionen des — aus deutscher Perspektive — einen
Fachbereichs [...] unterscheiden sich dementsprechend nicht nur inhaltlich deutlich
hinsichtlich ihrer Lehr- und Ausbildungsfunktion, sondern sind auch &auBerlich
getrennte, voneinander vollig unabhangige Fachinstitutionen mit je eigenem
Personal, Ausstattung, Raumlichkeiten, Bibliotheken, nicht selten sogar auf
getrenntem Campus.

Tsuji (1989: 14) describes the effect of this divided system on the discipline:

Ich gehe vereinfachend davon aus, dafB der Unterricht in der deutschen Sprache in
Japan quantitativ enorm breit und qualitativ enorm seicht ist. Ursache dafir ist das
fest etablierte System des Studium Generale an den japanischen Hoschschulen. Es
leidet sehr unter dem erstaunlich niedrigen Niveau sowohl! der Lernenden als auch
der Lehrenden.
The Germanistik programme in the Philosophical or Humanities Faculties is aimed at
the specialist study of primarily literature and linguistics and can be taken as a major or
supporting subject. After a further two years study students are normally required to present
a written paper to complete the B.A. Most are required to specialise in a particular author,
epoch or literary genre at a relatively early stage of their studies (Stickel 1973: 12). Ueda

(1990: 142) describes the Germanistik discipline in Japan as:*'"’

eine japanische Variante der traditionellen Germanistik [...], ndmlich eine immer
noch tief in der methodischen Unschuld schiummernde, an eine soziale Relevanz
nicht denkende und in der Regel als eine Art Autorenkult zu bezeichnende
Germanistik, die im dritten und vierten Studienjahr von einer — allerdings immer
mehr abnehmenden Zahl — von Studenten belegt wird.
According to Hieber (1989: 71-72), the ‘traditional’ Germanisten in Japan regard German
language courses as the training ground for the translation of difficult literary philosophical
texts. This has been the central goal of the discipline since the Meiji modernisation process
with key ideals being a translation culture, the dominance of the written language and the
assimilation of new academic ideas and technology through the German language. Pekar
(1996: 172-173) adds that literature played a central role in the modernisation process and
as a result became the central and dominant focus of the German programmes at
universities. Wichmann (1989: 89-90) describes the importance of reading in Japan and
says that this is a focal part of foreign language learning at all levels of study. Schubert
(1987: 67) too describes the traditional goal of German in Japan:®'®

%16 Because of the diversity of the tertiary education sector in Japan, particularly the large number of private
universities, which are not subject to as high a degree of government control, it is difficult to generalise about the
structure of the faculties and departments. However, there continues to be a general division between the general
education and the specialist study in Japan (Tanaka 1972: 44; Niggestich 1982: 105; Dillmann 1989b: 217;
Yoshijima 1996: 44-45; Yamaji 1994: 226-227).

17 Cf. Sugitani 1995: 219.

318 Cf. Krusche 1971: 250; Tanaka 1972: 42, 48-49; Stickel 1973: 12-13; Haasch 1975: 229, 1976: 118-120; Shioya
1977: 255; Kutsuwada et al. 1987: 79; Takayama-Wichter 1989: 66-68; Stuckenschmidt 1989: 15; Ueda 1990: 143;
Ammon 1992: 210; Asakura 1992: 34-35; Kutsuwada 1992b: 105-115; Nakajima 1994: 250-252; Yamaji 1994: 229;
Sugitani 1995: 219; Nakamura 1996: 52; Tatsuo 1996: 105; Terada 1996: 106-107; Kaji 1998; Holzer-Terada 1998:
21-23; Slivensky 1999: 817-818; Timmermann 1999: 482-483; Aizawa 1999: 145-146; Hirataka 1999: 155-157.
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Die japanischen Studenten sollen eine Einflhrung in die deutsche Sprache und das
deutsche Denken erhalten, damit sie in die Lage versetzt werden, selbstandig
deutsche Literatur und vor allem auch Fachliteratur rezipieren zu konnen.
Entsprechend dieser Begriindung wird den Sprechfertigkeiten oft weniger
Bedeutung zugemessen als der Foérderung der Lesefertigkeit.

It would appear, however, that even this objective is not met given the conditions under

which German is taught, such as too few teaching hours and the emphasis on grammar.

Students are not expected to speak in German as the classes are often taught in Japanese.
Most literary papers are taught in Japanese using Japanese translations of the German
originals. All examinations are written in Japanese. The written paper most final year
students present is written in Japanese and most are on literary (and to a lessor extent
linguistics) topics (Haasch 1976: 120; Nakajima 1994: 253). The number of courses, in
which students can study other areas of Germanistik in the broader sense, such as German
political, social and historical issues, remains relatively few (Nakajima 1994: 254-256).

Yoshijima (1996: 51-52) contends that the German language courses offered at universities
(both within the Germanistik departments and the studium generale) do not allow those
students who are interested in developing and furthering their communicative skills the
opportunity to do so. These students are essentially forced to pay for private language
tuition or courses at private language schools, the Goethe-Institut or other such institutions.
Others continue their studies in Germany or participate in various extracurricular activities
organised by the German department staff (Brenn 1989a: 187). These organisations have,
therefore, become a vital factor in the delivery of German courses in Japan.

Those who wish to continue their studies are required to sit an examination before
undertaking the two-year Master’s programme, which includes a thesis. Most of those who
enter the Master’s programme want to become German lecturers, however, it is becoming
increasingly difficult to obtain such a position. Since 1977 the JGG has collated the number
of Master’s theses completed each year at those universities, which offer graduate level
programmes. In 1983 70 Master’'s theses were completed at 23 universities. In 1986 53
theses were completed at 22 universities. In 1987 the number of theses rose to 63 at 26
universities. In 1992 the number of theses completed was 49 at 27 universities. (Some
variance in the number of universities is attributable to the fact that at some universities no
theses were completed in any given year.) From this Nakajima (1994: 253-154) estimates
about 30 universities offer Master’s level courses and on average between 50 and 70
Japanese students graduate with a Master’s in Germanistik annually.
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Following the Master's degree, students can continue with a three-year doctoral programme
(Richter 1989: 111):3'®

in dem weitere Erfahrungen in der wissenschaftlichen Arbeit gesammelt werden.

Am Ende des Kurses wird nicht immer der akademische Grad erworben.
One characteristic of the Master’'s and doctoral programmes, which is different from those in
German-speaking countries, is that taught courses are offered (and are compulsory) for
students in Japan.®® Not all Germanistik departments offer Masters and doctoral
programmes as the departments must have the Daigakuin or the necessary accreditation or
' According to Ueda (1990: 142), 28 Germanistik departments offer
Master's and doctoral programmes. The students undertaking these programmes are

setup/procedures.®

considered to be the ‘true’ Germanisten (Takayama-Wichter 1989: 29-30; Holzer-Terada
1998: 21).

In Japan it is not necessary to obtain a doctorate to be able to teach at universities as
universities only require teaching staff to have a Master’'s (Nakajima 1994: 254). In addition,
the fees for doctoral courses are relatively high (between DM 6000 to 7000 per annum) and
the cost of living even higher. Those who continue onto doctoral study often give up their
studies as soon as a teaching position becomes available. Particularly since the universities
have started to reduce the available number of teaching positions due to the effects of the
1991 reforms of the tertiary education system.*” Many teaching positions are no longer
advertised as being permanent but rather as temporary part-time positions. The career
prospects for Germanisten or German teachers are, therefore, becoming increasingly bleak
(Ammon 1991a: 496, 1992: 214; Nakajima 1994: 254).

The teaching of German courses within the faculties of general education and other
faculties forms the largest sector of German at the tertiary level in Japan. The primary role
of Germanisten in these faculties is to teach language courses, despite their expertise in
literature or linguistics. This division within the discipline has led to the German language
teaching staff being regarded as lesser academics although they are often equally as
involved in research and publishing. *

Despite the fact that the 1991 reforms abolished the division between the studium generale
and specialist study, Holzer-Terada (1998: 18-19) and Yamaji (1994: 222-225) maintain that
many universities still have the two separate teaching areas, most universities still require
students to learn two foreign languages®* and the language courses are still considered to
be less important than literary courses. There are normally between 50 to 60 students and

819 ¢of. Kimura 1989: 139; Ueda 1990: 142; Holzer-Terada 1998: 21.
This appears to be standard practice in the other Asian countries included in this study as well.
Cf. Sugitani 2000: 97-99.
32 ¢f, Sugitani 2000: 102-105.
33 ¢f. Kutsuwada et al. 1987: 79; Richter 1989: Iil; Kimura 1989: 139; Asakura 1992: 23; Yamaji 1994: 222;
3I\zlkaajima 1994: 249-252; Mandelartz & Yamamoto 1999: 3.
Cf. Ammon 1991a: 496.
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often as many as 100 students in each class (Mori 1989: 21). Kutsuwada, Mishima and
Ueda (1987: 75-76) contend that Japanese students learn German grammar “vom ABC bis
zum Konjunktiv” in their first year of study and in the second year are confronted with
relatively challenging texts by Goethe, Th. Mann, Grass, Nietzsche, Jaspers, Weizsacker
and from magazines and papers such as Spiegel, Die Zeit and Stern.’®® The change from
learning grammar by rote to translating and deciphering literary texts is abrupt and
discouraging for many students. Some teachers attempt to bridge this gap by selecting
rather banal texts, but this too appears to discourage the students (Kutsuwada et al. 1987:
76). Consequently many students do not continue to study German after the first two years.

On average students receive one or two double teaching periods (90 minutes) per week over
two academic years, although this varies considerably from university to university. Some
departments intent on reforming the discipline through intensive courses, for instance, offer
German for 90 minutes three or four times a week for a year.**® Others offer students
German only once a week for one academic year (Tabata 1999: 886). Normally one of the
teaching hours per week is allocated for the teaching of grammar, the other for reading and
translation. *” These are usually taught by different staff, yet there is little cooperation or
consultation as to the content taught or the methods or textbooks used.

Further complications occur because there is little if any cooperation between the Japanese
and German teaching staff, which often results in grammar courses progressing at a different
rate from the reading courses (Sugitani 1995: 217; Terada 1996: 106). Terada (1996: 107-
108) outlines an example of a German programme for the initial two years of study (at
Hokkaido University), whereby one quarter of the allotted two to six teaching hours per week
is assigned to the native German-speaking staff in the third and fourth semesters for
conversation, listening comprehension and free writing. The remaining three quarters of the
allotted time is dedicated to the teaching of grammar rules and translation of texts.

Terada (1996: 107) describes the German-speaking staff as being one of the “Symbole der
Internationalisierung der japanischen Bildungssystems”.*®® He says that many of them are
trained as language teachers, which the Japanese Germanisten are not, but cooperation
with their Japanese colleagues is rare:

Von den Muttersprachlern wird vielmehr meist erwartet, daB sie ihren Studenten erst
nach dem von einem japanischen Kollegen gefiihrten intensiven Grammatikkurs die
sogenannten kommunikativen Fertigkeiten beibringen sollen, und zwar in einem
Kurs, der nur einmal in der Woche ohne Zusammenarbeit mit ihren japanischen
Kollegen stattfindet.

3% Cf. Tanaka 1972; 45-46; Stickel 1973: 11-12; Mori 1989: 21; Ehlers 1991b: 169; Yamaji 1994: 232-233; Aizawa
1996: 168; Terada 1996: 107.

3% Cf. Haasch 1976: 119; Brenn 1989b: 252: Kimura 1989: 139; Richter 1989: IIl: Ueda 1990: 141-142; Ammon
1992: 213; Slivensky 1995: 338; Sugitani 1995: 215.

327 of, Mori 1989: 21; Slivensky 1989: 338; Yamaji 1994: 232; Hanel 2000: 266.

38 Cf. Krusche 1971: 248; Résler & Reinelt 2000.
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Terada (1996: 107-108) notes that the German-speaking staff are dissatisfied with the lack
of cooperation and the structure of the German programmes, while the Japanese
Germanisten continue to perpetuate the traditional emphasis on grammar and reading and

translation.?°

Many native German-speaking staff do not learn much Japanese while
teaching in Japan, so difficulties in communicating with colleagues and students and in
researching the situation of German in Japan (by way of the available publications) often

occur.>®

Boeckmann (1999: 848-849) gives the example of a new foreign language assistant coming
into the classroom in Japan with the idea of utilising the latest theories and methods of
teaching, including interaction, discussion and communicative methods. But these methods
fail to encourage the students to interact in class because of the different learning and
teaching cultures in Japan. Students in Japan are used to listening to the lecturer and
“MeinungsauBerungen, Begrindungen und ahnliche offene Beitrdge werden selten, wenn
Uberhaupt, verlangt.” Although in smaller groups the students find it easier to express their

opinions.*'

Schubert (1989: 22) says that the German-speaking lecturers must take into
account the historical, political, social and ideological characteristics unique to the discipline

in Japan in order to develop courses and methods that will help to improve the situation.

As previously mentioned, there are a relatively large number of Japanese learning German
outside of the mainstream education system. For example, circa 400 000 to 600 000
participate in the radio and television courses and between 5000 to 6000 participate in the
language courses offered by the Goethe-Institut each year.332 A great majority of these are
university students majoring in German who wish to better their ability to communicate in
German. Many students at private universities (the more expensive universities) can afford
to attend language courses outside of the university programmes. These are, however,
expensive and may not exist at all in rural areas (Takayama-Wichter 1989: 67; Brenn 1989a:
187-188, 204-205; Kaufmann 1996: 58). These courses (particularly those offered by the
Goethe Institut) have become an important, although not compulsory, component of the
study of German at the tertiary level.

There are some private language schools where German is taught but little data is available
on these.*® Stuckenschmidt (1989: 16, 19) estimates the number of Japanese learning
German at language schools to be 1800. A survey by Noro (1994: 311-326) found that
German is a relatively popular language to learn at the private language schools in Japan
after French and alongside Chinese. (English was, of course, the most popular language.)

39 o Krusche 1971: 250; Richter 1999b: 111-112; Boeckmann & Slivensky 2000: 170-171; Hanel 2000: 266.

80 ¢t Krusche 1971: 247-254; Tsuiji 1978: 38; Dillmann 1989b: 212-213; Meuthen 1989: 46-48; Hofmann 1992: 57-
58, 63-66; Takayama-Wichter 1989: 58-59; Kloepfer 2000: 43-49; Rosler, Boeckmann & Slivensky 2000: 16; Rosler
2000: 67; Ishibe 2000: 156; Mielke 2000; Reinelt 2000.

31 cf. Hofmann 1992; Boeckmann 1999: 852,

332 ¢f. Stuckenschmidt 1989: 16, 19; Ammon 1991a: 498, 1992: 215; Ammon & Michels 1994: 26-27; Ueda & Takei
1994: 331-332; Okamura 1996: 119.

333 Cf. Hatori 1989: 129; Takayama-Wichter 1989.
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The number of students learning German at such schools has increased slightly during the
past decade, possibly due to the increased interest in foreign languages under the banner of

‘internationalisation’ generally and the demands of the economy for communication skills in
foreign languages (Noro 1994: 324-326).

Radio and television foreign language programmes have a long history in Japan. German
language programmes, for instance, have been taught via the Japan Broadcasting
Corporation since 1926 (with a break from the beginning of WWII until 1952).33* The
programmes are primarily aimed at teaching the basics of the German language and at
raising the level of interest in Germany and its culture. In addition, programmes for more
advanced learners are provided (Okamura 1990: 111-113). One advantage of these
programmes (over those offered at universities) is that listeners are constantly listening to
native German speakers.>*®

One indication of the scale of German in Japan is the number of academic associations and
organisations. The largest of these is the JGG with circa 2600 members. The JGG
organises seminars for those within the discipline twice a year and has also organised an
annual linguistics conference since 1959 (Mizuno 1966: 133; Richter 1989: IV; Hayakawa
1994: 295).3% The association’s journal Doitsu Bungaku (Die Deutsche Literatur) contains
papers given at these conferences and is a good reflection of the research trends in
Germanistik in Japan. Almost all of the articles published in this journal are in Japanese with
some summarised in German. A bibliography of the majority of publications by Japanese
Germanisten is maintained by the JGG and appears once a year in the journal (Koshina
1988: 27; Kimura 1989: 140; Kloepfer 2000a: 45).% Kloepfer (2000a: 43) describes the
association’s 50-year history as one of:

kontinuierlichen und umfassenden philologischen Forschung zur deutschen Sprache
und Literatur, die in allen drei Sparten dieser Wissenschaft — Altere Philologie,
Neuere Philologie, Linguistik — rege Aktivitaten, intensive Diskussionen und fundierte
Ergebisse ans Licht befordert.
The Japanischer Deutschlehrerverband (JDLV) is a subsidiary of the JGG (as most German
teachers are also university lecturers) and promotes the research into the theories and
practice of German language teaching and learning in Japan. To do this it supports research
and study projects (such as the development of the minimum vocabulary list required of
Japanese learners of German (Asakura 1992: 23)), publishes the journal Doitsugo Kyoiku
(Deutschunterricht in Japan) and the Berichte des Japanischen Deutschlehrerverbandes and

organises and facilitates conferences. |n addition, it participates in projects organised by the

334 Cf. Aoki 1989: 70; Bauer 1989c: 213-214; Nitz 1991: 175; Hayakawa 1994: 295-296; Ueda & Takei 1994: 332-
334.
35 Cf Okamura 1990: 113-123, 1996: 121-132; Sekiguchi 1994: 301-309.

6 Ct. Haasch 1975: 229-233; Shioya 1977: 259; Noiri 1987: 31-33; Koshina 1988: 24, 26-27; Kimura 1989: 139-
140; Takayama-Wichter 1989: 4-5; Koshina 1990: 38; Nakajima 1994: 251-252;
http://wwwsoc.nacsis.ac.jp/jgg/index-d.htm! (29 May 1998).

%7 Cf. Tsuji 1978: 40-41.
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International German Teacher Association (Deutschunterricht 1999: 214-215).%®  Richter
(1989: V) estimates the number of members to be circa 600. The JDLV has carried out
several surveys of the state of German in Japan during the past two decades, including one
in 1992 and in 1997/1998 (Sambe 1999:36-49; Kondo and Yamamoto 1999: 50-78).

According to Hayakawa (1994: 295), there are circa 25 other academic associations in
Japan including the Japanische Gesellschaft fur Deutschstudien (founded in 1987 and
dedicated to the development and promotion of interdisciplinary and international research
into issues relating to Germany today) (Mishima 1990: 135), the Gesellschaft fur deutsche
Kultur- und Sozialgeschichte (Richter 1989: IV), and the Gesellschaft zur Forderung der
Germanistik, Tokio (which awards financial support and scholarships to young Germanisten
and promotes and supports the publication of research and the exchange of academics and

students).>*®

The Gesellschaft zur Férderung der Germanistik introduced the Diplom
Deutsch in Japan (DDJ) in 1992 as a way of ensuring that more students could obtain a
nationally recognised certificate of attainment in German as many are too far from the places

where the Goethe-Institufs ZDaF examinations are held (Hayakawa 1994: 296-299).

Several associations are dedicated to research into Goethe and his works. The Goethe-
Gesellschaft in Japan, for instance, publishes the Goethe-Jahrbuch annually (Takahashi
1989: 66). A number of other associations, dedicated to authors such as Heine, Grimm,
Hesse, Schiller and composers such as Wagner, exist as well (Hayakawa 1994: 295). The
Freunde von Weimar association, which was dedicated to promoting relations between the
GDR and Japan and to researching East German literature, was dissolved in 1991.3%
However, the Gesellschaft fur die Erforschung der ésterreichen Literatur remains active in
promoting contemporary Austrian literature and culture and since 1984 has produced an
annual magazine, Beitrdge zur Osterreichen Literatur (Kloepfer 2000a: 46). Another journal,
Energeia, has been produced annually by the Arbeitskreis fir deutsche Grammatik since the
mid 1960s (Kloepfer 2000a: 47).3*'

One of the most important organisations to offer German language courses and to promote
relations between Japan and Germany since the 1950s is the Goethe-Institut, with its three
branches in Tokyo, Osaka and Kyoto.*** The work of these institutes is divided into three
main sections: language courses (including international certificates of attainment and
specialised courses in German music for Japanese music students®®), the Padagogische
Verbindungsarbeit or continual support of the German teachers in schools, universities and
adult education institutions (such as the Deutsch-Japanische Sprachzentrum in Sendai

%8 Cf. Tanaka 1972: 49-50; Takayama-Wichter 1989: 5, 10; http://wwwsoc.nacsis.ac.jp/jgg/kyoiku-bukai/index-
dt.html (16 June 2000).

39 of, Mizuno 1966: 133; Hayakawa 1994: 295.

%9 Cf. Hosaka 1998.

¥ ot Noiri 1987: 30-33; Koshina 1988: 27; Kimura 1989: 140, 144; Takayama-Wichter 1989: 5.

%2 of, Takayama-Wichter 1989: 30; Aso, Graeb-Kénneker & Soda 2000: 204; Kloepfer 2000b: 260-262.

3 ¢f. Ziegler 1994: 68; BeiBwenger 2000: 77-81.
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(Bauer 1989b: 195)), and promotion of the German language and culture (Kaufmann 1994:
285-294, 1996: 53-61).** Demand for the language courses offered by the institute
increased by 28 percent between 1987 and 1991 (Booth-Whiting 1993: 251-252).

Together with the JGG, the JDLV and the Lektorinnen, the Goethe-Institut offers German
teachers and Germanisten three main kinds of seminars: seminars on the theoretical
foundations of foreign language teaching (e.g. applied linguistics, motivation), information
seminars that introduce teachers to new teaching materials, research trends and
comparative Japanese-German area studies, and training seminars with teaching
demonstrations and the analysis of lesson modules with clearly defined teaching and
learning objectives (Kaufmann 1994: 291-292, 1996: 59). The Goethe-Institut in Tokyo has
begun to recognise the importance of the work of the translators in translating contemporary
German literature and to this end has started a series of seminars at which recent works and
translations are introduced to interested parties (Kloepfer 2000a: 48-49).

Since 1978 the DAAD Tokyo has assisted and continues to assist in the organisation and
financial support of various seminars and conferences in Japan.*
Lektoren-Rundbrief Japan, which is contributed to, edited and produced by the Lektorinnen

in Japan.®*

It also finances the

The diverse range of German-speaking staff (from the few permanent university lecturers
through Lektorlnnen with fixed term contracts to part-time teachers) has made the
establishment of an association of the German-speaking staff in Japan difficult.®*’ A number
of developments that have been introduced to counter this, including the establishment of
local networks in the regions, the half yearly day seminar for Lektorlnnen and the regular
online Lektorinnen newsletter, the 1996 launch of the homepage for Lektorinnen on the web
which aims to increase the cooperation and exchange of information between the foreign
language staff in Japan,348 and the ongoing development of an online mailing list of German-
speaking staff (Mandelartz 1998: 34-35). The latter two initiatives were instigated and
continue to be facilitated, voluntarily, by a number of Lektorlnnen working in Japan.
Particularly outside of the main centres the Lektorlnnen play a major role in developing

networks and other initiatives.3*

In addition, those Lektorinnen in Japan cooperate and
exchange information and experiences with their colleagues in Korea and elsewhere (Gad

1996a: 3).

¥4 Ct. Goethe-Institut 1998.

¥5 ¢f. Brenn & Dillman 1989b: 7-9; Lohken 2000: 299-300.

%6 Cf. http://160.29.11.14/~oubei/mandel/lektoren/index.htm (16 June 2000); Adelhoefer 1996a: 7.

37 Cf. Gad 1996b: 211-216; Wollert 1997b: 51; Mandelartz 1998: 34-35; Schmidt 1999: 48; Résler, Boeckmann &
Slivensky 2000: 11; Résler & Reinelt 2000; Hanel 2000.

8 Cf. http://160.29.11.14/~oubei/mandel/lektoren/index.htm (16 June 2000).

39 ¢f. Lohken 2000: 300-301; Aso, Graeb-Konneker & Soda 2000: 200-204; Hanel 2000.

117



Other German organisations represented in Japan include the Deutsche Gesellschaft fir
Natur- und Volkerkunde Ostasiens (OAG), the German, Swiss and Austrian embassies, the
Deutsches Institut fir Japanstudien (DIJ), the Deutsche Schule in Tokyo/Yokohama and
Kobe and the Deutsche Industrie- und Handelskammer®*° German foundations and
organisations, such as the Humboldt-Stiftung, support and finance research, cooperative
projects and exchanges of academics and students between Germany and Japan (Janetzke
1992: 11-12). The Asian Germanisten conference, Schwelleniuberschreitungen, held at
Fukuoka in August 1999 was funded by organisations including the DAAD, the Japan
Society for the Promotion of Science (JSPS), the Deutschen Forschungsgemeinschaft
(DFG), the Goethe-Institut, the Cultural Foundation Pro Helvetia and the embassies of
Austria and Switzerland. These international Germanistik conferences and seminars give
the Japanese Germanisten the opportunity for international exchange of ideas and
information, particularly with Japan’s Asian neighbours.*"'

I.2.4.3 Innovation and reorientation in the field of German during the past two
decades.

Given the historical development and role of German in Japan and the changes in the
structural and institutional parameters of the discipline, including changes in the international
market (such as trade and political relations and the dominance of English), changes in the
interests of Japanese students (away from the ‘traditional’ aspects of the subject to the
applied aspects) and in the secondary and tertiary systems outlined in the previous sections,
the challenge in recent years has been for the discipline to actively respond to these
changes. Questions, such as how the subject can remain ‘alive’ and relevant given the
changed and changing parameters, have become integral factors when developing German
programmes in Japan.

Many describe the Germanistik discipline in Japan as being in a state of dramatic change or
in a “tiefgreifenden Krise” (“far-reaching crisis”) (Sugitani 1995: 228). Mori (1989: 18) and
Nakamura (1996: 51-52) contend that many of the problems affecting the discipline were
recognised two decades ago, but remain unaddressed today. The reforms introduced in
1991 have heightened these problems.*? Sugitani argues that significant and systematic
changes are needed in order to reorientate the discipline within the overall
internationalisation process and to ensure the discipline is forward looking and proactive.
Many within the discipline have called for improvements in the training of teachers,
particularly in their ability to speak German and in the didactics and methodology of teaching
German.®* One of the first steps Sugitani (1995: 228) suggests is the professionalisation of

%0 Cf. Coulmas 1994: 74; http://www.goethe.de/os/tok/dejpart2.htm (16 June 2001);
http://160.29.11.14/~oubei/mandel/lektoren/institut.htm (25 January 2000), Léhken 2000: 302-315; Aso, Graeb-
Koénneker & Soda 2000; KauBen 2000; Kloepfer 2000b: 262-263.

31 Cf. Kimura 1989: 144; Richter 1989: IV; Koshina 1990: 38; Kohz 1996: 5; Menke & Nord 1997: 4-6; Wollert
1997b: 51; Kloepfer 2000a: 44; Imada 1999: 79-86; Schmidt 1999: 47.

2 Cf. Onuki 1998; Hosaka 1998; Mori 1998: 133-134.

33 (f. Stickel 1973: 16-19; Kutsuwada et al. 1987: 80-82; Brenn 1989a; 204-205, 261; Kusune 1992: 184; Schroder
1997: 168; Mori 1998: 140; Hirataka 1999: 157-160; Tomoda 2000: 143.
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the German teacher training, including training in interdisciplinary teaching theories and the
practical application of these.

The current situation offers a number of opportunities for change and diversification. lkeda
(1999: 23) argues that world trade, world travel, globalisation in general and the worldwide
networking of information offer many opportunities to develop solutions to the hurdies faced
by the discipline. These include the development of ‘niche’ markets, interdisciplinary
programmes and research, an increase in the practical application of German programmes
(through applied projects on contemporary German or European issues, for example), an
increase in LK components with relevance to today’s increasingly globalised world, and an
emphasis on communicative skills in language courses.** A focus on quality as opposed to
quantity through well-designed curricula and programmes would increase the attractiveness
and relevance of the discipline to students.

Bauer (1989c: 219) contends that German cannot remain a subject taught en masse given
the changes in the Japanese education system, society and markets. He calls for a
reorientation of the discipline towards quality programmes as opposed to quantity.®
Okamura (1996: 131-132) too calls for German courses to be developed that meet the
demands of those students who want to be able to utilise their German in later life and
careers:

Der Deutschunterricht soll sich “gesund” schrumpfen (wobei ich “gesund”
nachdrucklich betonen méchte), und trotzdem dabei konkrete Ergebnisse vorzeigen
kénnen, (d.h. die Studenten, die motiviert Deutsch lernen, sollen in die Lage versetzt
werden, wirklich Deutsch zu kénnen.)
Richter (1999a: 763) suggests that integrated programmes are the way to reduce the
German courses offered to the masses to a number of intensive courses offered to a smaller
group of highly motivated students. He contends that the discipline must reorientate its
thinking and discussion towards the opportunities that the changing times offer, rather than
focus on the supposed crisis in Germanistik in Japan.®*® Mori (1989: 23) believes that the
future of the discipline depends on what use and objectives a second foreign language has
in the mass tertiary institutions of today and what role German can play in that education

system 37

There have been an increasing number of attempts and innovations aimed at reforming the
German courses offered at universities and schools in Japan since the 1970s.**® Many of
these have been introduced and attempted by lecturers frustrated at the seemingly

354 Cf. Mori 1998: 135-136; Slivensky & Boeckmann 2000: 34-36; Sugitani 2000: 110-112.

%5 Cf. Brenn 1989b: 263-255; Hohn 1996: 63; Mori 1998: 137-139.

6 Cf. Kutsuwada et al. 1987: 81-82; Reinelt 1996: 80-81.

%7 Cf. Ueda and Takei 1994: 336.

3% Cf. Haasch 1976: 121-126; Ocmai 1978: 20-27: Kutsuwada et al. 1987: 79-80; Nakayama 1989: 140-147;
Takayama-Wichter 1989: 61-62; Ueda 1990: 148-149; Asakura 1992: 35; Shitanda 1993: 713; Brasel 1997: 99-113;
Holzer-Terada 1998: 32-35; Mandelartz 1999: 7-8.
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insurmountable problems and institutional constraints faced by the discipline. Most initiatives
have been introduced only in the 1980s and 1990s as the awareness of the problems faced
by the discipline has grown (Takayama-Wichter 1989: 61).

As in China, innovations within the discipline during the past two decades include:

. The structural redefinition of departments and the subject;

. The development of intercultural courses and programmes;

. The development of interdisciplinary courses and programmes; and
. The modernisation of language courses.

As a result of the restructuring of the Humanities disciplines at some Japanese universities,
some Germanistik departments have attempted to redefine their programmes as
‘German Studies’ rather than as the traditional language and literature programmes.®*®
One of the largest German departments in Japan at Dokkyo University, for instance, now
offers students three possible study programmes: the traditional literature, language and
linguistics, or German art history and philosophy or German history, politics and sociology
(BeiBwenger 2000: 77-78).

Intercultural courses and programmes have begun to be developed in Japan during the
past two decades. One such concept is formulated by Slivensky (1999: 818-820) who
suggests the liberalisation of institutional structures and an open debate about the structure
and profile of the discipline. She (1999: 819-820) says that:

so wie in allen anderen Wissenschaftsbereichen [...] gibt es ungeschriebene
Strukturen, die menschliche Beziehungen und das Verhalten in Organisationen
regulieren.  Allerdings, eine Wissenschaft und in besonderem MaBe eine
Kulturwissenschaft wie die Germanistik steht in der Pflicht, diese Strukturen bewuft
zu machen, sie zu refiektieren und sie auf ihre Zukunftsfahigkeit hin zu tberprifen.

The programmes offered at Tenri University (where the Foreign Languages Faculty was
restructured into a Faculty for Intercultural Studies) are a further example of the development

of intercultural courses. Four streams are offered within the German department (Wakisaka
2000: 124-125):

1. Alltagskultur [...]J; 2. Sprachkultur [...]; 3. Deutsche Geschichte; 4. Deutsche
Gesellschaft. Dementsprechend enthalt nun jeder Studiengang fachdisziplinare
Seminare und Vorlesungen, wahrend eine studiengangsibergreifende Vorlesung
~Deutsche Kommunikation” fir Fachstudierende angeboten wird.

Many, including lkeda (1999: 23), contend that one of the most important tasks of and
opportunities for the Germanistik discipline in Japan is to facilitate the understanding of the
German-speaking cultures in a deeper manner in order that the Japanese “[sich] selbst und

Europa neu entdecken und damit im wahren Sinne Schwellen iiberschreiten [...] kénnen.”**°

39 Cf, Takahashi 1990: 65-66.
30 cf. Watanabe 1989: 50; Kloepfer 2000a: 51-52.
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Toyama (1997: 50) describes how the teaching of modern literature (as opposed to the
traditional literary canon taught in Japan) can be very productive and teach the students to
compare the two cultures.®®' Toyama (1997: 53) contends that the problem of students’
relatively low standard of German can be circumvented by selecting literary materials that
contain a modern issue students are interested in. Texts by the contemporary German-
speaking authors, such as Grass, Walser, Reich-Ranicki, Ossowski, Seligman and
Honigmann, are particularly suited as their works reflect German history.

Reichert (1999: 824) believes that the Germanistik discipline could and should teach the
prerequisites for successful international relations (i.e. “Fremdsprachenkenntnisse,
Kenntnisse der kulturellen Besonderheiten, Aufgeschlossenheit gegeniber anderen
Denkweisen und Lebensanschauungen”):*2

Meiner Meinung nach solite das Fach Deutsch als eines von vielen
Fremdsprachenfachern den Studenten nicht nur Einblicke in die deutsche
Gesellschaft verschaffen, sondern die Studenten zugleich in einen anderen
Kulturkreis, den Europaischen, einfiihren.

To achieve this Reichert (1999: 824-826) lists nine aims intercultural courses should have:

. An understanding of culturally and socially determined patterns of behaviour (e.g.
the importance of shaking hands as a greeting in Germany);

. An understanding of the interaction between language and social variables (e.g.
what greetings one uses in formal and informal situations);

. An understanding of the conventions in everyday situations (e.g. meeting someone’s
gaze when shaking their hands);

. An understanding of the cultural connotations of words and phrases (e.g. the use
and meaning of idioms or terms that might have another meaning in the other
language);

. The ability to analyse statements about a society (e.g. smiling in Germany at
strangers is rare, but in Japan one greets everyone with a smile);

. The ability to research topics independently;

. To have an interest in other cultures and a positive attitude towards foreign cultures;
. The ability to recognise the influences of other cultures on one’s own culture; and

. An understanding of human similarities and the ability to resolve disputes peacefully.

To contend with the challenges faced by the discipline, Timmermann (1999: 484-487)
suggests the inclusion of components of the Germanistik discipline in interdisciplinary
programmes (such as European Studies) and the offering of degree programmes that
include an applied component (such as a Germanistik programme that includes training in
translation and interpretation).  Slivensky (1999: 818-820) also suggests promoting

%! Cf. Hieber 1991: 186.

%2 Cf. Ezawa 1975: 279; Kutsuwada et al. 1987: 81-82; Brenn 1989a: 205; Feldt 1989: 154; Watanabe 1989: 54-
55; Ueda 1990: 149-150; Kusune 1992: 183-185; Coulmas 1994: 71-72; Christ-Kagoshima 1996: 77; Nakamura
1996: 53; Reinelt 1996: 82-83; Takei 1996: 128; Sambe 1999: 49; Kloepfer 2000a: 51-52; Wakisaka 2000: 121-122.
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interdisciplinary programmes and research and reducing the competitive thinking between
related disciplines.®®® There is (and has been) much discussion of reform suggestions “die
auf Interdisziplinaritat und moderne Formen des Fremdsprachenunterrichts zielen” (Richter
1989: lIl-1V), particularly in the planning of curricula for the new departments, institutes and
faculties established. = Some of the leading universities have already introduced
interdisciplinary German Cultural Studies or European Studies programmes and the DAAD
has increased its support of specialist Lektorinnen in Law and Social Sciences (Kloepfer
2000a: 52).

Sugitani (1995: 215-216) describes the introduction of ‘International Studies’ (comprising
English conversation, LK and a second foreign language) as a subject in some high schools
and the development of a model of ‘International Understanding’ for primary and middle
schools as an indication of the increasing interest in foreign cultures in Japan. She argues
that the development of such courses and the growing interest in foreign languages and
foreign cultures reflects changes in the social and economic environment of Japan through
the internationalisation process. As an example Sugitani (1995: 216) cites the fact that one
third of the 1099 Japanese joint ventures or trade representations in Germany were
established after 1989.

Reinelt (1999: 919-922) believes that the relevance of German (particularly in combination
with subjects such as medicine) should be promoted, and that cooperation with other foreign
languages would be one way of improving the content and structure of the discipline in
Japan.® Richter (1999a: 756-757) argues that the opportunities for German lie in
identifying the areas where German remains an important language in Japan and developing
interdisciplinary programmes that target these areas, such as the Keio University model for

students of Law and Social Sciences.*®®

Richter believes that the Germanistik discipline
could have a bridging function between the two cultures (similar to that in China) by
increasing and promoting the number of exchanges and study trips, contact with native
speakers and German organisations, amongst other things.**® Study trips, which until
recently were mainly privately funded, are increasing in popularity and are becoming
regarded as an integral part of the study of German. As a result government or university

funding of these is increasing.®’

%3 Cf. Reinelt 1999: 920; Résler, Boeckmann & Slivensky 2000: 19-20; Sugitani 2000: 110-112.

%3 of. Tsuiji 1987: 138; Kutsuwada et al. 1987: 81-82; Aizawa 1996: 166-168; Hirataka 1999: 157-160.

%5 Cf. Kutsuwada et al. 1987: 81-82; Ueda 1989: 35; Bauer 1989a: 193, 200; Mishima 1990: 134-139; Ueda 1990:

149-150; Sambe 1996; Sugitani 1996: 119, 126-127; Timmermann 1999: 484-486; Richter 2000.

% Feldt (1989: 154) describes this bridging function, saying that:
eine Fremdsprache nicht allein als Fremdsprache gelernt wird, sondern daB sie als Vehike! verstanden
wird, andere Kulturen kennenzulernen, sich mit anderen Verhaltensweisen, anderen Denkweisen und
Lebensgewohnheiten vertraut zu machen.

*7 ¢f, Nakayama 1989: 144-145; H6hn 1996: 169; Grunewald 1999a; Slivensky & Boeckmann 2000: 33; Sugitani

2000: 110-112.
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Sambe (1996; 197-206) describes the development and concept of the German programme
for students majoring in Law or Political Science in the Law Faculty at Keio University, an
example many other Japanese universities are beginning to follow.2®® This was introduced
after the effects of the 1991 reforms and the curriculum changes in 1993 at Keio University
itself began to become evident. The new programme comprises the major subject (Law or
Political Science), foreign languages, Humanities and Social Science subjects and a number
of papers, which the students choose themselves (including foreign languages, Law, Political
Science, Science, subjects from other faculties and sport). The old curriculum comprised the
studium generale, the major subject and foreign languages (Sambe 1996: 199-200).

Characteristics of this programme include intensive language classes for three years (four
periods, each 90 minutes long per week);*®°® the use of computers and audiovisual
equipment in classes, cooperation between lecturers from different disciplines and an
‘Introduction to Area and Culture Studies’ course taught by the language teachers. The
students learn in small classes (of circa 20 students in the language classes) and have more
freedom of choice in how they design their own programme of study. The overall aim is to
ensure students are competent to use their language and cultural skills in their later careers
and are (Sambe 1996: 198-199):

mehr oder weniger in der Lage [...], die beiden Kulturen, namlich die japanische und
die deutsche, unmittelbar zu Uberbricken, das heiBt, daB sie letzten Endes eine
gewisse ,Kommunikationsféhigkeit auf relativierter Kulturbasis* beherrschen kénnen.
[...] Die ,Uberbriickung beider Lander* [...] kommt nur dadurch zustande, daB
solche kompetenten Studienabganger ausgebildet werden.
As part of this programme, students in the third and fourth years of study have the
opportunity to visit a German-speaking country in the summer, which includes a four-week
language course and undertaking an individual research project. The successful completion
of such a project gives the students an opportunity the following year to apply for an external
(to the university) scholarship which would allow them to study in a German-speaking

country for a longer period of time (Sambe 1996: 203-204).

The area studies courses aim to motivate beginners to continue with their language learning
and to give those learning a foreign language the basics of LK as it relates to the relevant
country or countries (Sambe 1996: 204-205). *° In 1995/1996 courses on America, Great
Britain, the German-speaking countries, France, Russia and Eastern and Middle Europe
were offered. Sugitani (1989: 225-228) believes LK courses can contribute to international
understanding and the learning of languages by, for example, helping to prevent some

common misunderstandings between German and Japanese speakers.

%8 Cf. Mandelartz 1999: 7-8; Mandelartz & Yamamoto 1999: 11-12; Slivensky & Boeckmann 2000: 33-34; Richter
2000.

%9 Cf. Richter 2000.

%% Cf. Aizawa 1999: 146-153.
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Mandelartz and Yamamoto (1999: 12) describe the attractiveness of the programme as
being the combination of the desire to learn German, career prospects, flexibility in
programme planning, sufficient staffing levels and modern technological equipment.
Although there are still a number of problems including the lack of suitably qualified teaching
staff, the compilation of suitable teaching materials and the production of a textbook, the
reluctance of other foreign language departments to adopt such a programme and the
ideological and financial support of the university, the German department hopes that it can
be expanded and improved.

Although an increased emphasis on LK or area studies within such programmes is called for
by many within the discipline,””" Grunewald (1999b: 774) says that LK remains the poor
cousin of literature in Japanese Germanistik programmes. He contends that language
teaching in Japan was and is regarded as the rote learning of language structures and
vocabulary:

Die tieferen Grinde sind m.E. in der religids-philosophischen Lerntradition, im
politisch-gesellschaftlichen Herrschaftssystem sowie in der lange Zeit geltenden
Funktion der Fremdsprachen in Japan zu finden [...] Ein weiterer Grund, der zur
Vernachlassigung der Landeskunde beigetragen hat, ist sicher auch die Tatsache,
dass es bis vor 15 bis 20 Jahren fir die meisten Japaner und Japanerinnen sehr
unwahrscheinlich war, dass sie jemals nach Deutschsland fahren wirden.

Although the situation has changed drastically, this development has not had a marked

effect on the methodology and didactics used to teach German in Japan.*? One major

problem with discussion of contemporary issues in German in Japan is the students’

relatively low level of language competency. Grianewald (1999b: 778-781) says that the

content of courses in LK must be adapted to the parameters unique to the host country and
that the topics must be contemporary issues and events. For example, discussion of the
anniversary of the fall of the Berlin Wall and the differences between the East and West
states and a comparison of the roles and status of women in Germany and Japan could be
introduced into language (and other) courses. Richter (1999a: 758-760, 2000: 189-190)
gives examples of applied research projects his students have undertaken, including topics
such as politics and economics in the European Union, and the use of state symbols (e.g.
flags and anthems) in Japan and Germany. Through these projects the students obtain a
deeper insight into the similarities and differences between the two cultures, as well as
making contacts and developing skills, which could assist them in later employment.

Increasingly there have been calls for the modernisation of language courses and the
emphasis of German language courses to be on the spoken language rather than on
grammar and translation skills, particularly as pupils wish to be able to communicate in the

3" Ct. Wierlacher 1980c; Schubert 1989: 33-38; Christ-Kagoshima 1996: 77, Sambe 1996: 205; Takei 1996: 128;
Aizawa 1999: 146-153.
%72 Ct. Mishima 1990: 133.
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internationalised market.*”® Sugitani (1995: 216) regards the fact that the ability to speak a
foreign language is increasingly being called for as a teaching objective as an indication of a
change in the orientation of and the attitude towards the teaching of foreign languages.
Particularly the native German-speaking teaching staff are critical of the lack of emphasis on
the spoken language and many of the reform initiatives have been developed by these
staff.*™* One reason for this is that these staff have relatively few restraints placed on their
course planning and development by the curricula and can, therefore, experiment with new
and innovative teaching methods, which they have studied as part of their training in
Germany (Takayama-Wichter 1989: 61-62).

One early attempt to modernise the teaching of foreign languages in Japan was the
introduction in the early 1960s of electronic language centres at two of the most reputable
private universities in Tokyo. These were funded by industry and aimed to provide
graduates with the foreign language competencies required by industry. Ten years later the
government began to fund similar centres at three state universities (Osaka, Nagoya and
Hiroshima) and planned to open a number of others. The advantages of this experiment
included the fact that the foreign language teachers would be in a department of their own,
the number of staff could be increased, the language laboratories were well equipped and
the practical application of language learning could be emphasised. However, according to
Haasch (1975: 231) this idea was not popular with those involved in the teaching of foreign
languages at the time:

Als Nachteile wurde beflrchtet: Forschung und Lehre werden voneinander getrennt,
der  Germanist  wird zum reinen Sprachlabor reduziet  ohne
Forschungsmoglichkeiten, die Unterrichtsgebiete werden begrenzt, d.h. es wird im
Grundstudium [...] an der philos. Fakultdt nur noch englisch, franzdsisch und
deutsch unterrichtet statt wie bisher auch Philosophie, Geschichte und Literatur. Es
werden nur noch Fertigkeiten eingedrillt, aber keine geistigen Impulse mehr
vermittelt.
Other early initiatives included the establishment of the Japanische Deutschlehrerverband in
1971 and the seminars organised by the Goethe-Institut in Tokyo in 1972 and 1975, which
were the beginning of the discussion of and research into didactics and teaching
methodology. However, because German teachers in Japan are not trained as teachers,
they have limited knowledge of didactics and methodology, so little actual change has
occurred.®”® By the late 1990s, however, Slivensky (1999: 817) says that didactics had been

36 |n 1992 a biannual didactics

introduced in a small way into Germanistik programmes.
seminar was launched in conjunction with the Goethe-Institut in Tokyo and the
Germanistenverband. The 1992 seminar dealt with the biological foundation of learning and

the learning process, and the 1994 seminar with the planning of curricula (Sugitani 1995:

373 Cf. Brenn 1989a: 205; Takayama-Wichter 1989: 49, 58, 68-69; Takei 1996: 128; Hohn 1996: 63-71; Boeckmann
1998: 56-57.

374 Cf. Feldt 1989: 153-170; Takayama-Wichter 1989: 61-62; Lange 1996b, 1997: 124-127; Timmermann 1999:
484-487.

%5 Ct. Haasch 1975: 229; Asakura 1992: 35; Sugitani 1995: 220-222; Ueda 1997: 53.

¥ Cf. Nakagawa 1999: 911-917.
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224). The 2000 seminar focused on intercultural learning.®”” However, the definition of what
didactics is or should include varies.

There has increasingly been pressure on teaching staff to introduce courses aimed at
teaching students German communication skills. Mandelartz (1999: 8) says that the
increasing number of German textbooks (such as the development by a working group of the
JDLV of a minimum vocabulary list®) and the increasing cooperation and consultation
between the German and Japanese teaching staff is an indication this is gradually beginning
to happen. Terada (1996: 110-114) outlines changes to courses at Hokkaido University
aimed at reducing the number of different teachers teaching the various parts of the courses
and at increasing the cooperation and coordination (of textbooks, teaching materials and
grammar taught, for example) between those teachers. Reinelt (1996: 79-87) describes
developments in the German curricula of universities in Japan, including one course he
teaches, in which he attempts to give students a simple yet multi-faceted introduction to
German as a second foreign language as well as an insight into the countries in which
German is spoken. Several native German-speaking teaching staff have introduced German
communication methods into their teaching as a means of introducing the Japanese students
to the German way of greeting others. For instance, by shaking hands as part of the
greeting when the students enter the classroom (Gunske von Kélin 2000: 122).

Holzer (1996: 89-103) describes three experimental language courses at Hokkaido
University introduced in 1995, each with an average of 25 to 35 participants (due to the
drastic decline in the numbers of students enrolling in German as a second foreign
language). Characteristics of these courses included a different approach to and emphasis
on the teaching of grammar, reading and translation, the learning of vocabulary, using
German as the main language of teaching,®”® homework exercises that build on the material
already covered and learnt in class as opposed to the usual preparation of unknown
materials required of students in Japan, the use of many different media and methods of
working and the teaching of learning and working techniques as part of the language
courses. The positive results of these courses included the fact that the students
increasingly participated in class discussions and activities and their motivation to learn
German appeared to increase (Holzer 1996: 101-102).

Other initiatives introduced include the use of international language proficiency
examinations (such as the Osterreichische Sprachdiplom Deutsch) and certificates to
increase the motivation and resulting communicative competencies of the students (Oswald
1999: 87-98); and the use of various forms of media (including international television news,
newspaper and magazine articles, statistics and cartoons) to introduce comparative

%77 Cf. http://wwwsoc.nacsis.ac.jp/jgg/dokubun/seminar/375499ab.htm (18 January 2000).

%8 Cf. Asakura 1992: 23-49.

9 Many foreign language courses in Japan are taught in Japanese, thereby reducing the contact with the foreign
language to almost nothing (Holzer 1996: 97).
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exercises and global topics into language lessons (Reichert 1999: 169-176).3° Hayakawa
(1994: 296) describes the introduction of the Diplom Deutsch in Japan (DDJ), a nationally
recognised certificate of attainment students can attain by sitting an examination. (There is,
however, criticism of this certificate as it tends to focus on grammar.) Takayama-Wichter
(1989: 62, 121-122) lists some of the changes, including the development of intensive
courses outside of the prescribed programmes of study, holiday seminars for teachers and

students at which the spoken language and communication skills are emphasised and inter-
university seminars and intensive courses.*®'

In 1988 the Japanese Verband der Deutschlehrer an Oberschulen was founded to research,
develop and promote the communicative methods of teaching German and to develop new
and innovative curriculum ideas (ltoi 1994: 219). The 1989 and 1991 reforms of foreign
language curriculums called for an increase in the emphasis on communicative teaching
methods and have resulted in a number of so-called communicative textbooks being
developed (ltoi 1994: 210; Slivensky 1995: 339-340). However, Boeckmann (1999: 854)
says that in Japan the traditional forms of interaction in the classroom are dependent on the
traditional learning objectives and, therefore, must change if the learning objectives are to be
changed. He (1999: 854-855) believes that changes in the way German is taught are
urgently required and that:

‘Hilfe zur Selbsthilfe’ durfte ein kulturiibergreifendes didaktisches Ziel sein, das im

Westen wie im Osten anerkannt wird und dem gerechtzuwerden eine immer neue

Herausforderung fir uns Lehrende bedeuten sollte.
New teaching and lesson concepts, particularly those that emphasise the students’ receptive
abilities are necessary according to Gunske von Kolin (2000: 101-102,119-124). She
maintains that students should be given the opportunity to learn information through
challenging course content that will be useful in their later life. She calls for new and
authentic teaching materials and textbooks to be used,*®? for a greater emphasis to be
placed on autonomous learning and for students to be given the opportunity via the internet
to have contact with native speakers. In addition, Gunske von Kélin (2000: 122) believes
that not only the learning of the German language must be concentrated on, but also an
(comparative) analysis of the target culture must be emphasised.*®® Meuthen (1989: 51-53)
stresses the need to develop a personal, interactive (however difficult that might be!)
atmosphere in the classroom, particularly if the class is relatively small. Hofmann (1992: 64-
65) describes her attempts to improve the communication skills of her students by having
them role play dialogues in groups, encouraging group and partner exercises and having

%0 ¢ Dillmann 1989a: 113-136, 211-246; Gehrmann 1999: 99-111; Schiedermair 1999; Sugitani 2000: 113-114.
%' Cf. Wakisaka 2000: 127-128.

%2 of, Meuthen 1989:52-53; Brenn 1989a: 204, 1989c: 261; Ueda & Takei 1994: 336; Slivensky 1995: 342-346,
352-354; Aizawa 1996: 170; Boeckmann 1998: 55-56; Oswald 1999: 95.

%3 Cf. Hohn 1996: 64-66.
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them write homework about their dreams and aspirations, their families and student life, for
instance. 3

Many believe that videos, computers, CD ROM programmes, email and the internet could be
utilised to improve the standard of German language competencies students have and to
give students an accurate and diverse idea of modern German life and culture.®®® In
particular, the use of computers outside of university or in a computer room could be used to
compensate for the lack of teaching hours allocated to German. There are, however, at
present relatively few online German courses available in Japan as compared with in
Canada and the US.**® Kuriyama (1999) outlines an internet programme for use in teaching
German to Chinese, Japanese and Korean students. This programme gives students the
opportunity to develop all four language skills (listening, speaking, writing and reading), to
repeat the material as often as necessary and to obtain feedback from the test section
immediately.

Brenn (1989a: 204-205) believes the university German departments could learn from the
relatively attractive and successful language courses offered at the Goethe-Institut, and that
the apparent demand by students for communicative courses must be taken into account in
any reform plans. Brenn (1989b: 253-255) recommends a number of changes including the
introduction of a specific degree programme (or component of a degree) for teacher training;
redefinition of the way in which language courses are included in German Studies
programmes; development of appropriate textbooks and teaching materials; research into
what can be taught and which abilities should be prioritised given the few teaching hours

387

available;™’ the introduction of a national certificate at the end of the initial two years (when

most stop learning German) to give some value and purpose to the study of a foreign

language;*®®

the possibility of working together with other foreign language disciplines and
Germanisten from other countries; the coordination of the different reform groups and
projects, and discussion about what a communicative language programme actually

entails.3®°

Yoshijima (1996: 52) says that the 1991 reforms of the foreign language programmes and
education system mean that the often suggested “gesundes Schrumpfen” (“healthy
shrinking”) of the Germanistik discipline can be realised within the framework of the
education system. For instance, the introduction of intensive second foreign language

34 ¢t Boeckmann & Slivensky 2000: 171-175.

%5 Cf. Meuthen 1989: 52; Ueda & Takei 1994: 336; Lange 1996b, 1997: 124-127; Lenzko 1999: 895-900; Tabata
1999: 886-894.

%6 Cf. Gellert 1999.

%7 Cf. Ueda & Takei 1994: 336.

%8 Cf. Hawakawa 1994: 295-299.

%9 Cf. Tsuiji 1987: 138; Kutsuwada et al. 1987: 81-82; Aizawa 1996: 166-168; Hirataka 1999: 157-160; Reinelt
1999: 919-922.
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courses allows the motivated students two or three times as many teaching hours as the
other courses.>*

A survey by the JDLV in 1998 found that since the introduction of the 1991 reforms circa 90
percent of universities had introduced new curricula for the teaching of foreign languages. In
addition, new study programmes and faculties had been introduced in many universities. No
matter what the various names these institutions and programmes have, the term
‘intercultural communication’ has become an ever-present term (Slivensky 1999: 818).
Despite this the Germanistik discipline in Japan has not been particularly enthusiastic about
this development and few interdisciplinary or intercultural programmes have been
introduced. Some contend that attempts to improve the effectiveness of the teaching of
German have been rather ineffective. While there has been discussion about the
communicative method of teaching languages, this has not had much influence on teaching
methodologies in general, especially given the large class sizes and the tendency to simply
introduce banal exercises from everyday life as communicative lessons (Kutsuwada et al.
1987: 79-80; Hieber 1991; Ueda and Takei 1994: 329-332). A study carried out in
1997/1998 by the JDLV found that many teaching staff do not consider German to be of
much value and also do not believe it will continue to be part of the curriculum! (Sambe
1999: 48)

Slivensky (1995: 339, 1999: 818) found that the lack of teaching staff trained in foreign
language didactics and methodology (and the relative isolation of those who are) means that
few constructive reform suggestions are able to be developed. Ueda (1990: 141) too says
that despite sporadic and individual attempts to ensure the survival of the discipline and to
improve the teaching methods used, little improvement has occurred. Those who have
developed innovative programmes or courses have given much of their own time and energy
with little concrete change due to the traditional structures within the universities.**' Ammon
(1992: 214-216) believes that many in the discipline still need to be convinced of the
necessary changes and the opportunities, which the current situation of German in Japan
provides. He contends that the number of students and teaching staff will continue to
decline until reforms are implemented in the discipline and the programmes offered reflect
the demand for German in Japan today.

Reinelt (1999: 919-922) believes that the foundations for change in the discipline have been
laid during the past decade. For example, the number of articles and conference papers on
practical aspects of German at the regional and annual conferences has increased
dramatically and such topics are now being discussed and researched in various academic
groups, such as the Japanese Association for Language Teaching (JALT). Mandelartz and
Yamamoto (1999: 13-14) see the current situation of the discipine as an opportunity for the

30 ¢f. Kutsuwada et al. 1987: 75-82; Ammon 1992: 213-214; Mandelartz 1999: 8; Richter 1999b: 113-123.
' Cf. Hieber 1989: 71-72, 85-86; Mishima 1990: 136; Timmermann 1999: 481.
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discipline to change. They believe that working together with the other foreign language
disciplines in a kind of a political alliance to improve the status and value given to foreign

languages, particularly in schools, could improve the predicament German is currently in.

Many within the discipline in Japan believe that it is high time the Germanistik discipline in
Japan found its own niche and developed programmes in accordance with the parameters
unique to Japan rather than following too closely the trends and developments of
Binnengermanistik.** Since the 1980s there has been increasing discussion about an ‘East
Asian Germanistik’, and an increasing number of examples of cooperation and exchange of
ideas and solutions with Japan’s neighbours and the Germanistik discipline internationally
have developed. These include, for instance, the first symposium of Korean and Japanese
Germanisten held in Seoul in 1989, the /VG Congress in Tokyo in 1990, the Chinese-
Japanese Symposium in Peking in 1990, the Asian Germanisten conference, Literatur im
multimedialen Zeitalter — Neue Perspektiven der Germanistik in Asien, held in 1997 in Seoul
and the 1999 Asian Germanisten conference, Schwelleniberschreitungen, held in Fukuoka,
Japan (Koshina 1997: 7-8; Kloepfer 2000a: 52-53).3%

32 of, Minamiozi 1987: 3-5; Kino 1987: 15-16; Takahashi 1989: 66-67; Wollert 1997b: 51.
33 Cf. Kutsuwada 1992a: 133; Schmidt 1996: 29; Kaufmann 1998: 498-500; Richter 2000: 191-192.
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.3 German in Korea.
I.3.1 Introduction.

The history of German in Korea®* is approximately 110 years old and the development of
Germanistik in Korea is closely entwined with the political, social and educational history and
development of the country (Lie 1984: 35, 1987: 83; Hann 1984: 307; Yang 1997a: 55). This
development has at times been difficult given the historical circumstances, making the
discipline’s achievements are all the more significant (Rhie 1987: 35). It is perhaps surprising
how much German is taught in Korea and how many points of contact exist between Korea
and Germany. For instance, one often hears German folk songs or German music on the
radio, television and at concerts. Pictures of German landscapes are often displayed in hotel
lobbies. Many German words are part of the Korean pub and café scene (Adelhoefer 1996b:
17; Lie 1999). Most significantly and in contrast to China and Japan, German is taught not
only at universities, but also in high schools and other educational institutions.

Korean history of the 20™ century has been influenced and shaped by foreign, particularly
western influences, although often indirectly through the Japanese dominance and
occupation of Korea (Choe 1991: 95-96; Koch 1996: 13-14).3% While the impact of the
Japanese occupation changed the Korean tradition of and its image of education, Confucian
values and beliefs still dominate most aspects of life in Korea, in particular the education
system. This conflict between the traditional and the modern values is reflected in the
contradictions, which exist in the education system and in the educational reforms during the
past two decades (Schmidt 1996: 29; Koch 1996: 13; Nellen 1989: 9-10).

The Republic of South Korea was founded in 1948 and within a few decades had changed
from an essentially agricultural country to one of the most highly industrialised countries.
Korea has a population of approximately 43 million and a very low population growth rate
(Koch 1996: 49-50). According to some, the high level of investment in education and
industrialisation in South Korea has not only been due to economic reasons but also to put
communist North Korea to shame (Koch 1996: 58).

Wollert (1996: 44) describes the effect that the rapid industrialisation has and continues to

have on Korea, its education system and the foreign language disciplines in particular:

Die Globalisierung Koreas wird mittelfristig das gesamte Erziehungssystem und vor
allem die Fremdsprachenphilologien betreffen und sie zu Anpassungen und
Veranderungen zwingen.

4 For the purposes of this study ‘Korea’ refers to the Republic of South Korea.
%% Cf. Zimmer 1996: 83-84; Tak 1999.
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During the past fifty years Germanistik has been a relatively popular and institutionalised
subject so the discipline has not had to concern itself with the questions and challenges it is
now faced with (Rhie 1997b: 12; Yang 1998b: 1). The government's strong push for
globalisation should have allowed a diversification and strengthening of foreign languages,
however, the status of English as the world language (and as the first foreign language in
Korea) has strengthened even more and the status of second foreign languages has actually
declined during the globalisation process (Rhie 1997a: 12-13, 1997b: 12). According to
Yang (1998b: 1), this is because the languages (and Humanities as a whole) have been (or
are being) gradually and systematically replaced by those subjects an increasingly
pragmatically orientated society and education system requires.

The dissolution of the Soviet Union and other changes in world political powers, as well as
Korea’s increasing relations with Japan and China have resulted in a limited diversification of
the second foreign languages, for instance, the introduction of Spanish and Russian and the
increasing numbers learning Japanese and Chinese. The increasing relations between
Korea and the German-speaking countries during the past two decades should, logically,
have led to an increase in the demand for German. However, as in Japan the dominance of
English and the diversification of second foreign languages has led to the status of German
being eroded (Rhie 1997a: 12-13, 1996b: 12; Paek 1999: 21). To understand the current
situation of German in Korea, one must understand the cultural historical and current
institutional parameters within which the discipline functions.®

I.3.2 Foreign Languages in the Korean School System: With a Particular
Emphasis on German.

I.3.2.1 The introduction and development of foreign languages in Korea: a historical
perspective.

The Korean education system was primarily influenced by Chinese culture, traditions and
ideals until the end of the Yi dynasty (in approximately 1910) (Rhie 1997b: 8, 1999: 62-68;
Koch 1996: 20ff). The earliest foreign languages in Korea were Chinese and Japanese,
which were taught and learnt for the practical purposes of translation and interpretation. In
the latter part of the 19" century and under the increasing influence of Japan and other
Western powers, Korea began to open up to the rest of the world and the European
languages started to be introduced. In 1884, for example, a translators’ school was founded
and mission schools followed (Rhie 1999: 68-74). Surprisingly enough the first European
language taught in Korea was English (Kim 1971: 63; Yim 1986: 109-110).

%8 Cf. Yang 1998a: 461.
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The German Reich was one of the European powers that sought diplomatic and trade
relations with Korea.**’ A trade agreement between Korea and Germany was signed in
1883. Germans, such as Paul Georg von Méllendorf (who was sent to Korea from China to
work in the Korean Foreign Ministry), were influential figures in the establishing of
international relations and in the introduction of foreign language teaching and learning
(Yang 1998a: 462, 1998b: 2; Rhie 1997b: 12-13). Von Méllendorf initiated the founding of
the German School in 1898, which existed until 1910. The main objective of this school was
to train the translators and interpreters required for trade and the diplomatic service (Yim
1986: 109; Son 1999: 566).*° This school was essentially the forerunner of the first Korean
Foreign Language Institute for German. According to Kim (1971: 362), the Koreans also
planned to copy the Prussian war efforts, however, it was more urgent to train quality
translators.

Other institutions and organisations also represented German culture and science in Korea.
Dr Richard Wunsch, for instance, was the personal doctor to the Emperor from 1901 to 1905
and attempted to establish a regional vaccination programme. Franz Ecker established a
Hofmusikkapelle, equipped it with Western instruments and composed marches and festive
music, including the Korean national anthem (Menke 1998: 7).

By 1900 the foreign languages which could be (or were to be) taught and the number of
years of teaching required were regulated by law (Kim 1971: 563). However, due to the
ensuing historical developments, the potentially promising beginning of foreign languages
study in Korea became only a short episode. The teaching and learning of German in the
present form, that is, German as a second foreign language, essentially began during the
Japanese occupation (Rhie 1987: 47; 1997b: 13; Menke 1998: 7-8; Son 1999: 566).

Increasing pressure and influence was exerted on the Koreans by the Japanese after 1904.
During the Japanese occupation of Korea (1910 to 1945) Japan attempted to replace the
increasingly Western dominance in Asia with an Eastern dictatorship and values. Foreign
nationals were forced to leave Korea, although some missionaries were allowed to remain
and to teach in schools where lessons could still be taught in Korean (Menke 1998: 7-8).
Japanese was the compulsory first foreign language during the occupation and English,
French, German and Chinese were so-called Wahipflichtfidcher (obligatory optional subjects)
for students at the general high schools (Lie 1984: 35; Yim 1986: 110; Menke 1998: 8).
While English was usually regarded as the number one second foreign language, German
experienced a high point in popularity as a subject after Japan signed the Anti-Komintern-
Pakt with Germany in 1936. According to Schmidt (1996: 31), the fact that English and
Korean were not taught in Korean schools during the war gave German as a subject time to

attain dominance as the second foreign language and to cement its place in the high school

%7 ¢f. Kneider 1996.
38 Cf. Kim 1971 51-53; Lie 1984: 35; 1987: 83; Rhie 1997b: 12-13; Menke 1998: 7.
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curriculum.®®  For students of Medicine, Law and the Sciences during the occupation,

German was an important and compulsory subject and the numbers learning German

exceeded those learning English.*®

Students learning German received two hours tuition per week compared with five hours
tuition for English. Due to the small number of teaching hours, German and French lessons
concentrated on learning the grammar rules by rote and on the translation of simple texts
(Yang 1998a: 462, 465-466). Rhie (1997b: 13) describes the method used for teaching
foreign languages as the “one-sided Grammar-Translation method” and continues that
foreign language teaching and translation from the original into Japanese (or Korean) were
essentially one and the same. This method of teaching languages remains largely intact in
Korea today (Kim 1971: 53; Nellen 1989: 6).

In general foreign language learning is either regarded as an instrument of education itself or
taught for some specific purpose (such as German for business). Yang (1997a: 56)
contends that in Korea languages were and are frequently studied simply as a means to an
end, that is, as a way of gaining a university degree. The pervading Yang-ban®' attitude
was always in the back of students’ minds. Pupils and students learnt according to the
criteria for the next test or entrance examination. The examination tasks became
increasingly complicated and the competition more extreme. All examinations were written
and consequently only the students’ knowledge of grammar and their translation skills were
tested. Yang (1998a: 462) contends that this attitude and the education system led to a
worsening of the foreign languages competencies of Koreans. An example of this was that
Korean students who went to Germany were regarded as specialists in German grammar,
but they could hardly speak German! (Yang 1998a: 465-466)

The status of German as a foreign language changed after 1945. The Koreans attempted to
remove all Japanese traces from the curriculum, and English became the first foreign
language taught in schools. While German remained the dominant second foreign language
after 1945 (particularly due to the positive image Koreans had of the German culture), this
situation has not remained constant.

One of the many ‘reform’ attempts in relation to foreign language teaching and learning
occurred in the late 1960s, when a Korean government minister visited several African
countries where he realised that the people understood neither English nor German. On his
return he ordered that more French be taught in Korean schools in order to balance out the
relatively high number of pupils learning German.”? German was removed as a subject

®9 Cf. Lie 1984: 36; Rhie 1987: 48.

40 o Yim 1986: 110; Lie 1987: 83; Menke 1998: 8; Yang 1998b: 2.

“' The ruling classes of the Yidynasty were the educated classes or Yang-ban.
“2 Cf. Kim 1971: 54; Chi 1975: 147; Yang 1998a: 463; Rhie 1987: 49.
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from the curriculum at most girls’ schools and French was taught instead. Some German
teachers were forced to teach English or leave their positions completely (Yang 1998a: 463).

A second major change in the position of German was signalled when Japanese was
(re)introduced as a second foreign language in Korean high schools in 1973.“® For many
years the deeply rooted anti-Japanese feelings had hindered this despite the obvious
practical applications of Japanese. However, after a number of years this sentiment had
receded somewhat and the language had become popular because of the opportunities to
utilise it in the professional context. Close and increasing economic ties between Korea and
Japan have increased the importance of Japanese as an economic language (Yim 1986:
110; Rhie 1997a: 12).

In addition, the linguistic similarities between Japanese and Korean mean it is regarded as
being easy to learn. Given these linguistic similarities, the number of loan words from
Japanese which are used in Korean and the fact that it is paramount for pupils in Korea to
obtain the highest possible marks in their final years of school and in the university entrance
examination, it is little wonder that pupils have chosen to learn Japanese rather than a
European language, such as German, as their second foreign language. Many school
directors (who grew up speaking or hearing Japanese) have also advanced Japanese within
the offerings of their schools (Hong 1992: 78; Yang 1997a: 56). Korean students also have
regular access to the Japanese language in the travel agencies, department stores and
hotels, where one hears English and Japanese. The rapid increase in the number of pupils
and students choosing to learn Japanese as a second foreign language during the past two
decades continues to threaten the position of German (Lie 1984: 35; Rhie 1987: 50).

Chinese was (re)introduced as a second foreign language in the 1980s as economic and
diplomatic relations with Korea’s neighbouring countries have normalised and increased
(Yang 1998a: 463). During the Cold War Chinese as a second foreign language was of
minimal importance. However, since the development of diplomatic relations with China,
bilateral political and economic relations between Korea and China have expanded rapidly
(Rhie 1997a: 12). This expansion has resulted in a dramatic increase in the demand for all
things Chinese. The language policies of the South Korean government in the late 1980s
also promoted relations with Latin American and African nations. Spanish and Russian were
added to the high school curriculum as second foreign languages in 1992 (and from 2002
Arabic is to be taught in schools as well) (Lie 1987: 84-85).

The introduction of more second foreign languages has inevitably led to competition between
the languages over the past 50 years. One indication of this is that the number of foreign
language teachers has increased dramatically, more than doubling between the mid 1970s

“% |t would appear from some sources that some schools taught Japanese and Chinese during the 1970s before
these were officially (re)introduced (Nord 1997: 48).
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and 1980s (Rhie 1987: 50; Yang 1997a: 56). In 1996 there were circa 1270 German
language teachers at both the general and vocational high schools in Korea with circa 10
480 English teachers, 1560 Japanese teachers, 800 French teachers, 200 Chinese
teachers, 50 Spanish teachers and 10 Russian teachers (Rhie 1997b: 15-16; Yang 1997a:
55-56). This was a dramatic increase in foreign language teachers from the early 1980s,
when there were approximately 6120 English teachers, 780 German teachers, 320 French
teachers, 440 Japanese teachers, 10 Chinese teachers and only very few teachers of
Spanish (Lie 1984: 36). In the early 1980s only 572 of the 1729 schools (both general and
vocational) offered two or more second foreign languages in their programmes. However, by
1996 approximately 1160 of the 1880 high schools throughout South Korea offered a second
foreign language and 573 offered two second foreign languages (Yang 1997a: 55-56).

Structural changes in the curriculum prescribed by the Ministry of Education (MOE) have
also impacted on the development of foreign languages and the situation of German in
Korea. Up until 1985 students could choose between the six foreign languages offered by
schools (although not all schools offered all six). English has been the compulsory first
foreign language since 1986. The numbers learning second foreign languages in 1986,
1992 and 1996 were as follows (Rhie 1987: 49, 1997b: 17, 1997¢c; Hong 1992: 78):

1986 1992 1996
Japanese 297 235 932 193 802 654
German 278 660 653 488 522 273
French 107 931 368 705 318 885
Chinese 15 879 52 730 85 438
Spanish 13 816 22 328 14 812

The expansion and diversification of second foreign languages parallels the general
development of the education system in Korea (Rhie 1987: 50). However, the increasing
numbers wanting to learn a foreign language have also meant an increasing number of
problems, including large class sizes, a decrease in the number of teaching hours per

subject and a lack of language laboratories and suitable teaching materials.***

Despite the dominance of English and the rapid increase in the number of those learning
Japanese, German remains surprisingly popular. It was not until the mid 1980s that
German’s position as the dominant second foreign language was overtaken by Japanese
(Rhie 1987: 50). German remains an important language for those studying Law, although
English is now the important language for those studying Medicine and the Sciences (Yim
1986: 110; Lie 1987: 83; Menke 1998: 8; Yang 1998b: 2). According to Yim (1986: 111),
German remains an important cultural and academic language. One example of this he
cites is the number of students and academics who want to undertake further study at
universities in the German-speaking countries.“”®> Also the importance of the FRG is

increasing in economic circles, so German could be needed in the future as an economic

404 Cf. Chi 1975: 144-146; Song 1989; Koch 1996: 61, 117, 131-132; Manke 1996: 26; Nord 1997: 46.
45 Cf. Lie 1984: 36.
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language. In 1955 diplomatic relations between the FRG and South Korea were established
as were relations between the GDR and North Korea (Menke 1998: 8). Today the FRG is
Korea's third largest trading partner after the US and Japan (Koch 1996: 97).

The popularity of German as a foreign language in Korea may be evident in the fact that
German is offered at numerous high schools and circa 70 universities, but the numbers are
only one factor impacting on the discipline (Menke and Nord 1997: 3-4). The Korean
government has encouraged globalisation during the past three decades in particular.
Globalisation in Korea, however, is often regarded as ‘Americanisation’ and English is the
only language promoted in any way. Historically Korea relied on the US and it is only
recently that the government has begun to re-orientate itself towards its Asian neighbours
(Rhie 1987: 35). Menke and Nord (1996: 3) too warn that appearances are deceptive as the
government's one-sided approach to globalisation has resulted in English becoming ever
more dominant in many aspects of life in Korea. Many believe that learning English will
guarantee a prosperous future, that it is a guarantee of economic and academic success.
The subsequent demands on and the structure of the Korean education system have
created conflicts between the need to become internationally competitive and the Confucian
education and social ideals. An example of this conflict is that ambitious parents attempt to
have their pre-schoolers learn English, and high school pupils attend private institutions
before and after school to learn English and, therefore, attain better results in the entrance
examination (Menke and Nord 1997: 3).

11.3.2.2 Changes and reforms in the Korean school system since 1945.

During the Yi dynasty (1392 to 1910) the leading classes focused on the study of Chinese
works. Confucian traditions and values served as an example to the people and were the
mainstays of social order. Education was one way to achieve social standing in this
hierarchial society (Koch 1996: 14; Rhie 1997b: 8; Yang 1998b: 4). During the Japanese
occupation (1910 to 1945) the Japanese exercised strict control over the Korean education
system. Many Confucian institutions were closed as the Japanese attempted to erase the
Korean identity. It was virtually impossible for Koreans to study at the only Korean
university, the Keijo University in Seoul, and most were forced to study in Japan (Schmidt
1996: 30).

The new education system introduced in 1948 was one the Japanese had developed based
on the European and American education systems, whereby pupils attended primary school
for six years, middle school for three years, high school for three years and a tertiary
institution for a further four years.“® There are general, vocational, science, foreign
languages, arts, sport, commerce and various technical high schools. The high school
curriculum includes Korean, Korean History, World History, Geography and Geology,

4% Cf. Lie 1987: 84; Kim 1993/94: 25; Zimmer 1996: 85; Yang 1998a: 461-462. According to Nellen (1989: 6), this
new model of education system was introduced in 1946.
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English, a second foreign language, Mathematics, a science, practical subjects like Health
or, for girls, Home Economics, and for boys, a form of technical work, Music, Art and Sport.
Depending on the type of school there may be additional subjects (Kim 1993/94: 25-26;
Koch 1996: 54).

Demand for a basic education has increased dramatically since the introduction of the new
education system. In 1945 there were circa 2830 primary schools with circa 1 366 000
pupils, 170 middle schools with circa 80 800 pupils, and circa 300 high schools with circa 40
270 pupils. By 1992 there were circa 4 560 120 pupils attending circa 6120 primary schools,
2 336 280 attending 2540 middle schools and 2 125 500 attending 1740 high schools (Koch
1996: 63-65).

(American) English is taught at middle school (or even at primary school) and continued at
high schools. It is compulsory (Kim 1993/94: 26). The reforms introduced in 1995 require
English to be taught from year three onwards in schools, and second foreign languages from
year eleven onwards (Yang 1997a: 57). In the general and science high schools pupils can
take a second foreign language; in foreign ianguage high schools a further foreign language
is compulsory. MOE guidelines state that pupils may choose between French, German,
Spanish, Chinese and Japanese,*”’ but in reality the school director decides which second
foreign language(s) will be taught and only very few schools actually offer two or more
languages.*® Foreign language high schools are the exception to this norm. Pupils at these
schools receive extra conversation tuition (often from a native speaker or foreign language
assistant) in the first and second foreign languages. Kim (1993/94: 27) believes, however,
that as from the mid 1990s courses in a second foreign language at high schools will decline
due to the new rules governing university entrance timetable and processes. The entrance
examinations are no longer set for one date but rather are to be held within a certain time-
period. This allows the top ranking universities to schedule their examinations at times that
are advantageous to them, but which leave students little time to apply for and sit entrance

examinations at other universities.

There is no equivalent to the German Abitur in the Korean system, but rather a complicated
point system comprising grades attained in school for the past three years, individual
subjects results in the final school examination and grades attained in the entrance
examination. 340 points is the highest possible attainable amount. As universities and
subjects are ranked hierarchically and allocated to students according to points gained, the
better pupils are able to study the most popular subjects at the ‘best’ universities (Nellen
1989: 7). As study places are limited, a high level of competition between final year pupils
has resulted. Koch (1996: 74-76) describes the negative consequences of the high and
often excessive competition placed on high school pupils in order to pass their high school

407 And in the future Russian and Arabic.
8 cf, Hong 1992: 78; Giersberg 1998: 468.
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examinations and the university entrance examination. A further pressure is that only about

one third of those sitting the entrance examinations can pass and be placed in tertiary study
in any given year.*®

1.3.2.3 German in Korean schools.

According to Schmidt (1996: 31-32), German remained the most frequently taught second
foreign language at general high schools until the mid 1990s, while Japanese was the most
frequently taught at the vocational high schools. Menke (1998: 8) found that there were circa
500 000 pupils learning German at high school in 1998. However, Menke and others warn
that quantity is not to be confused with quality. Only very few pupils can actually speak
German well after several years of lessons and their knowledge of area studies is limited.*!°

The curriculum for German in high schools is prescribed, as is the content (Lie 1987: 85).

Hann (1984: 311) outlines the objectives of German courses at Korean high schools in the

1982 curriculum as being:

(a) Pupils should acquire the basic knowledge and elementary abilities of contemporary
High German (Listening, Reading, Speaking and Writing);

(b) Pupils should be assisted to an understanding of the Germans and their culture and to a
furthering of their view of the world, so that they can further develop as individuals; and

(c) Pupils should be able to introduce and explain their own culture and Korea’s current
situation in general in simple German language.*"

These goals are followed by precise directives as to the production of textbooks, the grading
of students’ work and other administrative matters.*'?> The university entrance examination
system is also prescribed by the MOE, but is constantly changing, something which
demotivates pupils who are already under pressure as they have a large number of subjects
to study for.

Many contend that it is not possible to achieve the goals of the prescribed curriculum given
the present situation.*'> Nellen (1989: 12) says that in reality, translation and learning of
grammar rules by rote is the focus of language teaching in schools. And after two or three
years of German lessons (with a maximum of 200 teaching hours) many students can repeat
the declensions and conjugations backwards but cannot formulate a simple sentence in
German. Factors that (both historically and currently) hinder the success of German in high
schools include:

“® ¢f. Hong 1992: 77-78.

419 Ct. Ahn 1989: 351; Giersberg 1998: 468.

"' Cf. Nellen 1989: 11-12; Hong 1992: 78-79.

12 Cf. Chi 1975: 144; Rohs 2001: 5.

413 Cf. Adelhoefer 1993/94c: 39-40; Hong 1992: 78-79; Rhie 1987: 51-52.
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. The lack of motivation to learn a second foreign language on the pupils’ part as
second foreign languages belong to the ‘alternative’ subjects (along with the much
easier Home Economics, for example) for the university entrance examination;

. Most pupils very seldom or never come into contact with Germans and, therefore,
have no opportunities to use their language skills;

. The lack of adequately trained German teachers, who can speak the language well.
Young teachers, who do not have high levels of language competency or training in
methodology and didactics, are sent into schools with practically no preparation, so
the quality of the lessons suffers;*"* and

. The focus of the textbooks used for teaching German in Korea, which tend to include
all the grammar rules.

Given the small number of teaching hours allowed per week, it is very difficult to learn all the
rules. Chi (1975: 149-150) continues that German lessons in high schools are supposed to
include a certain amount of vocabulary, but that this is not always adhered to. Emphasis is
put on the grammar and pupils do not learn the vocabulary or sentence structures necessary
for practical life. A number of questions need to be addressed to improve the textbooks
utilised according to Chi. These include the simplification of the terminology used in
grammar books (as the translations into Korean do not always use the standard German
terms), the amount of vocabulary to be learnt within a given period, and the selection of
vocabulary according to the frequency of usage in everyday life and the examination
requirements. Teachers need to use original texts that depict the social, cultural and

linguistic differences between the two countries in a bilingual and contrastive form.

Rhie (1987: 52) too suggests a number of innovations necessary to improve the quality and
success of German in Korean high schools. These include the development of a teaching
and research group in DaF (especially for Korean German teachers), compilation of a
catalogue of precise learning objectives (e.g. vocabulary, structure, grammar, LK),
improvements in the (further) training opportunities for German teachers, development of
teaching materials, expansion of motivating tools for pupils (such as contact with native
speakers; penpal schemes and exchanges), the teaching of a modern and realistic picture of
German and the inclusion of second foreign languages as an examinable subject in the
entrance examination. Lie (1987: 85-88) calls for an increased emphasis on speaking and
listening skills, reductions in class sizes, and an increase in the number of contact hours to
ensure that the objectives of the curriculum are met. He concedes, however, that this will be
difficult given the political, social and economic factors impacting on the discipline. On the
positive side, Lie (1987: 86-87) says that teachers are increasingly utilising cassettes in
classes and there has been a trend in the more recent textbooks published by the MOE to

4 Cf. Merkelbach 1998: 27-28.
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include easier texts (mostly dialogues) about topics in everyday life and with more emphasis
on pronunciation and intonation.

These factors also impact on university German courses and programmes as the universities
are forced to attempt to make up for the deficiencies of German in high schools, that is, to
familiarise students with a basic knowledge of German language (Hong 1992: 79; Adelhoefer
1993/94c: 40-41). As a result the place of second foreign languages (particularly those with
no perceived application in the employment market) is increasingly questioned in schools
and universities (Manke 1997: 28).

I1.3.3 The Role of Foreign Languages in the Tertiary Sector.

1.3.3.1 Changes and reforms in the tertiary education sector since 1945 and the effect
on foreign language teaching and learning.
Demand for tertiary education in Korea as in China and Japan has increased dramatically
with 1 982 510 students attending the circa 630 tertiary institutions (universities and technical
colleges) in 1992 as compared with circa 7600 students attending 19 tertiary institutions in
1945 (Koch 1996: 68-69). Tertiary education has become almost expected of young people
so as to avoid exclusion from the social structure and employment opportunities.*'® Despite
the fact that the Korean education system has expanded and changed dramatically since the
founding of the Republic in 1948, the so-called Yangban ideology continues to influence
Korean society and the Korean education system (Franz 1983/84: 37-38)."° This is
reflected in the official ranking of the approximately 120 universities in Korea, where the
number one place is held by the Seoul National University (SNU). Many say that a student
who obtains a place at SNU does not need to concern themselves with his or her

professional career.*"’

Koch (1996: 117) describes the function of education in Korea as being in the first instance
to allocate social status and integrate the individual into the social structure or hierarchy.
Some believe that the quality of academic education has been eroded by the Yangban
ideology, particularly as the quantity of students and educational institutions have
expanded.*’® Nord (1997: 45-46) contends that although students may increasingly be
choosing subjects (such as Computer Science, International Law and Economics) for
economic reasons, the most important thing remains the attainment of a degree (preferably
at a top ranking university). Nord (1997: 44-45) maintains that the Confucian values of social
status and the traditional role education has had in Korea, have created difficulties given the

rapid market-driven industrialisation of Korea.*'®

15 ¢f. Lie 1987: 87; Nellen 1989: 7-8; Kim 1993/94: 28-29; Koch 1996: 76, 83-86; Giersberg 1998: 467-468.

416 Cf. Koch 1996: 14, 76; Yang 1998a: 461-462, 1998b: 2-3.

47 Cf. Hann 1985: 119; Anders 1989: 333; Giersberg 1998: 468. Surprisingly Koch’s study (1996: 194) found the
employment chances of SNU graduates of German were no better than those of other universities.

“18 Cf. Timmermann 1999: 483.

“19 Cf. Franz 1983/84: 38.
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Students apply to study at a particular university. Whether they receive a place at their
desired university depends on their achievements in the last year of high school, their final
examination results and their results in the entrance examination (Giersberg 1998: 468).
The level of achievement in Korean, English and Mathematics are most important in the
entrance examinations. Only those with excellent results are allowed to study the most
popular subjects, such as Medicine, Law and Management/Economics.*® Subjects too are
ranked in order of popularity in Korea. Second foreign languages as a subject are one of the
least favoured subjects. Many choose to study German because they did not attain a high
enough point value to study a more attractive subject. However, students would rather study
German at a renowned university than their subject of choice at a small provincial university!
(Giersberg 1998: 468; Menke 1998: 8; Choi 1984, 1991) The ranking of universities and
subjects has led to a feeling of failure for many as they are unable to attend their preferred
university to study their desired subject, yet the ultimate goal of high school education in
Korea, according to Kim (1993/94: 28), is to obtain entrance to the best possible university.

In the past second foreign languages were a compulsory part of the entrance examination
only at SNU. At all other universities the second foreign languages were and continue to be
an optional subject for this examination. Koch (1996: 107-108) believes there is little chance
for German as long as it is not a relevant subject for the examinations. Pupils are only
motivated to learn if the subject was (or is) a required subject for the examination(s) (Hong
1992: 77-78). In 1996 the Koreanische Gesellschatft fur Deutsch als Fremdsprache (KGDaF)
petitioned for the place of German and other second foreign languages to become a
compulsory subject for the entrance examination, but to no avail (Giersberg 1998: 468).

Since the introduction of the new education system in 1948 constant reforms have occurred.
The MOE has carried out several reviews and several complete overhauls of the curriculum
and the teaching and learning objectives. These reforms have continued during the past ten
years. Many of the changes have coincided with changes in the government and have been
made without much thought to continuity or how to combine the newest reforms or ideas with
the recent changes. The key word of these reforms has been ‘globalisation’, although many
in the education sector see this as ‘Americanisation’ (Yang 1997a: 57; Paek 1999: 21).

Schmidt (1996: 35) found that Germanistik in Korea is under pressure from both the content
(that is, the dominance of literary studies) and appeal and from the education policies of the
government. This is the result of the rapid expansion of the tertiary sector in the 1970s and
1980s, ad hoc political decisions and the constant changes and reforms carried out in the
education sector (Schmidt 1996: 36):

% Cf. Choe 1991: 83; Hann 1984: 315,
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l?as ist, wie einer sagte, vor allem ein Resultat der koreanischen Bildungspolitik

ubgrhaupt und der Expansion der Universitaten 1979/80 im besonderen. Diese
Politik ;eichnet sich nicht durch behutsames Plane aus, sondern durch ad-hoc
Erlscheldungen, die von einem Tag zum anderen in die Tat umgesetzt werden
mussen, oft der Profilierung und nicht der Verbesserung dienen, ohne daB iiber die
Folgen nachgedacht wurde und nach dem Motto: Hier ist die Reform, schaut wie ihr

damit zurecht kommt.
Fundamental reforms in the tertiary sector were instigated in 1995 when the MOE
announced its planned university reforms or Hakbuchae. These structural and institutional
reforms were introduced by most universities in 1996, the exception being SNU where
reforms in the Humanities were introduced in 1997.“' Since then all disciplines at all
universities have had to adapt to the ministry’s guidelines.

Part of the reforms aims to give students more choice and responsibility in the selection of
their subjects (particularly in the choice of their major subject(s)) in order to increase their
own motivation and initiative. Additionally, students are supposed to be able to choose and
change subject areas within a particular faculty. To this end the number of teaching hours in
the compulsory subjects has been decreased.”? Until these reforms were enacted, students
were essentially assigned to major in a particular subject. National Ethics was and is
compulsory. The final year of study was and is essentially used to obtain employment,
which is again dependant on the results of work placement tests, the subject(s) studied and,
most importantly, on the university one studied at (Nellen 1989: 8). Part of the reform
process aims to abolish the central university entrance examination by 2001 in order to
compensate for the extreme growth in the tertiary sector and to quash the mentality of
attending renowned universities as opposed to concentrating on the actual subject content.

As part of the B.A. degree students are required to complete courses in compulsory subjects
(English, Korean and Social Sciences), supporting subjects (such as a second foreign
language or a science subject) and optional subjects (such as computer courses). Until the
mid 1990s students had to gain 140 credits during the four-year degree. Almost half of the
required credits (50 to 71) had to be gained in the major subject. 27 to 41 credits were
required in the supporting subjects and 36 to 51 in general education courses. (Each course
is worth three credits.) Since the 1995 reforms, however, students have to gain 120 credits

for a Bachelors and of those only 36 to 39 in the major subject.

Where two foreign languages are compulsory, English is the first choice and one of French,
German, Chinese, Japanese, Spanish or Russian the second choice (Yim 1986: 113; Son
1999: 566). Most optional subjects are taken in the first year of study. The first year is
essentially general education with reading, translation and grammar exercises in foreign
language courses. Most students have few prior language skills so spend the first two years

2 ¢f. Stichwort ‘Hakbuchae’ 1999: 38.
42 cf. Wollert 1996: 25-26, 1998: 10; Rhie 1997a; Giersberg 1998: 468-469; Paek 1999: 21.
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intensively learning the language. Despite this the Germanistik curriculum demands a high
level of German language skills. The result is a discrepancy between the directives

contained in the curriculum and actual practice.

The key question confronting the discipline is why would Korean students choose to study a
subject that has little or no practical use in Korea? Universities have in practice tended to
indirectly influence student choice through imposing a numerus clausus on some courses or
through directing students towards certain subjects, particularly towards the less popular
languages with lower enrolments. Wollert (1999: 9) found that where freedom of choice
does exist, the number of students studying German as a major has declined.*®® As a result
some courses can only be offered by including students who are taking German as a minor
or optional subject or students from other semesters (more advanced students, for instance)
or by reducing the minimum number of participants. In some cases literature courses have
been replaced with area studies courses so the professors can fulfill the required number of
teaching hours despite the decline in demand for Germanistik courses. Wollert (1998: 10)
regards this as an opportunity to make the necessary changes in the curriculum, which will
ensure improvements in the quality of German programmes and will attract students (back)
to the discipline.***

What has impacted on Germanistik the most is that the necessary credits for a major have
been halved and students now have the right to combine subjects as they wish within a
faculty. This means that German is not only in competition with the other second foreign
languages, but also with other subjects (Yang 1998b: 19-20). German departments are
afraid a dramatic decline in students will occur because everyone wants to learn English
(and other vocational subjects), as English skills are more applicable to subsequent
employment. The Hakbuchae have completely turned the parameters within which the
Germanistik discipline in Korea functioned historically and continues to function upside down
(Wollert 1999: 9). The 1995/1996 education reforms have had a negative impact on the
German Studies discipline as the status of second foreign languages has been further
reduced and the institutionalised position of German almost completely abolished.

Some believe the discipline has a chance to survive as a supporting subject and or because
of the large number of high school students who have learnt German at school, others
consider this to be the downfall of the discipline (Schmidt 1996: 36; Yang 1997a: 57). Menke
(1997:11-12) says that there may be a high number of pupils and students who learn
German, but few can speak well as they have little or no opportunity to use the language.
He continues that the reforms in the universities have resulted in almost everyone wanting to
study English. However this must lead to a glut of graduates with English skills and little
else. Menke sees this as an opportunity for German as a discipline to offer attractive

3 Cf. Yang 1998b: 19-20.
24 Ct. Bericht 1997: 4-5.
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teaching programmes such as interdisciplinary programmes in Business German or
European Studies, which give graduates the edge in the employment market. Wollert (1996:
45; 1997a: 41) too believes the German degree(s) must have a practical application that
takes into account interdisciplinary programmes and the international perspective of the
subject. He believes the practical emphasis could be attained through a Praktikum in a
company, for instance. Others question why the students should have influence on what is
offered in German programmes and Schmidt (1996: 36) says the simple answer to that is
that they are paying the (relatively high) fees.

Schwarz (1999: 6-7) agrees that there has been a general decline in the discipline since the
introduction of the reforms. He suggests that staff (where there have been reductions in the
number of students and the subsequent cancellation of courses) form working groups to
discuss and analyse the situation and to develop possible solutions. Some believe that the
changes can have positive effects on the discipline. Paek (1999: 26), for instance, calls for
the structure of German departments to be maintained together with those students who
want to study German. This could be an opportunity to strengthen and integrate more fully
the position of the native German-speaking staff as language competency is essential for
quality programmes.® However, Giersberg (1998: 469) says the practical application of
these reforms has been slow, and is often hindered or halted by factors such as the lack of
facilities and the problem of coordinating timetables.

I1.3.3.2 Languages in the competitive context: the example of German.

As in China and Japan, foreign languages in Korea have increasingly found themselves in a
competitive environment, particularly given the expansion and reforms in the tertiary sector,
the diversification of the political, economic and social orientation of Korea, and the
diversification of the second foreign languages offered.”® Franz (1983/84: 34-35) contends
that a complexity of factors face foreign language teaching staff (in particular) in Korea and
that a lack of comprehensive research means the whole picture is not often seen. This can
result in teaching methods not being successful if applied without taking into account the
historical, sociological and economic factors which impact on the behaviour and expectations
of Korean students. Given this context, a number of additional factors must also be
considered when analysing the trends in German programmes in Korea.

The perceived limited ‘usefulness’ or career application of German in Korea is one
such factor. According to Timmermann (1999: 483) and others,”” part of the reason
German is not a popular choice as a major subject is because there are few opportunities to
utilise German language skills in the employment context in Korea. Even German firms in
Korea use English as the primary language of correspondence and business. Graduates,

% cf. Adelhoefer 1993/94c: 55-56; Schmidt 1996: 36.

% Ccf. Paek 1999: 21.

%27 Cf. Hann 1984: 314-315; Nellen 1989: 1; Hofmann & Kim 1993/94: 59-60; Koch 1996: 106-110, 113; Manke
1996: 28; Yang 1997a: 57; Giersberg 1998: 468; Son 1999: 569.
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therefore, require good English language skills for the tests taken as part of the employment
process as well as for Korean high school qualifications and university entrance
examinations. Second foreign languages play no part in work placement tests (Chi 1975:
150). In addition, the technological advances and increasing dominance of English on the
internet have led to a decline in the need for foreign languages as a medium for students of
Law, Medicine and the Sciences, (Timmermann 1999: 483).

Koch’s study (1996: 108, 148; 178-181) found that the percentage of university graduates
who find a job related to Germanistik is very small, even for those students who are
interested in the subject. She (1996: 174, 178-179) found that 40 percent of Germanistik
students had no interest in the subject at the beginning of their studies and that interest in a
subject was only a secondary consideration when deciding what to study. Schréder (1997)
contends that German is seen rather as a means to an end: that is, as a way of attaining a
university degree which is the overriding prerequisite for the work placement test. There are
only very few careers in Korea for which German skills are necessary or important. These
include German teachers, lecturers and professors, translators, interpreters and lawyers.
Manke (1997: 27) says that there are very few new positions for teachers in schools and
universities being created and the market for translators and interpreters has long since
been satisfied. Of the approximately 900 teaching positions in German, very few are
available for new graduates. So graduates often become English teachers in a rural middle
school, if they teach at all, and, therefore, plan for and study towards this eventuality during

their time at university.*?

Yang (1998b: 13-14) contends that in the 1980s German departments had more students
wishing to enrol than the number of allowed places. Graduates of Germanistik obtained
good positions although they did not require expertise in German for their employment.
Those young academics, who had completed a PhD in Korea or in a German-speaking
country, almost all obtained positions in academia. Today, however, those young academics
returning from study in German-speaking Europe (often with a PhD) and who want to work in
the tertiary sector are often only employed on an hourly basis and paid accordingly (Menke
1998: 8). Consequently, while lots of Koreans may learn German, few are actually in the
position to utilise their language skills and cultural knowledge. Koch too (1996: 113) agrees
that students cannot be expected to be motivated to study German as chances are that they
will not be able to obtain a position in a field related to their major subject.*”® According to
Franz (1983/83: 37), the education of students as generalists is an accepted norm in Korea.
Germanistik graduates with a B.A. often consider themselves suitable for any position in the
higher social strata, such as manager or teacher. This has, in his opinion, led to the content
of the degree losing relevance and to perhaps no real interest in the actual subject matter.*®

%8 Cf. Seybel 1995: 12.
B of, Kim 1992: 132; Adelhoefer 1993/94c: 43.
%0 Cf. Nellen 1989: 13.
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Ahn (1989: 352-353) too believes the justification of German as a subject is problematic in a
society where hardly any practical need for it exists. However, he believes that it is
necessary to learn foreign languages and cultures in order to develop in line with the
international market and to remain internationally competitive. According to Nellen (1989: 1),
the relatively small role Germany or German companies play in the Korean economy
contributes to the low status of German relative to English or American Studies. During the
rapid industrialisation of Korea and the economic development of the late 1980s the
seemingly irrelevant Humanities degrees, such as German, as opposed to the relatively new
subjects, such as Computer Science, were neglected (Nellen 1989: 1: Kim 1992: 132).%"
Because of this a degree in German is regarded as only interesting for those who want to
become teachers or for those who want to study in Germany (often something unrelated to
German). The traditional curricula and teaching methods of Germanistik in Korea are not
only regarded as uninteresting, (particularly for those who are not studying German out of
interest), but also as being of no use in the professional sense (Adelhoefer 1996b: 17;
Menke and Nord 1997: 4).

There is, however, an increasing number of Korean students wanting to study overseas as it
is regarded as very prestigious to study in Europe, Japan or the US.**? The favourite
destination of Korean students (in 1994) was the US, followed by Japan, Germany, France
and China. Other destinations included ltaly, England and Australia. Because of the
number of Korean students wanting to study at German universities, the German
government introduced entrance criteria in 1988. These include a degree of German
language proficiency, a prime opportunity for Germanistik in Korea to become more
language oriented (Nellen 1989: 1-2). In this context, it perhaps does not bode well for the
future development of German, that the DAAD and the German government have in recent
years supported the introduction of programmes specifically taught in English at German
universities.

The positive perception Koreans have of Germany and the German culture is often
given as a reason for the relatively large number of students learning German.**® Adelhoefer
(1996b: 16) describes the Koreans’ positive image of Germany in the following way:

Fuar viele von ihnen ist Deutschland nicht nur ein hochentwickeltes Industyie- und

Exportland, dem es nach Kraften nachzueifern gilt, sondern vor allem auch ein Land,

an dem sich eine erfolgreiche Variante der europaischen Kultur kennenlernen lagt.
The similarities between the German and Korean historical and political systems (including

the division of both countries and the similar constitutions) have added to the interest

8 Cf. Paek 1999: 24.
2 ¢f. Yim 1986: 111; Lie 1987: 84-85; Adelhoefer 1996b: 18; Nord 1997: 51; Nellen 1998: 8.
%83 Ct. Hann 1984: 307: Findling 1993/94a: 12; Giersberg 1998: 468.
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Koreans have in Germany and its culture (Giersberg 1998: 468).“** Manke (1997: 28-29)
believes that teachers and university lecturers of German need to utilise this latent interest in

Germany as a European country to improve the programmes offered in Korea:

Da sich berufsbezogene Argumente fur ein Deutschstudium nur schwer vertreten
lassen, sollten wir versuchen, die bei vielen unsererer Studenten mehr oder weniger
latent vorhandene Faszination fur Deutsch als einer Sprache, die in der
Beschaftigung mit Europa und seinen Kulturen niitzen kann, ernstzunehmen und
diesem Interesse auf allen denkbaren Ebenen zu begegnen.
Many Korean students say they have chosen to study German because of their interest in
the German culture, an interest (and approach) that is instilled in them by the traditional
teaching methods. The fact that many Korean school pupils can sing Schubert’s songs by
heart is often praised in the German press as an example of the interest Koreans have in the
German culture. However, according to Giersberg (1998: 467), this actually says more
about the traditional Korean teaching methods and the Koreans’ natural love of singing.
Hann (1984: 307) warns that this image of Germans and Germany is becoming more

modern and critical as Korea develops and becomes internationalised.

As in China and Japan, a number of institutional factors impact on the teaching and
learning environment of foreign languages, including German, at both the secondary and
tertiary levels in Korea. These include:**®

. The limited previous language skills students have despite the fact that English is
compulsory in high schools and a second foreign language is usually required;

. The entrance quota system, which tends to distort the situation because students
may only take German because of the low number of points they gained as opposed
to their actual subject of choice;

. The ranking of subjects in which German holds place four, along with Home
Economics, Architecture, Food Science and Agricultural Science, after Computer
Science, Medicine and Law, Management, Political Science and Psychology;

. Large class sizes (circa 50 to 60 pupils or students on average) where lessons must
cover (at least in theory) relatively comprehensive content in two teaching hours per

week;
. The inadequate textbooks and other teaching materials;
. The focus on written skills, grammar and translation (i.e. the dominance of the

grammar-translation method of teaching) and the reception-oriented method of
learning languages in Korea;

434 Cf. Yookee-Chun 1975: 3-4; Hann 1984: 314-315; Fundling 1993/94a: 12; Zimmer 1996: 84.

435 Cf. Chi 1975: 153-155; Hann 1984: 310, 312, 314-315; Lie 1984: 35, 37-38; Rhie 1987: 51-52; Nellen 1989: 12;
Ahn 1989: 351; Song 1989; Spicker 1989: 396; Hong 1992: 78-79; Hofmann & Kim 1993/94: 62; Oh 1993/94: 3;
Adelhoefer 1993/94b: 4, 1993/94c¢: 39-40; Koch 1996: 117, 131-132; Rhie 1997: 7, 1999: 61; Merkelbach 1998: 27-
28; Wollert 1998: 11; Yang 1998a: 464; Paek 1999: 22-23.
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. The small number of teaching hours allocated per week: German is supposed to be
taught on average three hours per week (as compared to five hours for English) but
this is not adhered to by many departments;

. The lack of language competencies (particularly oral) of the teaching staff;

. The fact that most teaching staff are required to produce a number of publications
per year. However, many do so to the exclusion of developing new courses; and

. The fact that many educational facilities require upgrading.

One significant factor is that for a long time the foreign language teaching methodology in
Korea emphasised the ability to translate texts and a thorough command of the grammar.
This remains a major difficulty as there is still an emphasis on the grammar-translation

° Yang (1998a: 463-464) contends that
because of the large class sizes, it is not easy to change the teaching methodology used,

method at all levels of the education system.*

despite a series of changes in the curricula between 1982 and 1988, which encouraged the
teaching of communicative skills. Despite some attempts to modernise the foreign language
education and to improve the quality of teaching, Korea students are bound by the traditional
passive, receptive learning of Confucian education (Adelhoefer 1993: 2). This had led to a
general lack of communicative and individual learning methods. This is in stark contrast to
the generally accepted notion that one can only learn a foreign language well when one has
the opportunity to speak, to have real discussions and to articulate differing opinions in the
language. Adelhoefer believes that more variety in the materials utilised in courses (for
example, maps, papers, vocabulary book, original texts, and penfriend relationships via
email) is one method of addressing this deficiency.

Korean pupils are not taught to think and work independently but rather to learn things by
heart and to repeat what the teacher has presented to the class, and they often have great
difficulties in answering freely. Constant testing is characteristic of high school life (Schroder
1996: 23-24; Koch 1996: 61; Fundling 1993/94a: 18; Kim 1993/94: 27). Kim continues that
classes in Korean high schools depend on the pupils having prepared the content at home.
This has consequences for foreign language teaching as pupils have often had to learn
something off by heart before actually having had it explained to them. So pupils learn
grammar and sentence structure exercises without being able to understand the structure of

the language.

A crucial factor in the teaching and learning of German in Korea is the apparent lack of
adequately trained teachers. Merkelbach (1998: 27-28) contends that many graduates of
the four-year B.A. majoring in German at the universities of Education are not prepared to
teach German as they are hardly able to formulate sentences or to ask simple questions.
The causes of this include, in his opinion, a lack of teaching plans, a lack of an academic

4% Cf. Hann 1984: 308; Nellen 1989: 6; Seybel 1995: 12; Yang 1998a: 462.
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forum for didactics and methodology, a lack of language abilities on the part of the
professors, a lack or motivation on the students’ part and a lack of individual initiative.
Teachers can receive further training through intensive courses and trips to German, but this
is not possible for all German teachers, especially those in the more rural or outlying areas,

even with the numerous opportunities offered by the Goethe-Institut.**”

Koch (1996: 58) describes the education system in Korea as being centrally controlled by the
MOE. For instance, the curriculum, the textbooks and other teaching materials used in high
schools are prescribed by the MOE.*® The Ministry also has a strong control and
management function in universities, including the establishing of new institutions, the
standards of the facilities, the setting of the student quota(s), the development of entry
criteria, the awarding of qualifications, the development of the curriculum, the setting of fees

3% In addition, the MOE censors all

and the selection of members of the faculty boards.
published literature, including German literature (Koch 1996: 105). All educational
institutions, whether state or private, must abide by the MOE guidelines, which allow little

room for alternative teaching programmes.

Another problem facing the discipline is the textbooks utilised in teaching. The 1975 KGG
produced textbook for university students that is still used today and was only reworked in
1992. The same textbooks tend to be used at all universities. However, there is little
relevance to the specific needs of students from other disciplines such as Law. [n addition,
universities often attempt to produce their own textbook(s), sometimes without the necessary
knowledge of didactics. Other textbooks written by Korean Germanisten contain mainly
literary texts as other forms of texts are hard to find given the limited resources available.
Many Germanisten in Korea call for the urgent reworking and adaptation of the textbooks
utilised in both schools and universities to suit the Korean teaching and learning situation

and the changes in the global environment.**°

Anders (1989: 330-334) describes the first impression of the university system, working
conditions and institutional factors that confront the foreign language assistants when they
are teaching in Korea as being deceiving.*' The subject canon may be similar, the titles of
colleagues are the same, and there are academic associations, journals and conferences.
However, lectures are often cancelled not just on public holidays, but also to welcome the
first year students and on days when former graduates come back to visit. University strikes
often mean that military and sport festivals, which could not be celebrated at the time, have
to be made up for. The missed lectures, however, are not made up for (Anders 1989: 330-
332). This behaviour is not regarded as unusual or regrettable by the university

47 Cf. Seybel 1995: 12.

438 ¢f. Lie 1987: 85; Kim 1993/94: 27; Rohs 2001: 5.

4% Cf. Hann 1984: 311.

440 Cf, Chi 1975: 153-155; Rhie 1987: 40; Choe 1991: 103; Adelhoefer 1993/94c: 55-56.

441 Cf. Adelhoefer 1993/94c: 45-46, 1995: 16-17; Franz 1983/84: 34-35; Fundling 1993/94b.
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management or professors. Fourth year classes are sometimes completely missed or
cancelled as the students need this time to look for employment. Students are often
assisted in this search by the teaching staff because the professors are responsible for
assisting students not only to complete their studies, but also afterwards. The subsequent
behaviour and success or otherwise of a student reflects on the professors (and can even be
punished by monetary fines!).*? Nellen (1989: 14) too describes the external factors
impacting on teaching programmes, including an acute shortage of media and equipment at
some universities and classrooms that are too hot in summer and too cold in winter. He

says that this often means there is only half the semester or teaching time left to cover the
content of a course.**?

Linguistic differences between German and Korean are an additional factor. Zimmer
(1996: 91) maintains that interference and phonetical problems (amongst others) cause
difficulties when teaching German in Korea. Korean students are often fearful of speaking in
German because of the (over-exaggerated and unjustified) fear of making mistakes. ***

In his review of Andreas Brich and Alexander Thomas' book, Beruflich in Stdkorea,
Adelhoefer (1997) describes the major social and cultural factors underlying the Korean
culture, which impact significantly on the teaching and learning of foreign languages and on
business relationships between Korean and German business people, for example. These
include the hierarchial social structure, the necessity to ‘keep face’, an emphasis on
relationships (between young and old, man and wife, etc.), the emphasis on ‘the group’,
loyalty, spontaneity and flexibility, the traditional gender role differences and the separation
of family life and career.

Koreans’ sense of values and attitudes have long been dominated by Confucianism and
more recently have also been influenced by Westernisation, often creating a contradictory
mixture of traditional Korean values and Western values (Franz 1983/84: 35-36; Fundling
1993/94a: 17). Koch (1996: 87) quotes the Korean Development Institute’s paper Korea
Year 2000 (1986: 70) as saying:

The often contradictory mixture of traditional Korean values and Western values
continues to characterize the Koreans’ way of thinking. Korea’s traditional, basically
Confucian, ethics are predominantly emotionalistic, setting forth absolute norms for
personal attitudes and human relations. Thus it mainly involves teaching and
learning what to do and what not to do, without raising the questions as to ‘'why’. By
contrast, Western thoughts are primarily intellectualistic and analytic, emphasizing
rational approaches and utilitarian values.

%2 of, Franz 1983/84: 39-40; Lie 1987: 87-88; Koch 1996: 99.

“3 Cf. Menke 1999.

4“4 Cf. Franz 1985: 122-129; Lie 1992: 195-202, 1996: 136; Hofmann & Kim 1993/94: 65ff; Cheon-Kostrzewa &
Kostrzewa 1995: 41-46; Bucher 1997; Rohs 2001: 6-14.
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These values and attitudes are evident throughout Korean society (Fundling 1993/94a:
17):%%

Die konfuzianischen Regeln eines geordneten Uber- und Untereinander, die sich an
Standeszugehdrigkeit und Alter orientiert haben, bestimmen auch heute noch das
Familien- und Arbeitsleben in Korea. Doch an die Stelle der alten Klassenschranken
sind heute Dienststellungen, Ausbildungsstufen und Vermdgensunterschiede
getreten.
Nellen (1989: 8-9) and Yang (1998a: 461-462, 1998b: 2-3) contend that the conflict between
the Confucian education traditions and the system adapted from that imposed by the
Japanese have resulted in the present education system. The traditionally hierarchial and
patriarchal social system is reflected in the education system and traditional values
(righteousness, distinction, order and loyalty) are still encouraged by the MOE. Despite this
modernisation and Westernisation have occurred in many fields. An increasing amount of
western values, such as Christianity and industrialisation, are becoming evident.
Additionally, the external uniformity previously required of pupils (including compulsory
uniform and prescribed hairstyles, length, etc.) was abolished in 1981 (Nelien 1989: 8-9;
Koch 1996: 111).

Franz (1983/84: 35) contends that the conflict between the traditional cultural values system
and the Western, modern influence impacts directly on the Germanistik discipline:

Die koreanische Germanistik ist somit von ihrer Natur her der Spannung der
Konfrontation zweier verschiedener Kulturkreise ausgesetzt. Das Resultat dieser
Konfrontation, die wissenschaftlichen Leistungen der Koreanischen Germanistik, ist
demnach auch das Produkt des unterschiedlich starken Einflusses verschiedener
geistig-kultureller Elemente.
The differences in the fundamental thinking and behaviour of Korean students (and the wider
society) have consequences for the academic environment (Franz 1983/84: 36). Critical
analysis of a topic is carried out under quite different conditions from those in the Western
world, for instance. The breaking down of a whole work or text as a means of understanding
it, analysis as a prerequisite to understanding and interpretative criticism are abhorrent to
Korean students. This has greater impact on the Humanities subjects than the Sciences, for

example, as they are concerned with thoughts, feelings and opinions.

Pupils and students are not taught or expected to work independently or to express their
individuality, but rather to work as part of the ‘group’ or to belong to and promote the group’s
interests (Nellen 1989: 10; Fundling 1993/94a: 12-19).*° Students tend not to answer
questions or put themselves in the limelight because this may endanger the ‘group’. Pupils
do what the teacher says and do not follow their own interests. This results in problems for

“5 ot Franz 1983/84: 36-37; Hofmann & Kim 1993/94: 59-60.
8 Cf. Schroder 1995: 9-10; 1996: 23-24,
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native German-speaking teachers and for modern foreign language teaching as a whole
(Nellen 1989: 10):*7

Unterprdnung, hofliche Zuriickhaltung, beflissene Hilfsbereitschaft, Sprachbarrieren,
ungeubte Ausdrqcksféhigkeit usw. Der Deutsche spricht direkt und einfach, der
Koreaner kann sich das bei einem Hohergesteliten (= Lehrer) nicht vorstellen; der
Deutsche sagt seine eigene Meinung, ein Koreaner tut das nicht, er hért auf das und

richtet sich nach dem, was die anderen sagen und tun.
Hofmann and Kim (1993/94: 59-60) believe that the difficulties Korean students have in
expressing their own opinions openly in front of teachers and in asking questions can be
traced back to the ongoing influence of Confucianism in Korean society and education
system and to their experiences in schools. Students today may want to ask questions or
express their opinions but often do not know how to. Fiindling (1993/94: 18-19) says that it
is vital that teaching staff, particularly the foreign language assistants, understand the typical
behavioural patterns and expectations of Korean students.“® For instance, the concept of
losing face holds much more importance in Asian cultures because it can mean the loss of

social and personal reputation.

I.3.4 Germanistik and Innovative Developments in the Field of German
Studies.

11.3.4.1 The development of the discipline.

According to Schmidt (1996: 30), the pioneers of the Germanistik discipline in Korea include
Lee Mi-Rok who graduated in 1928 in Munich and An Ho-sang who graduated in 1929 in
Jena and who was the first Korean to attain a PhD in Germany. At the same time Cho Hi-
Soon, Kim Chin-sup, Pak Yong-Chul, Suh Hong-Suk (and later Kwon Hwan) graduated from
various Tokyo universities. When they returned to Korea, they did not have positions in
Germanistik, but despite this laid the groundwork for the discipline. Some worked as
journalists for Seoul papers and produced a special issue for the 100" anniversary of
Goethe’s death. Others worked as authors and wrote essays on German literature (mainly
on Heine and Goethe). Schmidt (1996: 30) believes they could almost be defined as true
examples of interkulturelle Germanistik as they did not study German literature in translation
but analysed it in comparison with their own Korean literature. Through the German
language and literature they chose to step back from the Japanese dominance of all aspects
of their life and thus attempted to preserve and further develop their own Korean culture and

identity.

After the Japanese occupation of Korea, German became established as a subject at
Korean universities. In 1946 the first German department was opened at the SNU and this
remained the only university to offer a programme in German for the next decade (Rhie

“7_Cf. Hann 1985.
“8 Cf. Hofmann and Kim 1993/94: 59-60; Anders 1989: 333-334.
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1987: 38). It would appear that reading, writing and grammar instruction were the
cornerstones of lessons and no native speakers were employed as Lektorinnen at that point
in time (Menke 1998: 8). The focus of literature studies tended to be on the Classicism and
Romanticism periods. Graduates of this department had a great impact on Germanistik in
Korea.**®

The Korean War (1950 to 1953) temporarily disturbed the further development of more
German departments. The number of departments, therefore, remained small until the rapid
expansion of the tertiary education system in the early 1970s. Despite this Korean scholars
(supported by the Goethe-Institut, the DAAD and the Humboldt Foundation) continued their
studies in Germany in the late 1950s and many attained doctorates. According to Rhie
(1987: 39), they returned not only with subject specific knowledge but also with increased
self-confidence. They were no longer reliant on a knowledge of Japanese and on Japanese
textbooks, but could introduce materials directly from Geérman-speaking Europe. In addition,
an average of three to five Masters degrees in German were awarded in the 1960s and
1970s by Korean universities.

The rapid expansion of the discipline from 1979 to 1981, when over 20 new departments
were established, was due to the rapid expansion in the education system overall, and to the
fact that the then Education Minister had gained his PhD in Germany (Schmidt 1996: 31;
Son 1999: 567). By 1986 there were circa 15 000 students studying German as a major,
circa 300 professorial staff and a further 400 teaching staff in the 66 German and seven
German teacher education departments, three subject or academic oriented organisations
(Koreanische Gesellschaft fir Germanistik (KGG), Koreanischer Germanisten- und
Deutschlehrerverband (KGDV) and the Koreanischer Erziehungsverein fir Germanistik) and
four author-oriented societies (Goethe, Kafka, Buchner and Brecht) (Yim 1986: 111; Rhie
1987: 39; Lie 1987: 83-84; Ahn 1989: 350-351). By the mid 1990s there were over 75
departments (including eight German teacher education departments) at over 60 universities
with approximately 2000 new students beginning a degree in German each year.*® There
were approximately 350 professors of German and numerous freie Lektoren. In addition,
circa 2000 students graduated each year with a degree in Germanistik during this period
(Yang 1997a: 55, 1997b).

As a discipline, Germanistik had expanded dramatically within a very short time period, and
had, at least in terms of numbers, a relatively important place in universities in Korea (Yim
1986: 111-112). The numbers of students studying foreign languages as their major in 1995
were as follows (Schmidt 1996: 32):

9 ¢f. Yim 1986: 111; Rhie 1987: 40.
0 At least eight universities had two German departments, on in the Humanities faculty and one in College of
Education. See also section 11.3.4.2.
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Student numbers Department numbers

German 13425 66
English 32880 109
French 12331 57
Spanish 3137 13
Chinese 14866 74
Japanese 11209 56

Those studying foreign languages within a teaching major were as follows:

Student numbers Department numbers
German 453 8
English 5861 33
French 532 8
Spanish -
Chinese 1 1
Japanese 1027 7

Although these appear to be relatively large numbers of students, at the state teachers’
colleges no students were allowed to graduate in German in 1995 as no new teachers of
German were being employed at high schools. Those students had to rely on papers in their
supporting subjects (Schmidt 1996: 32).

The present development of Germanistik in Korea is closely dependent on the historical and
social context of the discipline and on the training of the teaching staff. There are three

distinct generations of Germanisten in Korea.*'

The first generation grew up under the
influence of the Japanese and studied (many in Japan) at the end of the 1940s and 1950s.
They were the pioneers of the discipline in Korea, beginning to build the discipline and to
teach German literature in Korea after 1945.4? They translated German literature only into
Korean, and the focus was on correct understanding of the written language, the ability to

translate and on the correct knowledge of syntax (Hann 1984: 309-310).

Many books were quickly translated into Korean in the early days after the war because of
the lack of teaching materials in Korean (Schmidt 1996: 34-35). There were only very few
professors of Germanistik. Many of the teaching staff were only teachers, if they had any
experience of German at all, or were representatives of other subjects who also knew
German. Japanese translations of original works were often used because that is what the
staff had studied themselves and were accustomed to. In this way Japan, whether
consciously or unconsciously and whether wanted or not, influenced many areas of the
discipline. Schmidt (1996: 34) also found that this generation of Germanisten still regard one
of the most important (to the survival of the discipline) tasks of Korean Germanistik to be the
production of high quality translations, although no longer through Japanese or Chinese.

451 Cf. Hann 1984: 310; Rhie 1987: 35-36; Schmidt 1996: 32-33; Koch 1996: 99-100.
42 Cf. Ahn 1989: 347; Yim 1986: 111.
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The second generation studied in the 1960s and the early 1970s. Most graduated with PhDs
in Germany. Their theses dealt mainly with German authors such as Barlach, Biichner,
Brecht, Hauptmann, Hebbel, Hesse, Th. and H. Mann, Kafka, Novalis and Rilke. The
knowledge they had gained during their experiences in Germany introduced a kind of reform
to the study of German at Korean universities, including an increase in the academic niveau
of literary publications, the first translation of German secondary literature and a general
improvement in the translation work (Hann 1984: 310).

The third generation attended school after 1945, studied at the end of the 1970s and in the
1980s. They no longer use Chinese or Japanese as the language of the discipline. Many
now have Masters or PhDs from universities in German-speaking countries and are well
informed about Germanistik and the issues surrounding the discipline internationally. They
have increasingly assumed an important role in the discipline in the late 1980s and 1990s,
giving impulse in particular to the (until then) neglected topics such as linguistics (Hann
1984: 310; Schmidt 1996: 35).

Hann (1984: 309) describes the emphasis of Germanistik in Korea as being and having
been:

in der Ubersetzertatigkeit und in der Herausgabe von Lehrbiichern far

Hochschulen und Oberschulen fur den Deutschunterricht.
The production of textbooks is financially attractive for high schools as these publications are
produced in large numbers of volumes, whereas the translations of literary works usually
only appear in runs of one thousand.

Similarly Yang (1998b: 9-10) contends that the study of literature and the translation of
German literary works was and is dominant in Germanistik in Korea.*® The number of
publications of German literary works translated into Korean is surprisingly large and
includes 169 translations of Hesse’s works (including 35 Demian, 19 Unterm Rad and 19
NarziB und Goldmund) and 78 translations of Goethe’s works (including 39 of Die Leiden
des jungen Werther and 30 Faust). Most of these were not translated directly from the
German original but rather from Japanese translations.***

Yang (1998b: 12) himself studied Faust Teil 1 and Die Leiden des jungen Werther by
Goethe, Wilhelm Tell und Die Rduber by Schiller, Kleider machen Leute by Keller, Sdmtliche
Novellen by Kileist and Der Prozef3 by Kafka in German. Typically the world-renowned
works, mainly the classical and romantic texts and authors, such as Keller, Grillparzer,
Storm, Kafka, Th. Mann and Hesse, were literally translated word for word and the students

483 Cf. Yim 1986: 121-122; Nellen 1989: 13; Ahn 1989: 345-355; Schmidt 1996: 35; Bak & Kim 1997: 9; Kaufmann
1998: 498-499.
44 Cf. Han 1991.
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did not proceed further until the meaning of every word and the grammar rules associated
with each sentence were understood.*®

Some in the discipline regard the concentration on the classical and romantic authors as
lacking, particularly as authors such as Handke, Walser and Johnson are neglected. Yim
(1986: 120) found that one of the reasons Brecht is relatively unknown in Korea is that his
main works were not allowed to be introduced and discussed until recently for political
reasons.’®  According to Rhie (1987: 40), the canon of literature taught and researched
remained static for a long time. The education of the university lecturers and the library
holdings at the SNU, which consisted mainly of classical works, were significant factors in
this. Rhie continues that it was the younger Germanisten, who gained PhDs in the 1970s in
Germany, who returned and helped to expand the canon of research, introducing, for
example, 20" century authors, such as Kafka, Th. Mann, Hesse, Rilke, Benn, Celan, Eich,
Frisch, Durrenmatt and Handke.

The increasing number of students also increased the demand for wider literary offerings
and in 1983 the first German literary series was published by a Korean publishing house
(Yang 1998b: 12-13). The 14 volume series included commentaries by Korean Germanisten
and the following works and authors: Kafka’s Der ProzeB3, Hesse's Demian, Hauptmann’s
Bahnwarter Thiel, Storm’s Immensee and other texts, Schnitzler's Die Fremde and other
texts, Keller’s Kleider machen Leute, Buchner's Woyzeck and other texts and Hermann und
Dorothea and other texts, Goethe’s Faust Teil 1, Th. Mann’s Tonio Kréger and other texts,
Frisch’s Homo Faber, Dirrenmatt's Romulus der GroBe and other texts, Eich’s Vier
Hérspiele and Boll's Wo warst du, Adam? In 1986 a second series was published and Yang
(1998b: 13) says that this was evidence that the Germanistik discipline in Korea had
increased not only in quantity, but also in quality. The second series included authors and
works such as: Lessing’s Emilia Galotti Tieck's Die Mérchen aus dem Phantasus,
Holderlin’s Hyperion, Droste-Hulshoff's Die Judenbuche, Meyer's Der Heilige, Hauptmann’s
Vor Sonnenaufgang, Boll's Und sagte kein einziges Wort, Lenz’ Ausgewdéhite Erzahlungen
and Der Hofmeister und die Soldaten, Schiller's Wilhelm Tell, Grillparzer's Der arme
Spielmann und Sappo, Hesse’s Steppenwolf, and StrauB’ Trilogie des Wiedersehen.

Kim (1992: 136-137) divides the reception of German literary works in Korea into two
periods. The first (1945 to 1965) concentrated mainly on works regarded as being relatively
simple in language and content. For example, the Grimm brothers’ Marchen, Borchert’s
DrauBen vor der Tir, Storm’s Immensee, Schnitzler's Die Frau des Weisen, Zweig's Die
Mondscheingasse and well-known literary works by Goethe, Kafka, Th. Mann, Heine, Hesse,
Nietzsche, Rilke and Carrossa. The second period (1965 to 1985) expanded the spectrum

of works translated. Th. Mann’s works were translated numerous times (particularly Tonio

45 Cf. Kim 1992: 132,
% Cf. S.-H. Choi 1991.
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Kréger, Der Tod in Venedig, Felix Krull, Die Buddenbrooks and Der Zauberberg). Boll
became popular as his social criticism found favour within Korean society. Blchner, Brecht,
Darrenmatt, Frisch and Handke were also popular in student theatre, which led to the rapid
acceptance of German drama. The most popular genres were poetry, drama and prose
forms such as the Erzdhlungen. Due to the political situation until 1988, East German
authors were hardly studied at all. In 1988 Korea introduced the so-called ‘North Policy’ that
brought about a degree of political liberalisation. After this Brecht and the East German
authors such as Biermann, Seghers and Ch. Wolff were officially permitted to be researched,
translated and taught.

According to Yim (1986: 115), the literary canon covered by teaching programmes in the
1980s was diverse and schematically organised according to centuries, epochs and genre.
He admits that this could lead to teaching staff emphasising their personal preferences.*’
However the majority of staff are guided in the selection of texts by a set of generally
accepted criteria. Preference is given to those authors and works which belong to so-called
‘world literature’. The older German literature (that is, until the Baroque period) is studied
within the framework of courses on the history of German literature, while the more recent
epochs from the Enlightenment onwards are studied in the form of exercises covering
representative authors of the given period (Yim 1986: 115-116; Kim 1992: 131). Preferred
authors and works are easily identified: Lessing (Emilia Galotti, Minna von Barnhelm,
Nathan der Weise), Goethe (Die Leiden des jungen Werther, Faust, Wilhelm Meister),
Schiller (Wilhelm Tell und die R&uber, Kabale und Liebe, Don Carlos), and Kleist (Der
zerbrochene Krug). Heine, Buchner, Fontane, Hauptmann and Rilke are most often studied
in the third and fourth years of study.“s‘3 In the reading literary text courses for beginners
primarily narrative works of the 19" and 20™ centuries are utilised, such as the novella of
bargerliche Realismus and the works of Th. Mann, Kafka, Hesse, Brecht (his short stories)
and Boll. The dramas of Dirrenmatt, Frisch and Handke are also well regarded and are not
only popular texts in courses, but are often performed by student theatre groups and in
mainstream Korean theatre (Yim 1986: 116). While the range of authors and works studied
and researched has diversified during the past two decades, it would appear that the
traditional literary canon was (and continues to be) utilised in Germanistik programmes in
Korea.

Yim (1986: 108) regards it as being difficult to transfer the eurocentric Germanistik into the
Korean context as the reception of literature is dependent on the local historical, social and
political situation.*®® For instance in Korea the older German literature, such as that of the
Baroque period, is not studied much at all as it is of very little interest to Koreans given their
social and political situation. The socially critical works and authors of German literature

“7 Cf. Franz et al. 1984: 32; Nellen 1989: 8.
8 Cf. Koch 1996: 100.
9 Cf. Choe 1992.
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were until recently only permitted to be studied with reservation and critical distance. Yim
(1986: 116) considers the increasing amount of socially critical works by authors, such as
Brecht, Grass, Boll and H. Mann, to be a reflection of the changes in Korea’s society and
identity. According to Yang (1998b: 10), the younger generation of Germanisten have
translated and studied a more diverse group of authors and works. The fact that the younger
generation do not automatically understand Japanese as their parents’ generation did has
influenced the choice of authors and books. Zum Verstindnis der modernen deutschen
Literatur, a collection of sixteen works by the younger Korean Germanisten was published in
1984 and represented the changing face of Korean Germanistik, in that it includes articles on
literary theories (Rhie 1987: 43-44) 4%

Hur (1992: 101-102) contends that Korean Germanistik needs literary studies, which take
into account the social conflicts and changes of the times, such as the problems resulting
from the drastic and rapid industrialisation of Korea. Against this background many Korean
Germanisten questioned the relevance of Korean Germanistik and attempted to redefine the
discipline during the 1980s (Hur 1992: 103):

Die koreanische Germanistik will aus dem weltabgewandten philologischen
Schlummer der politischen Abstinenz erwachen, ihre historisch-gesellschattliche
Aufgaben neu bestimmten und ihre wissenschaftliche Funktion zeitgemaR
konkretisieren.
In a 1987 study of 45 German departments aimed at ascertaining how the German
programmes were devised, Professor Cho found that literary studies was the most important
component comprising 43 percent of the programme.*®' Language courses formed the next
most important part of the programme with 28 percent, followed by linguistics with 15
percent, culture with seven percent, literary theory and criticism with five percent and
didactics with two percent. Cho further analysed the programmes to see which literary

classes were most commonly offered. “

The emphasis of German literature courses
offered was clearly on German Literary History, German Drama, German Literature of the
18" Century, German Novels and German Poetry. Courses in German Literary Theory and

Criticism were also offered, but to a lesser degree.

The findings of an analysis of 19 Masters programmes were similar: of the 563 credits
necessary to gain an M.A., 202 were required in language and linguistics courses while 361
were required in literary courses (Yang 1998b: 11-12). Menke and Nord (1996: 4) believe
the topics taught in German programmes, in which the students have no interest or which
have no relevance to later employment, are taught because the teaching staff studied at a
time when Germanistik programmes focused on the traditional literary and language studies.

0 Cf. Hur 1992: 101-102.
“! Cf. Cho 1987: 7.
“2 This study was restricted to the titles of the courses as opposed to the actual content of courses.
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Rhie (1987: 44) describes how literary studies discussions have been the central focus of at
least four Koreanische Gesellschaft fir Germanistik (KGG) conferences, but that discussion
of literary studies methodology and theories has not been a high priority. However, since the
beginning of the 1980s a number of monographs have been published on literary studies
theories, and changes in the transiation work of Korean Germanisten have begun to take
place. For example, not so many literary works are being transiated, but rather the
emphasis is on the translation of literary theories. Several attempts to introduce didactics of
German language and literature as an academic subject have been made since the 1960s.
In 1990/1991 the German department at the College of Education at SNU introduced general
didactics as part of its curriculum, for example. This was, however, not specific to German
and led to some difficulties (Cho 1992: 55).

A pivotal point of the Korean Germanistik research and academic conferences is the KGG,
which is the largest and oldest Germanistik organisation in Korea (with over 300 members).
Since its foundation in 1959 the association has published the Koreanische Zeitschrift fir
Germanistik at least once a year.**® Articles in this journal mirror reflect the range of
research occurring in Korean Germanistik (Rhie 1987: 41). For a long time it was the only
academic journal which Germanisten could publish work in. Rhie’s summary (1987: 41-42)
of the authors, periods and fields covered by articles in the journal between 1959 and 1986
gives the following picture. Kafka, Goethe and Th. Mann were the most researched authors
followed by Hesse, Kleist, Hauptmann, Schiller, Novalis, Durrenmatt, Biachner, Hdlderlin,
Musil, Frisch. Others researched included Brecht, Fontane, Nietzsche, Heine, Celan,
Grillparzer, Boll, Borchert, Doblin, Lenz, Weiss, Hebbel, Storm, Keller, Lasker-Schuler,
Schnitzler, Hofmannsthal, Hebel, Kaiser, Sachs and Moritz. From this it would appear that
the authors of the 18", 19™ and 20" centuries are the most commonly researched. Middle
High German literature is hardly researched at all in Korea, mainly as there are very few
Germanisten with PhDs in this field. Linguistic research forms only one fifth of published
research works, which mirrors the percentages of literary studies staff to linguistics staff,
according to Rhie (1987: 43).

While the spectrum of research includes all areas of newer German literature, there is a
clear emphasis on the so-called ‘classics’, such as Brecht, Th. Mann and Hesse. For
instance, 37 percent of the 237 literary studies theses completed between 1945 and 1982
dealt with only five authors: Kafka, Th. Mann, Holderlin, Dirrenmatt and Rilke (Ahn 1989:
354-355; Schmidt 1996: 35). Ahn continues that there has been a change in the sense that
socially critical works and authors such as Brecht, Grass and Béll have been introduced
since the 1970s. Very little literary criticism or few theories are included in the research of
Korean Germanisten. Research into linguistic topics includes Chomsky’'s theories,
dependence grammar, language content theories (Sprachinhaltsforschung), comparative

83 Some authors (including Yim 1986) refer to the title of this journal as Die Deutsche Literatur.
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linguistics (Korean—German) and increasingly DaF as in Japan. However, literary studies
still dominate the discipline and research in Korea.

The diversification of research topics is reflected in the increasingly diverse forms of
publications since 1975. For instance, dissertations are now published in book form, and
monographs and complete works are also now published (Yim 1986: 120-121):

Sie wollen in erster Linie die Bedurfnisse der studentischen Leserschatft erfillen,
stellen aber zugleich den Nachholbedart in den wissenschaftlichen Grundlagen fr
d!e koreanische Germanistik und ein Bemiihen um deren Selbstverstandnis dar, die
sich lange Zeit genigsam und hauptsachlich mit Sprachunterricht sowie
Ubersetzung belletristischer Literatur beschaftigt hat.
Researchers and academics have also been faced with questions from the younger
generation and a critical public as to the meaning and objectives of a discipline strongly

focused on literature and the social function of literature (Yim 1986; 121).

In the 1980s the publication possibilities for Germanistik research began to diversify in that
Germanisten began to publish academic works in the universities’ internal journals and in
other journals. Most universities now expect all teaching staff to contribute to the university
yearbook. Various universities publish their own Germanistik journal, such as the Zeitschrift
fur Deutsche Sprache published by the Keimyung University in Taegu. Others publish
journals four times a year, for example, the Korean University's Der Turm (Hann 1984: 309,
317). The yearbook of the Korean Culture and Arts Foundation gives an overview of
research activities and results of all research in the field, but Rhie (1987: 41) says that it is

hard to give an accurate overview of the research activities of Germanisten in Korea.

As the quantitative expansion of Germanistik at the tertiary level led to the diversification of
research fields, several new academic associations were formed, including the Koreanischer
Deutschlehrerverband (KDV) (which recently became the Koreanischer Germanisten- und
Deutschlehrerverband (KGDV)) and in 1983, the Koreanischer Erziehungsverein fir
Germanisten, which focuses on research in DaF and foreign language didactics (Yim 1986:
121). The former publishes Litera and the latter publishes the Koreanische Zeitschrift fir
Deutschunterricht.  According to Yim (1986: 119), the important authors needed to be
researched more intensively and in a more systematic fashion, so in 1982 on the 150"
anniversary of Goethe’s death the Koreanische Goethe Gesellschaft was formed and a year
later the Koreanische Kafka Gesellschaft. The former demonstrated the interest of Koreans
in the German classics by publishing two volumes, Studien zu Goethe and Studien zu Faust
in 1984 and 1986 respectively. The latter published a collected works volume in 1984, which

44 Both associations

included important articles by Korean Germanisten about Kafka.
appear to have signalled a change in the research in Korea. Since then other author

oriented societies have been established. These associations want not only to intensify the

4 Cf. Rhie 1987: 43.
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research on particular authors, but also to base the translation work more solidly in the
academic context. This trend is adding to the diversification of and increase in Germanistik
research in Korea (Rhie 1987: 43).

One of the most pressing and difficult tasks, which the discipline has had to cope with in
Korea, has been the reworking of reliable secondary literature and dictionaries. The
German-Korean dictionary from 1962 (compiled by Professors Hur and Kang) appeared in
1983 in a revised and expanded issue. As a result of a ten-year project between over one
hundred Germanisten organised by the KGG, a comprehensive Korean-German dictionary
appeared in 1982. A vyear later a working group of the KGG began work on a Korean-
German dictionary based on the six volume GroBes Woérterbuch der deutschen Sprache
(Duden) and other works. This daring project was headed by Hur and financed by the MOE.
It was originally planned that this would be finished in the late 1980s, however, this was not
published until 1995 (Yim 1986: 120; Rhie 1987: 40).

Some believe that the Korean Germanistik is not only concerned with the reception and
spread of the German language and literature, but also sees the expansion of Korean
national literature and philology through contact with and exposure to the German cultures
as an important field of research. Yim (1986: 122) contends that:

Die eigentliche Existenzberechtigung der Germanistik in Korea ist vielmehr in der
kritisch-selektiven Erweiterung des Erfahrungshorizonts der Koreaner und in der
Befruchtung der koreanischen Kultur zu sehen.

1.3.4.2 Germanistik versus German Teacher Training.

In general, German departments in the city (e.g. Seoul) and in the country (e.g. Taegu,
Pusan, Kwangju and Taejon) are staffed by four to six (Assistant, Associate or Full)
professors, but are different in content, structure and delivery of their German programmes
(Hann 1984: 313; Lie 1987: 87). SNU and the Hankuk Foreign Languages University
(HUFS) are the exceptions as they are much larger departments. There are 19 state
universities and 65 private universities of differing niveau. There are normally two strands to
the Germanistik discipline: Germanistik and German teacher training. Eight universities
currently have two German departments, one within the Faculty or College of Education and
the other within the Humanities Faculty or College of Liberal Arts and Sciences (Lie 1984:
36).

The German department at the College of Education is usually called Abteilung fir deutsche
Didaktik and the other ‘Department of German Language & Literature’.*®® The difference
between the two is the curriculum. German teacher trainees must complete a number of
courses in pedagogy and a practical section at a middle or high school. Of the 140 credits
necessary for a Bachelor’'s degree, 19 must be in pedagogy courses. In addition, education

“5 English titles for academic divisions or departments are common in Korea.
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students at all state universities receive financial assistance from the government during
their study. They then receive a four-year posting to a middle or high school. If they do not
accept this position they are not allowed to graduate or their degree is annulled. If they
cannot be assigned a position, they are required to obtain another position, for instance, in
an office or bank, until a position can be assigned to them. Those at private Colleges of

Education are required to sit a state examination if they wish to obtain a teaching position
(Lie 1984: 36-37).

Despite differences in the content, teaching and structure of degree programmes, there are
some common factors. German is offered as a major, supporting and optional subject (for
those students who choose to learn a language during the first two or four semesters) for the
four-year B.A. (or B.E. if within the College of Education). Courses in German have an
average of three teaching hours per week and most courses except the language courses
are taught in Korean (Lie 1984: 35, 37; Hann 1984: 313; Kim 1993/94: 32-33). The
curriculum for the major subject is prescribed (by the department in accordance with the
MOE guidelines) so there is not much student choice even at higher levels (Kim 1993/94: 33-
34).

The first year of study is essentially a studium generale with students completing courses in
Korean, Korean History, National Ethics, English and introductory courses to the relevant
subject(s) such as German grammar and German translation techniques. Specialisation in
(the major subject) German begins in the second year with the literary studies courses and
or linguistics courses (depending on the university and the emphasis of the programme)
being accompanied by compulsory courses in translation, German literary history, German
history and or conversational and pronunciation exercises in a language laboratory. In the
third year, the (until then identical) degree programmes for teacher training and Germanistik
are divided. Those students majoring in Germanistik specialise in literary studies (including
the genre, theories and the translation of extracts of representative works of the classical
and more contemporary periods), essay practice, German in the media, Germanistische
Ubungen, sometimes Business German and courses in German linguistics (such as German
language history, German syntax, semantics and phonetics) during the third and fourth
years. Trainee teachers are required to complete a four-week practical section at a school
and to complete four semesters of educational studies. Conversation and area studies are
optional subjects at this level. At the end of the fourth year students are normally required to

submit a significant piece of written work.*®

While German language courses form an integral part of the programmes offered, integrated
language courses (like those taught by the Goethe-Institut) are not commonplace. Instead
the language courses are normally divided up into smaller units, such as conversation,

“8 Cf. Lie 1984: 37, 1987: 88; Yim 1986: 113; Nellen 1989: 13.
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grammar, listening comprehension, writing and reading comprehension, which are taught in
Korean in many cases (Yim 1986: 115; Yang (1998a: 464). Each course is taught as an
isolated unit with little cooperation between colleagues and often using outdated and
methodologically unsuitable textbooks and materials. Many students of Germanistik attend
the language courses offered by the Goethe-Institut (in addition to their university studies) in
order to improve the standard of their language competencies. Koch (1996: 139-140, 174,
178-179) found that 58 percent of those students questioned in her study took private
German language lessons during their degrees as the universities were not providing good
quality language courses.*®” It is clear that the universities need to improve the standard of
the language courses offered to attract and retain students and to improve the overall profile
of the discipline in Korea. Koch regards this as not only fundamental to the success of the
discipline, but also as an opportunity for the discipline to capitalise on given the current
situation. Particularly as increasing numbers of students wishing to study in Germany offer
the German departments the opportunity to boost their numbers by offering attractive and
innovative language courses to these students.

Most German department teaching programmes include at least exercises in linguistics,
however, only a few departments offer full courses in linguistics.*® According to Lie (1984:
37, 1987: 88), such courses (if offered) usually include an introduction to linguistics, German
language history, syntax, semantics and phonetics, although increasingly the grammar
models, such as dependence grammar and transformation grammar, are being studied. Yim
(1986: 115) found that at most universities linguistics forms only 15 to 20 percent of the
overall programme. While there is a trend towards recognising the value of linguistics in an
increasing number of departments, the teaching staff need to be taught more about
linguistics in their studies.

Literature studies continue to be the dominant emphasis of Germanistik programmes
throughout Korea. At Dongguk University (Seoul and Kyungju), for instance, the structure of
the programme for students majoring in German is described as follows:*®®

The major in German is designed to introduce students to literary history and to the
work of major German writers to acquaint them with a variety of historical periods
and geographical, cultural regions of German language and writing, to create an
awareness of methods and theories of literary analysis, and to provide continued
training in German literature.

According to Adelhoefer (1993/94c: 42), the degree programme is typically divided into
literary and linguistic studies, and the compulsory components of the degree include classes
in grammar, texts, essays, literary history, conversation and culture.*’® Rhie (1987: 45)

57 Cf. Rhie 1987: 45.

& 1. Nellen 1989: 14-15.

Cf. http://www.dongguk.ac.kr (1 June 1998).
Cf. Kuh 1984: 50; Yim 1986: 113-114,

4
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describes the curriculum of Germanistik programmes a stringing together of epochs, literary
trends and genre, which have no relationship to related subjects or disciplines.

In his study of the effects of the 1995 reforms on German programmes from the perspective
of foreign language assistants, Wollert (1998: 12-18) found that a constant problem for those
teaching in Korea is that they receive little guidance as to the content required. It would
appear that there is no systematic orientation of programmes to the curriculum guidelines.
Language courses in the past have been divided between the German and Korean teaching
staff: the Koreans teaching primarily the grammar and reading exercises and the Germans
the language practice. However, the lack of consultation (although it allows great freedom
and choice) means there is little possibility of comprehensive German lessons.*”"

According to Franz (1983/84: 39) and Nellen (1989: 14), titles of the courses offered in
German departments are often vague so as to allow professors the freedom to teach what
they want. However, Franz and Nellen also consider this to be a reflection of the poorly
designed curriculum of degree programmes. For instance, students in the first year translate
and are examined on Nietzsche's Also sprach Zarathustra, while in the third year they
struggle with simple German sentences in communication lessons. Or in Wirtschaftsdeutsch
they read Frisch and in Dramenkunde, a drama (in translation) is retranslated in class by the
professor.

After the four-year degree students are supposed to be able to communicate in German,
have a linguistic understanding of the German language and have an understanding of
German culture and literature. Yang (1998b: 9) contends that Korean students must be able
to understand the German language before they understand the culture, however the stark

contrast between the two cultures makes this process even more difficult: 472

Zuerst missen sie die fremde Sprache und dann die fremde Literatur und die
fremden soziokulturellen Vorraussetzungen kennenlernen. Das ist eine vielfache
Belastung sowohl fir Studenten als auch fir Hochschulehrer in [...] Korea.

Yim (1986: 114) says it is hard to determine how well the objectives in the curriculum are

actually met as:

die Curricula der germanistischen Abteilungen sind an allen Universitaten ahnlich,
unterscheiden sich jedoch oft sehr stark im Gewicht einzelner Sachgebiete sowie in
der Verteilung der fachspezifischen Kurse auf die Studienjahre.
As examples of this he cites SNU and HUFS, which have the longest tradition of Germanistik
in Korea. SNU is regarded as the top university in Korea, known in particular for its teacher
training, and HUFS is a fully equipped foreign languages university. Both German
departments have circa 20 staff each (which is large in Korean terms), good libraries, diverse

T Cf. Kim 1993/94: 34; Seybel 1995: 12; Yang 1997b: 74.
‘72 Cf. Kim 1992: 134,
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course offerings and renowned graduate schools. Both have DAAD foreign language
assistants and both work closely with German universities. The SNU with the Institut fir
Deutsch als Fremdsprachen Philologie and the HUFS with the University of Wurzburg. The
HUFS is regarded as having the best language studies and linguistic courses in Korea with
practical application of language abilities the main emphasis of all programmes. The
university has many native speakers from German-speaking Europe and has modern
language learning equipment (Hann 1984: 317-318).

The degree structure, number of students and length of the degree are similar at both
universities, but the orientation of the two departments is markedly different (Hann 1984:
318; Yim 1986: 114): SNU places emphasis on literary studies and linguistics while HUFS
places emphasis on the practical application of language skills and the use of the media and
technology.

Yim’s comparison of the programmes offered at these two universities highlights several
differences. For instance, specialisation in the major subject at SNU begins only in the
second year of study. Introductory courses, such as an Introduction to the German language
and to German literature, are required for beginners in the first two semesters, while over 80
percent of the first year of study comprises general education. At HUFS, on the other hand,
specialisation in the major subject begins in the first semester with courses such as German
Language Studies | and ll, German Conversation Practice and Reading German Texts.
Language courses at SNU form 20 percent of the programme, linguistics courses 15 percent
and literary courses 65 percent, while language courses form 32 percent of the programme
at HUFS, area studies five percent, linguistics 15 percent and literary courses 45 percent of
the overall teaching programme. It is clear from this comparison that the German
programme at HUFS places greater emphasis on the intensive teaching of the language and
the application of those language skills, while the emphasis at SNU is on the study of

German literature.

Most programmes offered at other universities fall between these two extremes (Yim 1986:
114). Given that nearly one quarter of students beginning a degree in Germanistik have little
or no prior knowledge and only a very small number of graduates want to continue their
studies at the graduate level, the HUFS model would appear to be the most appropriate, in
Yim’s opinion, for the Korean situation. SNU has a long tradition in Korea of being able to
accept the very best high school graduates because it is ranked as the top university, so
when planning the German programme the competencies of the students (including the
higher level of prior language skills) clearly play a role.

After graduating with a B.A., students wishing to continue onto graduate studies must sit an

entrance examination before undertaking a two-year Master's degree at a Graduate School

or College of Education. A written examination and a thesis are required for the successful
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completion of a M.A. or M.E. Before continuing onto the three year PhD course, students
are often required to sit a further examination including an English examination and another
in German. Written and oral examinations are part of the PhD process and candidates are
allowed a maximum of ten years to complete their research thesis. Masters and doctoral
students specialise primarily in literary and linguistic topics. At least one year of study in a
German-speaking country is obligatory for PhD candidates at most universities as they are
expected to expand their basic degree knowledge as well undertake specialist research in a
German-speaking country before presenting a PhD thesis in Korea (Yim 1986: 117; Lie
1987: 87). While undertaking their doctoral studies, PhD candidates are often employed to
teach general language courses at the first year level (Kim 1993/94: 34-35).

Koch (1996: 115) found that in 1992 there were only 385 students enrolled in Master’s
courses and 160 in PhDs. These comprise less that four percent of the 14 941 German
students at that time.*’”> Given that actual academic discussion and analysis only begins at
the graduate and postgraduate level while undergraduates learn primarily the basic language
skills, circa 96 percent of all Germanistik students are excluded from comprehensive study of
the subject (Kim 1993/94: 35).4™

Yim (1986: 117) describes the curriculum of the Graduate schools as being similar to that of
the undergraduate programmes (except at Translators/Interpreters’ schools), although the
graduate programmes tend to be the subject specific part of the ‘traditional’ Germanistik
degree (that is, literary and linguistics studies), so do not include LK courses, for instance. A

limited number of courses in Middle High German literature are offered at this level.*’

Although the compulsory number of teaching hours is reduced to nine teaching hours per
week to allow students more time for independent research, Yim contends that (from the
perspective of the German-speaking teaching staff at least) the weakest point in the study of
Germanistik in Korea is that little independent study is expected of students.*’® For instance,
students often do not learn to quote, give bibliographical details correctly or to compose an
academic essay. This criticism is partially justified and, according to Yim (1986: 116),
Korean teaching staff are aware of the problem. But the root of the problem lies in the fact
that courses in skills such as Blcherkunde are not offered in Korean universities. In some
courses for advanced students written references are explained but mainly in Korean! In
addition, the language skills of most students are not sufficient for them to be able to
independently analyse German secondary literature. The libraries of most universities are
only poorly stocked, especially with regards to German literature.””” While almost every
university has language laboratories, video players, OHP, cassette decks and computers,

473 Son (1999: 586) found that of the aimost 14 000 students studying German as a major nationwide in 1999, only
circa 250 were undertaking a Master’s degree and 120 a PhD.
4% Cf. Yim 1986: 113; Adelhoefer 1993/94c: 42.
45 Cf. Hann 1984: 316; Rhie 1987: 43.
::j Cf. Kammler 1984: 181; Nellen 1989: 14.
Cf. Lie 1987: 88; Koch 1996: 100-101.
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these media are not utilised to their full advantage according to Wollert (1997a: 39). One
reason for this is that learner-oriented teaching methods are not used because of the large
class sizes.

There are currently circa 60 German freie and five DAAD LektorInnen working at universities
throughout Korea as language assistants. They teach language, contemporary German
literature and LK, attempt to present a heterogenous and authentic picture of the social,
political and cultural developments in modern Germany and act essentially as cultural
ambassadors of their countries (Menke 1998: 8). These lecturers are also active in
extramural activities, including theatre groups and conversation groups, and teach further
education evening classes for teachers at the Goethe-Institut.*’® While Yim (1986: 115)
describes the language assistants as being mainly occupied with conversation and essay
exercises, he believes that they can also help with the improvement of the teaching
methodology overall as they are in a position to critically analyse the practice in Korea from
an objective distance. However, Lektorinnen are not required to have studied DaF as part of
their degree(s) in Germany (although many have), so do not always have experience in that
field.

Adelhoefer (1993/94c: 37-38, 49) describes the position of the foreign language assistants
as being an opportunity to include interesting and innovative topics in classes but warns of
the pitfalls.*”® He contends that the most important thing is to increase and expand the
students’ knowledge of the language and of German culture and everyday life. Decisions
about classes must not be taken on an ad hoc basis but rather with an awareness of the
parameters of the discipline in Korea and of the fundamentals of teaching. In his experience
the students are interested in the area studies courses and topics and this is an opportunity
to utilise many different kinds of media (videos, slides, magazines, advertising brochures,
etc.) in the classroom. The use of such media in language teaching also provides
opportunities to break down the barriers between student and teacher in Korea and to
encourage active participation in the classroom discussion (Adelhoefer 1993/94c: 49-54).
Many of the difficulties foreign language assistants face when teaching German in Korea are
caused by the vast differences between the Korean and German cultures, education
systems and languages. For that reason Adelhoefer and others compiled a handbook of
information to assist new and potential foreign language assistants in preparing for life and
teaching in Korea: M. Adelhoefer (ed.), Informationen fir deutschsprachige Lektoren und
Lektorinnen in Korea. 1993/94, (Goethe-Institut Seoul, Korea).

In addition to learning German in high school and at university, there are a variety of other
educational institutions at which Koreans can learn German, including distance education

institutions, the Goethe-Institut in Seoul, language schools (e.g. Inlingua and the Homann

78 Cf, Krusche 1971: 246; Oh 1993/94; 3; Adelhoefer 1993/94b: 4: Siemes 1993/94: 1; Wollert 1998: 10-11.
19 Cf. Menke 1999: 44-48; DaF-Szene Korea 1996: 88-127.
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School) and the German Cultural Centre (Lie 1984: 36; 1987: 84). The state financed
distance high school and university are essentially for those who are employed. German is
taught as a second foreign language in the optional courses section. The curriculum is the
same as that for the normal high schools and universities. In addition, the Korean
Broadcasting Service (KBS) offers German courses to the general public and interested
parties on the radio and television. The Military Academy has recently reopened its German
department (after it was closed in the early to mid 1980s) (Lie 1984: 35-36; Yim 1986: 118).

The scale and diversity of German in Korea is reflected in the range of relevant academic
and cultural associations and organisations. Founded in 1968 the main branch of the
Goethe-Institut is in Seoul with another in Taejon and a Goethe-Zentrum in Pusan (which
opened in 1988). As with all Goethe-Institute worldwide, the main tasks of the institute are to
maintain and promote the German language and culture abroad and to promote international
cooperation.*®®  The demand for courses offered by the Goethe-Institut is high, has
increased constantly during the past two decades and often outnumbers availability.*®' In
1981, 1873 people applied for language courses in German and 1700 completed
successfully. By 1993 about 5000 Korean pupils and students were learning German at the
institute per annum (Adelhoefer 1993/94c: 41). According to Hann (1984: 315), there is a
significant group of business people and politicians (in addition to the Germanistik students
or graduates) who want to learn German to be able to study further in Germany or to
maintain their language skills.

The Referat Padagogische Verbindungsarbeit at the institute is the first point of contact for
the over 1000 Korean German teachers and organises further education courses for these
teachers. Through these intensive training courses and the multiplication effect of such
training, the institute hopes to reach a wider audience outside of Seoul, Taejon and
Pusan.*® In addition, the Goethe-Institut provides assistance to German teachers wishing to
further their education in Germany, an information and library service, organises cultural
events and supports the German foreign language assistants by organising regular seminars
and meetings and by providing support to them regarding legal matters and working
conditions in Korea (Yim 1986: 118; Oh 1993/94: 3; Kohz 1996: 5-6). There are also three
German language advisors in Seoul, Pusan and Kwangju who are funded by the
Bundesverwaltungsamt (Adelhoefer 1993/94c: 42).

Germanisten and their academic associations and organisations work closely with the Toyko
DAAD branch, which is also responsible for Korea. The need for qualified teaching staff
(required because of the dramatic increase in the number of students in the 1980s) was hard
to cover for the newly founded universities, and numerous graduates, German teachers and

0 f Breuer 1975: 7-11; Goethe-Institut 1998.
81 Cf, Lie 1984: 35-36; Yim 1986: 118.
42 ¢f. Yim 1986: 119; Timmermann 1999: 58.
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lecturers furthered their education with the assistance of scholarships from various different
German institutions. The DAAD began work in 1952 in Korea and by 1983 had awarded 265
year long scholarships, 53 of which were given to Germanisten who are now professors of
German at Korean universities (Yim 1986: 117-118). Due to the similarities between the
German and Korean constitutions, the DAAD has also financially assisted lawyers and
students of Law. In addition, a number of foreign language assistants and German-speaking
Praktikanten have been sent to Korea (Hann 1984: 311).

Other organisations, which have provided scholarships and other assistance to Korean
Germanisten, include the Friedrich-Ebert-Stiftung, the Alexander von Humboldt-Stiftung, and
the Konrad-Adenauer-Stiftung. The German, Swiss and Austrian Embassies in Seoul are
further points of contact with the German-speaking countries and cultures. Nellen (1989: 1-
2) deplores the fact that the German government and other organisations invests a large
amount of financial resources into the facilitation of these exchanges, but little support or
encouragement for these is given by the Korean government, universities or other
organisations. *®®

A wide variety of academic associations exist in Korea, including the KGG, Koreanische
Buchner-Gesellschaft, Koreanische Goethe-Gesellschaft, Koreanische Kafka-Gesellschaft,
Koreanische Brecht-Gesellschaft, Koreanische Gesellschaft fur Deutsch als Fremdsprache
(KGDaF), Lektoren-Vereinigung-Korea (LVK), Koreanische Gesellschaft fir Deutsche
Sprache und Literatur (KGDSL), Koreanischer Deutschlehrer Verband (KDV), Koreanische
Germanisten- und Lehrerverband and the Koreanische Gesellschaft fir Germanistik und
Didaktik.***

The KGG was established in 1958/1959 and published its first journal in the same year. This
journal tends to include mainly articles concerned with literary studies issues and topics,
although some articles on topics in contrastive grammar and linguistics have been published
in recent years (Hann 1984: 308-309). The initiators and members were Germanisten and
young graduates of the German department at SNU. At that time it was predominantly a
friendly society and of the 81 registered members, few actually concerned themselves with
Germanistik research (Rhie 1987: 38). Today the KGG lobbies the Korean government and
German organisations intensively for the promotion of the discipline. The main task of the
KGG is to support the academic activities of its members by publishing their research,
organising seminars and conferences and promoting international cooperation (Yang 1997a:
57).

3 Cf. Yim 1986: 118.
4 Cf. Lie 1984: 35-36; Rhie 1997b: 16; Yang 1998b: 15; Son 1999: 568.
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In 1970 the Koreanische Germanisten- und Lehrerverband was founded and began
publishing the Zeitschrift fur Deutsche Sprache und Literatur (Hann 1984: 309). Since the
late 1980s the KDV has also provided a forum for the exchange of ideas amongst high
school teachers.

In 1995 the LVK was founded. This is an association of the native German-speaking
Lektorinnen which was established in Seoul in 1995 to improve the professional standing of
the work of the ‘freelance’ foreign language assistants in Korea and to assist new colleagues
to prepare more adequately for work in Korea (Yang 1998b: 14). It is not simply a
representative body of the interests of foreign language assistants but also organises
academic and further education seminars and conferences, and together with the DAAD and
Goethe-Institut, as well as the Korean Germanistik and DaF organisations and associations,
attempts to give new impulse to the discipline in Korea.*®® The LVK publishes the journal
DaF-Szene Korea twice yearly and other newsletters on current issues and topics on an

irregular basis.

Adelhoefer (1995: 16-17) says the LVK was founded partially because of the growing
dissatisfaction with the lack of transparency in Korean bureaucracy and the poor working
conditions these lecturers are faced with. He continues that little support is received by
these lecturers from the German embassy, although the Goethe-Institut and the DAAD have
given and continue to give assistance in many forms. The LVK is the first group of foreign
language assistants abroad to systematically and continually push for improvements in the
teaching and working conditions. lts example is now being followed in part by the foreign
language assistants in Japan with their Lektoren-Rundbrief Japan.**® Since the funding of
the LVK and the publishing of DaF-Szene Korea, the number of inquiries for information
about German in Korea has increased dramatically (Adelhoefer 1996a: 6-7). During the mid
1990s the number of ‘freelance’ foreign language assistants working in Korean universities
increased from 35 in 1992 to 65 in 1996, while in the same period the number of DAAD
language assistants decreased from 8 to 5. However, Adelhoefer says wide discrepancies
between the working conditions of the DAAD and the ‘freelance’ language assistants
remain.*®” For example, the so-called freie Lektorinnen receive only the Korean university
wage and have none of the privileges of those supported by the DAAD. Year long contracts
are the norm (Adelhoefer 1993/94c: 39).

Shortly after the founding of the LVK, the KGDaF was founded (Menke 1998: 8). The main
task of the KGDaF (which at present has approximately 120 members) is to bring about re-
orientation within the traditional Germanistik degree in Korea (Timmermann 1999: 58). Many

“5 ¢f. http://maincc.hufs.ac.kr/~kneider/lvk.htm (6 February 1999).
“ ¢f. http://www.gakushuin.ac.jp/~19960705/index.htm (6 February 1999).
7 Cf. In-Suk 1997: 7-9; LVK 1997: 10-14.
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(including Han 1996: 11) regard the founding of these two DaF oriented associations as a
sign that DaF as a subject is establishing itself in Korea. Timmermann (1999: 58) continues
that until now the associations have had little influence on the educational and language
policies of successive Korean governments because most of the foreign language teachers
and professors (of languages other than German) were not particularly concerned about the
political changes and measures. However, because of the expected effects of the most
recent changes, it is imperative that the Germanistik and DaF associations cooperate to
address the reality and problems and to discuss the government’s language policies, in order
to have any influence on future changes and the future direction of the discipline.

11.3.4.3 Innovation and Reorientation in the Field of German During the Past Two
Decades.

It is evident that the Germanistik discipline in Korea (as in China and Japan) is currently in a
fundamental process of change, given the reorientation of political and economic relations,
the diversification of second foreign languages, the increasing numbers of students choosing
to learn Chinese or Japanese and the recent education reforms that have essentially
abolished the institutionalised place of German in Korea.”® Demand for Germanistik has
declined (and will continue to) due to the market principles of supply and demand,
particularly at those universities, where the latest reforms have already been introduced
(Yang 1997a: 57; Giersberg 1998: 468-469). This can be attributed at least in part to the fact
many students are now able to choose their own subjects.

However, while there has been much discussion of the changing parameters and possible
solutions to the challenges these present the discipline, few concrete solutions have been
implemented in Korea, in stark contrast to in China. At the 1985 Germanistentagung in
Changju some Germanisten asked what Korean Germanistik can and should achieve.
Jaemin (1985), for example, questioned the suitability of the discipline’s objectives to date
and suggested improvements in the teaching methodology and a new orientation of the
curriculum towards a degree that prepared students for employment. Others, including Cho
(1987), Ahn (1988) and Hur (1992), called for changes in the actual teaching methodology in
literary courses, including increased emphasis on literary theories and criticism as opposed
to translation.

Discussion about the objectives and function of German as a foreign language (a hot topic in
Korea for the past two decades) is hampered not only by different points of view and the
stratification of different objectives, but also by intercultural misunderstandings about the
value and place of career or employment-oriented degrees as opposed to general degrees
(Hann 1984: 311-312). A general increase in the value of the second foreign languages
within the education system and the employment market is required. Adelhoefer (1993/94c:

8 Cf. Rhie 1987: 45-47, 1997a: 13; Yang 1998b: 1; Paek 1999: 21: Rohs 2001: 4.

172



55-56) believes there is a contradiction between the realities of teaching and learning in
Korea and the government's desire to become internationally competitive.  The
government’s policies of internationalisation and globalisation should not lose sight of the
importance of cultural exchange, particularly with regard to the European Union and the
European markets. Giersberg (1998: 469) believes German Studies as a discipline could
play a significant role in this regard. For instance, the discipline has the opportunity to
diversify into providing high quality language courses for the increasing number of students
of other disciplines wanting to study in German-speaking Europe.

Schmidt (1996: 36) calls for fundamental changes in the programmes offered in order to
diversify the discipline and make it more appealing and market-oriented:*®°

Wir missen uns anpassen, an den Stil, an den Markt und dann andere
Lehrveranstaltungen und aktualisierte, attraktivere Vorlesungen und Sprachkurse
anbieten. Die Unterrichtsmethoden sind veraltet und missen dringend verbessert
werden.
Schmidt (1996: 37) believes in future the traditional Germanistik degree will be offered only
to the few Masters and PhD students. She continues that Korean Germanistik is searching
for its own way amongst the educational policies and constant reforms and suggests that the
discipline must teach modern language courses and improve the quality of research and

translation work and include intercultural perspectives in cultural studies courses.

Manke (1997: 29) believes that prerequisites for reforms within the discipline are appropriate
curriculum parameters, a suitable number of teaching hours, a sensible differentiation of
students according to their skills and achievements, flexible examination requirements (or
the integration of German and other second foreign languages into the examination system),
upgraded facilities, a programme that can be adapted to the needs of, for example, students
majoring in literature, Law, Management, Music, and intensive language learning as the
main focus. He (1997: 27) further suggests that the (expected) effects of Hakbuchae, i.e. the
drastic decline in the number of students choosing to study German, could be used as an
opportunity to increase the quality of teacher training, to introduce smaller class sizes and to

increase the motivation of students.*®°

As in China and Japan, a number of possibilities for adapting Germanistik in Korea to the
changing environment have been suggested. These include projects encouraging teamwork
between all levels of students learning German, such as weekend seminars; offering a
choice between the traditional Germanistik degree programme and a career oriented degree
programme; introducing interfaculty and interdisciplinary programmes on a national, regional
and international level; making a study abroad component compulsory; utilising modern

8 Cf. Yim 1986; Rhie 1987: 45-47; Kim 1992: 133; Wollert 1997a: 40; Giersberg 1998: 468-469; Timmermann
1999: 481.
%0 Cf, Lie 1987: 87-89; Ahn 1989: 347, 354; Wollert 1996: 44-45.

173



technologies to cooperate with other universities and institutions; increased cooperation
between Korean and German universities, organisations and institutions through short term
exchanges for lecturers, partnerships with universities and higher numbers of
scholarships.*®'

Rhie (1997a, 1997b: 15) criticises the discipline for historically following the Japanese model
too closely and now for attempting to model itself on the Binnengermanistik. He calls for
changes in the Korean discipline to allow for the unique characteristics of the Korean
context. In answer to the current crisis in the discipline, he (1987: 45-47, 1999: 74-75)
suggests that the degree programmes need to be better coordinated and integrated; that the
teaching methodology must change to become addressee-oriented and learner focused
instead of simply an invariable copy of Binnengermanistik;*** Germanistik must utilise the
teachings and topics of DaF, increase the number of subject combinations and possible
career paths; and literary studies should not be taught simply for their own sake, but be
integrated into the overall programme and focus primarily on texts of the 20™ century.

Rhie (1997a: 21-22) outlines ten principals for achieving change in the Korean discipline:

. The development of a new modal curriculum (with a strengthening of language
courses and LK);

. The development of textbooks according to the new curriculum (for German as a
major, German as general education, Fachsprachen, LK, etc.);

. Improvements in the language courses offered to Germanistik students (e.g. the
attainment of the ZDaF during the first two years of study, integrated lessons);

. An improvement in the training of German teachers (e.g. language competency,
training in didactics, modern methodologies and LK);

. The prescription of the language requirements for Master’s students (e.g. KDS or
similar certification);

. Improvements in the German courses offered to students of other disciplines and
faculties;
. The inclusion of cultural and area studies as an integrated part of the German

programme or as an independent subject;

. The development of opportunities for students to study abroad (including for
students of Law, Management and the Sciences);

. A willingness of Korean Germanisten to change in a changing world (through further
education and individual study from literary studies specialists to LK or
interdisciplinary studies specialists); and

. A campaign aimed at improving the image of Germanistik in Korea and its profile in
society (through publicity and lobbying activities by the Germanistik associations).

' Cf. Hann 1984: 312; Lie 1984: 37-38, 1987: 87-89; Nellen 1989: 15; Wollert 1996: 44-45; Nord 1996: 54-60;
Paek 1999: 24-26.
2 Cf. Wierlacher 1980c: 11; Cha 1999: 538.
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Kohz (1997: 30) maintains that because of the impact of technology and the internet in
particular, universities must offer something the internet and other institutions cannot or do
not. While he believes improvements in the teaching of German in Korea are required, he
stresses that the discipline needs to adapt to changing social and political factors and lists

the following factors as being necessary for fundamental reforms of Germanistik in Korea:

. The reforms should be planned and implemented in close cooperation with other
foreign language disciplines;

. The specific Korean situational factors must be analysed and taken into account.
Models from other countries cannot simply be copied but rather should be used as a
guide;

. The discipline must diversify and restructure through the founding of new institutes

and the offering of new interdisciplinary study programmes;

. The content of degrees must be designed to take the changing market parameters
into account and become career-oriented; and

. The relations between German and Korea and the increasing importance of German
as a trade, diplomatic and economic language in Europe should be emphasised

more strongly.

Against the backdrop of these discussions, a limited number of innovations within the
discipline have occurred during the past two decades. One such innovation has been the
structural reorganisation and redefinition of departments and the subject. Wollert
(1999: 10) questioned a number of LVK members to ascertain what the effects of the first
few years of Hakbuchae had been on Germanistik in Korea and found that the restructuring
of faculties has led in most cases to the amalgamation of departments. In some instances
the languages were amalgamated according to geographical areas, such as European
Studies departments (French and German) and Pacific Studies (English and Japanese). In
other cases foreign language faculties were established with English being the clear
favourite as a major subject and the less popular languages (French, German and Chinese)
becoming essentially supporting subjects. Some universities allow students to choose
between the languages. At others students are required to study both French and German.
At Keimyung University in Taegu, the department is no longer oriented merely towards
language and literary studies, but also offers a programme in German Studies. However,
whether or not this model would succeed or be accepted on a widespread basis is

questionable.

It has been suggested that perhaps the development of intercultural courses and
programmes and of an Intercultural Regional Germanistik would give the discipline new
impetus. Choe (1991: 102-103) calls for Intercultural German Studies to become part of the

%8 Cf. Yim 1986: 115; Yang 1998b: 19.
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Korean discipline so as to bring all the situational factors impacting on the discipline together
and to assist in the development of the overall re-orientation of Germanistik in Korea. The
changes in political structures and powers have led to an increasing need for such area
studies competencies. Such studies, however, must be anchored in the situational
parameters of the country they are being taught in (Brasel 1997: 101-102, 104).

Brasel (1997: 99) contends the importance of and need for intercultural studies as part of
German programmes in all South East Asian countries is increasing parallel to the status
and values of these cultures increasing in relation to the traditionally dominant European
cultures. For instance, the international reputation of Korean art is increasing in Europe and
America. She points to Hann’s indication of the necessity to study intercultural issues over
ten years ago. One task Hann (1984: 318, 1985: 107) considered vital for the future of
Germanistik in Korea was research into the problems of intercultural communication in Korea
as no comparative studies had been carried out in this field.

Brasel (1997: 100) continues that it is important to include expertise and topics from other
disciplines and to take the characteristics of the learning environment and social setting into
account. The aim is to understand another cuiture not to take it on or over. In response to
the commonly heard criticism of the danger of the other culture prevailing over one’s own,
Brasel says it is important to remember that Asia and Europe have been communicating for
hundreds of years and have retained their own cultures and identities.*** However, despite
the discussion about Intercultural German Studies in Korea, very few programmes or
courses have been developed during the past two decades.

The development of interdisciplinary courses and programmes is another innovation
that has been discussed during the past two decades. Peck (1999) and Adelhoefer
(1993/94c: 55-56) believe it could be the opportune time for the discipline to develop
programmes in interdisciplinary German or European cultural studies as the changing
environment and globalisation demand area skills and flexibility of gradua’tes.495 Kim (1992:
138-139) says the younger generation of students are less and less interested in literary
studies and increasingly critical of the way the degrees are structured. Interdisciplinary
programmes, such as German cultural studies, could, therefore, be one option for a
redefinition of German in Korea and perhaps a solution to the perceived unproductiveness of
the Humanities subjects. Although Timmermann (1999: 485) admits the problem with such a
development is defining what should be included in such a programme, he believes it is vital
for the discipline to answer the question ‘Why would a Korean student want to learn German
at all?’ in order to give German programmes a clear and concise objective. This will in turn
ensure the content of the teaching programme is correctly designed and determine the
methodology used.

4% o Hofmann and Kim 1993/94: 61-62.
4% Cf Rhie 1997a; Yang 1998b: 20; Paek 1999: 25-26; Son 1999: 570-571; Timmermann: 1999: 485.
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Wollert (1997a: 41-42) and Kim (1992: 138-140) believe the opportunities for Germanistik lie
in students being convinced to select a combination of subjects that gives them the edge in
the employment market.**® Good German language skills, whether studied as a major or a
minor subject, in combination with other subjects will certainly not reduce a student’s
chances of gaining employment. Germany is a favoured destination of students wishing to
study abroad and the DAAD and other organisations actively promote exchange
programmes (Wollert 1999: 13). Wollert contends, however, that the link between the
international market for education, the export dependent economy and the global economy
could be used more intensively to discipline’s advantage. For example, with scholarships
and work placements for students in appropriate firms. Menke and Arnoldi (1999: 29-31)
believe there could be a niche market for German departments to diversify into teaching
German language and culture within Korean firms, such as Samsung.*®’

Wollert (1997a: 41) warns against career-oriented programmes being the sole saviour of
Korean Germanistik as firms in Korea want graduates with English skills as opposed to
German. However, he believes a combination of German cultural studies, language
competency, employment skills and a study abroad component should be included in
programmes offered.”*® He describes a project where students investigated the ehployment
market for graduates of the German department at Sungshin Women’s University. Students
gained contacts with potential employers at the same time as undertaking this research.

There is a growing trend towards discussing the value and function of LK**® and of the
inclusion of elements of this in the teaching programmes.’® In May 2000 the KGDaF in
conjunction with the Goethe-Institut in Seoul hosted the fourth international symposium,

Landeskunde im Deutschunterricht.>*'

At present if LK is offered at all as a subject area
within the teaching programme, the courses are given titles, such as ‘Die Verhéltnisse in
Deutschland, ‘German Culture’, ‘Deutsche Volkskunde' and ‘Germany in the 20" Century’

(Yim 1986: 115).

Hong (1992: 81-83) agrees that LK should be given more attention in Korea given the
current situation of Germanistik.>® Hong maintains that through such studies students learn
more about the destination country and the life of its citizens: the history, geology, sociology,
politics, economy, literature, arts, music, sport, media and traditions. Students have more
possibilities for communication and the subject contributes to cultural understanding and
increases the interest of students in the country and language. It is, therefore, a means of

4% Cf. Rhie 1997b: 13.

“7 ¢, Bericht 1997: 4-5.

4% ot Zimmer 1996: 92; Timmermann 1999: 482.

% Cf. Picht 1991: 54; Brasel 1997: 99-113.

%0 For details of a number of individual projects, modules or courses introduced by some foreign language
assistants and others, see Menke 1999: 44-48 and DaF in Korea 1996: 88-127.

0! ¢, http://maincc.hufs.ac.kr/-kneider/Ivk-kalend.htm (14 March 2000).

02 ¢f, Yang 1998b: 16-17; Kim 1999.
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motivating students to learn German and at the same time of making the lessons more
interesting and appealing by utilising authentic texts and audio visual media. A study of one
hundred graduates of the Korea Institute of Technology found 37 were very interested in LK
(Hong 1992: 80-81). It is also important to teach Koreans about other cultures as the
German forms of addressing people, for example, are foreign to them.

For LK to be taught in Korea, trainee teachers would need to be taught about the subject. At
present literature is the central focus of the Germanistik and teacher training degrees, with
linguistics and language skills also being important components. Teachers receive some
informal training in such subjects during the two-month courses in Germany organised by the
Goethe-Institut, but only a small number of teachers undertake these courses each year.
LK, however, needs to be included in the curriculum as a separate subject. One method of
achieving this would be to cover such topics in the intensive further education courses
provided by the Goethe-Institut. Teachers need to be trained in German contemporary
issues, such as the reunification of Germany, as until recently topics such as communism
were tabu subjects given Korea’s political climate. In addition to (further) training in LK,
teachers need to have access to more authentic and varied materials and to revised
textbooks or textbooks specifically designed for teaching LK (Hong 1992: 84).

Examples of German programmes in other countries which Rhie (1997a: 17-21) believes
could act an a guide for the re-orientation of programmes in Korea include the
Diplomkulturwirtschaft programme at Passau University, where students study at least two
applied foreign languages and the basics of economics, law and management and cultural
studies pertaining to a specific region (Rhie 1997a: 18). Another example is from China
where students study the language alongside general education subjects and area studies,
cultural studies and literature courses (all taught in Chinese) (Rhie 1997a: 12-24). In the first
two years the emphasis is on language competencies and in the final two years the
emphasis is on training as an interpreter, translator or German teacher, during which (Rhie
1997a: 18-19):

das leitende Prinzip der chinesischen Currricula ist die Kommunikationsfahigkeit im
weitesten Sinne des Wortes.
Rhie (1997a: 20-21) believes that in the future traditional Germanistik will not be taught in
Korea, but that German Studies with an emphasis on LK or Fachsprachen should be

taught.>®

Yang (1998b: 20) raises the question as to whether Germanistik and German language
courses should not become separate entities. He suggests three possible models for the
future of German in Korea:

%03 cf, Manke 1997: 29.
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(a) A continuation of the current curriculum whereby literary studies remain the focus of the
degree programme. The justification of this would be that the degree contributes to the
general abilities of a graduate and their wide knowledge and skills are transferable to a
wide variety of possible employment situations;*°*

(b) An adaptation of the Chinese model: or

(c) An interdisciplinary orientation, such as German or European Studies, whereby all the
components (language, literature, history and culture) form part of the programme.

Kohz (1997: 32-33) suggests an ‘Institute of International Relations’ be established at

Korean universities, comprising a department of foreign languages, a department of Asian

Studies and a department of European Studies and offering a variety of degree programmes.

The languages department would be responsible for the teaching of foreign languages to

ensure that students start their further studies with the required level of language

competency. For German, the programmes could include Germanistik (B.A. and M.A)),

German Cultural Studies and German teacher training. The common goal of all three

degree programmes offered would be to train students as ‘Germany specialists’. Kohz

believes this could have a positive effect on Korean Germanistik in a variety of ways,
including:

. The option of three different degree programmes would result in smaller classes,
which would make for more satisfactory and effective teaching;

. Korean Germanistik would experience a ‘healthy’ decline and less competition
between students would increase their chances of obtaining employment;

. Students graduating as cultural studies specialists would be interesting for many
branches of the economy. This would increase the chances of employment and
increase students’ individual talents and skills (including flexibility, foreign language
competency, foreign cultural competency and practical employment experience);

. The attractiveness of such degree programmes would attract good students;

. There would be fewer cuts in positions and perhaps even an increase the number of
lecturers required; and

. Informed high school pupils would understand that it makes sense to learn German
and to study German and would, therefore, be more motivated to participate in
classes.

Such changes within the discipline would be in line with demands by many Koreans for
better foreign language and culture competencies and the globalisation policies of the
Korean government and reflect the trends internationally (Kohz 1997: 33-34).

%04 Cf. Wollert 1997a: 37.
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The modernisation of language courses is another method with which those teaching
German in Korea have attempted to counter the difficulties facing the discipline. Nord (1997:
47-48) argues that the apparently strong position of German as a foreign language in Korea,
as reflected in the statistics, is confusing and often misrepresented. The high numbers
learning German at high school do not necessarily equal the true demand for German
because German is offered at more high schools than other foreign languages. Adelhoefer
(1993/94c: 55-56) too believes that an emphasis on quantity still dominates foreign language
studies. And he questions the wisdom of teaching the German language in Korean!

Although it is generally expected graduates of Germanistik can speak German, Korean
students usually learn only the basics of German in the first year of study and then read
(often quite advanced) literary texts and translate these into Korean.*®® But if they have not
intensively learnt German at the Goethe-institut, they are often not able to communicate with
native speakers of German.*® Another group wanting to learn German for practical reasons,
such as continuing their studies in Germany, tends to enrol in the courses offered by the
Goethe-Institut. In the early years most of the participants of these courses were students of
other disciplines, but increasingly students of Germanistik are enrolling in the institute’s
language courses! Some, including Lie (1987: 89-90), call for the work of the Goethe-Institut
to be expanded.

Social changes are making it increasingly necessary to adapt foreign language teaching to
the actual demands of Korean society (Yang 1998a: 466). For instance, there is increasing
cooperation with foreign firms; Korea is an export dependent nation; there are increasing
numbers of foreign workers coming to Korea and many students going abroad to study.
Reforms in education have impacted drastically (and continue to impact) on Germanistik.
For instance, second foreign languages are no longer obligatory. Students can choose (at
least in theory) whether to study a second foreign language and which one. This situation
means that the discipline must adapt to the demands and needs of the students (or clients).

One of the most important and urgent aspects of this must be an improvement in the
standard of language competencies so graduates can use their German language skills in
situations in later life and in their career.®” At universities, where reforms were introduced in
1996, the number of first year students enrolling in German has declined between 30 and 90
percent (Wollert 1999: 10-11). At those universities where the reforms were introduced only
at the beginning of 1999 there have already been changes in first year enrolment patterns,
including low enrolments in literature and linguistics courses and subsequent cancellations.
Language and area studies courses have been better attended than in recent years. Wollert
(1996: 45), however, believes the language courses within German programmes need to be

%5 Cf. Song 1988: 6; Yang 1998a: 465-466.
506 According to Yang (1998a), this phenomenon is widespread in the foreign language disciplines in Korea.
%7 Cf. Lie 1987: 87; Nellen 1989: 15.
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improved so students are not forced to pay extra fees to an outside agency as well as for
their degree.

One measure the LVK suggests is the introduction of a language examination (including an
oral component) at all universities, which is recognised (inter)nationally so as to give
students more motivation to learn German (Bericht 1997: 4-5). Deutsch (1997: 61-65)
contends the standard of students’ language competencies needs to be increased as it
impacts on all other facets of their learning. However, professors often do not expect
German language competency from students as they themselves are not fluent in the
language. Deutsch also calls for the nationwide introduction of some form of examination or
certification, such as the ZDaF, as places such as the Island of Cheju have no other
possibilities to learn German except at university.

Wollert (1999: 12) found that the changes (which have occurred as part of the reform
process) have inevitably had consequences for the foreign language assistants. Some now
have a reduced number of teaching hours as at some universities the number of teaching
hours for all staff has been reduced. This would, however, appear not to be prudent, as high
quality language courses are regarded as one of the easiest ways to attract students.
Wollert believes that unless staff can convince the faculties that high qualityA language
lessons are vital, a situation similar to that in Japan may occur, whereby relatively large
numbers of students study German language for two semesters at a very low niveau. He
believes Korean universities need to ensure that students attain at least the level required for
the ZDaF. Chi (1975: 153-155) maintains that languages should not simply be part of
general education, but should also be included at the advanced levels.

Some believe that the teaching of Fachsprachen for students of other disciplines, who want
to study in Germany, needs to be improved and expanded as a means of improving the
image and depth of German Studies in Korea.>® Kim (1992: 137-138) and Wollert (1997a:
41) believe computers should be utilised in all aspects of the subject. They suggest that the
Goethe-Institut or other German institutions should develop computer software for the
effective teaching of language. This would make the subject more appealing to students,
would save time and could eventually mean universities or individuals could obtain courses

direct from German-speaking countries.**®

There have been a number of small changes at individual universities (Deutsch 1997: 63-
64). For instance, at Cheju University a modern textbook for DaF has been introduced and
German foreign language assistants have cooperated (and continue to do so) to adapt this
and to coordinate courses to systematise the teaching of this. In addition, Cheju has
established a partnership with Bonn University whereby students at Cheju can attend an

%8 cf. Nellen 1989: 15; Rhie 1997a: 15; Son 1999: 570-571.
%9 Cf. Bericht 1997: 4-5.
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intensive summer school where DaF students from Germany assist with the teaching.
Students and academics at Cheju are also encouraged to spend some time researching at
Bonn University. Since 1997 a four-week language course has been offered in Bonn for
students at Cheju. Deutsch (1997: 65) insists such initiatives must be part of the curriculum
and students must be able to obtain credits for these.

Stahl (1996: 14-15) describes an initiative organised by the foreign language assistants in
the French and German departments at her university. As university reform is a hot topic in
Korea and the place of the second foreign languages like German and French is also hotly
debated, the language assistants decided to hold an Europdischen Kulturabend to boost the
profile of these languages and countries. The deans and university management were
invited to an evening programme comprising cocktails and introductory speeches (in French
and German with Korean translations), a slide show accompanied by music and finally a
French and German buffet. This event was very successful, although the long-term benefits
are hard to determine. One positive result, however, was the intensified cooperation
between the two departments.

Wollert (1996: 44-45) regrets the lack of cooperation between Korean and German
colleagues given the current situation. He suggests that perhaps the discipline should follow
the Chinese example, whereby foreign language assistants at universities and schools
cooperate on numerous projects (despite there being far fewer foreign language assistants
in China than in Korea). For instance, a Chinese-German dictionary, a regional textbook and
the development of specialised degree programmes. Wollert maintains that this is one of the
reasons the discipline in China has a much better image than in Korea.

Qualitative and quantitative measures are clearly needed to improve the discipline.
Timmermann (1999: 481-482) believes one of the main reasons for the inadequacies in the
German programmes offered in Korea has been the traditional training of university

lecturers.'°

Most were educated as literature specialists, some as linguists, however,
language courses form the bulk of their teaching load. Very few academics concern
themselves with DaF. The importance of translation as part of the discipline’s achievements
in Korea is underlined by the fact that not only is it actively promoted, but it is at the same
time a method many teachers utilise in language and literary courses. Nellen (1989: 15)
calls for changes in the training of German teachers, including training in DaF methodology,
didactics and LK. He believes that DaF should be added to the curriculum as a subject at

Korean universities and recognised as a practice-oriented subject.

51 Cf. Rhie 1997a: 15.
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Rhie (1997a: 13-14) believes German degrees for Koreans should primarily focus on DaF,
but this is precisely what is being neglected. Literary or linguistic studies are emphasised,
while areas such as practical language usage and area studies are neglected or even
ignored completely. He maintains that Germanistik in countries other than the German-
speaking countries should be based on the fundamentals of DaF and calls for the KGDaF to
develop relevant courses. According to Rhie, one cannot expect the development of a
model curriculum and modern textbooks and teaching materials without discussion of DaF.
For this reason graduates of German possess partial literary and linguistics skills but do not
possess the relevant language and area studies competencies. As the latter two are what
graduates may need in their later careers and in society as a whole, this leads to great
frustration, a lack of motivation and a relatively negative image of German graduates in
society and the employment market.

Others, including Lie (1987: 89), believe that DaF needs to be systematically introduced into
the discipline, taking the unique characteristics of the Korean situation into consideration:

Wenn Deutsch als Fremdsprache in Studkorea eine feste Basis haben soll, muB man
zuerst die jetztige Situation der Schulen und Universitaten, die Zahl der Schiiler und
Studenten, die Einrichtung und das Ziel des Unterrichts klar beleuchten. Man sollte
dabei keine ideale Vorstellung, sondern eher eine realistische haben. Man kénnte
anfangen, ein Lehrbuch zu schreiben, das nicht nur auf Grammatik, sondern auch
auf Aussprache und Konversation angelegt ist und fiir unsere Schuler zum Lernen
angemessen ist.
Lie (1984: 37-38) believes more research into the actual situation of German in Korean
schools and universities and the promotion of real solutions to this situation is required.®"
For instance, a textbook aimed at not only grammar, but also pronunciation and conversation
for Korean pupils could be produced with the cooperation of the DAAD, Goethe-Institut and
Korean and German Germanisten. Postgraduate courses in DaF could also be offered,
particularly at the College of Education. Lie also contends that suitable textbooks in general
would improve the standard of German in Korea. Most agree that the textbooks and
teaching materials utilised in German programmes need to be urgently updated and
improved. Rohrer (1996: 130-136) describes the latest developments in textbooks and says
that factors such as the changes in geopolitical powers, the situation of German after
reunification, the inclusion of area studies topics and the new Rechtschreibung need to be

included and actively taught in German courses.*'?

According to Kohz (1997: 30), the Korean MOE has decided it needs to compensate for the
criticism that globalisation essentially means Americanisation in Korea and so plans to
incorporate second foreign languages into the university entrance examination by 2001 at
the latest. In 1996 the Korean government also expressed its intentions to promote second
foreign languages more. Kohz (1997: 30-31) describes these developments as encouraging,

"' Cf. Nellen 1989: 15; Rhie 1997a: 13-14.
52 Cf. Hann 1984: 312; Wollert 1996: 45,
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but warns these do not mean the discipline is out of the crisis yet because the reforms
introduced in the mid 1990s still threaten German departments and the factors that led to the
‘crisis’ in the first place remain.

Many innovations introduced have aimed to make the Korean discipline an internationally
competitive one, but many have tended to ignore the desire to be independent and the
historical, political, economic and social parameters and different priorities of the Korean
discipline (Hann 1984: 312-313). The reaction of many professors and teaching staff has
been one of resignation, uncertainty and anxiety, while others have more or less changed
the orientation of their teaching programme to suit student demand by increasing, for
example, the number of LK courses or courses on contemporary topics (Wollert 1999; 11).
One provincial university has undertaken a publicity drive including coloured brochures
promoting career prospects for subject combinations with a major in German and information
seminars on campus. Such initiatives have mainly been organised by part-time staff.’"3
Many of the achievements of the discipline are due to the efforts of individuals, according to
Rhie (1997a: 13-14).

Before any major reorientation within the discipline can occur, however, there are a huge
number of basic factors that need to be addressed, such as the need for drastic reform of the
teaching methods, the content of curriculum and the overall objectives of the discipline.
According to Schmidt (1996: 37), the will and desire to change exists within the discipline but
there is a reluctance to let go of outdated teaching methods, an apparent contradiction in

Korean Germanistik:®'*

Die Germanistik in Korea, ebenso wie in allen andern Landern, mufB nicht die
Germanistik in Deutschland sein, sondern sie kann [...] eigene Akzente und
Arbeitsbereiche setzen.

$'% Some professors are now teaching courses previously taught by the part-time staff (for example, the first year
courses) in order to fill the required number of teaching hours. At another university a full-time professor’s position
is now rotated between two part-time teachers every two years, but can be abolished without warning at any time.
514 Cf. Yim 1986: 108; Choe 1991: 94-103; Kim 1992: 138, 141; Rhie 1994: 238; 1997a: 13; Timmermann 1999:
481.
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.4 German in Australia.
11.4.1 Introduction.

While English is Australia’s de facto official language there are also approximately 200
Aboriginal and 100 community languages,®”® including German, used regularly in Australia
today (Lo Bianco 1987: 10, 64-65; Truckenbrodt 1997: 17-18).%'® Ethnolinguistic diversity
existed before and during the early days of European settiement despite an official policy of
monolingualism and assimilation until the 1970s. Australia now has a comprehensive
National Policy on Languages.®'’ Clyne (1991e: 2) describes the situation as being:®'®

characteristic of a tension that has existed throughout the history of white settlement
in Australia, between three symbolic relationships of language and society: English
monolingualism as a symbol of a British tradition; English monolingualism as a
marker of Australia’s independent national identity; and multiculturalism as both
social reality and part of the ideology of a multicultural and outreaching Australian
society.

During the past two decades Australia has changed its policy from one of assimilation and

integration of the immigrating minority groups to one of multiculturalism, although

monolingual attitudes persist in some sectors of society (Myers 1995: ix-x; Patience 1995: 9-

10).

In general though the promotion of second language learning in Australia has increased and

there has been a growing awareness that (Education Victoria 1999):°'®

social, vocational and educational advantages accrue to students who learn a

second or subsequent language and that the nation as a whole gains economic

advantage and international credibility from having a multilingual population.
Given the political and economic reorientation of Australia during the past two decades, the
Asian languages have become increasingly important and increasingly promoted by
governments. However, there is clearly a need for foreign languages, both Asian and
European (and other), for business and political purposes as Australia relies heavily on the
export sector (Lo Bianco 1987: 49, 53, 60-61).°*° The paradox between the policy of
multiculturalism and multilingualism and the recent trend towards promoting only those
languages considered economically beneficial is referred to by Schauer (1990: 7-8):

Wir hoéren zurzeit oft, daB den australischen Schualern und Studenten mehr
asiatische Sprachen angeboten werden sollten. Als Begrindung werden die
geographische Lage Australiens und dkonomische Notwendigkeiten angeflhrt. Ich
finde diese Anregung grundsatzlich gut, nur sollte eine Ausweitung des

55 The term ‘community languages’ has been used since 1975 to denote languages other than English and the
Aboriginal languages used within the Australian community (Clyne 1981: 98-100, 1982a: 2, 133-136, 1991a: 215-
216, 1991e: 3).

$18 Cf. Clyne 1988: 22, 1991e: 1-2; Makin 1992: 33; Dijité 1994: 109; Myers 1995 ix-x.

57 See section 11.4.2.2 for further details.

518 Cf. Petersen 1993: 1.

519 ¢t Corkhill & Lee 1999.

20 Cf. Veit 1991: 369-370, 1999: 252-253.
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Sprachangebots nicht auf Kosten der europaischen Sprachen gehen. Zum einen gilt
es, die tiefen kulturellen Wurzeln der Mehrheit der Australier und der australischen
politischen, wirtschaftlichen und kulturellen Lebensformen in Europa zu erhalten,
zum anderen sind die wirtschaftlichen Argumente fir das Erlernen europaischer
Sprachen mindestens so stark wie fur die Aneignung asiatischer Sprachen.

I.4.2 Foreign Languages in the Australian School System: With a Particular
Emphasis on German.

1I.4.2.1 The introduction and development of foreign languages in Australia: a
historical perspective.

Prior to the arrival of the British settlers in the late 18" century, Australia was a multi-ethnic
and multilingual continent with an estimated 300 tribes, each with its own culture and
language. There were an estimated 300 000 Aborigines in 1788 and between 200 and 650
different languages. Immigration during the 18", 19™ and early 20™ centuries led to a
reduction in Aboriginal language diversity as English was promoted as part of a policy of
assimilation imposed by the governments of the day, which believed that multilingualism
hindered the implementation of their policies (Baldauf and Eggington 1983: 14, 17; Clyne
1991e: 1-2, 11-12; Djité 1994: 5-6).°*' The colonial governments called the natives
Aborigines and attempted to force them to integrate into the predominately English
civilisation. Children of Aborigines, for instance, were forcibly removed from their parents
and brought up by European foster families. Today only eight Aboriginal languages are
spoken by more than 1000 people each and of the approximately 200 languages remaining,
only 50 are relatively healthy with a total of 60 000 speakers (Baldauf and Eggington 1983:
14, 17).5%

The immigration of many ethnic groups to Australia is reflected in the range of languages
(other than English) used in different parts of Australia by the 1860s, including Irish, Chinese,
German, Gaelic, Welsh, French, the Scandinavian languages and Italian. The use of these
languages was strongest in rural enclaves in which a community language was the language
of the church, work and community domains as well as an important medium of (bilingual)
schooling, such as the colonies of Victoria and South Australia (SA), whose main
settlements were not convict colonies (Clyne 1982b, 1991e: 6-8). By 1848, for instance,
there was a thriving German language press in SA and Victoria and later in New South
Wales (NSW) and Queensland. Other community language papers (Chinese, French,
Gaelic, Scandinavian and Welsh) followed (Clyne 1991e: 8):°%

From the German-language newspapers it can be deduced that virtually all business
transactions could be conducted in German in the central business districts of
Melbourne and Adelaide in the 1860s and 1870s.

521 ¢f. Siliakus 1972; Mau 1983: 10-12; Kirwan 1992: 140-141; Triesch 1993: 87-93; Booth-Whiting 1993: 44-45;
Rhie 1997d: 68.
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