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Using vocal music in the foreign language classroom to teach language and
culture can become the foundation of an approach specifically geared to encourage
students to take charge of their own language learning, and thereby improve their
overall language competencies. Many researchers have already noted that the usual
classroom program of instruction does not provide sufficient exposure time for
students to achieve a level much above the ACTFL Intermediate level. Most students
who enter university language programs with plans to major in a language have
certain expectations, usually elevated, and the problem is exacerbated by commercial
products which promise that, “You will speak like a native in months!” The problem
is compounded by the disappointment experienced when these high expectations are
not met, and students cease trying before they approach the levels to which they

originally aspired.
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One way to help students not go through this dismotivation phase of language
learning, is to help them improve their language skills beyond that usually attainable
through classroom instruction alone. Training in the use of learning strategies,
increased time spent listening to authentic vocal music, and the anticipated personal
satisfaction gained by attaining successful results can all be positively related to an
increase in motivation. By introducing students to the music of Soviet
bard/poet/actor Vladimir S. Vysotsky, early in their language-training career, and
using his compositions as supplementary material in a syllabus, the Russian language
teacher can provide versatile authentic language material. Selections from the prolific
output of approximately 700 poems and songs by Vysotsky can be used to introduce:
a) language forms, b) pronunciation, c) cultural idioms and contrast, d) historical-

political items, e) social customs, and f) literary works and characters.

In the case of language learning and metacognitive strategies, ignorance is not
bliss: ignorance is the destroyer. Students who become aware of the strategies
available (e.g., memory, cognitive, compensation, affective, social, or metacognitive)
and pleasurable ways to improve their own language competence are more likely to
be encouraged to continue studying the language and more likely to devote the extra

time to the endeavor.
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Chapter One: Introduction

Foreign language specialists have for centuries been revising approaches to
Second Language Acquisition (SLA). The present state of second language education
pedagogic theory has been seen time and time again: each new approach is touted as the
latest, the newest, the best —able to answer all the questions and problems left unanswered
by the old approaches. If we have learned one thing at the beginning of the twenty-first
century, it is that there is no “one best way.” Tarone and Yule advocate the “eclectic
approach” as a “reasonable response from the practicing teacher” when making choices
in the classroom (205). The 1986 ACTFL Proficiency Guidelines propose four
competencies (grammatical, sociolinguistic, discourse and strategic) and four modalities
(reading, writing, listening, speaking) for successful language production (Omaggio-
Hadley 6). All these components must be taught if we are to produce linguistically
competent students, but these competencies are still being taught for the most part as
separate entities in our language classrooms. Only occasionally do we teach grammar as
a separate class; the aversion of the language teaching community to the practices of
Grammar-Translation is still in effect. However, conversation is separated from
vocabulary, which is separated from pragmatics, ad infinitum. This practice continues in
spite of research which has shown that when input is presented across multiple
modalities, its memorability increases. In research conducted in vocabulary acquisition,
when students see, hear and write a word, they are more likely to recall that word even
weeks later—with no additional repetition or practice (Read 154). Read posits that the

higher level of mental engagement or multiple levels of processing required to carry out



the different activities are instrumental in fixing the information in the students’ long-
term memory (LTM).

In spite of these findings, research has been conducted on almost every different
skill or competency within language--as individual competencies—possibly because
operationalization of the research variables constrains this process. Testing does not
allow one to verify empirically and produce results when one cannot separate the
variables such that the individual influences and variables can be clearly identified . I
rely upon and benefit from the results of empirical research to help shape my approach to
teaching. By incorporating the various approaches and the results of others’ empirical

research into an integrated whole, every practioner’s approach to teaching benefits.

THE QUESTION OF OPERATIONALIZATION OF CONCEPTS

Researchers and teachers dispute everyone else’s empirically defined factors,
methodologies, etc. With all the, granted, intellectually stimulating arguments being
conducted about validity, falsifiability, new definitions, refinement of concepts, et al.
within SLA, one is reminded of Marc Anthony’s oration, ““...so are they all, all honorable
men.” But, where does that leave the poor teacher who simply wants something that has
been “somewhat more effective” than other methods and approaches? The classroom has
more often than not been the center either of the This-is-the-way-I-learned school of
language teaching, or an eclectic mix of the best (hopefully) from many recognized (and
accredited) approaches. Although evaluations are still conducted to determine how much
and what students know, the communicative approach has shifted the focus in the
language classroom to how well they communicate the knowledge they have acquired.
According to Gass, “The goal of SLA research is to determine what second language

learners know about a language (i.e., what sorts of grammars are formed and are not
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formed), when they come to know it, and how they come to know it” ("Innovations"
226).

Gass’s description of the goal of SLA research makes it unusable in the SLA
classroom as such. However, through careful extrapolation of the results and
application—given the constraints of a classroom containing many different learner
types—the results of the research can point the way to practices to enhance the language
learning experience for our students.

Another concern for language teachers harks back to the days of Grammar-
Translation, when students “knew” Latin, but did not converse in it. The knowledge
about a language (grammaticality judgments) which seems to be the focus of much of the
research does not guarantee, or even promise, that our students will be able to practice the
much-touted communicative competence, which we teach (DeKeyser "Automaticity";
Hulstijn "Vocabulary"). The judicious application of the results of SLA research in the
classroom can only improve the teacher’s effectiveness. The classroom is not the
laboratory in which we test the theories of SLA; but, it is the one in which we can, and

must, put them to the test.

When applying the results of SLA research, language learning and teaching must
be treated as an integrated whole, similar to an organism. Just as a body cannot function
without a brain or a heart, so communication in a language is impossible without all the
requisite components: the brain (cognition, memory, listening, affective factors, et al.),
the body (lexicon) and the heart (culture). This dissertation does not propose new
research into the mechanisms of second language instruction, but rather an amalgamation
of the fruits of others’ research into cognition, listening comprehension, affective factors,

the efficacy of music in, and outside, the classroom, combined with the introduction of
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the music of Vladimir Vysotsky. I propose introducing Vysotsky, first, into the
beginning Russian classroom as a motivational focus and introduction to Russian culture,
and later, into the intermediate Russian classroom as an aid in teaching language
(vocabulary building, chunking, phrasal construction, pronunciation), listening
comprehension, and culture.

Music has frequently been used in language learning to relax and calm people
(Murphey; Tuden-Nelson; Griffee). The music of Bulat Okudzhava, a Russian bard, poet,
and contemporary of Vysotsky, has been used to teach Russian language (Tumanov).
Jazz chants utilized the power of repetition, rhythm and rhyming in call-and-response
participatory dialogues to improve competence in EFL (English-as-a-Foreign-Language)
classrooms (Graham). Murphey advocates using the simplicity and repetitions of pop
music lyrics to enhance learning (184).

The music of Vysotsky, aside from its topical and rhythmical similarities to the
blues, is distinctive for its colloquial phrasings and common language (Lazarski;
Skobelev and Shaulov; Andreev and Boguslavskii; Evtiugina). Vysotsky himself, in a

monologue from one of his performances, described his musical performances thus:

Mou evicmynnenus—amo beceda co 3pumenem, 803MONCHOCHb PACCKA3AMb 8
Mo UIU UHOU popme, CMEWHOU UIU CEPLEIHOU, O meX 8ewax, Komopbvie meos
becnokosim u 60JIHYIOM, 8 HAOEHCOe, YMO U 3PUMETb MOACe MOYHO MAK JHCe

OMHOCUMCA K mem e6euldm, O KOnmopovlx nibl eMmy pacCKka3vledeilb.

My performances are a conversation with the individual audience member, the

possibility of conversing in some form or another, humorous or serious, about



those things which worry and concern one, in the hope that the viewer reacts to
those things that you’re telling him in just the same way [that you do] (Terent'ev

137).1

The fact that these songs are already in the form of discourse increases their
applicability for language learning. That the texts of Vysotsky’s songs “became an
encyclopedia of contemporary life of the 1960-70s” (cmanu suyuxioneoueti
cog[pemennotui] sxcuznu 60-70-x 2e.) assures that there are topics and styles to suit almost
any student or topic (Landa) 143). For students of Russian, listening to the music of

Vysotsky can:

o [musically] aid in decreasing the level of language learning anxiety through the
power of music;

o [linguistically] introduce collocations and common chunks of language to aid in
retainability of lexicon and ease of recall;

o [phonetically] model correct pronunciation since Vysotsky was a stage actor and
spoke the Moscow koine, which is the standard literary variety; and

J [culturally] introduce cultural idioms or items specific to the society, history,

personalities, etc. of Russia.

With a decrease in anxiety, an increase in cultural and pragmatic literacy, and the

accompanying increase in linguistic knowledge, students in the Russian language

I All translations and transcriptions are the author’s.
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classroom could be motivated to put in the extra work, which would manifest itself in

proficiency gains.

DEFINITION OF TERMS: “FOREIGN” VS “SECOND” LANGUAGE

29 ¢¢

The term foreign language has at its core the concept of “foreignness,” “alien,”
therefore not native or part of one’s comfort zone. The concept of foreignness can set up
the students’ initial difficulty with the language they are trying to learn. If teachers can
minimize this concept of foreignness, and replace it with the sense of commonality, it
may become easier for students to acquire the language—in this case, Russian.

Ellis and Oxford both acknowledge that there is a difference between second and
foreign language, but stress that these differences do not seem to have a major effect on
the learning strategies used by students, but can influence their choice of communicative
strategies. Foreign is not so simple an idea to define as has been touted in publications.
Oxford distinguishes foreign from second language by asserting that “...a foreign
language does not have immediate social and communicative functions within the
community where it is learned” ( 6). These words presuppose that community is a
monolithic construct and that only one exists within a narrow geographical area. This
interpretation of the concept is in direct contradiction to the reality of contemporary life,
where sub-cultures are not totally isolated. For many of our students, especially those
from a blended family, or those who have friends from a different language background,
the concept of foreign or second can not be so narrowly defined. The definition is more
an internal response to which we give voice, and classify under the nebulous term
foreign.

The Russian word unocmpannwiii (“foreign™) is a starting point in trying to clarify
what I mean when I use the word “foreign.” The etymology of this word is based on an

adjective-noun fusion: unou (“other”) and -cmpannwiii, which itself is an adjectival form
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derived from the noun cmpana, which is defined as “...a country, land” in The Oxford

Russian-English Dictionary (Wheeler; Fasmer). However, in the Cogpemennsiii

moakoewlll _crosaps _pycckozo _aszvika (Modern Russian  Explanatory Dictionary),

unocmpannwit is defined as «omuocawutics k unomy 2ocyoapcmsy, Opyeol cmpaxe uiu
npunaonexcawuii umy (“relating to a different state, another country, or pertaining to it”)
(Kuznetsov). Although the difference in definitions is slight, it is significant enough to
present problems if these definitions are allowed to influence the way the language is
taught in the classroom.

In common usage, the word cmpana is not confined to a purely physical,
geographical or political, reality; its figurative usage, in both English and Russian, can
relate to internal spaces, interpretations of relations between cultures or subcultures. If
the word cmpana did not have these additional figurative meanings, sayings such as “In
the land of the blind, the one-eyed man is king,” or productions/titles such as Azuca 6

cmpane yydec (Alice in Wonderland) or “Cmpana enyxux” (“Land of the Deaf”) would

have no meaning (Carroll; Todorovskii). All of these usages attest that cmpana can be a
completely internal understanding of mental space, where an individual builds and
disposes his world. Therefore, for Russian, the word urocmpannvui almost completely
denies validity to the concept that there is a substantial distinction between foreign and
second language. The mental distance and attitude is internal and can be interpreted and

assigned meaning based on observed or reported behavior of the student.

As far back as the turn of the 20" century, Georges Simmel wrote about the role
of the stranger in society, his definition and separation from “us” as societal creations
(Simmel). In the world of creative literature, Camus wrote about him in L’Etranger;

Robert Heinlein, in the middle of the 20™ century, wrote about another stranger, Stranger
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in a Strange Land, who had powers and thought processes alien to the rest of the people

on earth. There is a special place, both in our lexicon and in our psyche, for the stranger.
One sure sign of the stranger is that he doesn’t speak “our language” — whether that
language be foreign (an L2) which we don’t understand, or simply usages, slang words,
buzz words which we do not share with the outsider. When we as teachers try to teach
the foreign language, we must first surmount the students’ expectations attached to this
idea of foreignness, to the language of the stranger.

When students first step into a foreign language classroom, they are preparing to
enter a different country — one with not just a different language, but a different culture,
different concept of reality, different words for that reality. The expectation from
students, if they want to immerse themselves in that world, is that, “If I can learn the
words, I can learn the world.” The problem is that this is not always true, or seldom true,
because the word is seldom fully contained in the sum of letters within it. Each word is a
synergistic reality, which is always more than the sum of its parts. How does this feeling
or knowledge of oneself as stranger, unable to fully express one’s ideas in the new
language affect the students’ ability to learn this new world? If teachers do not provide
language students with more than the rudimentary vocabulary of a foreign language, they
will always remain only visitors to James Baldwin’s “another country.” One of the most
important roles for the foreign language teacher is the transformation of this strange
environment into something where the students can really, in the words of a Russian
saying, «ovims kax domay “feel at home” (literally, “be as at home™).

For some, foreign can be as simple as generational differences in slang and usages
within sub-cultures in a single language. For others, a language which they do not fully
understand, but, to which they are exposed on a daily basis, can not seem foreign at all.

For example, children of immigrants who speak an L2 at home, but who are not taught

8



that language (specifically, all of the skills), often do not feel that the L2 is completely
foreign. For me as a teacher of language, foreign describes any language taught, in which
the students are not linguistically and culturally competent. This definition, because it is
so broad, can easily encompass the novice as well as the heritage-speakers, those who
may speak the language fluently, but still do not read or write the L2 on a level
comparable to their command of their L1.

In describing linguistic competence, certain phrases are familiar to us all: “failure
to communicate,” “They don’t speak the same language,” “He took it all the wrong way,”
or “She just doesn’t understand.” All of these comments normally apply to
misunderstandings produced when the two speakers are using the same language. The
problems are simply magnified and compounded, when the actual lexical items are
unknown—in a word, foreign. For each of us, words, although they share a common
dictionary meaning, have their own idiosyncratic meanings, frames and associations
generated by the sum of our experiences and expectations (Vereshchagin and
Kostomarov 120). These frames, an essential concept in cognitive psychology, include
and contain all those nuances of meaning attached to words: where, when, why, with
whom and to what, certain words apply. In linguistics, these minutiae are subsumed
under the heading of stylistics or pragmatics.

Who makes the choices about which word to use in any given environment? How
do novice students, who know very little about the language, make intelligent choices
with the limited resources available to them? Our senses mediate our interpretation of the
world: words become the tool by which we interact with that world. One example from
Russian is the very simple concept of color: cunuii as opposed to eonyboui. For native
Russians, the distinction between the two colors, or shades, of blue is very clear. For

Americans, this distinction is not quite so clear. How dark must something be to be
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cunuti? Where is the fine line of linguistic distinction, and how do we explain it to
students? The best that we can normally do as teachers is get the students “somewhere in
the ballpark.” For example, jeans are always cunue, even when faded to the palest of
blues, while eyes are almost invariably conyowie. This simplistic example is only one of
the more innocuous linguo-cultural traps which students must learn to maneuver with the
help of teachers. To learn to escape these traps, students need to be motivated to take
charge of their own learning (Csizér and Dornyei). Although motivation is an internal
factor beyond the control of teachers, one of our primary responsibilities is to provide
interesting, engaging materials which not only provide information about the language
and culture which we are teaching, but also the emotionally attractive elements which

make the students willingly immerse themselves in the foreign culture and language.

MOTIVATION & AFFECT

The affective factors in language learning can be viewed as closely related to the
degree of affinity students feel for the foreign language. The sense of foreignness or
alienation in a foreign language can function as an inhibitory factor in language learning,
while a sense of affinity or comfort can facilitate language learning. If the language is
closely associated in the students’ minds with a particular culture, the emotional reaction
to the culture is likely to transfer to the language. Thus, if the language and culture (or
people) are seen as too alien or too strange, the students’ responses to acquiring that
language will probably mirror their evaluation and attitude toward the culture, whether it
is considered csoti (one’s own) or uyocoti (alien). The sense of identification with a
group can easily override the students’ initial unfamiliarity with the language and culture.

The teacher, as a transmitter of both language and culture, can play a pivotal role in
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reshaping the students’ definitions of that which is foreign and therefore, uncomfortable,
and that which can become familiar and comfortable.

Students who take foreign languages (if not simply to fulfill an institution’s
language requirement) are likely to have any number of motivations for their language
choice — internal or external, --- or instrumental. Internal motivations are often touted as
the stronger because the students usually already have a positive attitude towards the
language and/or culture, and are therefore more receptive to the language. If, however,
students want to learn the L2 for gain (to adjust to a new environment, to fulfill job
requirements, etc.) — they may have no personal interest in the language and feel no
affinity towards it. If they are members of the first group, those who feel an affinity for
the language or culture, they are less likely to experience any negative reaction to the L2
as foreign, or alien. Those students who have no integrative motivation, or prior positive
experience with either the L2 language or culture, are more likely to experience the
culture shock and anxiety of first contact . Language teachers have long sought different
tools to reduce students’ negative reactions to foreign language classrooms. The
introduction of vocal music as the foundation on which to either build a coordinated
language-culture course or, more often, supplement an already established program, can
be a powerful tool, especially when the music is a faithful reflection of the culture from
which it derives.

Lack of time is our greatest enemy in trying to teach students a language—along
with the expectations of an inherent cup-o-soup mentality: if it’s not quick and easy, it’s
not worth doing. Unfortunately, language competence is not quick and easy; it does
require work; but, it is definitely worth doing, for the world that it opens up to the
students. It becomes the task of the teacher to encourage those students into wanting to

devote an extra ten to thirty minutes per day working to improve their language. The
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payoff will be just as great—with a more flexible mind and an agile tongue in the foreign
language. Although vocal music has not been shown to increase vocabulary acquisition
in children, “the children’s enthusiasm for songs” led the researcher to recommend “that
classroom teachers make greater use of story songs as a means of promoting language
acquisition” (Medina). The enthusiasm for songs is not limited to children as evidenced
by the presence of both vocal and instrumental music in our daily lives (Jourdain;

Murphey; Alvarez-Pereyre and Arom).

Music

One of the benefits of using any vocal music in teaching an L2 is that music holds
the attention of the listener. Music has been used to calm, soothe, arouse, et al.; it both
attracts and holds the attention of the listener. Attention, in the arsenal of cognitive
psychology, is considered one of the most powerful and central factors in language
learning. Individuals have only limited attention resources, and must choose where to
allocate these resources. In the real world, we are surrounded by all kinds of stimuli, but
we can only attend to a limited number of them at any one time. Awareness of the signal
must reach a certain threshold level before consciousness of it engages our mental
facilities. This phenomenon is very like the situation with sounds and colors (e.g.., sub-
sonic and ultra-violet) which are outside the range of human perception: we are not aware
of them when they occur, and therefore, cannot respond to them. Any words and sounds
which are outside our normal perception are also not responded to. This phenomenon has
far-reaching results for language students.

If sounds are so alien as to be unrecognizable, students cannot respond to them; in
other words, if the students do not perceive the sounds as intelligible, they cannot process

and understand them as input. A prime example of this is frequently seen in works about
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the problems certain speakers of Asian languages, who have not received training in a
Western language, have with distinguishing the phonemes /t/ and /l/, or the problems
many Western speakers have with distinguishing tonal differences.

A second benefit of using music in language instruction is that the small units of
which language is composed are invariably presented in the correct forms and with the
correct prosodic structure, regardless of the musical accompaniment. Small “chunks” of
language form the framework on which larger utterances are built (“in the house”, “she
speaks,” “he went,” etc.). For non-declensional languages like English, the forms of
words are mostly invariant, with word order imparting the greater semantic value. On the
other hand, the Russian declensional system presents major problems for English-
speaking students who are accustomed to using word order as the driving force for their
grammatical constructions. The case endings which impart additional meaning and usage
within the Russian sentence can, in this sense, be similar to the ultra-violet and sub-sonic
signals for non-native speakers. This lack of familiarity with the case endings can thus be
more difficult for students to acquire, especially in the speech stream. Although poetry
(and, by analogy, the lyrics of a song) is constrained to fit certain patterns, including the
rhyming system (ABAB, ABBA, etc.), the small units, of which the larger ones are
composed, remain internally consistent. The internal rhythm of small linguistic units and
the rthyme of agreement with the repetition of sounds (e.g., Ona yumana / xopouyio
knuey) can focus attention and make it easier for language learners to remember them.
Vocal music presents these endings in a highly palatable form.

Vocal music also provides a ready-made source of authentic material for
modeling the sounds of a language. Russian, with its system of pronunciation, in which
final consonants are devoiced and unstressed vowels are reduced, presents major

difficulties for students whose native languages do not have/share the regularity of this
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system. For example, the Russian word exo/[/UTh (“to enter”) is often pronounced */ve
khoDIT/ by English speakers who (1) do not devoice the initial consonant, (2) insert a
vowel within the consonant cluster, and (3) do not soften the final consonant. This tends
to produce their rendering of */ve khoDIT/ instead of /fkhoDIT’/ and their failure to
recognize the word when encountered in fluent speech (6ezrnasn peus). Further, most
people sing along, or hum along, with vocal music. This practice lends itself to an
increase in “Time-on-Task,” the actual use of the language, not as a conversational
component, but as an activity (pronunciation of the language sounds) which can, with
repetition, become automated. The relationship between accurate pronunciation and
listening comprehension has already been widely documented (Gilbert; Morley
"Pronunciation"; Wong; Jenkins; Wilcox). The combination of these two activities,
speaking (singing) and listening, lends itself to classroom and out-of-classroom use in

improving language skills.

CULTURAL &HISTORICAL SIMILARITIES

The sense of cultural difference and dissonance is the first and most obvious
marker of the foreign language (Bialystok and Hakuta 7; Bauman "Hearing"). One can
approach teaching the cultural component of Russian by performing a cross-cultural
analysis of the history of the US and Russia. Such an analysis looks at the products and

practices of societies in an effort to find commonalities and contrasts.

As a teacher, you want your students to realize that the new language is foreign —
and that they must not carry over their habits and expectations from the native language;
but, at the same time, the people, reflected in the language, must not seem so alien as to

turn them off. Vysotsky, in my mind, can bridge that gap. The language and topics of
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his songs share a commonality with the native United States folk music and blues, and
through these, with rock and other expressive forms. My primary focus is on the blues,
since I am more familiar with that genre than with others. However, I have seen
similarities in some country and folk music — especially those songs generated in the
same period as Vysotsky — 1950s — late 1970s. Thus, the language in Vysotsky’s songs
can serve as models of authentic language. Part of the appeal of Vysotsky’s songs and
poems is the cultural legitimacy awarded them by native speakers of the language.
People from all walks of life, in the former Soviet Union and in émigré communities
around the world, describe his songs as real and sounding as though Vysotsky himself
lived through each adventure, or experienced each pain. Since culture is inseparable
from the language in which it is expressed, these songs in Russian, and expressing
experiences of the Russian people, in my mind, are a resource too rich to be ignored.

I’ve already explained why I feel that Vysotsky is important for teaching the
language as such (including the culture component), but the infamous “affective filter”
can still rear its ugly head, especially if the students feel that the language and culture are
so very foreign as to be alien. This is where the second prong of attack comes in.
Vysotsky’s topics for his songs are very familiar to anyone who has listened to the blues,
country, folk, or rock music. In fact, they’re the same topics which appear in operas and
in the plays of Shakespeare. But, in these songs, the people are common, their problems
are common and shared. Their reactions are not those of the aristocracy, who figure
prominently in operas and Shakespearean plays. Their reactions are those of people
trying to cope with a world they don’t control.

The songs and poems of Vysotsky are similar in form and subject matter to the
blues, which is purported to be unique to the United States. If one examines the late

history of the serfs in tsarist Russia, and the common Soviet citizen who was not a
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Communist Party member (or not very high in the Party hierarchy), their history closely
parallels that of the black slave in the United States. Both groups lived through slavery,
which ended in the same decade in the 19" century.

After gaining freedom, Russian serfs and American slaves still had no power:
former slaves lived through the Jim Crow period in the US, while former serfs lived
under the totalitarian control of the Communist Party of the USSR. Jim Crow and Soviet
Communism shared a common trait, which left a large number of citizens without
enforceable rights and without power. The blues arose from this cultural and social
environment in the United States. It is my contention that Vysotsky’s style of music
arose from a similar environment in the Soviet Union. The historical similarities and the
music which arose from them are the foundation for one approach to teaching Russian
language and culture and trying to bridge the gap for our students.

Pierre Bourdieu (1984) has written much about societal taste and how it is
determined by the culture or sub-culture in which it is generated. According to basic
sociological theories, similar experiences should shape similar cultures; and, if the
cultures are similar, one could expect the tastes to be similar. But, taste is not a
homogeneous entity; one’s place within the society in relation to the “accepted” norms of
that society is also reflected in our taste. Taste is a social construct which assigns relative
aesthetic value to a society’s products, practices, and sometimes even people. Taste is
that learned system of judgments about good and evil, beauty and ugliness, honor and
shame, etc. That which is considered to have social value is what is taught and passed on
in the educational system; it is the means by which a society ensures its survival

(Bourdieu Power 49). The schools in the USA teach Shakespeare, not Ludlum; students

are encouraged to listen to Bach or Beethoven, but not the Beatles or B. B. King. These

value judgments in taste are, in turn, reflected in our language. The standard, literary
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language is always that variety which is used and approved by those in control of the
society (Kolesov; Vereshchagin and Kostomarov; Bourdieu Power).

Even beyond the demands of function and participants’ communicative needs,
language style is the most obvious outward marking of group membership (Wardhaugh).
Youth use their own slang, stockbrokers use special terminology, academicians speak in a
particular manner. All of these choices of language use are determined partly by the
specific demands of the milieu in which the language is used, and partly by the need to
prevent the uninitiated from participating in the exchange of information. Although
many of the variations in language use are purely lexical, some include syntactic
variation. Those who are farthest away from the centers of power usually use speech
patterns which also deviate from the accepted standard. This deviation can either be a
mark of shame or of pride, with the resultant state being defined by those who deviate.
For some, the use of such deviant forms can then become the mark of rebellion, or of
simple non-conformity. The fact that such deviations in language and norms is a
common factor, shared by all societies, can be the basis for lessening the initial sense of
foreignness, which is a powerful affective filter, frequently inhibiting the students’
openness to learning the L2.

The blues writers of the US started out as uneducated (for the most part)
outsiders, who wrote about their lives and their exclusion from the mainstream of
society—using the language of their everyday lives. The style of the blues, established
by those early writers, remained mostly unchanged, even when the writers themselves
became better educated. Its language was the language of “Everyman.” Vysotsky,
although well-educated, could also speak this language, with the stylings of the Soviet
Hapoo (“folk™), of the drunk on the corner, the worker in the coal mine, or the city-

dweller bemoaning the dullness of his life. If one examines the content and style of
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Vysotsky’s songs, many mirror the topics of the American blues, others are distinctly
Russian in their stylings; some use standard language, others use sub-standard; some are
contemporary, while others are historical. In all, his almost seven hundred songs run the
gamut of human experiences and reactions. Since these experiences require the use of
different styles of language, and Vysotsky was an actor as well as a poet and singer, we

can expect these various styles to be used in Vysotsky’s songs.

STYLISTICS / PRAGMATICS

Stylistics is part of language, one of the essential factors which must be
determined and assigned before we can use language appropriate to the situation. The
words and forms which are appropriate for conversation with friends over coffee are
completely unsuitable for giving a lecture, making a report, or interacting with people on
official business. The term stylistics is usually applied to group-defined, individual, and
situational choice in language use. In more common usage, the term style, although more
broad in application, is sometimes conflated with stylistics, and the situational choices of
lexicon, “especially the level of formality” (Crystal 368) The choice of lexicon when
talking with family at home, when collaborating with co-workers, or when giving a
formal presentation at a conference, is a matter of stylistics; group-specific jargons are
also studied under the rubric of stylistics. Pragmatics, however, relates to the choices of
the individual, are based on the interlocutor, and arise from the “point of view of the
users, especially of the choices they make, the constraints they encounter in using
language in social interaction” (Crystal 301). (Training in pragmatics is usually, of
necessity, postponed until students have attained a relatively advanced level of language.)
Teachers in the classroom try to give students the language necessary for at least minimal

communicative competence: requesting and giving information, following simple
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directions, performing social and directive functions. However, the language style taught
in the classroom, since it is neutral, has a limited relationship to the language which
native speakers use in normal circumstances (Burke; Zemskaia).

For too long colloquial speech and usage (y3yc peuu) have had no place in the
foreign language classroom. Of necessity, the language which has been taught in the
classroom has been in a neutral style, which is neither too bookish, obsolete, slangy, nor
crude. Vocal music usually can contain elements of all or any of these styles. In
classical opera, the lyrics are usually subordinate to the instrumentation, frequently
contain obsolete lexicon, change the natural intonation and rhythm of speech. The style
of language in classical opera is constrained by the demands of taste and educational
capital (Bourdieu Taste). As such, opera is not especially suitable for listening
comprehension.

Russian also has a much broader repertoire of intonational contours than does
English (Bryzgunova; Odintsova). Vysotsky frequently spoke the introduction to his
songs, or, as with many other bards, used the style which is half song, half storytelling.
This style provides students with a much easier, more speech-like system of sounds
which are easier for them to understand. The more recent developments within the
genres of vocal music — conversational, poetry and rap -- share one commonality:
although there is almost invariably instrumental accompaniment, the instrumentation
does not completely override the intonation patterns of normal conversational speech.
One of the frequent complaints against the songs of Vysotsky was that he was not a
professionally-trained musician and did not play the guitar, but only strummed to
accompany his poems, using, for the most part, three chords (Cherednichenko 205). His
use of colloquial language and jargon peculiar to specific sub-groups within the larger

culture also makes his songs similar in format and style to the recently developed rap or
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hip-hop music, as well as the more recent genre of wancon (“‘chanson”) in Russia
(Kishkovsky).

The instrumentation is secondary to the words of these songs; therefore, it does
not completely subdue traces of intonation contours, but they are affected. Since neutral
word order (NWO) in Russian usually orders information in sentences as old-new, or
Theme-Rheme, but poems (and, by extension here, songs) do have to deal with the
demands of rhyme and meter, the word order is not free to follow the NWO or inverted
word order (IWO) for emphasis. Although the sentence-level intonation is, naturally,
changed, the mid-level phrasal groupings remain fairly consistent. Even when adjectives
are pre-posed for emphasis, they remain paired with their noun, with no extended pause
between. These songs are much more conversational in nature, with incomplete
sentences, and with shared knowledge not being repeated. The simpler lexicon, the use
of repetition and rhyme all combine to increase the efficacy of this style of music as an

effective tool for language teaching.

CULTURAL COMPONENT

Soviet life is the subject matter of Vysotsky’s songs. His songs can be useful in
teaching students about the history of the Russian people; about their values, morals and
attitudes; about service in the military, working and living conditions; and about
interpersonal relationships between average citizens and their leaders (Kanchukov, 1997,
(Zolotukhin). The language used in Vysotsky’s songs includes all authentic registers and
complexities of Russian language: literary (zumepamypmuusiit), colloquial (pazeosophuiii),
substandard (npocmopeuue), slang (crene), jargon ( ocapeon), etc. One can use the songs
of Vysotsky to teach all registers of Russian language, presenting them in coherent and

consistent groupings indicative of their place in social settings and their proper use.
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Songs, as authentic language materials, can be used for all levels of language instruction,
from introductory to the most advanced, and is most useful for teaching phrasing and
common usages, which are especially important for an inflected language like Russian.
With the wealth of varied compositions by Vysotsky on hand, the teacher has a wide
range of topics and styles available for classroom instruction. Highly motivated students
also have abundant authentic material in both written and aural form to surround
themselves with the sounds of Russian.

Having said all of the above, and after reflecting on my own learning and teaching

experiences, these are the questions which come up:

RESEARCH QUESTIONS

1. Are the political, historical and cultural similarities between Blacks in the USA
and the common folk (#apoo) in Russia significantly reflected in the blues also

present in the topics and stylings of the bardic songs of Vladimir Vysotsky?

2. Can students be encouraged to increase the time spent with Russian language
outside of classroom instruction through an introduction to the music and life of

Vladimir Vysotsky?

3. Can listening to Russian music increase passive word knowledge by increasing
the number of phonemic units recognizable (stored in Long Term Memory) by the

Non-Native Speaker?

With these questions guiding my research, I arrived at the following hypotheses:
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Hypotheses

a. Motivation has been positively correlated with time spent on tasks and with
task achievement. With increased motivation, initiated in the first years of introduction
to the language, and sustained for the duration of study, students will spend more time
trying to improve their language. Given the limited hours of exposure available to
students during classroom hours of instruction, some motivational trigger must be

provided to increase outside exposure to language input.

b. Given the limited hours of language exposure available to students during
classroom instruction, some motivational trigger must be provided to increase students’
willingness to increase outside-of-class input. Listening to authentic language will
present the students with more exemplars of language units to increase acquaintance.
With increased cognitive awareness and recognition of the sounds of the language, level
of anxiety should decrease, which, in turn, could decrease factors which hinder students’

ability to attend to linguistic cues—increasing incidental learning of lexicon.

c. Given historical and political similarities between Blacks in the USA and the
common people in Russia, the style and content of his songs and poems, the musical
output of Vladimir Vysotsky can be interpreted as a form of blues expression. These
similarities can serve to lessen alienation, increase affect and motivation, and through
these, competence level. Intercultural and historical similarities can be the foundation of
an affective approach to making Russian seem not so foreign—making the students

aware that the language, and the people who speak it, are not so foreign after all.
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In the following chapter I discuss some of relevant literature on the mechanisms
of language learning, specifically listening comprehension, memory, schema, lexical

choices, etc.
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Chapter Two: Literature Review—A System of Competency

Although language teachers and researchers speak of language competence as the
ability to communicate appropriately within social contexts, the particulars of the
mechanisms and processes involved in successful communication have rarely been
elucidated. How does one begin to describe the processes of language learning?
Language researches and teachers have, for decades, been trying to define and measure
the processes by which our students acquire, or learn a foreign language. We act as
though our ability to accurately define these processes will ensure that our students will
acquire the skill sets we present in the classroom. One flaw in our idealized vision of
imparting linguistic competence to eager students is attributable to the most obvious, and
salient, characteristic of these processes: language comprehension and language ability
are invisible processes—therefore, impervious to our analyses. We can only assume
certain levels of knowledge obtained by the language learners based on observed
behavior.

When students respond with enough linguistic and pragmatic competence in an
L2 conversation or on an exam, the assumption is that they understood what they heard.
Their responses may be the result of comprehension and our excellent instruction; or,
they may be lucky guesses. Because they are invisible, and impossible to observe or

measure, language teachers have, for too long, ignored the internal processes of listening
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comprehension and concentrated primarily on teaching the so-called active skills
(reading, speaking, writing). Traditionally, reading has been called a passive skill, but
much of the recent research has encouraged a re-evaluation of that passivity because of
the parsing of sentences, phonological processing, prosodic phrasing, and grapheme-
phoneme mapping required for reading comprehension (31; Schreiber; Perfetti, Van
Dyke and Hart). Although we test listening, we rarely conduct lessons dedicated to the
intricacies of listening (R. Ellis Study of SLA; Omaggio-Hadley). If visibility were the
only criteria by which we determine the viability of working with a concept, all
psychologists and psychiatrists would be out of work. As teachers, we must go beyond
this self-imposed limitation and deal with the manifestations of competence —whether we
can empirically measure them or not. The final judgment of communicative competence
is not in our books, but in the real-time communication taking place—to the mutual

satisfaction of participants of the conversation.

Although, in speaking about L2 competence, we always treat each skill set as a
separate entity, we would be in serious error to assume that our externally imposed
borders between the skill sets actually exist (Gass "Innovations"). Phonological
processing, orthographic recognition, pronunciation, semantic encoding, listening
comprehension, syntactic awareness all combine to create what we call communicative
competence. A language without its multimodal components ceases to be a language for

communication and is reminiscent of Latin and the Grammar-Translation approach.
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Because it is a foreign language, students frequently forget to apply the
techniques or strategies which they routinely utilize in the L1. While teaching
transcription, I formalized some of these metacognitive listening strategies into a handout
which I called “Jones’s Joggers™: (1) It ain’t all together; (2) It ain’t all separate; and (3)
If it don’t make sense, they didn’t say it. The first two of these “joggers” addressed the
problem students face in recognizing word boundaries in a stream of normal
conversational speech, reminding them that they might have combined two words into
one, or separated a word which is whole. The third “jogger” was a reminder that
interlocutions rely on mutual comprehension. In our LI, we unconsciously (or
consciously and aloud) say, “Oh, he couldn’t have said that!” At which point, we begin
to scan our store of similar words, using syllabic structure, stress patterns, and assumed
collocations until we find a semantically valid fit. This simple metacognitive strategy—
increasing awareness of strategies which students already use—is one which can help
students increase their receptive skills. (See Appendix One: Metacognitive Strategy
Handout.)

The volatility of the language skill-set itself, and the much-vaunted difference
between our definitions of competence and performance make this insistence on ‘either-
or’ statements untenable. Hansen highlights, or alludes to, the interplay between
competence, retention and attitude, which factor includes the affective element of

language learning:

With the introduction of an affective component into the design of the third study
(Shewell & Hansen, 1999), however, a path analysis indicated that both the higher
literacy and better L2 maintenance were attributable to a third factor, the

learner/attriter’s language attitudes and motivation (66). ...
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In fact, Yukawa (1997), finding little restructuring in the L1 regaining of her
children, claims that attrition was the result of a processing failure to use

knowledge that has remained virtually intact (76).

Yukawa’s assertion supports my premise that the retrieval of knowledge, and the
automaticizing of such retrieval, are central to any discussion of language competence.
Once learned, linguistic or lexical elements, according to some of the latest findings in
cognitive psychology, are never lost; they are encoded in long-term memory (LTM)
(Hansen; Perfetti, Van Dyke and Hart; Robinson "Attention"). However, the pathways
by which we retrieve these elements may become weaker through lack of use. I equate
this process to the development of ruts in a roadway, or pathway. Any pathway, which is
seldom accessed or traveled, will eventually become overgrown, with this growth
impeding speedy travel along the pathway. If this pathway is in the brain and involves
language data, the overgrowth is perceptible as hesitations, increased use of empty fillers,
or failure to respond—in other words, language attrition/loss. On the other hand, once
the ruts are firmly established as frequently accessed pathways to language data, the L2
speaker/user can easily slip into the rut and retrieve the required language elements. The
deeper the ruts, the quicker the retrieval; this equates to automaticity, although there are
disputes about exactly how to define this concept of automaticity (R. Ellis "Factors";
Tarone and Yule; Segalowitz "Automaticity").

The key characteristic of the concept is that the information or process is so well
established in memory that its retrieval does not require conscious control or the

allocation of conceptual resources. For example, there are numerous tales of the shock
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experienced by older people, when “out of the blue” they recall the name of a peer from
more than forty or fifty years earlier. Usually these are not the names of friends with
whom they have constant or frequent contact; however, the name, along with its
associations, once stored, remain in LTM. Simply reading a list of words or encountering
an individual once or twice does not (except for the exceptional person with eidetic
memory) usually result in long-term storage. The amount of exposure required to imprint
on LTM varies by individual, just as the number and size of items available for
immediate recall from Short Term Memory (STM).

Many researchers warn of the pitfalls inherent in relying on self-report as the
actual measure of language processes (Sparks and Ganschow; Wigglesworth). Sparks
and Ganschow criticized “self-report instruments of FL anxiety because most of the items
are also measuring receptive language, expressive language and verbal memory skills
(Sparks & Ganschow, 1991), or reading skills (Sparks, Ganschow, & Javorsky, 2000)”
(93). This critique also highlights the difficulty inherent in separating the individual
components of language competence. At the same time, much research has been
conducted on affective factors as one powerful influence on competence. Sparks and

Ganschow summarize thus:

Gardner (1990) defines affective variables as ‘...those motivational or
predispositional characteristics of individuals that influence their perceptions and
impressions of the language learning context’ (p. 179). Examples of frequently

investigated affective variables are attitude and motivation... (92).
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In the aftermath of all these studies, there are more questions and contention today
than before, when the concepts were undefined and the variables had not been
operationalized. This is another instance of the either-or mentality. The ability to
separate and assign blame or credit to any one factor among the multitude responsible for
language competence, as the one at fault can never become the overriding concern for the
language classroom, as it must be in the experimental setting. The chicken-or egg
argument does not carry nearly as much weight as the ‘can-they-communicate’ argument.
Nearly half a century after we as foreign language teachers began operationalizing and
measuring the factors, characteristics and behaviors of successful language learners, we
are still stuck in the quagmire or defining and separating that which has a positive effect
on language competence from that which has a negative effect (Horwitz).

Of all the arguments put forth, not one has refuted the idea that differences in
attitude, aptitude, and motivation—all those affective factors, which are so difficult to
separate and measure without “contamination” from other similar factors—do influence
how well or poorly students learn an L2. Operationalizing factors is essential for
empirical studies, but not necessarily for classroom application. Motivation seems to be
the factor which, all other things being equal, can determine language success (Oxford).

Most research on affect, motivation and strategy use relies on the self-report
protocols, or think-aloud protocols, to determine what participants do when
communicating (Smagorinsky). Even the self-report has been acknowledged as
inadequate because the steps in communication, as reported to the observer, have already
been filtered through memory (limitations of working and short-term memory storage

capacity), expectation (“Is this what they expect me to say?”), self-image (“Can I really
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admit that I didn’t go through this stage, or that I didn’t understand that word?”),
etc.(Oxford; R. Ellis Study of SLA). Csizér and Dornyei have addressed this problem
through structural equation modeling (SEM). In this statistical approach the interacting
components of internal factors affecting language effort and motivation are examined
within a single framework to identify paths and directions among variables and not just
information about how the variables ‘hang together’” (19). They examine the ideal self
of learners and show how this self-image influences their level of motivation and effort in
learning a foreign language. Csizér and Dornyei claim to have simply expanded on and
confirmed Garner’s earlier works on Integrative motivation (30).

Since so much of what we know about the internal processes of language
learning, motivational triggers, affective filters, et al. is based on the self-report, it
behooves us as teachers to add as much as possible to our arsenal of tools to help students
take charge of their own learning. A combination of strategy training with the use of
chunks and phrases is beneficial for communicative competence: students must be taught
to not approach the language from the word-by-word level, but from the phrase level,
from the collocation. For example, one of the simplest words in Russian #a can translate
as “in,” “on,” “at,” “to,” or “for” depending on the context—both that which proceeds
and that which follows the preposition. (See Table 1 below.) Without knowledge of

context, and contextual changes, students are lost at the most basic level.
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Russian English
on Iucvmo nexcano na cmosrne. The letter was lying on the table.
at On bvL1 8uepa na Konyepme. He was at the concert yesterday.
to A notidy na noumy. [ am going to the post office.
in Mpui 6owinu na cmaouom. We went in the stadium.
for Y mens bunem na konyepm. I have a ticket for the concert

Table 1: Contextual Meanings of the Preposition #a

HOW WE LEARN

The distinctions between the mechanisms by which we learn L1 and L2 are still a
matter of debate. Some scholars still adhere to the concept that the mechanisms for all
language learning is the same, while others claim that the presence of a native language
has already shaped and changed the brain, thereby changing the mechanisms by which
we learn additional languages: the fabula rasa of an infant brain cannot operate in the
same manner as the brain which has already acquired a language (N. Ellis).

Current theories of cognition assert that the use of multiple modalities increases
the speed and strength of long-term storage of information (Bialystok and Hakuta;
Pinker). Language itself is encoded in at least two modalities (visual and auditory input),
and the addition of music can intensify the effect of the input, even when it is only
background music (de Groot, 2006). Caution must be used when quoting any
experimental data for a number of reasons: (1) most experiments are carried out in

laboratories or classrooms under controlled conditions; (2) they have all been of limited
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duration, no longitudinal studies have so far been conducted; (3) most involve
grammaticality judgments, which do not necessarily entail use of the language
(DeKeyser, Hulstijn). As DeKeyser states, “(Relative) absence of evidence is not
evidence of absence” (329). In McLendon’s dissertation, research supported the
effectiveness of communication without complete control over grammatical structures,
and the Native Speaker’s (NS) acceptance of such errors given acceptable pronunciation
(107).

For most of Western history, language learning was not distinguished from the
learning required for any other discipline (L. G. Kelly). One learned the facts of
mathematics and the facts of Latin—there was no difference: knowledge was knowledge.
As long as the language was a “dead” language, or there were no requirements for social
interaction, this approach to learning presented no problems. However, with the advent
of the focus on communicative competence in the 1980s, the approaches used for
language learning proved inadequate to the task. In order to communicate in the L2,
students were required to have two types of knowledge: declarative (facts) and procedural
(know how).

However, before students can participate in conversations with NSs, each other,
or with the teacher, they must first have a store of words with which to work. Although
rote memorization and drills have fallen into disrepute, successful language students have

acquired a store of word forms (P. Kelly; Zaid).

SOME UNDERLYING PRINCIPLES OF LEARNING AS APPLIED TO LANGUAGE

A very brief overview of some of the underlying principles of learning is essential

for understanding language learning in general and listening, in particular. Probably one
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of the most widely alluded to principles is from the world of ESL and first language
acquisition, and the acquisition of the past —ed particle. Initially students tend to apply
simple solutions which are rule based: “To form the past tense in English, one must add
-ed to the base form of the verb”; “If the infinitive ends in —ams ’ in Russian, the verb will
conjugate thus.” This is one of the simpler ways in which we learn. Similar cases cluster
together, and prototypes are formed in the mind. This clustering is an unsupervised
learning process, in which students assume that surface similarities assure morphologic,
conjugational similarities(Gureckis and Love). But, learning can also be supervised, in
which an outside agent, whether an instructor, peer, or NS collocutor provides
“corrective” feedback.

Supervised learning involves feedback and the formation of inferred category
structures. Language learning involves both unsupervised and supervised processes.
Supervised learning, however, except for the learning strategies and cultural awareness
training, are not relevant to this dissertation and will, therefore, not be addressed here. In
ongoing research into the nature of learning, it has been noted that “unsupervised learning
is seen as an incidental, undirected, stimulus driven, and incremental accrual of
information” (Gureckis and Love 886). Long-term listening to music can help students in
gaining both exposure to the language and in the tuning of the ears. Vereshchagin and
Kostomarov affirm the efficacy of this tuning (racmpotuixa) procedure, as well as
preparatory activities in connection with reading literature (115). If we do not look at
language as separate skills, but as a unified, interactive system of skills, the tuning can

and must also be applied to listening.

33



LISTENING COMPREHENSION

Listening comprehension is one of the most powerful and frequent components of
language competence, especially when we speak of communicative competence. The
speed and invisibility of the processes of listening itself only serve to complicate the task
of teaching students how to listen. Recognition of words, and their associated meanings,
is the mark of language competence. However, the meaning of “recognition” is also
problematic and highly idiosyncratic. Individual recognition is assumed on the basis of
an appropriate response. The outsider has no way of knowing what is going on inside the
mind of the listener. Cognitive psychologists assert that word recognition requires
storage in working memory, then transfer to short-term memory, which then accesses
conceptual meaning in long-term storage (Monsell; Norris). If there is no corresponding
entry already in the long-term memory store, there will be no retrieval, therefore, no
comprehension. Long-term storage retrieval can be viewed as analogous to developing
ruts along a familiar path in the road: the more frequently one travels the path to retrieve
a stored memory, the deeper become the ruts, and the easier and quicker becomes the

retrieval process.

Although students always have some kind of listening comprehension exercises
associated with classroom language instruction, it is usually difficult to get them to listen
even the first time outside of class time. For most full-time students, there is simply not
enough time to listen and pay close attention to the spoken word a second, third, or fourth
time. However, if one looks around, students (and the rest of the world, it seems) are
almost always listening to music—in the gym, on the bus, while walking or riding. Vocal

music in the L2 can bridge the gap between forced listening of dialogues and the strictly-
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for-pleasure listening of vocal music. A frequently ignored factor in language learning is
the incidental learning which occurs when students are not concentrating on learning (R.
Ellis "Factors"; Hulstijn "Learning"). Vocal music can be more pleasurable, and is
therefore, more likely to be listened to more than once. If, as is often the case with
music, students do not really pay close attention to what they are hearing, but simply let
the music surround them, they can experience incidental learning. The more often they
listen to the music, the more familiar the sounds will become and the easier the retrieval

of those sounds when next encountered.

For students to engage in conversation and develop fluency, they must understand
the input, spend time on developing their lexical arsenal, and develop speed in
performing all these steps for producing language. One way to develop speed is through
the use of ready-made phrases, called lexical phrases, chunks, collocations, etc.

Listening comprehension is one of the most powerful and frequent components of
language competence, especially when we speak of communicative competence. The
speed and invisibility of the processes of listening itself only serve to complicate the task
of teaching students how to listen. Recognition of words, and their associated meanings,
is the mark of language competence. However, the meaning of ‘recognition’ is also
problematic and highly idiosyncratic. Individual ‘recognition’ is assumed on the basis of
an appropriate response. The outsider has no way of knowing what is going on inside the
mind of the listener. Cognitive psychologists assert that word recognition requires
storage in short-term memory, which then accesses conceptual meaning in long-term
storage. If there is no corresponding entry already in the long-term memory store, there

will be no retrieval, therefore, no comprehension. Long-term storage retrieval can be
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viewed as analogous to developing ruts along a familiar path in the road: the more
frequently one travels the path to retrieve a stored memory, the deeper become the ruts,

and the easier and quicker becomes the retrieval process.

Although students always have some kind of listening comprehension exercises
associated with classroom language instruction, it is usually difficult to get them to listen
even the first time. For most full-time students, there is simply not enough time to listen
and pay close attention to the spoken word a second, third, or fourth time. However, if
one looks around, students (and the rest of the world, it seems) are almost always
listening to music—in the gym, on the bus, while walking or riding. Vocal music in the
L2 can bridge the gap between forced listening of dialogues and the strictly-for-pleasure
listening of vocal music. A frequently ignored factor in language learning is the
incidental learning which occurs when students are not concentrating on learning . Vocal
music can be more pleasurable, and is therefore, more likely to be listened to more than
once. If, as is often the case with music, students do not really pay close attention to
what they are hearing, but simply let the music surround them, they can experience
incidental learning (Tumanov; Medina; Murphey). The more often they listen to the
music, the more familiar the sounds will become and the easier the retrieval of those
sounds when next encountered. Students become accustomed to the sounds of the
language, begin to recognize the phonological cues and word boundaries in connected

speech—in other words, the prosody of the language (DeKeyser "Learning" 330).
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Although our students are, for the most part, adults, their knowledge of prosodic
structures and syntactic boundaries in the second language are decidedly not at an adult
level. They have to start from scratch, building a system, making sense of how the new
language works. If they try to build that system item by item, they will be buried under a
mass of incomprehensible and irreconcilable bits and pieces. If we can show them how
to take charge of the linguistic cues which are present and redundantly layered in the
language, then language learning for them will be easier, more fun, and, hopefully,

production will be more fluent.

The first of the cues for word recognition are the phonemes themselves. Beyond
this first level of recognition comes a secondary, which I’ll call context here, specifically
for homonyms. The next level of cues is word stress. Stress is “syllabic prominence” or
the amount of relative force used in pronouncing a syllable in a word (Schreiber 159).
The next level is intonation, which is the rise and fall of pitch during pronunciation of a
series, usually above the word level. Most of the time when we speak of intonation in the
Russian language classroom, we speak of sentence level intonation, and the Intonation
Contours (urmonayuonusvie koncmpykyuu), or Bryzgunova’s famous seven Intonation
Contours (Bryzgunova). However, intonation applies to phrase level as well as sentence
level. One of the main problems with both production and comprehension of a language
involves the incorrect grouping of units of words into phrases. Before students can begin
to learn the intricacies of prosody and intonation, they must first have acquired a

knowledge base to which they can apply.
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LEARNING AND THE LEARNER

The distinction between language acquisition in a “naturalistic environment” and
in a classroom environment must be addressed as central to my approach in SLA.
Krashen has long espoused the position that language acquisition can only take place
outside of a teacher-directed classroom, when the conditions for I+1 are met (R. Ellis
Study of SLA 27). However, in the last few years, he has added in some support for the
benefit to be gained from learning a language with the introduction of the concept of
“narrow listening” and “narrow reading”—both of which seem to contradict his early
insistence on the ineffectual nature of “learning” (Krashen).

“Narrow listening” and “narrow reading” also support the efficacy of repetition:
learners listen to or read the same units over and over again because they have chosen
topics in which they are interested. With each repeat of the input, students are able to
access more of the details of the linguistic data. The attention to detail which these new
practices support are in keeping with the interest in “implicit” and “explicit,” as well as
“incidental” and “intentional” learning. The debate on the comparative efficacy of each
type of learning I will leave to other researchers, as even the definition of learning, and

distinctions between the different types, is still being debated (DeKeyser, Hulstijn).

In the classroom, the ultimate goal is not to determine which of X, Y or Z ignited
the spark in Student A, B or C, but to provide them with the best instruction possible.
Unless one is in a one-on-one tutoring situation, it is difficult to fine tune a lesson to an
individual, but must try to provide input for the various types of language learners in the
classroom while not discouraging them. This proposal involves encouraging students
themselves to make the transition and continue the learning begun in the classroom

outside of the classroom—in the free time which teachers do not control. This proposition
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is a melding of affect with motivation—two intangible elements of success in language
acquisition, which have been problematic for teachers for decades. However, both the
positive attitude toward the language and the motivation to use and experience the
language are useless without a concrete foundation of linguistic knowledge. For that,
students must first learn and gain control over the phonology, lexicon, syntax, et al., of

the language being studied.

One of the current models of learning is the SUSTAIN Neural networks by Love ,
et al. (Yasuaki and Love; Gureckis and Love). A simplified depiction of its basic

concepts are provided in Table 2 below:

Modeling inference (inference learning) | vs | Classification learning

I know it’s a chair; therefore, I assume Here’s something. Does it have
that it has four legs, whether I see them a seat, four legs, can you sit on
or not. it? Then, it must be a chair.

Table 2: Learning Models

As this model relates to foreign language learning, the end result has not been
tested or falsified as to efficacy. If we could prove the superiority—or the existence—of
each model for learning in students, or could know that helping students learn the
necessary cognitive strategies to consciously employ one or the other, the benefit for
language teachers would be immeasurable. For teaching Russian, using inference
learning, students hear (or see) a conjugated verb form, e.g., uumaem (“he/she/ reads”), or
a longer, but still easily analyzed verb form, seruxodywnuuaem (“he/she affects

generosity”), there’s a pronoun (ox, ona) before this form, and the students begins to
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think: I see the ending -aem, so this is probably a verb, singular, more likely
imperfective, and, if I look it up in the dictionary, I should be able to find an infinitive
ending in /-ams/.” If one approaches the problem from the other direction, classification
learning, eeruxodywnuuaem queues the recognition of /-aem/, the collocation of a
pronoun or noun in the immediate vicinity, and the student thinks that this must be a verb.

Oller has addressed this same process as a pragmatic problem of linking content
and form, in which he explains that, “...the bootstrapping problem—the difficulty of
priming the pump that will connect target forms with meanings in a FL—is a common
one” (93). Syntactic bootstrapping as defined by Gleitman (1990) focuses on “formal
solutions to the bootstrapping problem” (qtd. in Oller). This model equates to Love’s
classification learning, in which similarity of form serves as an intellectual aid in
comprehending new, unfamiliar forms in the language.

These examples are somewhat simplistic and, for Russian, probably would be
more salient in a different tense, e.g., the past tense, where the endings can easily mimic
noun endings. Once students become aware of, or are taught to look for the patterns of
these forms, the learning can become easier. For example, in Russian the stems of all
words end in a consonant; to this basic component are added inflectional or derivational
endings (Townsend). For masculine nouns, nothing is added; in other words, they have a
“@-ending.” The past tense marker for Russian verbs is also consonantal, usually /-1/, to
which is added either a @-ending for masculine, /-a/ for feminine, /-o/ for neuter, and /-i/
for all plurals—all of which agree with the gendered endings of their corresponding
nouns. (See Table 3, below.) The only way for students to properly assign meaning to
the lexical unit is for them to recognize the role or function which that unit plays in the
sentence or utterance. Recognition of this function relies on the presence of prototypes

against which to compare the lexical unit(s).
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Russian English

Hesan uuman ...(D -ending) Ivan was reading...
Knuea nesxcana ...(-a ending) The book was lying...
OxHo 8vixoouno ...(-o ending) The window opened out onto...

Table 3: Redundancy of Noun & Verb Endings Attention

ATTENTION

Attention is one of the key components in learning (Wigglesworth; Gass Learner).

(13

According to Morley, teachers must recognize the “...importance of well-structured
attention to aural comprehension” and take responsibility for “guiding students toward
active awareness of their learning role” (Morley "Perspectives"). Part of that learning
role is starting to pay attention to phonemic elements of the language. However, we can
not pay attention to something of which we are unaware (Robinson "Noticing"). For
example, most of us know people who sleep through the sound of trains, televisions
blaring, loud music playing. For them, all these noises have become background, and are
filtered out.  They remain ambient noise, and the individual sounds remain
indistinguishable and unnoticed by the listener. In other words, they do not pay attention
to these noises. The sounds of a foreign language begin as undifferentiated noise until
students learn how to pay attention to the salient items

One way to catch the attention of students is with music; sometimes the music is
the entire message—e.g., “Taps” (usually accompanying memorial and funeral services)

or “Hail to the Chief” (played when the Commander-in-Chief enters). If as teachers we

couple this power with words in the foreign language, we have a ready-made vehicle to
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aid in retention, not just of melody and rhythm, but of the words associated with the
rhythm—including the prosody inherent in word pronunciation patterns. The learning
and retention of the prosodic footprint of words and phrases is especially important in
Russian with its more numerous and dramatic shifts in intonation, vowel reduction and
devoicing of word-final consonants. In conclusion, benefits to be gained by introducing
students to authentic music include: get their attention; encourage them to spend time on
task; then become accustomed to the acoustic patterns of the language. Since attention
span is a limited commodity, learners must learn to focus their attention and limit
distracters. Most people have mechanisms or strategies which they use to concentrate or
focus their attention, whether they are aware of them or not. Closing the eyes, or
unfocusing, looking into space to pay attention to sounds—all are mechanisms for
focusing attention, thereby limiting or dulling the input from other conflicting senses in
order to heighten one (Gass Learner; Robinson "Attention"; Calvin). The Non-Native
Speakers (NNS) are hampered not only by their lack of familiarity with the phonology of
the language, but also by their lack of cultural knowledge.

Minimal attention can be paid to conversation by Native Speakers (NS) because
of confirmation of expected sounds. The awareness of usual phrasal collocations and
cultural expectations are reflected in fluency, because it allows the speaker to allocate
their sparse reserves of attention. They only need to pay special attention is when the
sounds don’t confirm to the expected sequence of phonemes (Nattinger and DeCarrico).
Then the NS focuses in closer and makes corrections to expectations and retrieval. This
refocusing includes not only variations of the Questionable Word (QW), but also words
before and after the QW—in other words, the expected collocations, which aid in
comprehension (Norris 112). NSs have “a commonality of references and a shared level

of expectancy” which facilitates their comprehension, and is usually lacking in the NNS
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(Cradler and Launer 26). One of the primary sources of difficulty for NNSs in the use of
colloquial speech is that it relies so heavily on the use of expectation, ellipsis and non-
standard usages (Rozental and Telenkova; Burke). The situation is complicated for L2
speakers because they do not have the NS’s awareness of lexical collocations, and
therefore cannot anticipate. All their attention resources are needed to parse the language
stream.

Rozental writes that although lessons in the classroom are built on grammatically
correct utterances, using neutral language, that is not the norm for colloquial speech
(Golub and Rozental). The everyday speech of NSs is full of ellipsis as well as non-
standard lexicon. Ellipsis is inextricably tied in with expectation — one can only omit that
part of an utterance which both speakers already know. NNSs, unlike NSs, have little
experience and almost no training in recognizing these ellipses as well as the non-
standard lexicon. The NNSs must consciously learn and commit to memory the lexical
context (nexcuueckuu ¢on) which the NS has acquired—consciously and
unconsciously—over a lifetime of language use. Vereshchagin and Kostomarov
distinguish this zexcuueckuii ¢pon, which entails the totality of the word’s conceptual
semantic meaning, from the background knowledge (¢onosvie 3nanus), which is the
common, culturally shared knowledge base. They emphasize that even when the lexical
conceptual knowledge is complete, this background knowledge is only a potential of the
individual and of the group; the actualization of this ¢onosvie 3nanusa depends on
demands and circumstances (43). NNSs have the burden of trying to learn both the
¢@onosvie 3nanus and the zexcuueckuii ¢pon in conjunction with the basic lexical meaning
of new vocabulary. For each new word, the memory demands go far beyond the

demands of orthography and phonology.
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MEMORIES ARE MADE

If we look at competence as being on a continuum, then even the highest level
Novice, in the words of ACTFL standards is only capable of understanding ‘“short,
learned utterances and some sentence-length utterances, particularly where context
strongly supports understanding and speech is clearly audible.” This lack of
comprehension on the part of students does not mean that those words are not present in
the stream of the FL, but that the learners do not have the capacity to comprehend or
understand them. They may not even notice or be able to separate the individual words.
The functions of noticing and paying attention are analogous to a focusing tool in that the
student must be aware that something exists before they can pay attention to it. Ellis
alludes to this phenomenon in what he terms consciousness raising, a form of instruction
which does not rely on practice with features of the language, but instead helps students
in “...formulating some kind of cognitive representation of how it works” (R. Ellis Study
of SLA 643). This approach is an intersection of attention and prototypes.

As Pinker notes, these prototypes in our memory allow us to make inferences
about all the other things in the world which we can’t possibly know. Omaggio-Hadley
applies the term schema for that background knowledge or context in L2 which aids in
top-down processing (302). However, she applies this to major, gross concepts, ignoring
that for the smallest of units, there also exists schemata by which we classify new
information, such as “bird” or “sentence.” Linguists have long noted that each utterance
is unique; however, our prototypical knowledge of how an utterance is formed--the
syntax, lexicon, morphology, etc.—allows us to parse and understand each new utterance
as it is formed. For the NNS of a language the prototype knowledge base is limited and
undeveloped, and therefore, complicates and makes more difficult the process of parsing

the L2 into comprehensible chunks.
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Cognitive psychologists have provided us with, to date, the most widely accepted
of the latest models for understanding and describing the processes of language
comprehension and production (Segalowitz "Psychology"; Yasuaki and Love; Robinson
Cognition). Teachers must be willing to use the newer models of learning without
demanding that they pass the test of abstract observeability when the processes
themselves are internal and invisible. These models rely upon descriptions of how
humans learn and acquire knowledge, both procedural and declarative. Declarative
knowledge, according to Omaggio-Hadley, is “explicit and conscious, and can be
articulated by the learner” (67). In other words, this is knowledge about language, the
facts and structure. Procedural knowledge, on the other hand, involves manipulating that
same language, performing linguistically. Both declarative and procedural knowledge
must be based on memory.

Memory is not a monolithic entity. Contrary to the popular TV ads promising to
show you how to improve your memory, there seems to be no way actually to do this. So
far, cognitive science has not supported their claims, but has shown that the limitations of
working memory capacity are physiologically determined. According to research
conducted by Miller, £7 items seems to be the limit: the size of those items can, however,
change (R. Ellis Study of SLA; McGroarty and Rivers; Robinson "Individual"). Whether
each item is a separate phoneme, or entire chunks/sentences/phrases, the number still
remains relatively constant. Memory is divided into Long-term memory storage (LTM)
and Short-term memory storage (STM), each of which has common and distinct
elements. LTM is the repository of what we have learned; STM is the area for

recognition of what we experience through our senses. The central question for teachers

45



is not necessarily understanding the mechanisms of how exactly humans learn, but rather

how to influence the learning.

PRODUCTION AND PERCEPTION

Much has been written about the inter-dependence of production and perception,
but primarily in the fields of ethnomusicology and cognitive psychology (Bauman
"Observation"; Cutler). Although it has not been tested, experience (and common sense)
shows that people expect words to sound the same way that they themselves say them—
or close enough to be recognizable. As evidence of this, the broadcast and cable news
programs, in the last ten years or so, have increasingly been providing captions for
speakers of English who have what someone has determined is a heavy accent, or at least,
an accent which might present comprehension difficulties for the average US listener.
This problem has drawn the attention of a number of researchers in reading; but not
listening and speaking. The research for reading has examined the effect of consistency
between the orthography and pronunciation for reading competence in an L2: the more
consistent the relationship, the higher the skill level acquired by learners (Perfetti, Van
Dyke and Hart). This study would seem to have possible positive impact for Russian,
where, although the pronunciation is much more consistent with the orthography than, for
example English, the vowel reduction and voicing assimilation present major problems
for novices. For example, the word s3wix, pronounced as /jiZYK/, or nowusna,
pronounced as /panjiLA/, or the devoicing or a word-final consonant in a word like 36,
which is pronounced /zup/, present special problems for novice students of Russian.

Tarone and Bigelow examine the queston of production and perception by delving
into the link between the written representation of words and their internal phonological

representations for both comprehension and production. Although most of the research
46



examined has been done in the area of first language acquisition and literacy, they do say
that there are implications for SLA research. Reis and Castro-Caldas (1997) are widely
quoted in the article, with conclusions and comments based on their case study of
Portugese adult women (Tarone and Bigelow 83). In describing the process of reading in
an alphabetic language (such as English or Russian) for a literate adult, Reis and Castor-
Caldas state that, ““Learning to match graphemes and phonemes is learning an operation
in which units of auditory verbal information heard in temporal sequence are matched to
units of visual verbal information which is spatially arranged’ (p. 445)” (qtd in Tarone
and Bigelow §83).

For literate novice language learners, the process of associating graphemes with
phonemes is not new. However, if the script itself is different, i.e., Cyrillic, the learners
may be trapped in a what I would term a semiliterate phase: they know what they must
do (skills acquired in L1), but must revert to a childlike level due to lack of familiarity

with the new script.

Reis and Castro-Caldas believe that semantic processing is implicit, and learning
to read and write brings an explicit dimension to the process of phonological
processing. They conclude that absence of the ability to associate grapheme and
phoneme decreases the efficiency of explicit phonological processing of oral
language in adult life: ‘the missing of a single skill (grapheme-phoneme
association) interferes significantly in the higher development of the language

system’ (p. 499) (qtd in Tarone and Bigelow 83).
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Tarone and Bigelow, while basing their conclusions on the studies cited in their
article, conclude that noticing may not be as important for acquisition as previously
assumed (88). However, I contend that they do not allow for the possible influence of
outside intervention (such as a teacher) in the subjects’ ability to notice specific details in
the input. The assumption is that “if L2 learners do not have awareness or ability to
consciously manipulate phonemes, morphemes, and words in the L2, then they cannot
notice enhanced input or corrective feedback targeting those phonemes, morphemes, and
words” (Tarone and Bigelow 88). Although these objections/points are presented as
possible implications for further study, they do not allow for focused input by the teacher,
which is one of the responsibilities of an L2 teacher—to make the student aware of just
what they need to pay attention to. The use of nonsense words, and the manipulation of
single graphemes/phonemes for subjects who do not know graphemes (i.e., illiterate) in
some of the studies cited, somewhat reduces the applicability of these findings to an
instructional environment. However, these findings do strengthen our understanding of
the link between cognitive phonological processing and grapheme recognition, and
emphasizes the importance of explicitly teaching such links when students are learning an

L2 using a different alphabetic script.

“Phonological processing” is the latest buzzword being used for the underlying
factors in analyzing an invisible process. What, exactly, does it mean? How does the
learner store the concept of the letter /a/? Do we store the shape of the lines and curves,
or, do we see the letter (grapheme) only as a representation of the sound (phoneme,
complete with allophones) with which we associate it? Geva & Wang claim that there
are universal principles of reading (and by extension, language competence), and that

“the ability to segment and delete phonemes in words is important for word recognition
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accuracy” (184). Is this not simply validation of the methods already used in teaching
reading? We have placed a new label on it, but the actuality has not changed. “A rose by
any other name would smell as sweet.” One of the first things that students do in the
Russian language classroom is learn the Cyrillic alphabet. We provide the orthography
by means of the phonology: in Russian: “a = /ah/, 6 = /beh/, 6 = /veh/, etc”; in English,
“a-b-c-d, etc” . We do not expect the students to remember the graphemes without the
accompanying phoneme. It may be simplistic, but I doubt if it is even possible to do it
without naming (in some manner) the letters. In classrooms (I know that it happens in
Russian language classrooms with L2), teachers instruct students to “Sound out the
letters,” “Read it aloud,” or “Let’s take it letter by letter” (Davidson, Gor and Lekic;
Smyth and Crosbie; Lubensky et al.). We do not ask students to describe the geometric
shape, but the sound associated with the letter: this is phonological processing at its most
basic. Exceptions and the effects of linguistic environments are pointed out, especially
for languages like English and Russian, where the orthographies are not as “shallow” or
“transparent” as in some other languages (Geva and Wang 183). The read-aloud
phenomenon itself attests to the prevalence of the grapheme-phoneme association in our
world. “Inner speech,” a bulwark within the theory-field of language competence
(development of such competence), relies solely on phonemic representations, or the

sounds of the words, which we use internally to express our thoughts (Vygotsky Trudy).

Yukawa’s assertion supports my premise that the retrieval of knowledge, and the
automaticizing of such retrieval are central to any discussion of language competence.
Once learned, linguistic or lexical elements, according to some of the latest findings in
cognitive psychology, are never lost; they are encoded in the LTM (Hansen 63).

However, the pathways by which we retrieve these elements may become weaker
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through lack of use. This process equates to the development of ruts in a roadway, or
pathway. Any pathway, which is seldom accessed or traveled, will eventually become
overgrown, with this growth impeding speedy travel along the pathway. If this pathway
is in the brain and involves language data, the overgrowth is perceptible as hesitations,
increased use of empty fillers, or failure to respond—in other words, language
attrition/loss. Still, once the ruts are firmly established as frequently accessed pathways
to language data, the L2 speaker/user can easily slip into the rut and retrieve the required
language elements. The deeper the ruts, the quicker the retrieval; this equates to
automaticity, although there are disputes about exactly how to define this concept of
automaticity. For example, there are numerous tales of the shock experienced by older
people, when “out of the blue” they recall the name of a peer from more than forty or
fifty years earlier. Usually these are not the names of friends with whom they have
constant or frequent contact; however, the name, along with its associations, once stored,
remain in LTM. Simply reading a list of words or encountering an individual once or
twice does not (except for the exceptional person with eidetic memory) usually result in
long-term storage. The amount of exposure required to imprint on LTM varies by
individual, just as the number and size of items available for immediate recall from STM.

Although teachers assume that students are interested in the language when they
enroll in one of the more difficult languages, this interest does not simply or directly
translate into an ability to pay attention to the acoustic features of the language. All who
have heard a foreign, unfamiliar language are familiar with the sound babble, in which
the sounds of the foreign language are only a noise, when the individual sounds are not
distinguishable and have no beginning, no ending, and no meaning. For the Novice NNS,

it is easy to drown in this “flood of sound” (nomox peuu in Russian). One way to define
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listening comprehension is the parsing and assignment of meaning to the elements within
a phonemic signal.

We as teachers can not open the skulls of our students and look inside at the brain
to see how the listeners process the words. If I could, I might look in, find the word as
spoken by me, only to find that the students’ internal representation is not what I said (or
thought I said). Here lies the crux of the matter: it is irrelevant whether the internal
representation is perfect or not: the connection between the actual word and the students’
internal representation is supreme—the link between the concept and its form, the word.
The parameters within which the auditory signature of a word or phoneme can vary are
constrained, but are not absolute. A certain degree of mispronunciation is acceptable
because the ear and brain make corrections and allowances for variety (prototypical
acoustic signature/pattern). The students’ pragmatically and linguistically correct
responses and the ability to engage in a conversation is the ultimate judgment of

comprehension.

In language acquisition schema formation depends on exposure. All new
knowledge is analyzed, classified and either stored or discarded, based on prior
knowledge—the schemata already present from a lifetime of learning (Oprandy; Gureckis
and Love). Omaggio-Hadley defines schema rather broadly as “previously acquired
knowledge structures accessed in the comprehension process” (147). This definition
somewhat skirts the underlying issue that all our knowledge is built on “previously
acquired” structures (Oprandy 160). It is the integration of the new knowledge within the
old structures that results in the formation of new patterns of knowledge. Without
sufficient exposure, one can not see normally the pattern. For language students,

repetition of the musical rhythm, together with the words (also usually in rhyming,
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rhythmic units) makes that repetition and exposure palatable (Gilbert). The repetition can
be seen as a tool for cognitive rut-formation; the more repetition there is, the stronger the
mental and conceptual connections in the mind. As Robinson notes, “language is learned
in the process of using language, and the best predictor of language facility will simply be
time-on-task” (63).

Schema formation also lies at the heart of grammaticality judgments (GJ),
although Juffs does not explicitly state it. He asserts that, for the L2 learners, GJs on
ungrammatical sentences take longer than normal. This “structural description” is in
reality a set of schema which circumscribes the normal limits of sentence formation.
Chomsky has claimed that we have an LAD (Language Acquisition Device) which
allows humans to acquire language, including its grammar (Cook). But, since each
sentence or statement, according to Chomsky, is unique, the formation of each
grammatical sentence must follow some schema or prototype in the speakers’ memory.
Cognitive psychologists claim that humans live in a world of prototypes (even
stereotypes) which force, or allow, us to classify each new phenomenon according to its
closeness to an ideal already stored in long-term memory. On this basis, Juff’s GJ
reaction time results are not unexpected. The more complex the structure of a sentence,
regardless of grammaticality, the longer it takes a subject to compare it with prototypes in

LTM, especially if the language is an L2.

It is assumed that ungrammatical sentences may take longer to judge because
there is no structural description in the learner’s newly acquired grammar which matches
that ungrammatical sentence; as a result, the parser may attempt a number of different

analyses before giving up and assigning an ungrammatical status to it. This process will
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take longer than one in which a grammatical sentence can be quickly identified as such

(Juffs 208):

Type Sentence Form Example

Prototype 1 | S-V-O Tania bought the book.
Prototype 2 | S-V-O-PP Ivan bought books in the library

Prototype 3 | ADVP- INDEFART-ADJ-ADJ-S-V-PP- | Early yesterday morning, a bleary-eyed, hung-
REL-PRO-ADV-V-ADJ-OBJ over Ivan stumbled into the library, in which he

usually buys used books.

Legend: ADVP = Adverbial Phrase; INDEFART = Indefinite article ; ADJ = Adjective ; S = Subject;
V = Verb ; PP = Prepositional Phrase ; REL = Relative clause ; PRO = Pronoun ; ADV = Adverb ;
OBJ = Object

Table 4: Sentence Prototypes

Even though all the sentences in the Table 4 above are grammatical, reaction time
for a GJ on a sentence similar to Prototype 1 will be much shorter than for Prototype 2,
and significantly shorter than for Prototype 3. As depicted in the table, each of these
grammatically correct sentences, beginning with Prototype 1, and ending with Prototype
3, takes progressively more time to process—and not simply because of the number of
words, but because of the complexity of the structures. The complexity ensures that each
element (adverb, noun, verb, adjective): (1) actually exists, (2) is in an appropriate
location, relative to the other elements of the sentence, and (3) have semantic validity.

In Table 5 below, although the sentences all contain only three elements, GJs for
the L2 learner are complicated by the dilemma of L1 versus L2 word order and the

semantics and verb control characteristics of unfamiliar lexicon.
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Word Order Examples

S-V-0 Tania bought the book. (Tawns xynuna kuuey) vs. (Knuey kynuna Tans.)
S-V-0 *Tania slept the book. (*Tana cnana xnuey .)

S-V-0 *The book slept Tania. (*Knuzy cnana Tanio.)

S-V-0O *The book bought Tania. (* Knuea kynuna Tawro.)

Legend S = Subject; V= Verb ; O=Object

Table 5: Grammaticality Judgments

For the L2 learner, especially for the speakers of languages with non-overt
(covert) morphological markings, the syntactic significance of endings such as /-u/ versus
/-ia/ only complicates the judgment-making process. They must learn the saliency of
such markings for the meaning of utterances (sentences) in the L2. As shown in Table 5,
above, and as experienced by Russian teachers everyday, many novice Russian language
learners assume that if the word order of a sentence is SVO (the standard word order for
English), the sentence must be correct. This GJ would cause them to assume that the
alternate sentence in the first example is grammatically incorrect, which it is not. For
communication purposes, especially in the initial stages of interlanguage development,
the ability to make a GJ may not be as important as the “good enough” sufficient to

maintain the conversation.
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PROTOTYPES AND STEREOTYPES:

Recognition of linguistic symbols, whether oral or written, and which forms the
basis of linguistic competence, relies on both LTM and STM. If there is no entry in LTM
with which to compare input, there can be no recognition. However, recognition is also
not a monolithic phenomenon: it requires detecting, then noticing. According to
Robinson, “noticing is defined to mean detection plus rehearsal in short term memory,
prior to encoding in long-term memory...” ("Noticing" 296). Recognition relies on
finding patterns of similarity between what is already known and the input. Another
component of recognition is attention. Because we are surrounded by so much sensory
data, and our processing capacity is limited, we must decide what to ignore, what to pay
attention to and try to analyze, or process. To do this, we rely call up stored schemata to

make sense of this new information.

All our experience with learning and reality relies upon the formation of
prototypes (of which stereotypes are simply a matter of degree) — otherwise, each new
item met would present unclassifiable raw date, with no relationship to anything already
stored in memory. With enough items of a similar type stored in memory, students can
begin to form schemata for anything.

One of the few undisputed axioms of SLA is that time with the language,
exposure to and experience with the language and culture, and time devoted to its study
all can lead to higher competence (Omaggio-Hadley; Rifkin; R. Ellis "Factors"). For
training purposes, the Interagency Language Roundtable (ILR) has classified languages
according to level of difficulty, on a four-point scale—Category One through Category
Four. Category One includes French, Spanish, et al.; Category Two includes German,
Dutch, et al.; Category Three includes Russian, Thai, et al.; and, Category Four includes
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Chinese, Arabic, et al. The number of hours of study necessary for students of “average”
aptitude to achieve a level of 2 on Listening and either Reading or Speaking (ACTFL
Advanced) has been quantified. For Category One, the average contact classroom hours
(maximum class size of 10 students) is 750 hours; for Category Two, 1020 hours; for
Category Three, 1410 hours; and, for Category Four, 1890 hours. These are the standards
adhered to by the government training facility in Monterey, California, Defense
Language Institute Foreign Language Center (DLIFLC) in their training. However, at the
typical American university, the number of classroom hours barely exceeds 400 hours
(Rifkin 12)

In English, we have the saying “Practice makes perfect,” while Russian has
«llosmopenue—mamo yuenus» (“Repetition is the mother of learning”). Researchers
Newell and Rosenbloom (1981) have operationalized this apocryphal wisdom in The
Power Law of Practice: RT = a + bN-c (DeKeyser "Automaticity" 131). DeKeyser adds
a caveat to their theory of automatization, as well as to results of other documented
studies of this effect, that “the automatized behavior that results from consistent practice
is highly specific” (131). In other words, if students listen more, one should detect
decreased reaction time in their processing of audio input. He warns, however, that the
effect does not necessarily transfer to other skill sets. Ellis adds that “it is necessary to
form a stable representation of their phonological form” in order to learn these new
words, and these words become significant for language acquisition ("Factors" 21).

In a later article, DeKeyser noted that Saffran, et al. (1997) found that incidental
learning of vocabulary in an artificial language took place “through exposure to a tape-
recording playing in the background” (DeKeyser "Learning" 333). This lends support to
the premise that benefit can be gained from listening to authentic music. If parsing of

vocabulary can be improved in an artificial language, without multiple linguistic cues, by
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listening to audio input, it should be more beneficial and more pleasurable with authentic

music. Rod Ellis adds that:

It seems reasonable to suppose that oral input may well constitute an effective
source of date for incidental vocabulary learning. Indeed the success which
children have in developing a substantial vocabulary in their first language, before

they come to school, testifies to this (R. Ellis "Factors" 3).

Whether language teachers call up the folk sayings or the “Power Law of Practice,” our
primary focus must remain the same—encouraging students to find or make the time to

improve their Russian, through motivation.

One of the most frequent complaints levied against the Audio-Lingual Method
(ALM) was that it produced prepackaged chunks of language (i.e., dialogues) to be
memorized, which were then not applicable or transferable to normal conversation, just
as orators in classic narratives would expound to the public with pre-learned scripts (Ong
61). These were opposed to “verbatim renditions” (direct, word-for-word translations)
which also did not exist in nature. These phrases were taken out of context and did not
teach students how to create their own utterances in response to their L2 interlocutors.
The approach which I favor involves the use of ready-made units of language in the
teaching of comprehension and the development of fluency. These units of language
have variously been called prefabricated language, chunks, collocations, lexical phrases,
et al. (Nattinger and DeCarrico). Lee concludes that these units are at the very center of

NS command of language, that they “have a prodigiously large mental store of set
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phrases and expressions” (199). These pre-digested, ready-made pieces of language are

the foundation of fluency.

The sine qua non of language competence is lexicon. One must have a substantial
lexicon at your command before you can apply the rules or take advantage of the good
habits one has developed. The interplay of these two, top-down (using prior knowledge)
and bottom-up (using lexicon) processing, produces the most competent language
learners (Hulstijn). Without these “chunks” of languages which can be retrieved from
long-term storage for immediate usage, fluency and speed of delivery are impossible to
achieve. Russian dictionaries, especially the moaxossiti (“explanatory”) editions,
regularly present the most common fixed phrases, especially those which are set in
idiomatic usage.

Any interpretation of a word must be based on collocation or environment in
which the word appears—both in L1 and L2. Context is meaningful, relevant and
applicable; it answers the questions: who, with whom, why, where, when (Omaggio-
Hadley, 93). Context limits the lexical choices and leads to expectation, what is
sometimes called contextual guessing. For example, suppose the topic is language
learning, and the discussion is about what an individual is doing. If one starts a sentence,
“When someone is...”, the blank is more likely to be filled by the word talking than by
the word cooking. In language classrooms, it is standard practice to initially provide a
title or topic, which provides the context for an activity. Each pre-listening, pre-viewing
or picture presented prepares students for this topic and the selection of appropriate
lexical items.

While this practice helps students by limiting their choices, it also creates another

problem. This practice of providing contextually relevant glosses to students presents
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great difficulty for teaching basic vocabulary which may have a “gloss” for a particular
passage, but have multiple shades of meaning, which do not have a 1:1 correlation to its
L1 counterpart. The shades of meaning, register, or background against which a word is
used, along with its historic-cultural connotations can be thought of as a frame. Duchan
defines frames as “The conceptual structure used to make sense of and construct
realities,” which are then divided into four categories of subordinate frames, including
models and schemata (12). Ausubel adds that “The most important single factor
influencing learning is what the learner already knows” (qtd in Oprandy 160). What the
learner already knows is called by various names, depending on the level of analysis—
from meta- to micro. Frames can be visualized as the outside constraining limits for the
interpretation of each linguistic reality. A frame can be as broad as the concept of a
conversation; i.e., regardless of the culture, a conversation involves no less than two
people. Within the limits of a conceptual frame is the background knowledge (¢porossie
snanus), which serves as the background of the picture, and may or may not be shared by
all members of a cultural group. The background knowledge is shaped by group
memberships, past experiences, education, et al., is culturally shared, but not necessarily
commonly shared (Vereshchagin and Kostomarov). At the lower level of this analysis is
the lexical context (zexcuueckuii ¢pon) of the word itself, which, for each individual, is

also unique.

Not only the frame, but prototypicality of words are frequently incomplete for the
beginning student. For the NNS, the word is frequently learned from a glossary in a
textbook, or in a Russian-English/English-Russian dictionary which presents a limited
number of definitions or synonyms. Therefore, the new word is viewed as roughly

equivalent to its L1 counterpart, with all the contextual similarities of the original.
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Even the conceptual frame of simple words are difficult for NNSs. For example,
in Figure 1, below, the circles represent the frames for the Russian word cocmas; The
“X” indicates the prototypicality of its usage with the meaning of “train car.” As
presented in a glossary or R-E dictionary with the meaning “train car,” cocmas has a
much narrower circle of usage (or frame) for the NNS than for the NS, although this may
be the only interpretation which novice language speakers have. However, for NSs the
meaning of “train car” is not the first to come to mind; they have more typical and
frequent meanings (composition, make-up, structure, mixture, solution, staff, personnel,
membership, and cast [theatrical]) for this word cocmas. The meaning “train car” is the
last listed in numerous Russian-language dictionaries (Kuznetsov; Ozhegov; "Lingvo").
The larger circle, labeled for the NS, shows the greater semantic breadth of cocmas for
the NS: Position “A” represents the most frequent meaning ‘composition’; Position “B”
represents the next most frequent meaning ‘structure’; while, Position “X,” is not as

centrally prototypical.

cocmae = train car

NS NNS

Figure 1: Conceptual Frame for NS versus NNS
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Problems and difficulties with frames are not limited to word definitions, but can
encompass entire phrases. Use of Imperfective, past tense verbs of motion is one such
frame where the concept for the novice NNS usually differs radically from that of the NS.
The NNS often uses the phrase, «f exan domoui», and sees this sentence as completed
action in the past, being equivalent to the English, “I went home.” However, the NS,
when using this phrase «4 exar domouy (“I was going home...” or “... when I was going
home.”), sees it as either the end or the beginning of a discourse element. It never stands

alone.

Students of Russian learn the word dom (“house” or “home”) usually within the
first two or three lessons in the classroom. However, the phrase «B smom oome scusym
oxono 500 uenosex.» (“Approximately 500 people live in this building.”) is a classic
frame problem between Russian and English. Although most standard Russian-English
dictionaries used in American settings present “building” as one of the first two
translations of the word dom, most textbook glossaries present only “house” (Benyukh;
Wheeler; Katzner; Airlie; Davidson, Gor and Lekic; Lubensky et al.) The British
textbook Rus’ presents the same translation of dom, but with an accompanying figure of
the typical Russian multistoried building (Smyth and Crosbie 33). The word dom refers
to both picture A and B in Figure 3 below. The cognitive frame for this sentence slows
down for the NNS. Phonological processing may take place quickly, but the frame for
the simple word dom in the Russian context must shift from “A” for the American

context to “B" for the Russian context.
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H H
H )

oom A oom B

Figure 2: Cognitive Frame for “House” or “Home”

So, comprehension of the phonological signal is the least of the problems faced by the
NNS of Russian. Consider the word “breakfast” as a concept in the USA, England,
Germany, Europe; although the word is the same (allowing for translation of “first meal
of the day”), but the prototypical frame and associations (i.e., what one gets for

breakfast!) are different for the different cultures and languages.

The first element of context, according to Frommer (qtd. in Omaggio-Hadley 93),
at its most basic level includes the choice of lexicon itself. For each lexical choice, there
are available phrases and modifiers which range in usage from frequent (high probability
of co-occurrence) to rare (low probability of co-occurrence). Although, according to

some linguists, the lexical supply of a language is infinite (with new words being, coined
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to describe changing reality), as is the number of possible sentences which can be
constructed, at any one point in time, there are limitations placed on which words are in
current standard usage (Vereshchagin and Kostomarov). For example, the terms beatnik,
cool, and groovy are no longer in common usage. But, even when words are not obsolete
or not in common usage, the lexical concepts as defined in standard dictionaries are
incomplete for the NNS. Vereshchagin and Kostomarov state that, «...cemanmuxa crosa
He UCYEepnbleaemcsl 1IeKCUYeCKUM NOHAMUEM, HO GKII0Yaem 6 ceosi MakKice KOMNOHEHM,
Ha3zvleaemvlll aexcudeckuti pony» (“...the semantics of a word is not exhausted by the
lexical concept, but involves also a component called a lexical background”)
(Vereshchagin and Kostomarov 60). This lexical background is more than simple
context; it includes the “semantic core” which usually translates fully from one language
or culture to another. But, beyond this core lies the background, which usually includes
those culture-specific nuances of meaning which must be learned. For example, in
Russia (and in the former Soviet Union), Jom omowixa, (“holiday/rest home”) and /Jom
xkyaemypsl (“Palace of Culture) do not refer to a “structure serving as a dwelling for one
or more persons” (Am. Heritage).

Many of the words in a language form phrases, which occur with such high
frequency that hearing the one word, the NS can anticipate the next word or the rest of
the utterance (Oller; Denisov and Morkovkin). This expectation enhances the NS’s
ability to process the linguistic input. For the NNS, there are simpler problems of
collocations and grammatical expectation, below the phrase level, which impede his
ability to process the L2 in a timely manner. The verb and preposition control which is
second-nature for the NS must be decided each time for the NNS until they become
automatic. For example, in Russian the preposition noo (“under”) requires the

Instrumental case, while the preposition x (“toward”) is followed by the Dative case. In
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the phrases noo geuepom (“towards evening”’)— k geuepy (“by evening”), novice students
must spend a lot of time deciding which ending to choose for the noun following the
preposition. If, however, they learned the unit as a fixed lexical phrase, they could
retrieve it from memory without searching for the correct case and ending.

Although the idea of teaching lexicalized phrases to be memorized is reminiscent
of the Audio-Lingual Method, the current approach is different in that the units to be
learned occur in nature and are culturally and linguistically neutral. This is not rote
memorization, but rather, the application of learning strategies (e.g., memory, cognitive,
or compensation strategies) which enhance the learning experience and facilitate
communication. One benefit of knowing collocations and phrasal constructions is
especially important when the phrase created by learners is “grammatically correct” but
the response from native speakers is “...but we don’t say that,” or “we don’t say it that
way” (Vinogradov; Zemskaia). Not just the chunks, but the pattern of the forms becomes
vital for language training. According to P. Kelly, it is knowledge of the collocations
themselves which thwarts novice language learners: when one knows what to expect, it’s

easier to hear (147).

Although teachers may not support the ALM, many already use this approach to a
limited degree in beginning language classrooms. Even today, in classrooms with an
emphasis on proficiency, some canonical phrases are taught in the very beginning of
instruction, without elaboration, and without grammatical dissection. In Russian
textbooks, must students are taught how to ask someone’s name before the Accusative or
Genitive case endings or impersonal verbal constructions are presented in the classroom.
The phrases, «Kak sac 308ym?» (“What is your name?”’) and «Meuns 308ym...» (“My

name is...”) are presented as a lexical unit, unanalyzed but grammatically analyzable,
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long before the use of (1) accusative case, (2) pronouns in accusative case, or (3)
impersonal verbal constructions. Within three-four months, students have learned the
component grammatical elements and why the forms are as they are. However, after
learning the structure, students do not backtrack and begin reexamining and

reconstructing the phrase. Nattinger and DeCarrico remind us that

...it is important to recognize that as syntactic rules emerge and become part of
grammatical competence, the conventionalized association between the lexical
phrase, as a chunk and its function in context is retained. This language chunk—
analyzed or not—continues to be available for ready access as either a partially or
holistically pre-assembled pattern. As such, knowledge of the fixed lexical phrase

frames as one kind of dictionary entry is also a part of linguistic competence”

(12).

Students continue using the phrase as they did before they learned how it is
constructed. Nattinger and DeCarrico claim that the use of collocations and lexical
phrases (which two concepts they define as having different characteristics) are essential
elements of fluent language production for the NS as well as for the NNS. The
knowledge and use of chunks by students “...would allow the expression that they were
unable to construct creatively from rules, simply because these chunks could be stored
and retrieved whole when the situation called for them” (Nattinger and DeCarrico 27-28).

For Nattinger and DeCarrico, the distinguishing element for the use of chunks and

lexical phrases does not presuppose that these chunks remain unanalyzed. They state that
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the NSs first learn these phrases, use them, then attend school, where they learn the
structure and control necessary. This statement assumes that all adults go beyond the
initial stages of acquisition to analysis and understanding of structural patterns. NSs
then, for the most part, in fluent conversation, retrieve the chunks from memory without
further analysis and without element by element reconstruction. This use of chunks does
not preclude knowledge about their proper use or the ability to break them down into

their component parts.

LISTENING STRATEGY

At approximately the 6-month stage, infants begin to lose the ability to discern
sounds from all languages, and their listening, and babbling, become language-specific
(Scovel). Their ability to discern sounds which are not in their L1 does not dissipate, but
becomes dulled through lack of stimulation. At this beginning stage of language
learning, the students’ ability to make sense of and separate these sounds is still
undeveloped, but some parts of them become familiar (Lund 201; Ferguson 309). We all
recognize that infants do not speak for a long period or time, although they are
surrounded by the sounds of the language. For the child, this relative silence and
linguistic incompetence continues for years, while pathways are being built and
reinforced in the brain. When talking about the superior language skills of young
children, even those academics who specialize in Critical-Period Hypothesis research
often ignore the effect of the constant bombardment of language-specific sounds on the

ease of acquisition. Hakuta, Bialystok and Wiley (2003) acknowledge that, although the
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...claim that there is an age-related decline in the success with which individuals
master a second language is not controversial.... [w]hat is controversial, though,
is whether this pattern meets the conditions for concluding that a critical period

constrains learning in a way predicted by the theory (31).

Among the most significant factors which they list as constraining the language learning
abilities of adults are social and educational. On the average, the younger the learner, the
more varied will be the social contacts (and thus, varieties of language) and the more
hours of formal education received in the second language. These influences have
frequently been cited as evidence of the superior learning abilities of children and the
inescapable maturation constraints, without accounting for the number and breadth of
contact hours in the L2. Proponents of the Silent Approach came closest to admitting the
importance and efficacy of the listening skill; but, even they fell victim to the all-or-

nothing school of foreign-language pedagogy (L. Kelly).

One of the most difficult problems facing the foreign-language teacher is teaching
students how to begin paying attention to word endings as more than carriers of sound
and case endings—but also as carriers of function tags. This increased linguistic
awareness is part of the distinction between novice- and intermediate-level language
learners. The functional meaning being attached to certain sounds is one of the more
difficult concepts for a language learner whose native language is a non-declensional
language like English. Position and word order occupy the first place of importance for
native speakers of English—the majority of our students in an American classroom

setting.
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For this reason, it is also a difficult habit to overcome or unlearn when faced with
a declensional language such as Russian. The fact that clues for comprehension and
function are usually redundantly layered in any utterance, including the noun/adjective

endings, verb endings, is one of the most difficult new skills acquired by second language

learners.
1 2 3 4
Moti dpye Hean npouuman | HO8YIO uHmepecHyio kHuzy | o camoii xopouteii noesoke | nHa Caxanuu
My friend Ivan read an interesting new book about the best trip to Sakhalin
(1. stem + Q) (2. final -u sound) (3. /-oy/ (/-ey/) sound) (4. prep)

1. Adjective, subject, appositive noun, and verb all end in a consonant. If students don’t hear the

individual endings (or lack thereof), they have four chances to get it right.

2. Two feminine adjectives, plus noun = three chances

3. Preposition sound, plus two adjectival endings, plus noun ending = four chances

4. Preposition sound, plus preceding noun noeszdxe plus noun = three chances

Table 6: Redundancy of Phrasal Endings

The redundancies of endings, which translate into similar sounds, are so layered
in the speech flow that students do not need to catch every word ending. As shown in
Table 6, novice language learners have multiple opportunities to detect the correct signal
in the auditory stream. Unfortunately, students too often are not aware of this. They are
usually not aware of the redundant linguistic signals in their native language; the signals
in the L2 are even less obvious to their perceptions (Nattinger and DeCarrico 17). What
is simple for the native speaker is not necessarily simple for the NNS. Frequently, it is
just the opposite: the shorter the word, the fewer redundant cues for recognition. In

Russian there are a number of monosyllabic particles, 6eow, orce, 1u — recognition of these
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in the speech stream are complicated by the speed of passage and the lack of markers
(like number of syllable, location of stress, order of recognized sounds) and complex
patterns (Vasilyeva). In speech, for the NS, and to the detriment of the NNS’s
comprehension, the KISS principle reigns.

Therefore, students waste their time and attention stores trying to hear everything,
unaware that they do not hear and process everything in L1. NSs only process the salient
information; all other signals are ignored. Just as with Juff’s GJs, the saliency judgment
also is predicated on advanced knowledge of the language, therefore is frequently not
available to the novice. Ellis (1994) equates this idea of saliency with noticeability. The
teacher provides hints and background knowledge to aid in focusing students’ noticing by
means of repetition, emphatic placement of elements, instructional focus, purposeful
information gaps, et al. (R. Ellis "Factors"). But, having noticed the acoustic signature
and recognized the lexical items, students must still somehow connect the new lexical
item with concepts of reality already stored in their minds. They must deal with the

lexical store of the new language.

Words—The Body of the Beast

Words are our bridge to reality: they allow us to interact with our world. Soviet
psychologist Lev Vygotsky was one of the first to state eloquently this premise in his

Thought and Language (1987). Words are the only tools available to us to give shape

and form to the experiential representations of our life (cf.,, 100 Eskimo words for
“snow”). In going from L1 to L2, students frequently, especially at the beginning,
translate using either glossaries from textbooks (probably the most common tool), or
dual-language dictionaries. Unfortunately, neither glossaries nor dictionaries include the

cultural nuances needed to understand the L2, and not all synonyms are equal. Here, the
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role of the teacher is especially important in filling in the gaps of comprehension caused
by a lack of the proper milieu—that background knowledge which tells a foreigner in
America that certain words or phrases are pragmatically unacceptable.

I, myself, have gone through the stages of being Negro, Colored, Black, Afro-
American, African-American, Person of Color, and, of course, nigger. Although the
word nigger is clearly labeled in the dictionary as offensive, the term Negro in the Oxford

English-Russian Dictionary has no additional commentary, indicating (to the non-native

speaker) that it is linguistically neutral (Falla). Any American teacher of Russian can
easily imagine what would happen if a foreigner (e.g., a Russian, who is accustomed to
the socially acceptable neep), were to use the term Negro in addressing an American
Black. The term Negro is not necessarily offensive, but is pragmatically unacceptable.
This example taken from my native language is, of course, obvious to me; it might not be
as obvious to the NNS of English. The cultural background and colorations attached to a
word are just as important as the word itself. As Vygotsky noted, “A word acquires its
sense from the context in which it appears; in different contexts, it changes its sense.
Meaning remains stable throughout the changes of sense” (Thought 245). The teacher of
a foreign language must convey to students the “sense” of the foreign word which is not

usually contained in the glossaries and dual-language dictionaries.

Language has been described as an instinct, a facility, or a reflex. It has also been
closely linked to its culture as a reflection or expression of that culture (Vereshchagin and
Kostomarov; Bakhtin; Bourdieu Taste; Kolesov). At the same time language and thought
are seen as interdependent entities: language shapes thought, which shapes language

(Vygotsky). For me, language and culture are simply two sides of the same coin: they
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share an identity and cannot be separated. Language is central to human culture, and
culture can often only be expressed and reflected through language.

The phrase “Familiarity breeds contempt” is often interpreted as a negative thing,
“not giving something or someone the proper respect.” If the proper respect is
considered maintaining a proper distance, then, in the language classroom, we do not
want such respect. We want students to close the distance between L1 and L2, to become
familiar with the new language. Becoming familiar with the foreign language entails
learning a new way of thinking and not simply mapping either the sounds or the
structures of the native language on to the corresponding structures in the foreign
language.

If we as teachers can minimize the feeling of foreignness for students in the
foreign language classroom, and replace it with a sense of commonality and cultural
comfort, it could become easier for them to acquire the language. Csizér and Ddrnyei
have examined the phenomenon, which they term integrativeness, and consider it “the
single most important factor in shaping students’ L2 motivated behavior” (22). They
warn that the survey which they conducted with Hungarian high school students has
limitations, but it does show promise in supporting anecdotal reports on the efficacy of
motivation on achievement.

In contemporary SLA research, as Wilga M. Rivers (2001) states, “... there is no
longer a ‘one size fits all” mentality” (McGroarty and Rivers xix; Gombert). However,
there does seem to be still a very black-and-white mentality—where each element must
be separate and separately accountable. The processes considered essential to effective
language learning are also at the center of a controversy (dispute): top-down as opposed
to bottom-up processing. The efficacy of learning vocabulary (bottom-up processing) is

frequently depicted as being inferior to that of the use of metacognitive (top-down)
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strategies. There are an increasing number of scholars who are questioning the wisdom
of such assumptions, and are advocating a more balanced approach, appreciating the
importance of both factors in language proficiency, especially at the more advanced
levels. They have acknowledged that, if students are to advance beyond the ACTFL
Novice or Low-Intermediate level, they must have a more balanced set of skills—top-
down (metacognitive), bottom-up (word store) and enough practice to make them
comfortable with the other two.

I envision language competence as a closed system, with each part essential for
the successful completion of the task of communication. Students must have an entire
system in place, and cannot apply the good habits which they develop in the classroom if
they have not already acquired a knowledge base to manipulate. The Russian term
nasviku (“‘acquired habits,” “skills” [in practical work]) applies to so much more than its
English translation, but that component is essential for my conceptualization of
competence. The Russian concept of this “skill” presupposes time applied to the
processes being studied. Learners must then have sufficient practice in using these newly
acquired skills with the words of their new language. If any one element is missing, the
entire system can not function. (See Figure 1, below.) Menyuk (1985) has also allied
herself with those who propose that our students apply themselves to learning something
as they try to speak a new language, saying that, “(‘we cannot use knowledge which we
do not have’: p. 256)” (qtd. in Gombert 4). P. Kelly proposed that we need to go back to
vocabulary building, Farghal proposed collocations, while Robinson has advocated
chunks (Robinson Cognition; P. Kelly; Farghal and Obiedat). All these proposals require
that the students apply themselves and study. Some of these elements will have to be

memorized, no matter how anachronistic that term sounds.
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yMeHue

\/

skills / habits practice

npakmuka

HABbLIKU

Figure 3: System of Competency

Although this project is primarily intended for Intermediate-Advanced level
language learners, I feel that elements of this approach can be utilized as early as the first
semester—even the first week of language training—when the language itself is still just
a noise in the head of students. This period can, for the language teacher, be the make-or-
break time of awakening students to the dynamics of the language, culture and lives of
the world that they have, sometimes unwittingly, entered.

I also rely most heavily on the efficacy of listening comprehension (LC) as the
central component for this approach. Although little (or almost no) empirical research
has been done linking LC with reading, some has been done linking LC with speaking.
Ong (1989) has linked orality with reading, but the concept is far removed from our
pedagogic concept of oral production (speaking). Most of this work has been done in the
field of cognitive psychology. Pinker does report on experiments by Posner, et al., in

13

which response times seemed to indicate that “...after a few seconds the mind
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automatically converts a visual representation into an alphabetic one, discarding
information about its geometry” (89). The experiments were conducted judging response
time for similarity of groups of letters, for example “AB,” “AA,” “Aa,” etc. There was
no appreciable difference in reaction time for recognition of “AA” or “Aa” although the
orthographies differ. This does seem to point toward sound as the basic storage unit of
memory.

Cutler highlighted the interplay of speaking and listening, when she emphasized
the interdependence of the two variables. The overriding importance of segmentation
and rhythm in both production and perception of the auditory signal makes it crucial that
students recognize these rhythms when they are encountered. The segmentation of which
Cutler speaks is, however, not at the word level, but phrasal since in the flow of speech
word boundaries are not as significant for segmentation as patterns of stress (34). Cutler
goes on to say that “listeners make active use of rhythmic structure in speech perception”
(35). It behooves us as teachers to give students as many chances to practice this skill as
possible. From personal experience, I have found that if I could not pronounce a word
correctly (at least, in my head), I could not hear that word when pronounced by others. I
call this the trap of expectation. If I expect to hear the stress of a word on the first
syllable, with no vowel reduction, but the NS pronounces it with stress on second syllable
and vowel reduction in the first syllable, the entire acoustic signature of the word has
changed for me. The word that I have stored in my memory does not get activated by the
correct pronunciation, and I don’t understand what the NS has said. For example, if I
expect to hear */JAzyk/ for s3six,, which is a direct transliteration of the Russian with the
common English stress on the penultimate syllable, and the NS says /jiZYK/ (the correct
pronunciation), I am unlikely to recognize the word if I do not expect this correct

pronunciation.
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Almost every beginning Russian student has gone through the drill of being
corrected for saying « xo4V ITHcamwvy (“1 want to urinate” [rude]) instead of «4 xo4Y
nuCATb» 1 want to write”), which, fortunately, usually only causes understanding,
sympathetic laughter. Another frequent example where stress changes the meaning, not
even considering the problems students have in distinguishing between soft and hard
consonants, is the infinitive form xoJHTh (“to go™) as opposed to the 3™-person singular
form XOoum (“he/she/it goes”). Although the orthography of Russian is more
transparent than that of English, the system of vowel reduction complicates
comprehension for the unsuspecting NNS.

This pronunciation expectation from LC also holds true for my reading. When
reading, even when reading to myself, the sound of the word is what is represented in my
head—it is not the geometric shape of words or separate phonemes, but sounds. If I do
not recognize the word, or know where the stress falls, my pace of reading significantly
slows down. Communication, thus, involves not only recognizing and assigning meaning
to the form of the words, but also to the associated acoustic signatures as stored in LTM,
associating these with the relevant concepts, and performing all these simultaneous
actions at the speed of light (Marlsen-Wilson and Tyler).

Students frequently are encouraged to believe that all this communicative
competence can be achieved with a minimum of effort. Students must learn the forms of
an L2 before they use them. Knowing the forms, being able to not only convert them, but
also call them up from memory is essential for language competence (Mecartty). After
they have learned the grammar, vocabulary, metacognitive strategies, listening strategies,
the rest should be easy. To overcome the difficulties inherent in teaching students how to

master new skills, teachers must rely on internal characteristics of the students
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themselves—those motivational factors which teachers can influence, but only students

can control. Just as for any skill, motivation alone does not assure competence.
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Chapter Three: Vladimir S. Vysotsky in Russian Culture

Aenenue Bolcoykoeo ... 00HO U3 3HAUUMeNbHeUWUx U c60e0Opa3Hetiuiux 8
PYCCKOU no33uu 6mopoi nonosunvl XX eexa, a nocKonbKy u 6 neu 6 yeaiom. Ono
OM3bIBAEMCS AHATUMUYECKOMY UHMepeCy 100020 C80UCMEa U npusiekaem
uccneoosamenell Camulx pa3HblX HANPAGLeHUll, TUUb YCUIUBASL NPU IOM
gnewamiueHue NOOIUHHOCIU, VHUBEPCANTbHOCMU, U Henpexooaujel UCIOPUKO-

KYIbMYPHOU YeHHOCMU.

The phenomenon of Vysotsky ... is one of the most significant and distinctive in
Russian poetry in the second half of the twentieth century, if not within all of it
[Russian poetry]. It [the Vysotsky phenomenon] resonates with all kinds of
analytical interests and attracts researchers from the most varied areas, only
increasing, through this, its impression of genuineness, universality, and

imperishable historic-cultural value (Skobelev and Shaulov 151).

CULTURE ACROSS THE OCEANS

Within each society exist cultural idioms, or items of so-called cultural literacy,

which help shape and reflect that group’s cultural identity. These idioms are part of the

common knowledge base, shared by most literate members of that society (Hirsch, Kett

and Trefil). In the USA, if one mentions John Wayne, Elvis or Marilyn Monroe, there

are few (if any) Americans who would not recognize the names and immediately be able
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to produce associations, items that “everybody knows” about their lives. In post-Soviet
Russia, actor/poet/bard Vladimir Sem’enovich Vysotsky holds a similar niche as a
cultural idiom, or icon (Tolstykh; Smith; Andreyev and Boguslavsky; Razzakov). Every
modern Russian, even those who were born after Vysotsky had already died in 1980,
knows something about him. This knowledge about Vysotsky is evident in the
language—in xpwLiamule cnosa (“catch words” or “catch phrases”) (lit. “winged words™),
allusions to his life and times, and quotations from his songs and acting roles. Although
the expression “winged words” is not in common usage among English speakers, the
concept has been around since the time of Homer, and is widespread in many other

cultures (Berkov, Mokienko and Shulezhkova). These expressions are defined as,

KC svinonnarom 6 peuu ouens 6adxcHyro u cneyghuueckyro ¢yuxyuro. Onu oarom
B03MOIHCHOCCI APKO U CHCAMO BbIPA3UM MbICIb, MEMKO U KPAMKO
oxapakmepuz08amsp sejenue, CUMyayuro, OMHouleHue, Yelo8eKd, 6 NPeBOCX00HOU
JUMEPAmypHOUL (hopme 8bICKA3AMb CBOE YYECMBO. DMO—«20MO8ble)
DopMYIUPOBKU Ye08eyecKo20 ONbIMA, HCUSHEHHOU MYOPOCMU, eMKUe
0003HAYEHUsL MUNOG, XAPAKMEPOB U NOJIONHCEHU, BbIPANCEHUE BOCXUWCHUS U
upornuu, 61a20206€HUSL U HACMEWKU, NeYau U WymKu, u m.0.—Imo odnieueHHble
8 OMMOUEHHYI0 AZLIKOBYIO (YOPMY MBLCIU BLLOAIOWUXCA PULOCODO08, YUEHbIX,
nucamereti, 20cy0apCcmeeHubix oesimeei. Imo—3010motl YoOHO MMPOBOU U

HAYUOHAILHOU KYbMYPbl.

“Winged words” fulfill a very important and specific function in speech. They

give the possibility to clearly and concisely express a thought, neatly and shortly
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characterize a phenomenon, situation, relationship, or individual in an outstanding
literary form to express one’s feeling. These—‘ready-made’ formulations of
human experience, life wisdom, weighty designations of patterns, characteristics
and situations, expression of delight and irony, reverence and mockery, sorrow
and jokes, et al.—this is dressed up in clear-cut linguistic form the thoughts of
outstanding philosophers, scientists, writers, governmental figures. This is a
golden fund of world and national culture (Berkov, Mokienko and Shulezhkova

3).

Evidence of his creative output has so permeated Russian culture that much of his
work has been ensconced into the fabric of the everyday language and cultural idioms.
Although Vysotsky was not a politician, scientist, or noted public leader, his picture is
included among world notables on the cover of the Biographical Dictionary less than 30
years after his death (Landa). This fascination with and knowledge of Vysotsky is not
limited to Russians, or even second- or third-generation émigrés. An Internet search of
Google produces 113,000 results for “Vladimir S.Vysotsky,” many of them in English,
and many other languages of the world.

Each social group likes to think of its cultural idioms, just as its speech idioms, as
being specific to the group, something which is theirs and theirs alone, which sets them
apart in some clearly definable way from all the “Other,” who are not “us.” However,
just as living in a tropical climate tends to produce people with darker skins, which are
more suited to the force of the sun, similar historical experiences seem to frequently
result in the development of similar cultural idioms. Some of these cultural idioms have

become stereotypes—not all of which are negative—which almost immediately come to
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mind: “the smart Asian student,” “the hot-blooded Latin lover,” “the blond Nordic skier,”
etc. As is obvious, not all Asian students are smart, not all Latin people are hot blooded,
and not all Nordic people are either blond or skiers. These stereotypes, while seemingly
innocuous, are persistent. They are part of what everyone knows. In the introduction to

their Dictionary of Cultural Literacy, Hirsch, Kett and Trefil state that,

...no two humans know exactly the same things, they have a great deal of
knowledge in common. To a large extent this common knowledge or collective
memory allows people to communicate, to work together, and to live together. It
forms the basis for communities, and if it is shared by enough people, it is a

distinguishing characteristic of a national culture (ix).

Vereshchagin and Kostomarov essentially state the same in lazyk i kul’tura (1990):

Hamu npunumaemcs ... mezuc coyuanvnocmu azvika. Ou o3Hayaem, 4mo
npupooy A3viKa ciedyem NOHUMAMb KaK OUuaieKmuieckoe eOUHCmaeo 8epoaibH020
cpeocmea ooueHus U 00uecmeenHo20 CO3HANUs, UNU, 8 bolee OnpeoeleHHbIX
MEePMUHAX, KAK eOUHCMBO A3bIKA U HAYUOHANbHOU Kyibmypsl. O0ujecmeennas
npupooa A3vlKa pearuzyemcs 8 psaoe QyHKyutl, uz KOmopvix OJisl
JIUH2BOCMPAHOBEOEHUSL OCOOEHHO BANCHBL MPU ... KOMMYHUKAMUBHYIO (DYHKYUIO
... 8 OUPEKMUBHOU DYHKYUU ... AKKVIbMYPAYUU UHOCMPaHya (hopmuposanue y

ywawuxcs NO3UMUBHOLL YCmMaHoOBKU K Hapody-Hocumemo ﬂ3blKa).
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We are concerned with the concept of the social nature of language. This means
that the nature of language must be understood as a dialectal unity of the verbal
means of communication and social awareness, or, in more specific terms, as a
unity of language and the national culture. The social nature of language is
realized in a number of functions, of which there are three especially important
ones for linguoculture, [the relationship between language and culture-RJ] ... the
communicative function, ... in its directive function, ... acculturation of the
foreigner (formation in the student of a positive attitude toward the people [who

are | native speakers of the language) (10-11).

Vereshchagin and Kostomarov include in the communicative function of
language its use as a tool for communication between people, which brings us back to
Hirsch, Kett and Trefil and their discussion of cultural literacy. The background
knowledge (gon in Russian) associated with each word is an essential part of its
meaning, part of the recognition of the world about which the individual speaks. If the
language is not shared, as with a foreign language, there is a greater possibility of
misunderstanding in the linguistic exchange. This cultural “common knowledge” is part
of what we try to teach students in the language classroom along with introductory, basic
vocabulary. The problem arises for the teacher: how does one combine these two
seemingly incompatible goals? Part of the answer to this seeming conundrum is to get
the students to do most of the work themselves—outside of class, in their free time, when
they’re relaxing or driving in the car—in other words, through motivation.

Beginning students have only a rudimentary knowledge of the language, and yet

are often expected to leap into the deep end of cultural waters with the correct usage and
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subtle lexical choices. Even when students look up the word 4ot in an English-Russian
dictionary, they find the choice of arcapxuii or copsuuii—often without further distinction
to guide students in determining that only days can be orcapkuii, while soup can only be
eopsayuu. Another not so innocuous example is the word xozén (“goat”), when used to
describe a human male, is never a complement. However, the depth of the insult
associated with the use of this word in Russian culture is so much greater than that of its
English counterpart, that students can deeply offend a collocutor when they try to make
the transfer—unaware of the cultural differences. This, too, is part of the students’
problem as addressed by Vygotsky when he wrote about the gradual conceptual

maturation of the word. He wrote that we must always remain aware,

umo 6 MOMEHRM YC60EHUS HOB020 Cl106A Npoyecc paesumus coomeemcmaeyrouieco
NOHAMUS He 3aKAHYUBAEMCS, a MOJbKO HayuHaemcs. B momenm
nepeoHAavdalbHOcO YCBOEHUA HOB0€ C1060 CNMOUN HE 6 KORYE, d 6 HAUdJle ce0eco

paseumusl OHO A6JI1emcs 6cez0a 6 >mom nepuod He3pelbim C1060M.

...that at the moment of learning a new word, the process of developing a
corresponding understanding [of the concept] is not ending, but is only beginning.
At the moment of initial learning, the new word stands not at the end, but at the
beginning of its development, [and] it is always an immature word during this

period (Vygotsky Trudy 278).

It falls to the teacher to teach students this distinction—part of the “awareness-
raising” strategies, some of which were examined by Nakatani in his study of Japanese
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students studying English. When Nakatani speaks of “awareness,” he Those who
received strategy training learned how to use various strategies and increased their
communicative skills over those gains achieved by the control group (Nakatani).
Although I have not seen this particular problem mentioned except in Vygotsky, and then
when talking about developmental psychology, I have observed Novice level students
whose lexical choices become constrained and “fossilized” through reliance on the use of
glossaries. The first meanings learned from these beginning glossaries frequently
become frozen, leaving students with only a rudimentary understanding of the cultural
breadth of even simple words. Learning a foreign language is very like Vygotsky’s
characterization of a child’s initial grasping of a concept: even with the aid (or hindrance)
of a translation, the meaning of the word or concept is still only at an initial stage of
development. For the students to advance beyond the Novice or Intermediate level, they
must be made aware of these limitations as progressive stages in their linguistic
development, and not as errors to be corrected.

For the new students, the foreign language must be built from scratch. This
structuring of a linguistic world is similar to that of Vygotsky’s child stage, however
much we choose to deny it. The glossary dilemma is one for which I do not have the
answer, but I am convinced that, as a teacher, I must make my students aware of both the
shortcomings and the benefits of the use of a glossary. Metacognitive strategy use allows
the students to control their own learning; however, they cannot benefit from the strategy
if they don’t know that it exists. Because we cannot overload their minds with all the
nuances of meaning attached to each word introduced in the language classroom, does
not mean that we as teachers must not introduce them to a concept that I call “flexibility

of lexicon.”
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For the NS, “flexibility of lexicon” is an unconscious concomitant of
conversational lexicon in their native language. They have had years to learn the usual
usages and collocations for common words. For example, if one looks in a typical
English-language dictionary at the word “go,” and in a Russian-language dictionary (e.g.,
Kuznetsov; Ozhegov) at the word uomu (“go”), one immediately becomes aware of just
how many variations there are for even such a simple word—more than a full column of

entries in each language (Am. Heritage; Kuznetsov; Ozhegov). (See Appendix Two:

“Go” What?! [How Many Meanings Can There Be?]) As an awareness-raising aid, such
a dual-language handout makes students aware that there is more to each word than is
listed in a textbook glossary, which may contain two or three foreign-language synonyms
as a maximum.

The idea that words are not narrowly defined is already accepted by the NS for
the native language; but, this acceptance does not easily transfer to the foreign language.
The foreign language teacher, by providing students with awareness-raising tools, equips
them to use their skills more effectively and with less wasted effort in the foreign
language classroom. The tools which are unconsciously applied in the native language
must be just as effectively re-applied in the new language. However, since for the NS
language use was acquired as an L1, we have no memory of learning the techniques and
strategies that we use. The foreign-language teacher re-introduces students to the
techniques and skills of which they are no longer conscious. For example, one of the first
adjectives which students learn in the Russian classroom is 6orswoii (“big, large”), but
such a translation is inappropriate when paired with 6onsuwue aroou (“big shots” or
“powerful people”) and 6onvuue denveu (“lots of money”), and we simply do no

translate bonvuioti meamp, but treat it as a lexicalized noun.
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One of Vereshchagin and Kostomarov’s second most important functions of
language, the directive, will not be directly addressed in this dissertation because the
lower level, concrete language of Novice and Intermediate skill levels is already suitable
for such. The concrete level of language, including names of common items, actions,
emotions and ideas are obligatory in introductory textbooks. Students are taught all those
elements of language necessary to interact with the new language world: to introduce
themselves, elicit concrete information, give and take basic directions, carry out everyday
functions of life (Vereshchagin and Kostomarov 10). Because those functions of
language are already adequately covered by numerous textbooks, they will not be
addressed here.

Vereshchagin and Kostomarov’s third function of language for linguoculture,
what they term “acculturation of the foreigner,” is another way of describing the affective
factors which influence whether students are motivated to learn a language. This
dissertation centers on this third function of language as a crucial mechanism for raising
both the motivational level and the skill level of students. Regardless of the approach or
method, one common complaint of both teachers and students is the lack of time for
actual language use. According to Rifkin the maximum exposure that Russian-language
majors receive is approximately 400 hours for a typical four-year university program (6).
On the average, students who fulfill a two-year language requirement, receive a
maximum of 250 hours classroom exposure. It must be noted that this is “classroom
exposure” and not actual speaking practice; it does not consider holidays, sick days,
absences, or turn-taking by students, etc. In sum, the average college students are
fortunate to engage in conversation or hear actual Russian (and not modified “teacher
speak”) 30 minutes per week in the classroom. To achieve greater exposure to, and usage

of, the language, time outside of the classroom must be utilized—both of which are also
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beyond the control of the teacher. Many speak of the “student-centered classroom,” but
that presupposes that the students are taking responsibility for their learning. With a high
level of motivation, students are encouraged to surf the Web, finding the many You-Tube
sites including archival clips of performances and interviews with Vysotsky, chat rooms
encouraging discussion, various music sites, as well as historical and cultural information
sites.

With the artistic output of Vladimir S. Vysotsky, there is something for everyone.
There are songs for the auditory learner; there are movies and interview clips for the
visual learner; there are books containing lyrics and still photos for those who must read
and touch; there are web pages in many languages—official and unofficial (See
Appendix Three: Some URLs Associated with Vladimir Vysotsky). The lyrics of
Vysotsky present much of the essential linguocultural background and content essential
for comprehension of both the language and the culture in a palatable form.
Communication itself presupposes that there is a two-way flow of information, which
relies upon the willingness of the collocutor to engage in and support the conversation—
in Vysotsky adds a certain cache to the non-native speaker of Russian. Vereshchagin and
Kostomarov call the affective component, “the inculcation of a positive attitude toward
the speakers of a language” as one of the three most important in language learning (11).
The affective component of language learning has been recognized to be one of the most
important and powerful ones (Gardner et al.; Masgoret). If, in addition to knowing the
name Vysotsky, students know something about the content of Vysotsky’s songs and his
life, not only do they create a good impression on Russians, but they also help themselves
by providing additional information to improve their own comprehension (Weinert;

Howarth; P. Kelly).
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This one component/ aspect of cultural knowledge can begin to open the Russian
world for our students. The content of Vysotsky’s songs can become the vehicle by
which we introduce them to the rich history of his world. His songs have been divided
(classified) into cycles—the most common of which are soennwvie (“military/war”),
ckazoynvle (“fairy tale”), Oaammuwie (“street life”), cnopmusnvie (“sports world”),
opyaceckue (“friends”), et al. (Zhil'tsov). These can form the foundation for a syllabus,
or present a smorgasbord for the teacher to choose from in support of class work or units
for extra credit. I, however, feel that the greatest benefit to be gained from this approach
is the interest and motivation awakened in students. By introducing students to these
common, more contemporary (in cultural terms) topics, with the common language,
much of which is easily recyclable into their own conversational vocabulary store,
teachers can (1) provide the students with pleasurable examples of Russian speech
patterns, which they will more willingly return to again and again; (2) shift the
responsibility of learning to the students where it rightfully belongs; and, (3) provide
guidance in helping students find their own best way to learn and strengthen their bonds

with the language.

SOCIAL BACKGROUND COMMONALITIES

At least three themes are common to the cultural idioms of both the Russian
people and Blacks in the United States: a history of slavery, the concept of dywa or
“soul” as one of the most essential personal characteristics, and suffering as an elevating
experience (Kolchin; Nemirovskaya; Peterson; Urban; Davis). These historical and
cultural similarities reinforce the similarities between the output of the Vysotsky and the

blues singers.
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Cultural Literacy-- Idioms

That cultural groups develop some of these idioms or self-concepts (identity) is
indisputable, but the similarities between two such distinct cultures as Russia and the
United States cannot be coincidental. I have found that different genres are frequently
excluded from our conventional definitions of literature — although there is a history of
acceptable literary recognition for some products of the counter-cultures of both
countries. A people’s voice is necessarily mediated through their experiences. What and
how authors write, what they consider worthy of recording—are the result of a
combination of the society’s level or literacy, orality, technology, standards of aesthetics,
et al. (Jay; Ong). If one defines literature as a codification or reflection of a people’s
culture, of their hopes, dreams and strivings, then one must expect that the literature of an
alienated sub-culture will differ from that of the dominant culture (Peterson).

In this period of cultural comparisons, intercultural borrowings, and the push to
include culture as an integral component of language competency, the similarities
between the history of the Blacks in America and the Russian peasant can easily form the
basis for a different approach to looking at and teaching culture in the Russian language
classroom. Although American students may not remember details of the American
Revolution, Thirteen Colonies, the history of slavery, The Civil War, The Emancipation
Proclamation, Reconstruction, Jim Crow, et al., these concepts form a cultural
background against which they, and the language they speak, have developed. In a
parallel vein, in tsarist Russia, the Russian language has evolved against the background

299

of Kuescxas Pycv (“Kievan Rus’”), Tamapckoe ueo (“Tartar Yoke”), yapckas Poccus

(“tsarist Russia”) xkpenocmmuoe npaso (“serfdom”), Oxmsabpvcrasn pesontoyus (“October
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Revolution”), Beruxas omeuecmeennas eouina (“Great Patriotic War”), et. al. There are
historical parallels in the US and Russia, which fostered the development of similar
character traits within the populations which experienced slavery and serfdom, which, in
turn, led to similar expressions—Dostoevsky and Du Bois in the area of literary
commentary, the blues musicians and Vysotsky for cathartic relief of suffering. If we
begin with the “peculiar institution” of slavery in the United States and serfdom in
Russia, both of which were discontinued in the 1860s, we see a pattern of similar
historical and economic systems, which appear to have resulted in the development of
similar patterns in literary and quasi-literary expression. For these two countries, the
response of some of their people to similar social conditions was expressed in similar
genres, in spite of language differences.

I approach both the blues and Vysotsky from the perspective of the common
person, not a musicologist, but closer to that of a ethnographer who observes the “little-c”
culture based on my own longstanding relationship with the genre of blues (Omaggio-
Hadley). I was born in Mississippi, but the family soon moved to Memphis, Tennessee,
and I grew up in the 1950s-60s listening to the blues, spirituals and gospel music.
Memphis had seen the rise of blues performers like Bessie Smith, B. B. King, Howling
Wolf; country performers like Johnny Cash, Jimmie Rodgers, Charlie Rich; and, of
course Elvis Presley. W. C. Handy, often called the “father of the blues,” was based in
Memphis (Nager 30). There was a pervasive mixture of styles of music, while the ethnic
and social groups which produced this music were strictly separated (Nager 112). Larry
Nager, a long-time music editor for the Memphis Commercial Appeal, describes the
environment and summarizes it thus: “If there’s a single reason why Memphis became
the most important city in the evolution of American popular music, it’s the unique mix

of strict social segregation combined with cultural integration” (153).
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This was the heyday of Sun Records, the music/record company run by Sam
Phillips, which was directly associated with the launching of White performers like Elvis
Presley, Johnny Cash, Jerry Lee Lewis, Roy Orbison and Carl Perkins in the 1950s
(Davis 192). Earlier in the decade, with other fledgling record companies, Philips was
also involved in recording Black performers like Muddy Waters (a.k.a. McKinley
Morganfield), B. B. King, Ike Turner, Howlin® Wolf (a.k.a. Chester Byrnett), et al. I
cannot remember a time when I was not surrounded by these two similar, yet opposed
genres. The music with which I lived was not that of the ballet or opera, but the sounds
of the common people around me. In these songs, there were always stories of suffering
and of joy. The gospels spoke of joy in the afterlife, while the blues often spoke of joy
on the weekend. The topics were as familiar as the air around us, because the topics were
our lives or our histories.

Although the music of Vladimir Vysotsky was created on the other side of the
world from the blues and gospel, I recognized a similarity when I first heard his songs
during my first year of studying Russian in 1980. The words of his songs, which I,
naturally, did not understand, were insignificant compared to the rhythm and the sound of
his voice. His raucous, sometimes moaning, sometimes screaming voice elicited a
familiar, visceral reaction in me: his voice, for me, was the essence of the blues. It was
only later that I found out that many of the initial complaints about Vysotsky’s
performances were about his xpunasiii 2conoc (“rough voice”), which reminded me of
Howling Wolf and Muddy Waters—both of whom were renowned for their “rough”
voices (Razzakov 43; Davis 178). My initial reaction to Vysotsky’s music astounded me.
However, as I continued my study of Russian, and began to understand the lyrics, this
feeling of comfort and familiarity did not wane, but instead, grew with time. The

question of why Vysotsky’s songs should seem so familiar became the focus of my
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research and, joined with my purely amateur love of music, formed the basis of an
approach to language skill enhancement.

One of the first positive results of listening to Vysotsky’s songs, even before |
understood the lyrics, was the influence on my listening comprehension and
pronunciation. Although, as a novice in a situation familiar to many of our students, I
was hesitant to talk in class, I had no problem trying to follow the tapes, hum along with
the voice, even try to pick out and sing the individual words as they transformed from the
initially pleasant rhythmic noise into comprehensible input. For me as a beginning
student, one of the most beneficial aspects of getting to know Vysotsky was my

willingness to listen repeatedly to his music.

Blues and Reds

Although the blues has been exported to many different countries around the
world, it has continued to be seen as a purely American form of expression. Blues has
been described as a particularly American genre, rooted in slavery and post-slavery (i.e.,
Jim Crow) periods of US history, which arose as an expression of the people’s pain and
suffering (Busnar; Davis; Moore). To complicate a comparison of blues origins and
authenticity, there are probably as many definitions of the blues as there are people to
formulate them (Pearson; Oliver; Drake; Baraka; Baker). The one commonality within
all these definitions is that the blues has almost always been Black (or Negro or Colored
or African-American). And, naturally, the language has always been American English.

This limitation placed on the blues has become one of the truisms of cultural
awareness: that the blues (however defined) are a particularly American manifestation.

This statement is rarely questioned. In a song written to commemorate our nation’s
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Bicentennial, “The Bicentennial Blues,” musician-poet Gil Scott-Heron describes this

common knowledge, thus:

Some people think that America invented the blues, and few people doubt that
America is the home of the blues ... The blues has always been totally
American—as American as apple pie. ... The question is why. Why should the
blues be so at home here? Well, America provided the atmosphere. ... And, you
can trace the evolution of the blues on a parallel line with the evolution of this

country ... The blues remembers everything the country forgot (Scott-Heron).

However, if we strip the definition of the blues of its color and its language, we
are left with its emotions, topics and origin. The “atmosphere” for the creation of the
blues was, unfortunately, not limited to the United States. The concepts of blues and soul
are not unique to the Black experience in America, but can be found (classified under
different rubrics and in different tongues) around the globe. The topics, pathos and
raucous sounds of the blues are present in the music of Vysotsky, just as some of the
social injustices which helped shape the dispossessed in America are present in the
history of the Soviet Union. Dale Pesman quotes one Russian woman, Lena, who, when
describing the Russian people, assumes that they have the russkaia dusha “Russian soul,”
and further states that, “...soulfulness presupposes suffering” (87). One can as easily
change the name to Alberta, place her in the Jim Crow South, and be talking about Blacks
in the USA. The cultural realities and reactions are so similar in tone. It is this similarity

which forms the basis for an interpretation of lyrics by Vysotsky.
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In the same decade in which Gil Scott-Heron sang his definition of the blues,

Vysotsky was writing and singing:

Kynona 6 Poccuu kporom wucmulym 3010Mom —

Ymobwt uawe I'ocnoos 3ameuanr. ...

Jyuy, coumyro ympamamu 0a mpamamu,

Jlyury, cmépmyro nepexamamu,—

Ecnu 0o kposu nockym ucmonuan,—

3anamaio 3010moimu s 3aniamamuy —

Ymobol yawe I'ocnoos 3ameuan!

The church domes in Russia are covered with pure gold—
So that God would more often take notice. ...

[My] soul, beat down by losses and costs,

[My] soul, rubbed raw by life’s ups and downs,—

If the shred gets scraped down to the blood,--

I’1l fix it up with golden patches—

So that God would more often take notice. (Krylov 502)
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These lyrics, written by Vysotsky in 1975, describing the distance of common
man from the power wielders of a communist society, could just as easily be applied to
the powerless Blacks in the US, about whom wrote musicians such as Gil Scott-Heron,
Richie Havens, John Anderson, et al. The almost painful, screaming rendition of this
song, which ends with a calmer, prayerful plea in the last stanza is reminiscent of many
blues songs which use the contrast as a principle device. The common topics of soul and
suffering, as well as the generous use of podtext (implied sense), to hide the meaning
from the government censors, are all reminiscent of the blues.

According to the notes on an updated re-release of “The Ghetto Code,” this song
was also written in 1975 (Scott-Heron). In this excerpt, Scott-Heron’s participants used a
simplified infix to interrupt the stream of sound, to confuse the assumed governmental

listeners.

Old fashioned ghetto code. You remember, you used to jump on the telephone,
say “Hey. Bree-is-other me-is-an, how you feel-is-seal? Is everything all-is-all-
right? Well why don’t you tell me about the pe-is-arty to ne-is-ite? You goin’?
Well, Why don’t you bring me a nee-is-ickle be-is-ag? I know who ever it was
they was paying to listen in on my phone had to be saying well. “Dot-dot-dit-dit-

dot-dot-dash, damned if I know (Scott-Heron).

Although the mechanisms may have differed, the recognition of a need to hide certain
aspects of life and attitudes from those in power was shared in Black America and in the
Soviet Union—and expressed in the music. In describing his own use and choice of

venue for expression (in the insert which was included in the compact disc re-release of
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an earlier vinyl album of the same name), “The Mind of Gil Scott-Heron” [1978]) Scott-

Heron also describes, in my mind, Vysotsky:

I generally use as my response and reference point to these questions the
examples of Paul Robeson and Langston Hughes, men who used a range of
artistic media-song, poetry, acting and oration—to convey in a variety of ways,
contemporary social ideas and political circumstances. These ideas may have
been common to most people on an individual level, but when placed in a creative
context by the artist they dramatize, politicize, and promote a group level of

conscience and awareness (Scott-Heron).

If one changes the references from Robeson and Hughes to the Russian bard
Alexander Galich and the Soviet poet Sergei Esenin, the similarity in style and choice of
expression are astounding. In one of the first books to attempt a literary analysis of
Vysotsky’s lyrics, Skobelev and Shaulov point out the difficulty inherent in publishing

the type of songs and poems which Vysotsky produced:

Coomeemcmeenno u eonpoc 00 U30aHUU CIMUX08 BblCOZ/;KOZO JAUULL
NOBEPXHOCMHO ONMHOCUIICA K KOMNneEMeERYuu Jzumepamypoee()oe unu Corosa
Cco6enicCKux nucameﬂeﬁ, 6 noomexcme xce CKpbledjl 3a4acmyro npedmem bonee
Kapdunaﬂbelx 0ucz<ycuﬁ, HEBO3MONCHBIX M020d 8 OMKPbIMYH0. O CMenenHuu
aHmu()eMOKpamuqﬂocmu 061/14607’]’16'61, 00 anmucymanHocmu U Kpemunusme

ZOCI’ZOC)CmGy}OM/;QZO 6 cmpane momaaumaprozco peaskcuma, o Hecsobo0e uenosexka u

95



eAHCeOHeBHOM HAOPY2amenbCmee Hao €20 00CMOUHCIMBOM. XYO00HCeCmMBeHHbLU
genomen Brvicoykozo okazancs HepazoenbHo 6nasH 8 camyro cepoyesuny Haulell
arcusnu. Jlo6oil pazeoeop o Hem ObLL upegam uiu CMAHOBULCS PA32080POM O HAC,

Hauux bedax u nepcnekmuedx..

Accordingly, even the question about the publication of Vysotsky’s poems only
superficially related to the competence of literary critics or to the Writers’ Union,
since in the subtext of these [poems] partly hide the discussion of more crucial
topics, which was impossible to do openly at that time: about the degree of lack of
democracy within the society, about non-humanitarianism and general cretinism
which was reigning in a totalitarian country, about lack of freedom of individuals
and everyday offenses against their dignity. The artistic phenomenon of Vysotsky
turned out to be integral to the core of our life. Any conversation about him was

fraught with, or became, a conversation about us, our troubles and our prospects.

(8).

This description of Vysotsky and his role in Soviet society is similar to that of the

role of “the blues man” in Black society. As J. C. Burris, blues singer and harmonica

player, notes in an interview, “Blues are more than music. They are a way of telling about

life. Not everybody’s life, just the lives of some people. You make them and sing them

from life” (Pearson xxiii). Taking the lyrics written in a style about life, about everyday

situations (troubles, joys, prospects), presents students with language which is

contextually appropriate for those situations, as well as being a convenient, mobile

language tool. Since these lyrics are also supported by music, which encourages repeated

96



exposure, students, if motivated, will listen again and again, trying to “get into the
language.” Since our purpose as teachers is to prepare our students to engage in
conversation, to become communicatively competent, these lyrics in Russian, about
common topics, are excellent tools to accomplish these goals. In the Soviet Union, with
its strict system of censorship and government control of dissemination of information,
one of the ways to avoid the harshest of governmental restrictions was through the use of
metaphor as noted above by Skobelev and Shaulov. Because Vysotsky had received an
education in the arts, had a deep love of literature, and loved to play with words, he had
the background to use metaphors in his lyrics, which allowed the government to

acquiesce in the performance of his non-traditional lyrics (Kulagin).

Vysotsky’s Use of Metaphor

Vysotsky was a master of the use of metaphor. This exquisite control and use of
the Russian language, and the fun Vysotsky had in playing with words, which was
evident when he wrote limericks to his mother as a child, multiplies the ways in which
the Russian teacher can use various songs in the classroom. Not only the linguistic
content, but also the cultural content of Vysotsky’s songs developed as he grew older and
matured. This cultural content is based on Vysotsky’s thoughts about the world that he

knew:

A 6 ceoux cmuxax pacckaszvlearo 0 mom, 4mo MeHs OecnoKoum 6 Mol HCUSHU.
Ymo npoucxooum ¢ moumu OIUSKUMU, C MOUMU Opy3bamu. Hmo npoucxooum &
Mupe, 4mo npoucxooum 6 moei cmpaue. Umo MHe Hpasumcs, umo MHe He
Hpasumcs. Koeda s nuwy necnu, s neimarocs pazoopamvcs 6 smom. 1nasuoe 6

MOUX NECHAX—OINIO Y€/106€K. HpedMem MOUX NECEH—UETIOBEK.
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In my poems, I talk about what concerns me in this life—what happens with those
close to me, with my friends, what happens in the world, what happens in my
country, what I like, what I don’t like. When I write, I try to make sense of this.
The main point in my songs is the individual. The subject of my songs is the

human being (Terent'ev 153).

Vysotsky went on to talk about the further development of the use of metaphor in his

songs:

A nomom necnu cmanu 2nyboice, cmanu MeHs 601HO8AMb Opyeue membvl, Opyaue
npobnemvl. A cman 3a0ymavieamscs 0 cyovbax arooet, cmpaust u mupa. JIoou ¢
803pacmom HavyuHaromcs 6ovuie oymamos. B moux necusax noasunocs émopou

naau, noomexcm. OHu cmanu 601ee 0OPA3HbIMU.

But, then the songs became deeper, other topics started to concern me, other
problems. I began to give a lot of thought to the fate of people, the country and
the world. With age, people begin to think more. A second layer appeared in my
songs, a subtext. They became more figurative, started using more images

(Terent'ev 155).

As noted by Skobelev and Shaulov, the copious use of subtext may have been an element

in the censors’ refusal to allow publication of Vysotsky’s songs, but this same subtext

allows teachers to employ songs on numerous levels in the classroom.

His earlier songs were 61amusie (“blatnye”™), very simplified, and simple, both in

concept and in execution. Even for Vysotsky, these songs usually contained no deeper
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meaning than that obtained from the joy of the search for forms and styles (Terent'ev
154). Teachers can use these texts for the most simplistic structural or phonological
analyses. (Cf. Appendix Four, Lessons 2 & 3.) Although much of the lexicon of these
earlier songs is substandard or slang, which makes comprehension more difficult, the
rhythm is usually lively, the diction is good and clear, with only guitar accompaniment,
which makes the songs more appealing to students. On a more advanced level, the
teacher can analyze the metaphorical layers of Vysotsky’s songs with students.

Vysotsky frequently used metaphor to comment on either the human condition or
social and political situations in the Soviet Union and the wider world of the 1960s and
1970s. Even many of the earlier songs which Vysotsky wrote, and to which he
apparently attached no deeper meaning in the process of writing, have been received as
deeply philosophical. Commenting on fans’ frequent requests for explanations or
interpretations of what he had in mind in particular songs, Vysotsky replied, «Hy, ymo s
umen 6 6udy, mo s u Hanucai. A Kax 100U 3mMo NOHAIU—IMO 8 Mepy 00PA308aHHOCIU. »
(“TI wrote exactly what I had in mind. But, how people understood it, that depends on

their education.”) (Terent'ev 168).

Vysotsky wrote many of his songs in the “voice” of others. This led fans to
conflate the personalities of his characters with the personality of Vysotsky himself:
«0ona desywika noodiemana Ko MHe 60 8pems gvicmynienuss 6 Kyibviwese u cnpocuna,
‘A npasoa, umo vt ymepau?’ I[Ipuuem coseutenno cepvesno.» (“A young woman rushed
up to me during a performance in Kuibyshev and asked, ‘Is is true, that you died?’
Moreover, she was completely serious.”) (Terent'ev 161). This problem did not arise

when the s (“I”’) in his songs was not a person, but an animal, or some inanimate creature.
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Many of Vysotsky’s most philosophical songs give voice to the voiceless, on multiple
levels.

The song «Mnoxooey» (“The Pacer”) is one of the songs by Vysotsky which is
most difficult for a non-Russian to grasp, although the lyrics are, on the surface, about
horse races, and written from the point of view of the horse. The pacer, uroxooey, is
already not one of the herd, because his gait is different (the untrained gait is not parallel,
but diagonal); he stands out in some way, he is a non-conformist. Although the horse
objects to the constraints placed by the rider on his back, by the weight of the saddle, and

by the pressure of the bridle, he still takes pride in his abilities to run and win a race.

chauy, HO A cKa4y uHave —
Ilo KaMHAM, NO JyaHcam, no poce.
bez moe nazean unoxoowvio — 3nauum:

Ilo-0py2omy, mo ecmv — He Kax 8ce. ...

MHne nabunu panel Ha cnune,
A Opoorcy, 6okamu y 800bL.
A coecnacen becamov 6 mabyne —

Ho ne noo ceonom u 6e3 y30wi! ...

Ymo co MHOU, Ymo 0eaaio, KaKk cmero —
Ilomaxato ceoemy epacy!
A coboro npocmo He 6radero —

A npuitmu ne nepsvim He moz2y!
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I gallop, but I run in a different style—
Over the stones, the puddles, while the dew is still on the ground.
The run could be called a pace—that means:

Differently, that is—not like everybody else. ...

They’ve raised wounds on my back,
I quiver, with my sides dripping wet.
I’m willing to run in the herd—

But not under a saddle, and without a bridle. ...

What’s up? What am I doing? How do I dare?—
I’m conniving with my enemy!
I’m simply not in control of myself—

I cannot not come in first! (Lvov and Sumerkin 344v. 2 )

There is not far to look for the metaphor in this song; however, the expression of
the metaphor is what makes this song extraordinary. The rider in «//noxodey» can easily
become a metaphor for a repressive government, a governmental agency, even, on a more
individual level, a boss. The interpretation of the metaphor, as always, will depend on
the background and point of view of the reader/listener. The language teacher in the
classroom can elicit interpretations from students and begin a lively discussion around
this one song. The internal conflict of the unoxooey (“pacer”) has universal resonance—
the 1968 Mexico City Olympics, in which some Black athletes raised the “black power”

fist on the awards stand; the present-day protests against the 2008 Beijing Olympics.
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What is the cost to the athlete, the man of conscious, the writer, the gifted performer, who
has a skill being used for the benefit, or for the glory, of powers which nabrom parnwsi
(“raise wounds”) on the populace? Vysotsky, in «/roxooeyy» answers this question and
paints a dynamic picture of the internal struggle.

This internal struggle is also given voice by the microphone into which the singer
expresses his thoughts and opinions. «Ilecus muxpogona» (“Song of the Microphone”
speaks to the voice of the people—the role of the artistic creator in supporting the
government, and both the responsibility they have, and the price they may be asked to

pay, for that which they support.

A oenox om yoapa naoonetl,
A ocnen om ynvibok nesuy —
Ckonvko nem s cmpaoan om cumponutl,

Ilomaxkan noopaxcamensam nmuy! ...

B uem ye00Hno mens ob66unume—
Tonvko npomug cebs He NOUOEWD:
I1o npogpeccuu s — ycunumensb,—

A cmpaodan — Ho ycunusan 10xch. ...

3acmonan s — ouHamuku 636bi1u,—
OH coasun moe 20pio pyKoi...
Omeepuynu mens, ymepmeuny —

3amenunu mens Ha Opye2ol.
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I’'m deaf from the clapping of hands,
I’m blinded by the smiles of singers—
So many years I’ve suffered from the symphony,

I connived with the imitators of birds. ...

You can accuse me of whatever—
Just don’t start up against me:
It’s my job to be an amplifier—

I’ve suffered—but I’ve amplified the lie. ...

I groaned—the loudspeaker howled.—
He grabbed me by the throat ...
They unscrewed me, did away with me—

Exchanged me for another (Lvov and Sumerkin 290v. 2).

These are but two of the numerous examples of the use of metaphor in Vysotsky’s
songs and poems. As can be noted from these short excerpts, Vysotsky was able to meld
his voice and world view with the characters which he developed in each song. That the
characters were fully developed and real, is witnessed by people’s reaction to and
reception of his songs. Although these two excerpts are not culture-specific, Vysotsky
has written numerous songs which highlight aspects of Russian cultural knowledge which
is essential for students to acquire if they are to become functionally competent in both

the language and the culture.
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Unfree Conditions

The first parallel which between the economic systems in the United States and
tsarist Russia in the middle of the nineteenth century, both of which had been relying on
systems of what Peter Kolchin has termed “unfree labor.” Kolchin has done a
comparative analysis of the “peculiar institution” as practiced in the USA and serfdom in

Russia in his book Unfree Labor: American Slavery and Russian Serfdom (1987).

Although an ocean separated these two nations, a portion of their inhabitants experienced
similar fates. The two systems, slavery and serfdom, were similar in many ways, but
were not identical. Both economic systems relied on the unfree labor of an alienated
group, had become a customary way of life for certain areas of the country, and both
ended in the same decade (1861 in tsarist Russia, and 1863 in the United States) (Conte
130; Seaberg 68).

Slavery has existed all over the world in many different forms and was usually the
result of conquest: if your tribe or family was attacked and lost, you became a slave.
Slavery was primarily a matter of economic and political status. Tribes or countries
enslaved the foreign conquered peoples, almost never their own. The cultural baggage of
a predestined subordinate status for certain groups was unique to the US and Russia
within the world of Christian societies (Kolchin). Russia and the United States had
changed the rules: slavery became the pre-determined fate of inferior folk, and there was
no prohibition against enslaving one’s own. (I will not address here the lack of
citizenship and separate, dependent status of slaves in the US, or the hereditary status of
slavery, where even “one drop of black blood” made one a slave. In contravention of

British common law, the children of slaves also became slaves (Stampp 194)).

104



Beginning in the seventeenth century, black slaves were imported into the US and
were alien to the white community. However, by the time of the Emancipation
Proclamation in the middle of the nineteenth century, most, if not all of the slaves in the
southern United States, had been born in the US. The Russian peasant, in contrast, had
been born on the land, but by the nineteenth century, they too were being considered
racially distinct, to a certain degree, from the European aristocracy.

This evaluation of the peasant and the black slave as “less than” the white-skinned
European citizens made it easier for both countries to justify their enslavement in spite of
the Judeo-Christian ethic, which provides for love of all mankind. How does one justify
the ownership of slaves or serfs if they, too, are part of mankind, the same as you? For
these intellectually backward and inferior peoples, slavery or serfdom was their destiny,
pre-ordained by God and nature (Stampp 420; Kolchin 171). It thus became the
responsibility of the superior, “civilized” (in other words “western Europeanized”) people
to take care of them.

By the middle of the nineteenth century, slavery was also a firmly rooted
economic feature of the southern United States, where the labor-intensive farm economy,
especially cotton production, relied heavily on the labor of slaves (Stampp 383). Negro
slavery was frequently justified because of the firmly held belief that “slavery was not an
unmitigated evil for the Negro, because whatever of progress the colored race has shown
itself capable of achieving has come from slavery (Tillman 68). Although the Russian
serfs had not been forcibly imported into an alien land, by the 19" century, certain
Russians (including the well-known writer and historian N. M. Karamzin) considered

them almost a separate race:
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What is more noteworthy is that by the eighteenth century Russian noblemen had
come to regard themselves as so different from their peasants that they were able
to invent many of the same kinds of racial arguments to defend serfdom that
American slaveowners used to justify their peculiar institution. ... The basis
assumptions, however, were similar; they were “racial” in that they were
predicated on the belief in inherent and immutable differences rather than in

distinctions based on particular social or environmental conditions (Kolchin 170).

The serf in eighteenth and nineteenth century Russia had no more freedom than
the black slave in the United States. The harsh treatment and justification for their lower
status did not change with freedom, because the freed people were still considered
morally and intellectually inferior. Although serfdom in Russia and slavery in the US
ended in the same decade (1861 for serfdom and 1863 for slavery), freedom did not bring
the expected benefits to the freed peoples. What was written and decreed by law did not
impinge on everyday life or attitudes toward the disenfranchised. Those who were
considered inferior before they were freed were still powerless and voiceless. They were
far removed from the wielders of power; and the freedom, which they had finally gained,
still did not allow them to express any discontent. In spite of the promise of
Reconstruction, the “40 acres and a mule” did not materialize in the United States; most
of the slaves, with no money and no place to go, became sharecroppers on the same land
on which they had been slaves. In tsarist Russia, “New forms of dependency that
provided the ex-bondsmen with at best semi-freedom became the rule. Exploitation,
poverty, and bitterness endured, even as the freedmen struggled to take advantage of

changed conditions” (Kolchin 375)
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A Question of Soul

Peterson in his book, Up from Bondage: The Literatures of Russian and African

American Soul (2000), addresses the various forms of literary expression employed by

the alienated people in the US and Russia. Peterson claims that most literatures of
subcultures pass along a continuum in the course of their development (7). The speed,
direction and duration of any one stage along this continuum seem to be a function of
social distance and degree of alienation of the specific sub-culture. The more the
subgroup views itself as alien and distinct from the dominant culture (in mores, attitudes,
goals, etc.), the more likelithood there is that the group will seek to maintain its separate
form of expression.

The first stage along this continuum is emulation, when the subculture uses
standards and values of the dominant culture because that culture is “civilized.” In the
mid-nineteenth century, Peter Yakovlevich Chaadaev (c.1794-1856) in Russia and
Reverend Alexander Crummell (1819-1898) in the United States responded in similar
fashion to the expression of a debased people, with emulation of the literature of the
dominant culture (Peterson,14). Only by showing that they were worthy and could
adhere to the same standards as the white man in America and the Europeanized Russian
aristocracy could the freed slaves and educated peasants take their rightful place in
society.

Peterson’s second stage is separation, when the subculture attempts to establish or
underline its separate cultural identity; this stage is also sometimes allied with the
emergence of nationalism. In the late nineteenth century and early twentieth century,

Fyodor M. Dostoevsky and W.E.B. Du Bois were both examples of the second pattern—

107



a deliberate attempt to separate and show the worth of a non-Europeanized personality,
who was still complex and worthy of respect.

A third stage, which I label “rejection,” is not addressed by Peterson, but I see
evidence that it exists. Under rejection, there is a deliberate attempt to express the
antithesis of the civilized culture’s ideals. In this rubric, I place the not-quite-accepted
literary output of countercultures, specifically, the blues writers and singers of the United
States and the songs of Soviet bards, especially Vladimir Semenovich Vysotsky prior to
his death. This is not to say that all subcultures move inexorably to the extremes, but
only that there is a possibility. The (perceived) similarities between the literary and
quasi-literary traditions of Russia and Black America helped shape their expression of
identity in contrast to that of accepted Eurocentric identity or civilization. In the words of

Peterson:

The literatures of Russian and African American “soul” represent an active quest
to invent an idiom, an expressive medium that can effectively convey “the
uncreated conscience of the race.” In a series of remarkable inventive
philosophical and literary texts we can observe the unfolding of a culturally
constructed and dialogically shaped experiment in scripting a historical presence

that Western eyes had simply failed to see (6).

Building on Peterson’s and, to a lesser degree, Kate Baldwin’s excursions into
more than a century of intersections between Blacks and Russians, I highlight only two
disparate phases in a fascinating series of cultural and historical parallels. The political

and economic environment set in nineteenth-century, tsarist Russia and the post-slavery
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United States helped shape the world which produced both Dostoevsky and Du Bois, who
are considered giants in the world of literary expression. The other parallel is in the mid-
twentieth century, when various blues, and rhythm &blues, singer-songwriters in the US
and bards in the Soviet Union sang about the topics usually not addressed in high
literature. The period between these time frames can be encapsulated by the works of
two exceptional thinkers: Mikhail Bakhtin and Lev Vygotsky—primarily on the basis of
the interpretation and use of their work in the area of contemporary language acquisition
and cultural studies. This pattern of almost uninterrupted similarity of expression, and
the reflections of the cultural idioms of these two countries, has been seen in parallel time
frames almost up to the present. Building on this premise about the source of expressive
genres, the blues singers in America and the bards in the Soviet Union can be seen as
another stage in parallel responses to a parallel history for the underclasses of two

nations.

Essential Personal Characteristics

The concepts of soul, work and suffering are shared parts of the cultural idiom of
American Blacks and Russians. The Negro in the United States and the Russian people
have elevated the concept of soul or dywa into one of the identifying characteristics of
self worth. Any Black in the US is assumed to have sou/; if he does not, he is either
considered a sell-out or “not truly Black.” If someone in the US is called a “blue-eyed
soul brother,” we assume that his skin is white, but his mannerisms are “Black.” As with
most such common concepts, there is no single definition accepted by everyone. “If you
got soul, you know it.” But any member of the Black ethnic group will assure outsiders
that s/he “knows” what soul is. In the same spirit, any Russian can talk about dywa,

about how central the concept of soul is to ones identification as a real Russian.
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Just as there are different, but similar, definitions of soul/ in the USA, there are
different understandings of dywa in Russia. Although Peterson examines the literatures
of Russian and African American soul, at no point is that phenomenon defined.

Nemirovskaya, in her Russian-language textbook Inside the Russian Soul (1997), also

does not define the concept mentioned in the title of her book. That neither author feels
the need to define soul or dywa is evidence of the depth and breadth of meaning attached
to the concept in both Russian and Black culture.

Stepanov defines dusha from a scientific, etymological point of view. He begins
by classifying dywa as one of a group of kyremypusie koncmanmut “cultural constants”
which all societies have. These “constants,” usually numbering fifty to sixty in each
society, are the underlying unifying concepts of societal knowledge, the definition of
which may change slightly over time, but which definition will be shared by most
members of the society (Stepanov 6). Stepanov further distinguishes his constants by
separating them from the common European base—only in their distinction from the
European source does he view these constants as a distinctly Russian phenomenon:
«npeomem smoeo Croeaps—KoHyenmy pycckou Kyibmypbl KAK 4Yacmbv KYIAbMmypbl
0bueesponelickou, 83amole, npexcoe B8ce20, 6 MOMEHM UX OMEeMmeIeHUs Om
egponetickoco KyibmypHozo ¢onoa unu gouay (“ the subject of this dictionary is the
concepts of Russian culture as part of common European culture, taken at the moment of
its first branching from the European cultural stock or background”) (Stepanov 6). He
begins with the classic definition taken from the Russian-language explanatory dictionary
by Vladimir Dal’: «beccmepmnoe cywecmso..., odapennoe pazymom u eoneio» (“the
immortal essence, gifted with reason and will”) (504). Not only does Stepanov consider
this the starting point for all Russian understanding of the concept of dywa, but as the

part of the individual distinct from the body and spirit.
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Even when the average Russian can not quote the definition from Dal’ or the
etymological derivation of the concept, the associations of dywa are based on the
definitions contained therein. Stepanov even digresses onto the significance of dywa
being a feminine, derivative noun, and therefore, secondary to the original source, root-
stem of odyx (“spirit”) which is masculine, “in accordance with the general rule of
Indoeuropean grammar, the first indicates something basic and dominating, and the
second, the feminine gender, indicates something derived, partial and subordinate” (738).
In summation, the internal world of the individual, the invisible particulars of his
character or personality, consciousness, those characteristics which separate the
individual from the trees or the animals—without the religious or philosophical

justifications—are Stepanov’s definition of oywa.

Vladimir M. Solov’ev, who has written numerous books on Russian language and
culture especially for foreigners and émigré Russians, speaks of dywa more as a complex
of character traits, which have been instilled by the vast expanses of Russia itself, a
tradition of paganism, almost 250 years of suffering under the mamapckoe ueo (“yoke of
the Tartars”), and almost three hundred years of serfdom (46). In explaining the
“problem” with the Russian 3aeadounas oywa (“mysterious soul”), Solov’ev quotes one
Englishman saying, «IIpobrema pycckux 6 mom, umo onu 6envie. Ecau Ovl onu 6vinu
uepmvle, dfcermvle, UL KOpUuHusvlie, He Ovl10 Obl maxou Oeunmepnpemayuu.» (“The
problem with Russians is that they are white. If they were black, or yellow or brown,
there wouldn’t be such confusion.”) (58). This discrepancy underlines the weight society
attaches to outward racial characteristics relative to the historical, geographical, or
political factors in the shaping of a group’s most salient characteristics, and complicates

the process of finding a definition of soul or dywa. Dale Pesman, in his interviews with
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Russians, also failed to find one precise definition of dywa, but found what he called
“associations” (80). Two of the primary associations were music and suffering. The love
of music and singing, the expressiveness and exaggerations, the love of literature—
especially the oral recitation of poetry, a kind of music—are seen as signs of strong
Ooywa (Pesman 84). African American soul or Russian dywa can, in the end, best be
described as a set of character traits, a way of looking at and interpreting the world based
on experience. However, this definition itself is a tautology, since all our character traits
are based on learning and experience. The historical and societal similarities in Russia
and the USA have shaped these two alien, yet mirrored conceptual identities. For many
Blacks in the USA, “having soul” means “keeping it real” and not pretending to be
something that you’re not. Having an understanding of dywa and the constant striving to
perfect that dywa are, for the “real Russian,” the foundations of a moral life (Stepanov).
One way to perfect the soul is through work. But not just any work will suffice.
The Russian language has many words for “work” — paboma, mpyo, desmenvnocmo,
cnyocoa, et al. Paboma and mpyo are the more general terms meaning work, but only
mpyo, the more dirty, onerous, low-paying, difficult work will perfect the soul. 7pyo is
defined as “activity by a person intended for the creation, with the help of a tool, of a
product of material or spiritual value” [italics mine] («yerecoobpasnas desmenvHocmb
yenogekda, HANpAaeleHHds HA — CO30aHue C HOMOWbIO  OpYOutl  npouz0800cmed
MamepuanvHulx U 0yxeoHwvix yennocmetry) (Bol'shoi 1348). None of the other Russian
words for work include this idea of spiritual value within the definition. In the United
States, in the 1960s, John W. Anderson wrote and performed a song, in which a Black
laborer, Mose, was describing his life to white society: I could smile carrying burdens

that would have you crying. ... and you don’t even know, that my name is Mose
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(Anderson). This source of pride in suffering is shared by Russians and frequently is

expressed also in song, a cultural tradition dating from the Middle Ages:

B 6vimosuix necnsax Bvicoyxoeo ... accoyuupyromces ¢ 0coooii KyavmypHot
Mpaouyueli—=20pbKo2o cmexd. ... CMex HanpasieH Ha camoz2o cmernwe2ocs. A
CMEWUILCS NPUHAONEHCUM K HEODUYUATLHOMY, HUSKOMY MUPY, 8 KOMOPOM Hem
HU4e20 U3 COCMAagIAIoWUxX Mupa ‘oQuyuaibHo -8blcoK020. Hu bocamcmeda, Hu

coblmocmu, Hu CeMelHbIX yau domauine2o oyaaa.

In the common songs of Vysotsky ... are associated with a particular cultural
tradition—bitter laughter. ... laughter directed back on the laugher. But the one
who is laughing belongs to an unofficial, lower world, in which there is nothing
from the proper, ‘officially’-high world: no wealth, no satisfaction, no family ties

and no home (Cherednichenko 210).

For both the American Negro and Russian common man, exclusion by the
European civilized world was transmuted into a pride in their differences, a sense of
moral superiority gained through suffering. Du Bois highlighted the strength of the
Negro who was not broken by slavery, while Dostoevsky showed the strength of the
Russian folk, who survived in labor camps and grew strong in a climate which defeated
Napoleon (Peterson). The early dichotomy between the European, Western world, which
emphasized power and individualism, was contrasted with the Russian emphasis on
Orthodoxy (spirituality) and communalism and the Negro emphasis on tribal roots,
(another way of saying spirituality and the church) and communalism did not cease to
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exist in either the Soviet Union or Jim Crow America. (Although the Soviet citizen was
not a serf, his freedom was as constrained by the communist system of controls as that of
the serf had been in tsarist Russia.) Even in the middle of the nineteenth century, there
was an awareness of these differences, which, although imposed from the outside, were
adopted and internalized by the despised people. These differences became a source of
pride and strength in the move toward a separate identity and awareness. The despised
people, although legally considered part of the larger culture, were still socially alienated,
and continued to express their cultural identity as separate from the power wielders. I

believe that these historical parallels can lead us to a broadening of the term “blues.”

VYSOTSKY AND THE COLOR QUESTION

As Maslow and Bourdieu state, although from different disciplines and from
differing points of view, there are commonalities between people (Maslow 168; Bourdieu
Taste). The commonalities may only be intensified if there is a history—however
distant—of an unfree, or disadvantaged state. Descendants of these groups may share an
awareness of this state or a sensitivity to evidence of its presence—similar to the
awareness of a recently-healed wound, which one must touch t see it still hurts or if it is
completely healed. Perhaps the same instinct which moved a nineteenth-century Pushkin
to place on his desk an inkwell depicting his putative ancestor standing between two
cotton bales, also moved my mother, the daughter of a twentieth-century Mississippi
sharecropper, to place miniature cotton bales on the what-not stand of our small Memphis
apartment (Shaw 94).

Perhaps this commonality is the basis of Vysotsky’s sensitivity to and concern for

racial and ethnic inequities. Although in the USSR in the post-Stalinist years, there were
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very few if any Africans, there were Jews, to bear the brunt of xenophobia and racial
hatred, to become for the ethnically Russian, the “nigger in the woodpile” with which to
frighten the populace. In one of the numerous biographies about Vysotsky, Razzakov
points out that in the late 1960s and early 1970s, with the expulsion of Alexander Galich,
multiple defections, and with tensions rising at home, the «egpeu 6cecoa u eezoe
gvicmynaiu 8 kayecmae kosznos omnywenusy (“Jews always and everywhere appeared as
sacrificial lambs™) (143).

It was into this atmosphere of post-Stalinist thaw, and initial taste of relative
freedom, combined with the sensitivity of the son of a Jewish father, that Vysotsky, as
well as the other bards of that period, interjected a new voice. Although Jewish tradition
does not track heritage through the father’s lineage, but through the mother’s, Vysotsky
considered himself Jewish, possibly just as Pushkin often considered himself a
blackamoor by descent, regardless of the generational gap. Vysotsky was uniquely
placed to both notice and be sensitive to the atmosphere of racial and ethnic attitudes in
Soviet society of the post-Stalinist era. Although the communist government had long
espoused the brotherhood of mankind, and the unity of all races, in its endeavor to spread
communism around the world, the system of internal passport and the infamous namuiii
nynkm (“fifth entry”) in the passport (which indicates ethnicity) hint at a different reality.
According to Razzakov, for Vysotsky the very idea of prejudice was anathema: «Emy
ObLIO 2TYOOKO UYHCOO U OMEP3UMeNbHO OeleHue aoell N0 HAYUOHANbHOM)Y NPUSHAK).
amo 6vina e2o meepoasn dcusnenas nosuyus u kpedoy (“The division of people by
nationality was for him deeply alien and loathsome; this was his firm life-long position
and credo.”) (144). As early as 1963 Vysotsky wrote the ironic song, «4xmucemumsi»
(““Antisemites”) in which he humorously points out, in rollicking lyric form, the illogic of

stereotypes and the people who hold them. Although, as with the official party line and
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officially sanctioned literature or artistic productions, only the positive aspects of Soviet
society could be portrayed. As the following lyrics indicate, this was not the case and
formed the core of Vysotsky’s lifelong tensions with the government, literary critics
(although a prolific writer, he was asked to join the Writers’ Union), et al. (Novikov

Soiuz).

3auem mue cuumamsca WNanou u 6anoumom?
He nyywe 1o nooamvcs mne 6 anmucemumot?

Ha ux CMOpPOHE XOMb U HENly 3dKOHO6, —

Iloooepoicka u SHMY3Ua3M MULTUOHOS. ...

Why should I be considered a hooligan and bandit?
Wouldn’t it be better just to join the anti-Semites?
On their side, at least there’s no law against it,--

And the support and enthusiasm of millions (Lvov and Sumerkin 168).

Then, in typical form for Vysotsky, comes the innovative word play, «Ho naoo
e y3namo, kmo makue cemumosl.» (“But, I just need to find out who these ‘Semites’
are.”) The song continues with all the Jews that Vysotsky knows, including his friend
Rabinovich, Albert Einstein, Charlie Chaplin, «u dasice ocrnosononoschux maprcusmay
(“and even the founder of Marxism”) (Lvov and Sumerkin 168) And yet, in spite of all
the “facts” that he knows about Jews, the singer is informed by his «dpye u yuumeny,

amcawy (“friend, instructor, and heavy drinker”) that Jews «norom ownu kposw
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XPUCMAHCKUX MAAOEHYes, ... 04eHb 0asHo oHu 6oza pacnsauy (“they drink the blood of
Christian babies,...a long time ago they crucified Christ”). All the stereotypes are
presented in the song, and the good Russian singer finally agrees, «Ha 6cé s 2comoe — na
pazboii u Hacunve, // U 6b10 s xcudos, u cnacaio Poccuro!y (“I'm ready for anything—
using robbery and force// I’ll beat up the Jews and save Russia!” (Lvov and Sumerkin
168)

From such a background Vysotsky came to play the role of another dispossessed,
non-white character, Ibrahim Petrovich Gannibal the great-grandfather of Alexander
Sergeevich Pushkin, the “Father of Russian Literature.” In 1976 Vysotsky stared in the
film, «Cka3 npo mo, xax yape Ilemp apana scenuny (“The Tale of How Tsar Peter
Married off His Blackamoor”) (Mitta). This film, directed by Aleksander Mitta is based

on the unfinished book, Arap Petra Velikogo (The Blackamoor of Peter the Great), by

Alexander S. Pushkin, which detailed the history of his great-grandfather. Vysotsky, in a
monologue from the stage, recounts changes in the actual naming of the film, from «4pan
Ilempa Benukozo» (“The Blackamoor of Peter the Great”) during the filming to «Kaxk
yapwv Ilemp apana scenuny (“How tsar Peter Married Off His Blackamoor™) (Terent'ev
41). The final release name of the film includes the Russian word ckas3 (skaz), which, in
literary lexicon indicates that either the story lies somewhere between truth and fairy tale,
or that it is “*quoted speech’, i.e., language marked as not the author’s own” (Terras 420).
The addition of this term allowed the melding of fact and fancy to create a film which
showcased not only Pushkin’s unfinished biographical endeavor, but also Vysotsky’s
sometimes untapped acting abilities.

Although most of Vysotsky’s film roles were rather insignificant, his role as
Gannibal is considered one of his finest, on a level with his portrayal of Gleb Zheglov in

«Mecmo ecmpeuu usmenums nenvzay (“The Meeting Place Cannot Be Changed”) and his
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stage roles at the Theater on Taganka (Kuznetsova 440). According to Aleksander Mitta,
the film’s director, in complete agreement with the screenwriters Iurii Dunskii and V.
Frid, «c camozo nauana npeononacancsa ¢unvm He moavko npo apana, HO U Npo
Buicoykozo» “from the very beginning the film was intended to be not only about the
apan, but also about Vysotsky” (Kuznetsova 439). No other actor was ever considered
for the role, almost as though the lives of Vysotsky and Pushkin were linked in their
minds. Vysotsky himself asked about the choice of a White to play an African slave, and
suggested either an a¢huon (Ethoipian) or neep (Negro), since his own features, especially
the lips, regardless of the daily make-up to darken his skin, would never be right. He was
overruled because, in his words, «Ho gecv cmvicn smozo ¢unvma 6 mom, 4mo >3mom
yenoeex, HecMomps Ha yeem Kodicu, 2nyooxo pyccxuiil.» (“But, the whole idea of this film
was that this man, despite the color of his skin, was deeply Russian.”) (Terent'ev 40).

The use of the tern apan (“blackamoor”) is itself an anachronism and brings up
the questions of race in the midst of a society which had for decades tried to ignore the
question of race and its effect on societal relations, while at the same time enhancing the
perception of themselves as a tolerant and accepting society. However, at the time of
Peter I, arap was the accepted term for all the peoples from Africa, particularly those «no
npupooe, no niemeHu YePHOKONCULL, YepHOmeblll Yenosek scapkux cmpan Agppuxuy (“by
nature, belonging to the tribe of black-skinned, black-bodied person of the hot countries
of Africa”) (Dal' 21). The lexical item has been replaced in contemporary usage by apa6
(with the same pronunciation), but without the additional obsolete translation options of
“Moor” or “blackamoor.” Vysotsky, in his blackface makeup, imbued the persona of
Gannibal with nobility of character, truth, honesty, hard work and that striving toward

perfecting of the soul (ycosepuencmsosanue oywu) that is the mark of a “true” Russian.
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The problems which arose for the character in the film arose not through his own fault,
but because of the color of his skin.

Ibrahim Gannibal, given to the tsar’ as a gift, instead of being treated as a slave,
became the god-child of the tsar’ of all Russia, was educated, sent to France (or left there)
for training where, in the film, he encountered his first race-based discrimination.
Ibrahim is presented as a brave, outstanding soldier, officer, well-trained (omauuuics 6
komnanuu npog ucnanyes?), who happens to have a love affair with a French epaghuns
(“countess”). The lover Luisa, writes to her friend Elise that she has the «camwrii
akzomudeckull 110606nuK 6 llapusice, opuyep, cmMekHUCh, YUeHblll, NOMOPUWUCD, U3 OUKOT
Poccuu, yousucs, neobyzoannwiti agppuxaneyy (“the most exotic lover in Paris, an officer,
just think about it, a scientist, how droll, from wild Russia, just imagine, an unbridled
African”). Upon discovery of the affair, there is an obligatory challenge by the

countess’s husband and the ensuing duel.

Keeping in mind that the title of the film includes skaz, the directors and writers
allowed themselves the freedom to exaggerate. The ensuing duel with the French epagh
(“count”) included noblemen (probably retainers) wielding swords and brandishing
firearms, as wells as servants wielding brooms, serving trays, dusting rags, mops, etc. Of
course, Gannibal behaved in a noble manner and mno20 npocmun emy om sxcanrocmu
(“forgave him much out of pity”), but finally wins the “duel” with the cuckolded
husband, proving his superiority in spite of overwhelming odds; but there is no happy
ending. The zpaguns, left in 18" century France without a husband, and with a black-
skinned baby does the only sensible thing: she sends the dark child to Haiti with the

expressed hope that it will survive and substitutes a white child to become the next count.

2 All quotations cited here are transcribed from the film and translated by the author R.J.J.
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In a final letter to Gannibal, whom she addresses as dpye (“friend”), she informs him that
she never loved him and that he was for her, as for all of Paris, simply a 3a6agusiii,
npuxomauegvlil 36eps (“entertaining, whimsical beast”). After an exchange of letters
between the sovereigns, our debased, disheartened soldier-hero is forced to return home
in disgrace. En-route, his coach is robbed by, what one assumes is a noble-hearted
Russian fallen on hard times in the heartless European country of France. The contrast is
constantly emphasized that although the French are European and consider the Russians
ouxue (“wild”) and not quite as civilized as the rest of Europe, the Russians—and even
the apan, from uncivilized Africa—have more soul and noble character.

The very polite robber, who, although he has a fircarm which he brandishes in a
threatening manner, requests only some food, a change of clothing and horses. He even
addresses the coach driver and unseen passenger (Ibrahim) as odobpsie aroou (“kind
people”). And he does assure them that it is only a request because, although he needs
these things, «Ho, cunoii s huueeo nu y kozo e omnuman.» (“I’ve never taken anything
by force from anyone”). However, both would-be thief and would-be victim, upon
recognizing, apparently by the voices, that the other is Russian, immediately become
ecstatic, «Poonoiui mer? Pycckuii?»  «/la, pyccxuii, pycckui!» (“Are you a fellow
countryman? Russian?” “Yes, Russian, Russian!”); they kiss, and travel on toward
home. Neither apparently notices the difference in skin color or the difference in class
origin. Philimon, the white-skinned, would-be thief, informs Ganibal that he was a
beznviti xonon (“runaway bond slave”)—and yet he returns to Russia to the poouna
(“homeland”) in spite of the danger. When Philimon asks, «Kmo 6v1?» (Who are you?),
Ibrahim responds «J/Iuyom apan, oywou pycckuil.» (“By the face, I'm a blackamoor, in

my soul I’'m a Russian).
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After arriving home, the assumption, and the presentation is that all things will be
better because the main character no longer has to deal with the decadence of European
France. He is back in Russia, with the honest people as represented by the tsar’ and the
bond slave. In spite of the boisterous welcome by the tsar’ at the castle, the race question
arises. Natasha, a young woman, urged by her friends to approach the arap, actually
dances with Gannibal, but, in the presence of his silence, she asks, «Ilouemy 6w 6cé
monuume? Bwul He nonumaeme no-nawemy?» (“Why are you so quiet? Don’t you
understand our language?”). She allows his skin color to determine who Gannibal is
before anything else. In turn, Gannibal answers with a question, «4 uezo orce? Pycckuii
361k MHe poorotl.y (“Why do you ask? Russian is my native language.”). From this first
minor incident upon his return to Russia, Ibrahim Gannibal uncovers the not totally
hidden racial biases from which the tsar’ protection has shielded him. And through him,
and the film, we also get a glimpse at the undercurrents of eighteenth century Russia, and
by extension twentieth century USSR.

Tsar’ Peter, although the racial situation is never mentioned directly, is aware of
the tenuousness of Ibrahim’s situation, and, in one of the most powerful monologues of

the film, asks,

Tt kmo ecmwv, komy Ha0oben? be3poonuviil, 6e3zemenvublil U Oe30eHeHCHDYILL.
Ympu s ceii oens, 3a6mpa au, umo ¢ moboti cmanem? A, 5 Xouy yKOpeHums
mebsl, yKpenums HAKpenko, Ce:3ambv ¢ UCXOOHbIM PYCCKUM podom. S mpyoicyco
Kak pa6 ons bnaea Poccuu. Xouy nacadums okpye cebsi myxnceli 0epIiHCAGHbIX.

Mne nomowHuKy HyJHCHBL, 0Nl HeBNPOBOPOMm. A 3mom u3-3u 0e6KU yM NOMepsL.
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He cepou mens, apan; nyuwie o6HuMU MeHs, NOYENYI U CKAXCU, YMO cOelaeulb

no-moemy.

Who are you, who needs you? No family, no land, and no money. If I were to
die today or even tomorrow, what will become of you? And I want to get you
settled, firmly consolidate power, bind you to an original Russian family. I work
like a slave for the good of Russia. I want to settle sovereign men around me. |
need helpers; I’'m up to my ears in work. And this one has lost his mind because
of some girl. Don’t anger me, apan; you’d do better to hug me, give me a kiss

and say that you’ll do what I want.

In spite of Peter being the tsar’ of all Russia, the star of this film is undoubtedly
the apan: the stolen child from Africa «apan c obyenennoti oywotl, yapro nanepcrux, a He
pab, Poccuu coin poonoiiy (“the blackamoor, with a charred soul, god-child to the tsar’,
and not a slave, a native son of Russia”), played by the actor/poet/bard Vladimir
Vysotsky. The action of the film begins with the apan and ends with his being embraced
into Russian high society. The tsar’ set the tone for racial tolerance in his Russia, as was
shown in the film, but it did not reach all his subjects. Vysotsky, by playing to his
strengths—his ability as not only a vehicle of language, but a producer of language, both
actor and poet—and by showing the personal nobility of the apan in this story written by
his descendant, gives us a unique glimpse into Russian culture. With the addition of
greasepaint, Vysotsky manages to strip the veneer off the thorny history of racial and
ethnic harmony and shows in his portrayal of Ibrahim Petrovich Gannibal, that some

things in life, some qualities and characteristics transcend race and time and culture.
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DEFINING A SOURCE OF THE BLUES

If the blues can be seen as the product of specific political and social factors,
which foster a sense of alienation within a culture, then anyone can have the blues. The
similarities between the social and political histories of the USA and Russia (including all
its iterations for the past two centuries) have only recently become the topic of scholarly
enquiry. Possibly the most blatant reason for this is that the color question has eclipsed
all other similarities, as though color were the most important component of any
question. Color is an excuse, not a reason. When we strip the concepts of all the
extraneous clutter, slavery and powerlessness are, unfortunately, common human
experiences. The reactions to these conditions are also common, or shared. In social
situations, when the threat of reprisal (lynching in the USA, and transportation or exile to
Siberia, or death, in the Soviet Union), are realities, people usually find a different
(veiled) way of expressing their reactions to life conditions. Abraham H. Maslow, in
setting forth his “Hierarchy of Needs,” originally in 1954, may have said it most
clearly—but probably not first—that people are just people, or, in the words of the
Russian idiom—«ar00u kax aroou» (Maslow). In the decades since his “Hierarchy of
Needs” first appeared others have expanded on it, twisted it around and explored it: none
have refuted it or replaced it with an updated version. Maslow’s needs are ranked not by
strength, but by position: considered common to all people, and ranked in order of
demands placed on the organism—which needs must be filled before others can be
considered (Maslow). Bourdieu has keyed in on the upper level of these needs in

analyzing his distinctions in taste, or our societal evaluation of esthetics (Bourdieu Taste).
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Taste is determined by the educational system, which is a tool of the powers that
be. The educational system and all the institutions of any society are geared toward
maintaining that system. Therefore, those who control the system, use their own stratum
within the system as the standard by which to determine what is taught as “educational
capital.” That, which is valued by sub-cultures not adhering to the accepted norms, is
immediately suspect. The blues performers and any Soviet bards who wrote about topics
not in accordance with those values were relegated to these sub-cultures. They were not
the “big-C” (formal) culture which supports the status quo and which were to be taught
and emulated (Omaggio-Hadley 350). Instead, the topics of bards and blues singers were
“little-c” culture: how people live, eat, interact, socialize, etc.

Peterson has looked at similarities in the literary traditions of Russia and the
United States. Both literary traditions are deeply rooted in examinations of the sou/ or
the Russian oywa as partial refutation of the Euro-centric cultural evaluation of certain
peoples, which left both Blacks in the United States and the native Russians as distant
cultural throwbacks, not worthy of being included in the world of the more “civilized”
Europeans. At a time when European society was considered the epitome of civilization,
Fyodor Dostoevsky and W.E.B. Du Bois, presented the world with a new view of the
non-Europeanized Russian peasant and the American Negro (Peterson). Dostoevsky, in

Notes from the House of the Dead, describes the life and denizens of a labor camp and

the convicts who inhabited a world, which was normally veiled from view of the nobility.

Du Bois, in The Souls of Black Folk, also tries to present the black folk in a manner

comprehensible to the larger, white society.

... the Negro is a sort of seventh son, born with a veil, and gifted with second-

sight in this American world,-- a world which yields him no true self-
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consciousness, but only lets him see himself through the revelation of the other
world. It is a peculiar sensation, this double-consciousness, this sense of always
looking at one’s self through the eyes of others, of measuring one’s soul by the
tape of a world that looks on in amused contempt and pity. One ever feels his
twoness,-- an American, a Negro; two souls, two thoughts, two unreconciled
strivings; two warring ideals in one dark body, whose dogged strength alone

keeps it from being torn asunder (Johnson 215).

Both writers, products of the larger Europeanized system, and educated within
that system, were establishing the validity of a different form of expression. Neither
Dostoevsky nor Du Bois could completely repudiate the European norm for expression,
but, within the confines of that system, each proposed a different view of reality, one in
which there was a different language and a different world view, where a double-
consciousness and double-voicedness of the alien held sway and shaped their reality.
Each author pierced the veil of alien otherness, which had hidden the American Negro
and the Russian napoo (“folk™) from their European compatriots (Peterson 73). Du Bois
explained the Negro double-consciousness as a constant awareness of the need to use the
language of the dominant culture to communicate accepted ideas, while, at the same time,
using it as a medium for communicating with other Negroes.

Mikhail Bakhtin, in his analysis of Dostoevsky’s Notes from the Underground,

wrote about the same dialogic meanings in the Underground Man’s dialogue with himself
(Morson and Emerson 159). The central issue was not just that the Underground Man
was carrying on a dialogue with himself, but also with the wider society—that there were

layers of meaning in the words he used. He chose the words based not just on what he
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himself meant to say, but on what he assumed the unidentified member of the Eurocentric
male audience would understand.

American blues writers also wrote in words that would be acceptable to the
censors, with the hidden meaning, which would be clear to the Blacks who were listening

299

to their songs. The “signifyin’” that popular blues singers talked about, the “signifying”
about which Henry Louis Gates, Jr. wrote, and Bakhtin’s “signifying”, differed not in
essence, but only in the language used to express it (Peterson 190). Gil Scott-Heron, in
his song “The Ghetto Code (Dot Dot Dit Dot Dit Dot Dot Dash),” described the ghetto
use of language and the double (even triple) meanings contained therein. American
visitors to the Soviet Union frequently spoke of the coldness of the average Soviet
citizen. What they failed to take into account, or possible never knew, was that the
Soviet individual, just as most of Dostoevsky’s protagonists and Du Bois’ “black folk”
had a public and a private self, each of which spoke in a voice constrained by the
environment. In the same way, the Negro in America knew that there were certain
attitudes and ideas which could not be expressed to the White man, but only at home,
within a narrow circle of friends and family — and not always then. Both these works (by
Dostoevsky and Du Bois) are usually brought forth as prime examples of double-voiced
expression, a necessary mechanism in a world where language is the only interface
between the internal and external world of the individual. This language is used to both
express and hide certain vulnerabilities within the protagonists; but its use also sets up an
internal tension, which can just as easily destroy him, if it is not allowed release. Blues is
one means of release.

Blues expression and the language peculiar to this genre, fits in as a medium
which is consciously different from that of the dominant culture, and always full of the

signifying, which never quite says anything in a straightforward, monologic way. The
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raucous, moaning sounds of the blues help emphasize this separateness or sense of
alienation. There have been varied explanations for the difference in sound: (1) the
African heritage of the former slaves; (2) the conscious refutation of European values and
valuation of beauty (Baraka). Most people accept the idea that the blues in America grew
out of slavery’s ‘sorrow songs’ and the gospel. The Russian bardic tradition, likewise,
did not come from nothing, but came out of the tradition of folk songs, ballads and bitter
romances (Korkin; Smith).

In the mid-1960s, the Soviets produced their own popular musical hero — a bard,
who wrote and sang the story of their lives, just as blues and folk and country singers
have recorded the story of the American folk. Vysotsky was a stage and screen actor who
managed to write and perform his own songs in the repressive Soviet Union of the 1960s
and 1970s. He was officially recognized by the Soviet government only as an actor. The
majority of his recordings were the product of camuzdam (samizdat) or maecnumuzoam
(magnitizdat), the well-documented system of self-publication of underground or
censored writings and recordings which were not approved by the Communist Party
censors. In the beginning, Vysotsky sang in homes, school gymnasiums, meeting halls,
and other unofficial venues while attendees would sit in the front and record his
performance; they would then duplicate these recordings and pass them to friends and
acquaintances, who, in turn, would duplicate and pass them on. One of the still
unexplained mysteries of the Vysotsky phenomenon was his ability to perform and travel
all over the Soviet Union, much of the Warsaw Pact, and even to Western Europe and the
Americas as an “unofficial” bard. Vysotsky wrote and performed songs in films and on
stage, but was “not a writer or singer.” Although he was officially cited for earning
money on the side, a punishable crime, called xazmypa (‘“khaltura”), under the Soviet

system, at no point was his movement between cities so restricted as to prevent his
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performing (Razzakov). Just as rock musicians in America still record and listen to so-
called blues classics, Russian youth, who were not even born when Vysotsky died in
1980, still know his songs. While Vysotsky was writing his poems and performing songs
in homes, schools and meeting halls in the Soviet Union, young Blacks and Whites were
writing about both sides of life in America.

The social and cultural conditions which had helped provide the background for
the blues in the USA (as one form of expression), did not simply dissipate in the Soviet
Union, but found partial expression in the creative output of a number of Soviet bards.
Vladimir Vysotsky was one of the most prolific and eloquent of these bards. His poems
and songs have been proclaimed as giving voice to the people, singing out their pain and
suffering. The expression of suffering and loss of a dispossessed people has long been
considered one of the central earmarks of the blues, one of its distinguishing
characteristics. If this definition holds true, Vysotsky can easily be included in the ranks
of blues artists.

Vysotsky’s creations seem to reflect the mostly negative relationship of the Soviet
people with those in power; in this respect, they share a commonality of topics and
sounds with the blues. His music speaks to the people of their large troubles, small
successes, and most of all, their soul. The experiences of which Vysotsky sings are
shared and recognized by the majority of Russian people. His talent in eloquently
expressing these elements of Soviet/Russian culture is what set him apart and has allowed
his music and words to not only survive his death, but to grow with exposure to new
generations.

Although Urban, among others, has wondered why Russians—who imported and
adopted jazz and rock, along with a great portion of the rest of the world—did not so

readily import blues, it is not strange for a number of reasons. First, the blues is a vocal
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means of expression, dependent upon the lyrics, which, being culture-specific, written in
English, and coming out of the Black, American cultural milieu, must reflect that culture
and resonate expressly with those most familiar with that culture. “The blues is formed
out of the same social and musical fabric that the spiritual issued from, but with blues the
social emphasis becomes more personal, the ‘Jordan’ of the song much more intensely a
human accomplishment” (Baraka 63). “Each phase of the Negro’s music issued directly
from the dictates of his social and psychological environment.” (Baraka 65). This
confluence of conditions makes it much more difficult for the music to have the same
effect on ones who do not understand the language. Second, the language itself is very
conversational, slang-heavy, or sub-standard, making it difficult for the NNS to
understand. Third, blues seems to serve a social function. According to Baraka, this
music was “...directly out of the lives of the people involved” and allowed them a method
of expression in a world which they did not control (104).

During the 1960s-1970s when Vysotsky was writing and performing, there was an
influx of rock-and-roll and jazz past the Iron Curtain. But even contemporary Russians
wonder why the blues was not included in the imports until after the fall of the Soviet

Union. According to one Russian scientist who likes to listen to the blues:

Well, what we’ve got in Russia now is just the same thing that existed in the
United States when blues first appeared. A big element here is frustration. There
are a lot of Russians who feel that they’ve actually become different people now
that the Soviet Union no longer exists. They feel they’ve become Negroes

(Urban, 4).
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However, if one looks at the situation from a different point of view, one can
argue that Vysotsky in his writing had already fulfilled one of the basic functions of the
blues—catharsis. The lyrics of the blues frequently express the frustrations of powerless
people who have no other outlet or voice for their suffering. From listening to and
reading the lyrics of Vysotsky’s songs, my first impression is that that niche in the
cultural fabric was already filled. There was no need to import what was already there.
An unnamed prisoner, interviewed in 1981 in a labor camp, recalls the personal and

societal reactions of his peers to the phenomenon of Vysotsky:

Becna 1981 2o0a «ypox Bvicoyxoco» 6 ucnpasumenvho-mpyoo8oti KOJoAHUU

B nawe spems, amo 64- 200, smo epemena, umo au, 6ypHo20o poK-H-poad,
meucma. Imo, ny, ymo au, spa Yaxa bepu, bo [uonu, buna X>iinu, Ineuca
Ilpecnu. Bom, u mbl 6ce cmyoeHmuyl Y8IeKANIUCH, YMO JU , BOM, IMOL HOBOU
80IHOU My3bIKU. Tym Ha apeHny vxoosm bumnz, emecme c Ilonom Makkapmuu, ¢
Jlennonom, ¢ Xapucconom, ¢ Puneo Cmappom. U 6om, a makawce uz Hauwux, uz
nesyos, smo Okyoaxcasa bynam. — U, 6dpyz 6 64-om 200y s enepavle ycaviuiai, d
s3Hauum, Braoumupa Beicoyxoeo. Dmo w110 nompscarowee. Imo
nompscaioujee 6b110, HY U He MOJLKO OJisl MeHA. Bom, s 6win u 6 kpyay ceoux
moeapuujel, u Mol ... Bnepevie npuneciu smy nienxy, omy nienky. Y mens ovin
amom 3Hakomuvli cmyoenm Bosa, uz norumexnuueckoeo uncmumyma. OH
cneyuanvHo e30un 8 Mockey, cneyuanvHo e3oun 8 Mockey. I'0e-mo on mam 3a
Oonbuiue Oenveu Kynui 5my nieHKy, U OYK8aibHO NPUHec K HaM, 60M, Ha
geyepuHky, cosopum, ‘Pebama, éom, nociaywatime, 3uauum, 3anucu Ho8020, 80M,
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nesya, 3nayum, Braoumupa Beicoykozo.” U 6om, 6ykeanibHo mul 6ce OblLiu
nompsceHul e2o necHamu. A ne nomuio necen mex aem. OHu 6bLIU CHOPMUBHOZO,
nomuto, naana. Ilommro, 3Hauum, 4mo-mo maxKo2o CKA30YH020 NIAHd, 4y00-1000,
u ewyé-mam npouee. Ho max onu nam éce 300poso nomwpasunucs. Ilouemy onu
Ham 300p080 NOHpasunucs? Ymo mvl, 6om, cospemenHuKy 6 e2o auye, 60m, y HAC

HAKONULOCH 8CE MO 8 0)/1/1/!6 Bom, Ho mol ne moanu smo evickazame. ...

Buicoyxkuii, 6edw, poc emecme ¢ Hamu, ¢ Hawum noxonenuem. M ou 6
ceoux necsx poc. OH, u 6ce necHu, 60m, u emy, oHu npoodIemamuymbie,
gunocogcroeo nanpasienus, purocogpckozo niana. OHu 3acmasnsirom
PAMBLUUIAMb YeN08EeKA O HCUZHU, KAK Oalblide Jcums, yem dcumos. M eom
NO3MOMY, 8601 NOIMOMY, 8 IMUX NECHAX OMPAZULOCH He MOJIbKO 8e0b MOe
noKoJenue, Ho U MOUX omyos. ... Beow, epemena 6vl camu 3naeme, ovLau u
KYbma JU4HOCMU U 8peMeHa ewé. /la, ucmopuro Hauty — bl 9mMo NPeKpacHo
snHaeme. U 6 Hapooe 6ce Hakonuiocs, Hakonuiocs. Ho, éom, Hapoo noo
sneyamieHueM 8ce20 NPOULIo20, 8Cce20 NPOULLO20, OH depaical 3mo 6 cebe. OH
bosics ckasams npasdy. U eom, a som, Bvicoykutl, umo-iu, on Kaxk Obvl
PACKPenocmuil 3mo 8c€ , OH pacKpenocmu, 4mo jiu, 8 C6OUX NECHIAX OYMbl
Hapooa u YasaHus, u s cyumaro, ymo Bwicoyxuti-- smo He npocmo uenosex. Imo
2EHUAILHBIL Yel08eK, 2eHUAIbHDIL YenoseK. M e npocmo on 00nbuol 4enosex,
Mo 60ILULON Ye08eK, IMO ¢ Ooabuol OyKebl. Ho u on eenutl, cenuil Haue2o
8peMeHU, U Mbl, Hy, Ymo Ju, 8ce20d, 4mo Jiu, NOMHUMb OblMb CEAMO, CEIMO €20

UMA XpaHunio u OO0IHCHBL NOMHUMb 6CHO IHCU3Hb, KAKAsl Obl HU ObLaa apa pOK-H-
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poaa, unu ewé kakasa-mbo. OH Hawl C80U, OH HAWl PYCCKUU, PYCCKULL, U UMEHHO
ompasicaem mo, ymo HysicHo. Ecmo u 6 Coedunénnuvix [lImamax boo /Junan,
mam u ewé npoyee, Kax bpane mam 6o Opanyuu, uiu npovee, Ho OHU He
omeeuaiom Hauiemy pycckomy bvimuto, bvimuto. Bvicoykutl sce ompazui umMeHHO
pycckoe b6vimue. Bom umo s xomen ckazamo. Ho smo npumepHo, HO 51 661 MO O

HeEM 2060pumb O4€Hb MHO2O.

Spring 1981, ‘the lesson of Vysotsky’ in correctional facility

In our time, that is 1964, these were times of, uh, wild rock and roll, the twist.
This was, well, the era of Chuck Berry, Bo Didley, Bill Haley, Elvis Presley. And
we, all us students were wild, you know, about this new music. And then, the
Beatles come out the scene, with Paul McCartney, Lennon, Harrison and Ringo
Starr. And then, there were also ours, among the singers, there was Okudzhava,
Bulat. And suddenly, in 64, for the first time I heard, Vladimir Vysotsky. It was
astounding. It was astounding, but not just for me. Well, you know, I was in with
this group of my comrades, and we...For the first time they brought this tape, this
tape. I knew this guy, Vova, from the politechnical institute (trade school?), and
he made a special trip to Moscow, special trip to Moscow. Somewhere there, for
a whole lot of money, he bought this tape, and he literally brought it straight to us,
to this party, and says, “ Hey guys, listen to this, uh, recording of this new singer,
uh, Vladimir Vysotsky.” And we were simply shaken by his songs. I don’t
remember the specific songs from those years. They were, I remember,

something about sports. I remember, I think, there was something about fairy
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tales, monsters, and other stuff like that. But, just that we really liked them a lot.
Why did we like them so much? There we were, his peers, just like him, well,

and all these things had built up in our souls, but we were unable to express it. ...

Vysotsky, really, grew up with us, with our generation. And, in his songs,
he also grew. He, and all his songs, and even for him, they’re problematical, have
a kind of philosophical direction, a philosophical bent. They force a person to
think about life, about how to live, what to live on. And that’s why, that’s why in
these songs, not only is my generation reflected, after all, but also that of my
father’s. ... After all, these times you yourselves know very well, there were the
cults of personality, and still others. Oh well, our history—you know this all very
well. And, inside the people. all these things were just building up, just building
up. But, you know, under the influence of the past, of all the past, the people just
held it all in. They were afraid to speak the truth. And there’s, uh, then,
Vysotsky, you know, it’s as though he freed up all of this; he liberated, you know,
in his songs, the thoughts and dreams of the people, and I think that Vysotsky is
not simply a man. He is a brilliant man, brilliant. And not simply is he a great
man, he is a great man, with a capital “G.” But, he is also a genius, the genius of
our times, and we, right, always, uh , it is our sacred duty, sacred, to remember
and revere his name, and we must remember it for all our life, no matter what
kind of era of rock and roll or other kind of music comes around. He is our own,
he is our Russian, he is Russian, and exactly reflects just what is needed. In the

United States, they have Bob Dylan and the like; in France, they have Jacques
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Brel and others; but, they don’t fit our Russian reality, reality. Now, Vysotsky, he
reflected precisely the Russian reality. That’s what [ wanted to say. ... But, that’s

just approximately, but I could say a whole lot about him (Soldatenkov).

This prisoner’s emotional outburst, recorded in a documentary film about the life
of Vysotsky, “/ ne nooaro” (“1 Don’t Like It”) is familiar to most Russians, and the
emotional reactions are shared as cultural memory . The experiences about which
Vysotsky sang—except for the Great Patriotic War (the Fascist Occupation of USSR in
1941-45)—are common cultural phenomenon, and are expressed in the common
colloquial language which our students must seek to learn and use in the proper context.
Since many of Vysotsky’s songs are arranged as short, lively vignettes of Soviet life, the
lexicon is contextually arranged and authentic. Most importantly, the topics, feelings and
reactions expressed in these songs echo those found in the blues.

Urban is perhaps caught in the same trap of defining the blues by its color, and
not its content when he admits that the historical parallel which he draws is “at best,
partial.” If the definition of the blues is broadened to include the similar social and
political constraints under which the average Soviet citizen lived (which both Urban and
the Russians whom he interviewed freely admit), we can conclude that Russians had the
blues long before they imported and began listening to the English-language versions
(3.

Baraka is perhaps the narrowest in his definition of the blues in that he has
classified and defined it as primitive, classic, country, city, contemporary, et al., and has
definitely limited it in both time and space. Apparently, for him, the farther the music

gets away from the original slave hollers and work chants, their original functional
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origins, the less they resemble his notion of the blues. “Some blues singers even
managed to get into the entertainment world of white America, and many times no more
real blues ever left their lips” (167). However, Pearson presents a broader definition of
the blues which encapsulates a more general and common theme-based notion:
“According to stereotype, hard times, hard work, trouble, danger, mistreatment, and
losing at love are core elements in the blues lexicon and credentials for living the blues,
having the blues, and having the right to sing the blues” (xvi).

From the conflicting definitions of the blues comes the problem of defining
rhythm and blues, and determining at which point on a continuum to place a marker and
say that a phenomenon has ceased to be one thing and has completely become another.
For rhythm and blues, there can be no clear distinction because, as a form of vocal, folk
expression, the genre is inextricably bound with, and arises from, the blues, as is most

eloquently stated in an interview by the noted blues singer B.B. King:

The distinction that I hear writers make between blues and rhythm and blues I
regard as artificial. ... For instance, James Brown is considered rhythm and
blues, Aretha Franklin is considered soul or rhythm and blues—and [ am
considered blues. .. I personally think it’s all rhythm and blues because it’s blues

and it has rhythm (Busnar, 46).

For the basis of my blues comparison, I rely on the tradition of the blues, the
historical and societal forces which provided the background against which the blues
arose. The different definitions and limitations placed on the blues as a form of folk
expression are all a matter of interpretation. The interpretation is first and foremost based
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on the point of view and experiences of the interpreter. The Formalists proposed this idea
at the turn of the century, with their concern with “the relationship (usually unperceived
by the writer) between the writer, the work and the social milieu” (Terras 154). With
Pearson’s definition as one support, and the paean by the un-named Soviet prisoner as

another support, I consider that Vysotsky can be firmly ranked among blues singers.

“WINGED WORDS” AND THE UBIQUITY OF VYSOTSKY’S SONGS

Vladimir Vysotsky has been praised as one of the most talented bards to write and
perform in the former Soviet Union. His music has been adopted by the people as an
expression of their lives — the truest depiction of what it meant to live, love and suffer
under the communist regime. Vysotsky gave voice to the people: what they could not
say, he could sing. In this way, his songs can be seen as a “blues” expression. His songs
express the same themes and sounds as their American counterpart: the pain of
unrequited love, dead-end jobs, drunken nights, prison suffering, etc.

“Rhythm and Blues” and “rock ‘n’ roll” are popularly believed to spring from the
miasma of the post-slavery and Jim Crow periods in the United States. Many of these
songs, especially as performed in the 1960s and 1970s, were smoother descendents of the
rougher blues which had preceded them (Baraka; Busnar). In a lot of these songs, the
singers painted a picture of the darker side of life, or laughed at it as a way of coping with
oppression. The sound and rhythm, as well as the lyrics (texts) of these songs were
totally different from that which was common in mainstream popular song. The music of
the American Negro had often been called “race music” or the Devil’s music (Oakley).
When I first heard Vladimir Vysotsky’s songs, they elicited in me this familiar feeling of
suffering given voice. Although I barely understood a word of his Russian lyrics, the

sound and beat reminded me of B. B. King, with his gravelly, down-home, country voice
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or of Howling Wolf, whose stage name reflects the essence of his voice. Vysotsky was
also known for the roughness of his voice, for the conversational tone in his songs

(shades of Rap, hip hop) and for the common topics about which he sang.

SALIENCY OF VYSOTSKY AS CULTURAL ICON

Bourdieu has decreed that the educational system (and through them, the political
system) defines the legitimacy of expression according to the society in which one lives.
If an individual has received a higher education, he is accorded latitude in acceptance of
“the highly valued ‘extra-curricular’ culture,” whereas someone without the high degrees
(high educational capital) would not be accorded the latitude or “derive prestige from
their excursions into ... [i]llegitimate extra-curricular culture” (Bourdieu Taste 25). This
aspect of culturally determined approbation perhaps explains, in part, the overwhelming
acceptance of Vysotsky as real. As an educated Russian and stage and screen actor,
Vysotsky had the educational capital to be accepted by the people. According to
recorded interviews, Vysotsky explained his ability to capture the imagination of the
people based on his abilities as an actor—he consciously performed his songs, his
characters, as though he were inside their lives (Terent’ev 149). This legitimacy and
authenticity placed him in almost diametrical opposition to the blues performers with
whom I compare him, because they were outsiders, not only be virtue of their color, but

also lack of education (for the most part), and subculture (Davis).

Although Vysotsky was an educated and prolific writer, his writings at first were
no more accepted by the established literary world of the Soviet Union, than the writings
of the blues masters are accepted by the Modern Language Association (MLA) in

America. The language that both Vysotsky and blues (and R&B) writers used, was not
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the approved, “parlor” language which schools and churches taught. The topics were not
in accordance with the Protestant Ethic: the men were drinking and not working; the
women were two-timing these same men; friends were bailing them out of jail (or coming
to visit them); their cars were broke down or dying. Two sides of the ocean, two
languages (or more), two different economic systems, but the people and their lives
echoed the same basic human reaction to suffering. Vysotsky took the topics of his songs
from the life that he observed in post-war Moscow, using, as he stated in an interview,

the language of the streets:

Mou pannue necHu MOXCHO KaK Y200HO HA3bI8AMb 080pO8Gble, bammuble, --HO 5
cuumaro, 4mo 2mo—mpaouyus 20po0CKO20 POMAHCA, KOMOPbIU CYUIecmeosan y
Hac, a nomom nodemy-mo ywei, ovln 3abvim. Hy 6éom, a kocoa s nauan nucamo
80M 8 IMUX MPAOUYUAX—20POOCKO20 pomaHca. To ecmb 9mo noumu ece20a—
00HA MOYHAS MbICTIb, NECHS 8 04UeHb-04eHb YNPOULeHHOLl, 8epHee, He 8
YIPOWEHHOU— NPOCMOMA XyxHce 60pOBCMBA " —a 68 008ePUMENIbHOL MAKOU

gopme pazeosopa, beceovl, 8 hopme pazeo080pHOLL peUll.

My early songs can be called whatever one likes—common, criminal—but I think
that it’s the tradition of urban ballads, which we used to have, but which then, for
some reason disappeared, and were forgotten.. And, then when I started writing, I
wrote in that very style—urban ballads. That is, almost always with just one
central idea, a very simplified song, or rather, not in a simplified —‘simplicity is
worse than larceny’—but, in the form of a kind of trusting, conversation, in the
form of colloquial speech” (Korkin 54).
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There are, naturally, differences between the topics of Vysotsky’s songs and the
topics of the American blues songs of the same period; but, these differences, in my
mind, do not outweigh the similarities. Because each genre is the product of its own
society, it reflects the differences in those societies. Those who wrote the earlier blues
songs were, for the most part, uneducated; the language was that of the common man.
Part of the earlier refusal of the 1umepamypnoe obwecmeso (“literary society”) to accept
the works of Vysotsky was because he used the language of the streets, not the
numepamypuoiii a3k (“literary language”™) of the established art form (Lazarski). The
sound of the blues was rarely smooth; the voices were often rough and scratchy,
transmitting the echoes of their pain and suffering. The creators of a later blues form, the
smoother rhythm and blues (R&B) of the mid-20th century, were more educated than
their predecessors; this change of status and education was reflected in the language of
the songs. This brief period from the early 1960s to the end of his life in early 1980
formed the time frame in which Vysotsky wrote and performed. Although his lyrics and
choice of topics frequently reflect his educated background, Vysotsky’s gravelly voice
expresses the same lack of refinement and pain in his songs, as can be heard in American

blues.

The topics of Vysotsky’s songs, as with the blues and bardic songs in many
countries, repeat themselves through the centuries and across the ocean. One such topic
is freedom. Du Bois wrote about “black bards” who recorded the Negro’s desire for

freedom in the 19th century:
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“Through fugitive slaves and irrepressible discussion this desire for freedom
seized the black millions still in bondage, and became their one ideal of life. The

black bards caught new notes, and sometimes even dared to sing. —

“O Freedom, O Freedom, O Freedom over me!
Before I’ll be a slave

I’1l be buried in my grave,

And go home to my Lord

And be free” (Johnson 345)

In the early 1970’s Joan Baez sang similar words (“Lincoln Freed Me Today [The

Slave]”) from the point of view of a freed slave immediately after the Civil War.

Been a slave most all my life,

So’s my kids and so’s my wife

I’ve been working on the Colonel’s farm
Ain’t been mistreated, ain’t done no harm
I’1l be a slave to my grave

No need of me being free (Patton).
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In a certain sense, this song is closer to those which Vysotsky created, since the singer
Joan Baez is a Native American, and the writer David Patton is Irish-American.

More than a century after slaves in the U.S sang of their desire for freedom, and
what they would be willing to do for it, Vysotsky, in a different language still, in 1970,
sang about a similar desire for freedom within the confines of Soviet life, and wondered

what he would do with it:

B 3emnto opocaiime 3épna, --
Mooicem, nosgsames 6cxo0ul.
Jlaowo, s 6y0y nokopHvim,

atime stce mue c80600y.

Jlunu na 3emiaro 600y --
Hemy xonocves, uyoo!..

MHne euepa oanu c60600y.

Ymo 5 ¢ nett oenamo 6y0y?

Into the ground, scatter some seeds—
Maybe, some shoots will grow.
Alright, I’ll be a good man,

Just give me my freedom.
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They watered the soil—
But no crop came up, what a shock!
Yesterday, they gave me freedom,

What will I do with it? (Lvov and Sumerkin 75)

These short examples reflect similar folk expressions of a yearning for freedom,
although only one—the first as quoted by DuBois—would normally be accepted as
authentic, if one accepts the narrow criterion of life as a slave as the only basis of
authenticity. But Soviet citizens, living within the constraints of internal passports, the
KGB, closed cities and the aumucosemckuii cosemckuii corw3z (“anti-Soviet Soviet
Union”) often did not feel free (Voinovich). Vladimir Voinovich was among many
Soviet citizens who emigrated and wrote about the lack of freedom; Vladimir Vysotsky

remained and sang about the joys, paradoxes and life within the system.
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Chapter Four: Conclusion

For foreign language teachers, the ultimate context for language learning is the
culture which gives rise to the foreign language which they teach. This cultural milieu
informs all the contextual choices available to students: which words, how they are used,
with whom, pragmatic choices, social networks available, et al. The language, as
Vereshchagin and Kostomarov so eloquently stated, reflects and expresses every
phenomenon, concept, or product currently active in the culture, and there is nothing in
the culture which can not be expressed by the language in use (14). For this reason alone,
culture is central to language.

Fortunately for the students of Russian, Vladimir Vysotsky produced hundreds of
songs, each a contextually complete discourse, covering many areas of Russian everyday
life and culture. As our 3ex (“prisoner”) enthused, Vysotsky told the story of their lives
and his songs and poems matured and grew in scope right along with his listeners. As
Novikov wrote, «/60 206opumb o Bvicoykom—3nauum neuzbexcHo 2080pumv o HAC
camux.» (“For to speak of Vysotsky—means to unavoidably talk about ourselves”)
("Zhivoi" 188). Vysotsky himself explained that, as he grew older and read and
experienced more, he began to incorporate more of his personal insight, growth and
thoughts into his songs and poems (Terent'ev 155). This wealth of material produced
over a period of little more than 20 years (1957-1980) provides a kaleidoscope of Russian
life and the people’s reactions to the events of that life, and provides students with
examples of the appropriate language for the contexts. (See Appendix Five: Selected

Songs By Vysotsky)

143



As an actor and singer, Vysotsky observed the people and events, recorded these
observations, and turned them into poems and songs about the world around him. The
role of the singer/songwriter is somehow outside the society, but not fully etic; he must
be able to understand, and yet be distant enough to see more clearly. For his genius to be
realized, it requires more than an ability to write; the writer must be able to see and
interpret actions and words of the culture without the emotional distortion of out-of-
control emotions. Vysotsky, with his distance from people as a star (travels abroad,
Mercedes-Benz, French actress wife), and yet his reputed foibles and shortcomings
(drinking and drugs) which made him seem more like the common folk, occupied a
special place in the mind of the people (Bibershtein). At the same time, he was just like
them, and yet more free than they were—as though the protagonist of his song «Oxoma
Ha sonxosy (“Wolf Hunt”) had been personified. By simply existing, he gave them hope,
that the relative freedom that he enjoyed could also be theirs. Although the line of
inquiry is not developed here, the government’s acquiescence in Vysotsky’s somewhat
more harmless rebellion, could have served as a safety valve within the system to avert
open dissent. This pacifying role of some protest music does not have to be unique to
one society, and can provide insights into the role of the music in society and
government’s reaction to it and can serve as another affective link for language students.

In the US, the 1960s is depicted as a dynamic, almost revolutionary period in the
history of the nation. Although the Soviets did not, at the time, claim similar social
upheavals and developments, a connection can be drawn from the collocation in time of
the US protest singers and the Soviet bards, who came to prominence in the same period
in the Soviet Union. Foremost among these bards was Vysotsky. Emigré Russians often

talk about the role which the music of Vysotsky played in their accommodations with the
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everyday constraints of life under the Soviet system. His music allowed them to cope,

understanding that they were not alone in misery.

LIMITATIONS

Although they are separated by almost half a century, I detect commonalities
between the lives and output of today’s rapper-actors and Vysotsky, which can also serve
as an affective draw for students. The direction of fame is different as is the source of
fame and official recognition. However, I do not see these as barriers between two
modes of vocal expressions, but rather two sides of the same need. For Vysotsky, the
acting was officially sanctioned and culturally accepted, while the initial songs and fame
developed almost as though in a parallel track and were 6aamnwvie. For today’s rappers,
songs are the source of fame and legitimacy in certain subcultures. When the rap and
hip-hop songs were adopted outside the confines of so-called lower subcultures, the
ensuing fame then propelled them into acting. The life cycles of artistic productive lives
are almost mirror images. It may be that within each society (language) the acting and
singing (both genres of vocal expression) fulfill the same or similar needs. Building a
culture unit based on these cultural similarities, pointing out similarities between
Vysotsky, Gil Scott-Heron (sometimes called the “Father of Rap”), Will Smith, Ice T,
Snoop Dogg, and others who performed in multiple genres, can be a focus for students to
explore more in depth the world inhabited by Vysotsky’s characters.

Probably the most controversial interpretation presented here is that of classifying
Vysotsky as a blues performer. The role of bard, providing catharsis for the pain and
suffering of the people, is quintessentially that of the bluesman in the USA. I have
consciously avoided the comparison of Vysotsky with other popular performers like Bob

Dylan, Johnny Cash, Tom Waits, et al. Although the topics of blues, country, folk (even
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opera) are basically all the same—Ilove, murder, betrayal—I have eliminated from
analysis the works of those performers who had more life options.

By virtue of their obvious racial characteristics, Blacks were unable to get an
education, change their manner of speech (to hide evidence of social origins), move into
another community and simply blend into that community. Nina Simone perhaps paints

this quandary most clearly in her song, “Mississippi Goddam,” where she wails,

Yes you lied to me all these years
You told me to wash and clean my ears
And talk real fine just like a lady

And you'd stop calling me Sister Sady. ...

You don't have to live next to me

Just give me my equality (Simone).

For Blacks in the US, the lack of education and refinement were used as justification for
unequal treatment. On the other hand, Whites could acquire education, change speech
patterns, and become part of the “melting pot” of America. They could choose to hide
their origins, and thus escape the restrictions imposed on members of their group. After
generations of miscegenation, there were also Blacks who moved and “passed” as White,
but these were a definite minority, and these Blacks did not write the blues because they
ceased to be identified with Black society and the sense of racial identity which gave
birth to the blues (Rose 47; Myrdal 13; Oliver 97). I have, thus, eliminated from

consideration what I term selective, or voluntary alienation, when the individuals can

146



move and escape the conditions which foster alienation. I am not examining the internal
mechanisms of alienation (too much material and too broad a scope), but only the clearly
visible signs of membership in an alienated or powerless group.

The Black blues singers—by virtue of their obvious ethnic and racial
characteristics—were not free to opt out of membership in the class of the powerless. In
a similar way, the constraints of the Soviet-controlled state—with internal passports,
constrained movement and life choices—lacked the freedom of their white-skinned
counterparts in the USA, who could move down the road and adopt a new identity
leaving the old powerless state behind. The origins of the White country singer could be
shed volitionally—unlike the skin color of the Black or the Iron Curtain of the Soviet
citizen. For this reason, in addition to the need to narrow the scope of inquiry, I have
eliminated the products of country and folk music although I admit that similarities exists
and are worthy of further study.

I also consciously avoid the higher registers of language or high culture, although
the poetry and songs of Vysotsky have been adopted into those realms after his death.
But, his language—for all it’s depth and philosophical complexity—is still
conversational; and people forget that Shakespeare’s English was conversational, and
even at times vulgar, when he wrote his plays (Partridge). The applicability of
Vysotsky’s lexicon to everyday life is one of the added benefits of using his songs and
poems. The story lines are engaging, the lyrics enticing, and mnemonically accessible;
these characteristics are the earmarks of language material which students willingly
return to on their own, without prodding from teachers. Vysotsky often commented that
the seeming simplicity of his lyrics were deceptive because they were not necessarily
easy to write, but were intended to be easily memorable and to remain with the listener,

and somehow lighten his load:
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He cmomps na kasxcywyroca npocmomy, Ha 1e2K0 3anOMUHAIOWUECs MeLoOUuU (5
cuumaro, 4mo 3mMo—omauyue a8MopcKoll NECHU),--OHU 8Ce-MAKU OOJIHCHbL ObIMb
C80€00Pa3HbLIMU 0151 KAXHCOOU NECHU, 01 Kaxic002o mexkcma. ... Mue kascemcs,
YUMo OHA NOMO2AEM—OMMO20, YMO J1e2KO 3aNOMUHAEMCA—NEePeHOCUMb KaKue-

Mo Heg3200bl—6ce20a ‘énezaem 6 Oyuly’, omeeuaem Ha cmpoeHuro.

In spite of the seeming simplicity, of the easily memorable melodies (I consider
this a distinction of bardic songs), they must , nevertheless, be, unique for every
song, for every text. ... It seems to me, that it [bardic song] helps—that it is easy
to remember—one endure certain misfortunes, that it always “creeps into the

soul,” responds to one’s mood (Korkin 36-37).

Blues is considered a black form of expression. In the same way, the songs of
Vladimir Vysotsky enjoy a similar status among Russians. Both modes of expression are
accorded authenticity based on the people’s acceptance. Once you eliminate the skin
color and the language, the human response to unwarranted suffering by the powerless is
often to sing. Thus, singers like Gil Scott-Heron, John Anderson and Vladimir Vysotsky
answered the same need of a people to be heard. However, to be the voice of a people,
one must be part of the organism, or at least be perceived as such.

Authenticity of genre is based on people’s willingness to accept—recognition of,
or sense of “Yeah, I’d do that,” or “Yeah, that’s just the way it is!” The reaction of the

listeners is to the vocal music, rather than the positioning of the singer within the
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society—but, only within limits. Totally uyoacou (“alien”) would probably not be
accepted; e.g., a White trying to sing blues about being Black in the US, or a non-local
singing about the experience of living in USSR. In the US, the song “Strange Fruit”
(about the lynching of Negroes in the South) acquired legitimacy through acceptance, not
through the source. Many Blacks still believe that a Black, specifically Billie Holiday,
wrote the song. Holiday was the first to perform and record “Strange Fruit”
professionally, but a Jewish schoolteacher, Abel Meeropol, from New York wrote it in
response to a photograph of a lynching (Allan). Similarly, Vysotsky’s songs gained
legitimacy because the Soviet people accepted them as authentic. He was frequently
asked if he had worked as a miner, been a soldier, lived through WWII, etc. The listeners
themselves awarded Vysotsky the accolade of authenticity, by assuming that he had
experienced the lives he sang about; but he was only creating external dialogues, creating
the speech of others.

In a sense, all speech is reported speech. That is because any utterance, when

analyzed in depth in its social context,

...reveals to us many half-concealed or completely concealed words of others
with varying degrees of foreignness. Therefore, the utterance appears to be
furrowed with distant and barely audible echoes of changes of speech subjects and
dialogic overtones, greatly weakened boundaries that are completely permeable to

the author’s expression (Emerson and Holquist 93).

The use of words in the blues and bardic songs — that sense of legitimacy awarded

to the singer have everything to do with dialogue. Bakhtin has basically defined this
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characteristic of the word as that words are never monologic, but are always dialogic. In
every utterance, there is a conceptualization of the Other as the voice of authority, the
assumed collocutor, the adversary, or even the voice of reason. It is to this Other that any
utterance is directed, and for whose comprehension the words are chosen. For the most
part, people do this unconsciously in their native language; one has only to compare the
different ways of speaking to a five-year old and to a policeman. Morris and Emerson
further distinguish a second level of Bakhtinian dialogue, which goes beyond the dialogic
points of view. This is second a sense of dialogism “...in which the very same words
may be spoken but we want the listener to hear them with quotation marks. For example,
a speaker may be alluding ironically to what someone else, known to both speaker and
listener, might say on the topic” (Morson and Emerson 146). In writing his songs,
Vysotsky made use of language in the second sense of Bakhtin’s dialogue. The
authenticity of his songs comes from the sense that Russians have that they do share these
“common acquaintances”—characters from the life, culture, and history of their
country—which are brought to life in Vysotsky’s songs.

Teacher-speak, that slowed-down language for classroom use, prepares students
for a certain register of Russian, but does not prepare them for the speed or use of non-
standard language. The texts of Vysotsky’s songs, and his frequent monologue
introductions, actual conversations with his audience, all combine to provide a
kaleidoscope of linguistic material for our students to enjoy.

With the ready availability of lyrics to the songs, students can take charge of their
own language competence and verify their comprehension of the songs. [ vividly
remember my own joy, when I would understand the parts of a song, check the written
lyrics and find that I had been correct. Numerous students have also approached me

outside of class, after listening to songs by Vysotsky, wanting to verify that their
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comprehension was correct. They would actively search out lyrics on the Internet,
download copies of Vysotsky songs to their iPods, watch video clips on You-Tube. They
took charge of their own learning, and were just as pleased as I had been to know that
their listening comprehension was improving. The more they understood, the more they
listened. This is not empirical research, and any research is this area would have to be a
longitudinal study, the logistics of which are staggering. Since listening is so central to
language competence, and considering the interdependence of language skills, any
increase in listening ability, which is predicated on increased motivation, which can result
in increased Time-on-Task, should be reflected in an overall increase in language
competence.

Although some small portion of this work is intended for the language classroom,
we must not forget that researchers have already acknowledged that the classroom
exposure is not sufficient to produce students who achieve levels much above the ACTFL
Intermediate level (Ritkin). Study abroad and Immersion programs can and have filled
the gap in providing increased language use. However, in spite of the scholarships and
funding opportunities available, not all students can take advantage of them. For many
students, the difference between the scholarships and actual costs are prohibitive; for
others, work or family responsibilities may not allow them to take advantage of the
programs which take them away from their home base. This inability to travel to the
foreign country or immerse oneself in an isolated environment should not prevent the

motivated students from taking advantage of resources available.
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ADDITONAL APPLICATIONS

Although the central focus of this dissertation is on using the music of Vysotsky
in and outside the Russian language classroom, this approach can be broadened to include
the use of music and film from different artists, genres and cultures. For those teachers
and students of Russian who prefer a gentler, smoother sound than that of Vysotsky, there
is the bard Bulat Okudzhava, who produced numerous albums. In Russian, since the fall
of the Soviet Union, there has been a steady increase in the growth of younger bards who
sing in the style, called shanson. This new style is alternately depicted as a descendent of
the earlier bardic songs represented by Vysotsky and his generation, or as a new style of
hip-hop, more attuned to gangster rap (Gordon; Kishkovsky). There are musical artists
representing various sub-groups such as rock, grunge, hip-hop, country, etc., which can

almost all be introduced to students to further their involvement with the L2 culture.

These applications can be divided further by language and culture or even by sub-
cultures within one specific language. Within each language group are different genres
of vocal music which appeal to different students. If we eliminate the need as teachers to
control the students and their learning, introduction to the different genres of music in the
L2 culture, including the non-sanctioned ones, can lead students to increase their personal
involvement in their own learning.

An additional application of popular music in the L2 setting would be more
personality-driven. Singers like Jacques Brel could be used for French; Cesaria Evora,
for Portuguese language, colonial studies or Diaspora Studies; American anti-war songs

from the 1960s to the present could be used in support of classes on the history of protest
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or political action. These are only a few of the possible additional uses for authentic
vocal music in and outside the foreign-language classroom with the ready availability of
electronic resources; the applications are limited only by the teachers’ imagination and

the students’ enthusiasm.

IMPLICATIONS FOR FURTHER RESEARCH

This dissertation is not directed toward designing a course or complete syllabus;
the primary focus will be on acquainting students with the cultural dimension of
Vysotsky’s work. Since the responsibility for achieving the goals of increasing listening
and cultural competence remains with the students, very little of the work is to be done in
the classroom. The lessons presented here are models (examples) of what can be done
with the music of Vysotsky in the classroom. Although, I present only one lesson for
each song in this dissertation, there are multiple levels and multiple layers of application
in each song. Teachers can select different songs to introduce students to the music of
Vysotsky, and students can take charge from there. The objective is not to produce an
entire course using the music of Vysotsky as the foundation texts, but to use the breadth
of subject matter available in authentic texts as supplementary material in the classroom
and as enticements to encourage students to take charge of their own learning.

Listening for gist is frequently presented as the primary purpose of listening tasks
in the classroom. For this approach, comprehension of the entire text (poem/song) is not
necessarily the goal. Familiarization with the sounds, pronunciation of rapid speech, the
distinction of phonological units should be the ultimate goal; but, simple enjoyment and
the willingness to be engaged with the language may be sufficient. Except for a few

researchers, the focus is still on the speaking side of phonology, with emphasis squarely
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placed on oral production, not on the listening side. One overlooked, but omnipresent
dimension of listening in the L2 is listening for pleasure.

Since part of the justification for using vocal music in language learning is its
effect in lowering affective filters and decreasing the stress levels of students, no
evaluative instruments have been directly linked to the music itself. The texts help
provide the necessary cultural and linguistic knowledge to help students better understand
the context in which linguistic units appear and are used. Different teachers may choose
to create evaluative instruments for their own purposes. 1 use a method of quick,
seemingly casual mini-discussions to review songs presented; these discussions should
last approximately five minutes, just long enough for rehearsal in STM, but not long
enough to become stale. This short time period, without the added pressure to perform in
the L2, allows students to review recently acquired knowledge, or as learning tools only,
so that students can track their own progress and comprehension. Grades should be

associated with other elements of the course syllabus.

Although the major work load for language improvement remains with the
student, some introduction to the works of Vysotsky must be provided by the teacher. To
that end, Appendix Four contains several lesson plans. These plans run the gamut from
metacognitive strategy training, simple pronunciation familiarization, to grammatical
structures, cultural, political, historical comparisons. Lesson 1 is a cultural
familiarization lesson. It is intended to familiarize students with the concept that cultural
knowledge, especially word meaning, is more than surface deep. It can be used at any
time, but is intended as a novice-level activity—one which does not rely upon linguistic
knowledge of the L2, but raises the students’ awareness of non-judgmental cultural

differences. Lesson 2 is also a novice-level lesson. This lesson can be divided into two
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segments, or presented as a handout with minimal elaboration. The goal of Lesson 2 is to
help students distinguish two phonologically similar, but functionally distinct elements in
Russian. Lesson 3 is an old-fashioned grammar review lesson set to music, in which
students practice recognizing the forms of Dative case nouns, pronouns and adjectives.
Lesson 4, which utilizes the song «/lyxomopwss 6orvue nemy (“Lukomor’ia Is Gone”),
can be used in support of lessons on fairy tales in Russian, literature and Pushkin, dissent
in the Soviet Union, et al. For Lesson 5, I present the song «/[atime cobaxam msaca»
(“Give the Dogs Some Meat”) as the basis of a lesson on grammar and Dative case usage.
It could as easily be used to start a discussion of serfdom, freedom, or Russian history.
Because the song itself is relatively short, the diction clear and slow, it is an excellent
choice for students who have little experience listening to authentic Russian.

Long has pointed out one of the major drawbacks of using authentic material:

Both genuine (so-called authentic) texts and the most popular alternative,
linguistically simplified ones, suffer from serious disadvantages as data for
language learning. Except when used at very advanced levels, genuine texts
(originally spoken or written by and for native speakers, not intended for language
teaching) impede learning by confronting learners with large amounts of unknown
language (new vocabulary, complex syntax, etc.) without compensatory devices
to facilitate comprehension. They present too dense a linguistic target, due to the

lack of redundancy (130)

Vocal music compensates for this lack of redundancy, and can be enjoyed by students

without full comprehension—unlike a two-part conversation which demands
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participation. Long advocates the use of elaboration as a remedy for this lack of
redundancy in authentic mateiral. Neither Long’s elaboration nor Rifkin’s call to
participation in immersion programs addresses the underlying problems of Time-on-Task

and motivation. The students’ willingness to listen to music can answer this problem.

With the music, books, films (both artistic and documentary), Internet resources
all devoted to or commenting on the life and art of Vladimir Vysotsky, motivated
students can carry the Russian-language world around with them. The multimodal
sources which invite repetition capture the element of language training which we as
teachers have been unable to control. As publicists and advertisers have long known,
attractive packaging can sell almost anything. Whether we call it “metacognitive strategy
training,” “tricks of the trade,” a “tool-chest for language learning,” or «Pycckuii a3zvix
ona waunuxosy (“Russian for Dummies”), we as Russian language teachers must package
our product for consumers—and convince them to buy in to it. For Russian language
learning, the artistic output of Vladimir Vysotsky is a package of contextually and
culturally relevant authentic language material. Vysotsky managed to combine both the
elements of common and high culture in his songs in packaging suitable and pleasurable

for use by motivated language learners.
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Appendix One: Metacognitive Strategy Handout

Jones’ Joggers

1. It ain’t all together.

Y MeHs MoXke ManbTo, Kak y TeOst.  [To xe]

2.1t ain’t all separate.

OH nonpomiaics 1 yexai Ha Bcerjia. [HaBcerna|

3.I1f it don’t make sense, they didn’t say it.

OH 3akpenu 1 00JIbIlIe HA OJIHOTO CJIOBA HE TOBOPHIL. [3axpHIIe]

4. A closed mind = A bad translation

A Gentle Reminder: Don’t let yourself get stuck in a rut with the first “meaning” that
comes to mind, or the only one in your dual-language dictionary!
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Appendix Two: “Go” What?! (How Many Meanings Can There Be?)

This handout is not for memorization, but is a gentle reminder. When learning a new
language, don’t forget the lessons learned from your native language. Don’t let yourself
get stuck in a rut with the first “meaning” that comes to mind, or the only one in your
dual-language dictionary. As the short and simple word “go” shows, you must be open to
other possibilities. That’s the fun of language learning. (Just to tickle your fancy, I've
included the same word in Russian on the back of this handout.) Enjoy!

go' (go) v. went (went), gone (gon, gon), go-ing, goes (goz) —intr. 1. To move or travel;
proceed: will go by bus,; went from door to door. 2. To move away from a place; depart:
Go before I cry. 3a. To pursue a certain course: go through diplomatic channels, b. To
resort to another, as for aid. 4a. To extend between two points or in a certain direction;
run: curtains that go from the ceiling to the floor, b. To give entry; lead: a stairway that
goes to the attic. 5. To function properly: The car won't go. 6a. To have currency. b. To
pass from one person to another; circulate: Wild rumors were going around the office. 7.
To pass as the result of a sale: The gold watch went to the highest bidder. 8. Informal
Used as an intensifier when joined by and to a coordinate verb: She went and
complained. 9. Used in the progressive tense with an in-finitive to indicate future intent
or expectation: / am going to read. 10a. To continue to be in a certain condition or
continue an activity: go barefoot, b. To come to be in a certain condition: go mad. ¢. To
continue to be in effect or operation: a lease with one year to go. d. To carry out an
action to a certain point or extent: went to great expense. 11. To be called; be known:
He goes by Billy. 12a. To be customarily located; to belong: The fork goes to the left of
the plate. b. To be capable of entering or fitting: Witt the suitcase go in the trunk? 13a.
To pass into someone's possession: Her estate went to her niece. b. To be allotted: How
much of your salary goes for rent? 14. To be a contributing factor: It goes to show us how
much can be done. 15a. To have a particular form: as the saying goes. b. To be such, by
and large: well behaved, as dogs go. 16a. To extend in time: The house goes back to the
1800s. b. To pass by; elapse. 17a. To be used up. b. To be discarded or abolished: A4/l
luxuries will have to go. 18a. To become weak; fail: Hi shearing has started to go. b. To
come apart; break up: The dam is about to go. 19. To cease living; die. 20a. To happen or
develop; fare: How are things going? b. To have a successful outcome. 21. To be
suitable or appropriate as an accessory or accompaniment. 22a. To have authority:
Whatever I say, goes. b. To be valid, acceptable, or adequate. 23. Informal To excrete
waste from the bladder or bowels. 24. Informal To begin an act: Here goes! ... (Am.

Heritage)
..and it goes on and on.
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And, now, for the Russian verb, idti (“go”); the same thing goes:

HUATHU, uny, npéup; mwen, nuia, 1uio; méﬂmnﬁ; uas u (paze.) I/i,[[y‘lI/I; Hee. 1. JIBurarhes,
nepeaBuraTtbes, crymas Horamu. M. newkom. Kowv wén ecneo 3a xosaumnom. 2.
JlBuratbes, mepeMemaTbCsi B MpocTpaHcTBe. [loe30 uoém. [py3z uoém mopem
(mocTaBisieTCs MO MOPIO). || [TepemeniaTbcsi Maccoi, TOTOKOM, BepeHuULlel U T. . Obiaka
uoym. Hoém kocax pwibwvl. 3. OTHpaBIATbCS, HANPABIATHCS Kyla-l. M. na npo2ynxy. .
Ha BOUH). || OO0 oTmnpaBiIeHUN TPAHCTIOPTHOTO CPEICTBA. DeKmpuuka uoém 8 noideHs.
4. CnenoBarb, JBHUTaThCS B KAaKOM-JI. HAIMpaBICHUU NJS JOCTIDKEHUS uero-i. /. x
HameyeHHOU yenu. Bceeoa u enepéo. HU. no nymu mexnuueckozo npoepecca. Bcé uoém k
ayyuemy. 5. moavko 3 1. IlepeMeniatrbes, ABUraThesl, OyAy4Hd HampaBlIE€HHBIM KyAa-i., C
KaKo#-JI. nenbto. Ilucoma uoym o6vicmpo. JJokymenmol u0ym Ha NOONUCL K Oupekmopy. B
KOMUCCUIO UV NPEOIONCEHUSL. || JlocTaBnsiThCS, MOCTYNAaTh OTKyZa-l., Kyda-i.
Jlpesecuna uoém na gabpuxu. 6. (ce. moiitn) IlpHcTymnaTh K KaKUM-I. ACHCTBHSM,
BCTYyNAaTh KyJaa-Jil., CTAHOBUTBHCI KeM-J. M. 6 yuenuxu cmoasapa. U ¢ nayxy. Pewun u.
yuumuvcsi Ha undcenepa. M. ¢ uncmumym. M. oobposonvyem 6 apmuto. 7. Iloctynarthb
no00HO KOMYy-J., CleAoBaTh KOMY-I. B uéM-l. /. 3a ceoum HacmagHuxom. 8.
[loctynatse, AeiicTBOBaTh KakuM-J1. 00pa3oM. . nanepexop eone pooumenet. H. npomus
muenus 6onvuwuncmea. 9. monvko 3 1. Tpubmmkatecs, nossasTees. Con ne uoém. ||
Hansuratscs, Hactynates. Moém eposa. Moém eéecna. Moém nosas 6eda—onudemus. 10.
monvko 3 1. BTk B NeHCTBUM, EHCTBOBaTh, paboTaTh (0 MeXaHH3MeE, MalluHe). Yacwl
uoym mouno. Mawuna wna ma xonocmom xody. 11. moaexko 3 n. Ilagath, auTh (00
ocankax). Cuee, 00xcob uoém. 12. monvko 3n. VMeTh MecTO, NPOUCXOIUTH,
coBepmiarbes. Ilepecosopvr uoym k kowyy. Hoym nacmynamenvHvlie oOou. Hoym
ecmynumenvHbvle 9K3amenvl. Jleno uoém kK pazeasky. Peuv uoém o Hoeoll kHuce.
"HpOTeKaTb, MIPOXOJUTh. Bpems uoém 6wvicmpo. || Jlnutees, mponoikarbes. Moém
08YXMBbICAUHBIU 200. || beiTh B KakoM-1I. Bo3pacte. PeOéuky wén namvlil 200, K020a
cembs nepeexana 6 2opod. 13. VcnionHaTbes, cTaBUTHCS (0 Ibece, CrieKTakie, Gpuibme). B
meampe uoém Hosas nveca. 14. monvko 3 a. Ilponeratb, ObITH PACIIONOXEHHBIM IIIE-II.,
KaKUM-JI. 00pa3oM; mpoctuparscs. [lpam uoém uepes 6cio wéxy. [Jopoea uoém nonem,

énus k pexe ... | Bectu kyma-m., Beixomuth (0 mBepu, BXome). 15. momwko 3 1.
Brinensitecs, UCXOOUTHh OTKYJIa-JI., PacHpOCTpaHAThCA. M3 mpyovl uoém Ovim. HMoym
CAYXU O HOBbIX HAZHAYEHUAX. ... || Boinenstees, Teub. M3 pamvi uoém Kpogw. ||

[Moctynate, mogaBaThcs. ... Boda uoém no mpyoam. 16. Jlenats xon B urpe (B mraxmarax,
Kkaptax). 17. monvko 3 1. (0b6viuno ¢ obcmosam.). Ilomydarbes, JaAUTHCS, CIIOPUTHCS.
Paboma ne uoém. Penemuyuu uoym msoiceno. Topeosns uoém xopouto.....(Bol'shoi)

The American Heritage College Dictionary. 4th ed. Boston, 2002.
Bol’shoi tolkovyi slovar’ russkogo iazyka. Saint Petersburg: Norint Publishing, 1998.
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Appendix Three: Some URLSs Associated with Vladimir Vysotsky

Listed below are some of the most stable, long-serving sites associated with the creative
works of Vladimir Vysotsky. These sites do not include the links which are created
through YouTube or other personal sites, the quantity of which are increasing daily.

1.

http://www.visotsky.cea.ru/ --Gosudarstvennyi kul’turnyi tsentr-muzei V. S.

Vysotskogo (“The State Cultural Center-Museum of V. S. Vysotsky): The
official site of the Vysotsky museum in Moscow. Includes information about
conferences, almanacs of past events, contact information for museum, and a
summary of their past and current work. In Russian only.

http://www.kulichki.com/vv/ (or http://www.kulichki.com/vv/eng/ ) --The self-

proclaimed “official site” is available in both Russian and English versions
(toggle). The site includes biography, lyrics, photographs, excerpts from
Vysotsky in his signature role as Hamlet, plus “more than 20 hours” of audio.

http://www.museprints.com/vysotsky.html -- A personal web site of Eugenia

Weinstein, containing original Russian lyrics, translations into English of selected
songs, and audio fragments of translated songs.

http://launch.groups.yahoo.com/group/vladimirvysotsky/ --an English-language

fan group for admirers of Vysotsky. Questions and on-line interaction.

http://vysotsky.km.ru/rus/page/index.html -- A searchable database, which

includes various chat rooms, and answers to the when, where, and who related to
the life or art of Vysotsky. In Russian only.
http://zhurnal.lib.ru/a/alec_v/vysotsky.shtml -- Collection of poems (songs)

translated by Alec Vagapov. Unfortunately, no Russian; but a variety of songs,
especially useful for those who want to get the sense of the songs they’re listening
to in Russian.

http://www.ruslania.com/language-1/context-161/entity-6/details-152321.html --

Commercial site; source of sheet music and songbook.
http://www.ruskniga.com/default.asp -- Commercial site; source of CDs, DVDs,
books.
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9. http://www.ozon.ru/ -- Russian site; since 1998, thirty-four new publications of

books on the life and works of Vysotsky are listed on this site; as of Oct 2007,

electronic media cannot be shipped to USA.

10. http://v-vysotsky.narod.ru/ -- Russian site; active since 2000, among Rambler Top
100 sites; articles, reminiscences; indices of recordings, appearances; links to
other sites dedicated to Vysotsky on the Internet; photo gallery; forum; lyric and

poems

And, just a few general Russian language search sites:

11. http://www.yandex.ru/ - or http://www.rambler.ru/ -- Russian search engines

similar to Google or Yahoo, with similar capabilities, including access to dual-
language dictionaries.

12. http://www.gramota.ru/ -- **For advanced learners who want to explore and

expand their linguistic abilities.
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Appendix Four: Classroom Applications of Works byVysotsky

Included are the following lesson plans:

Lesson 1: Cultural Awareness Lesson

Lesson 2: Pronunciation Practice--(Distinguishing Similar Sounds)
Lesson 3: Grammar-- Dative Plural, Nouns & Adjectives

Lesson 4: Literature-- «JlykoMOpbst OOJIbIIIE HET»

Lesson 5: Social Problems-- Imprisonment
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Lesson 1: Cultural Awareness Lesson

Cultural Literacy, or It Ain’t all Clear

S b

Discussion—Part I:

1. Does anyone know what these are?

2. What’s wrong with this picture?

3. These are MmaTpémku / matreshki, the Russian stacking dolls familiar to most.
Since the fall of the Soviet Union in 1991, there has been a steady increase in the
production of matreshki with commercial appeal for people from other countries
and other cultures.

Symbols: “Texas Longhorns”; burnt-orange uniforms; “Horns” on the helmet. Numbers
on uniforms?

Discussion—Part II: Yalinuk .
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1. You know the word gaii (“tea”). What about yaiinuk?

2. What if I give you the sentence, “Windows XP for
qaitauku’? Do we still have a teapot?

3. What about, .. .gaifinuxu on the road”?

Ana
COMHEBaMOL]HXCH

Fped Xapea
Ao feas

[ T

URL vehicle picture:
http://www.forum.wec.ru/uploads/post-14-1176966793.jpg

URL book:
http://www.ozon.ru/context/detail/id/2644298/
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Lesson 2: Pronunciation Practice (Distinguishing Similar Sounds)

Student level: Novice-

Pronunciation & Pronouns, Genitive/Accusative vs. Dative

Mens vs mue

Pre-listening Activity: Review of uses of the Accusative and Dative, and pronunciation
differences between the pronouns menia and mne.
Objectives: Students will practice listening effectively to distinguish the cluster /mn/ from the

syllable /men/ in the speech flow of Russian.

HeBecra (Vysotsky) Sweetheart

3a MeHs HeBecTa OTPBLAACT YCCTHO,
3a MeHs pe651Ta OTAaAyT HOJITH,
3a MeHs ApYyTUe OTIIOKOT BCC IECHU,

I/I, OBITH MOIKET, BBIIIBIOT 3a MCHS Bparu.

He narot MHE 60JIBIIIC MHTEPECHBIX KHIDKEK,
U mos rutapa — 6e3 CTpyHSI.
U Henb3s uHE BBILIE, U HEJB3S1 MHE HIKE,

U nenp3sa mue COJIHIA, U HCJIb34 JIYHBI.

MHe Helb3s Ha BOJIBIO — HE UMEIO IpaBa,
Mo>kHO UL OT ABEPpU 10 CTCHLI.
Mue Henb3s HaJICBO, MHC HEJIb3s HAIIpaBo,

Mo3KHO TOJIBEKO HEDA KYCOK, MOKHO TOJIbKO CHBI.

CHBI ITPO TO, KaK BBy, KaK 3aMOK MOI CHUMYT,

Kak motro rutapy otaanyr,
Kax meHst TaM BCTpeTsIT, KaKk MEHI OOHUMYT,

U kakue mecHU MHE CIIOIOT.

My girl will just cry for me sincerely.

My friends will pay off all my debts,

The others will sing long dirges for me,

And, just possibly, enemies will raise a glass.

They no longer give me interesting books,

And my guitar — it’s don’t have strings.

And I can’t go any higher, and I can’t go lower,
And I get no sun, and can’t have the moon.

I can’t go where I want — I don’t have the right,
Can only go from the door to the wall.

I can’t go left, and I can’t go right,

Maybe, I can have a piece of the sky, or only
dreams.

Dreams about how I’ll leave, how they’ll take away
the lock,
How they’ll give me back my guitar,

How they’ll meet me, how they’ll hug me,
And what kind of songs they’ll sing for me

Glossary
OTpBLIATH to sob, weep
HeBecTa sweetheart, fiancé
Bpar enemy

OTIEBATH/ OTHETh 3a KOro-JIH00

to read a funeral service, dirge

Ha BOJIIO

into the fresh air

CTpYyHa string
COH dream
necHst song
KYCOK piece
He0o sky
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Lesson 3: Grammar: Dative Plural, Nouns & Adjectives

“Haiime cooaxam maca” (“Give the Dogs Some Meat”)

(Vysotsky)

Student level: Novice-High to Intermediate-Low

Pre-listening Activity/ Advance organizers: Review the forms and usages of the

Dative case in Russian, paying special attention to differences and similarities between

adjectival and noun endings.

Jaiite cobakam msica —
[Iycth OHM mOzEpyTCA.
JlaliTe moXMeJIbHBIM KBaca,
ABOCH, OHU TIEPEOBIOTCSI.

Yro0 He KUpeTh BOPOHAM,
CraBbTe MOOOJIBIIIE TTyTAJ.
Y100kl 1I00UTH, BIIOOJIEHHEIM,
JlaiiTe yKPOMHBIHN YTOJI.

B 3emuto Gpocaiite 3€pHa, --
MosxeT, NosBATCSA BCXO/BI.
JlagHo, s Oymy TOKOPHBIM,
Jlaiite xe MHE CBOOOTY.

IIcam MsicHBIE OIIMETKHU
Janu, a ncel HE TOAPAIHCH.
Jlanu nesHUIIaM BOJIKH,

A OHU OTKa3allnuCh.

Jlrogu BOpPOH myraror,

A BOpOHBE He OouTcs.
[Tapsl coequusroTCA,

A um ObI pa3beTUHUTHCS.

Jlunu Ha 3emMiTt0 BOMy --
Herty konocbes, ayo!..
MHe BYepa ganu cBo0oIy.
Uro s ¢ Helt nenath Oyay?!

Give the dogs some meat

Let them go on and fight.

Give the hungover some kvass,
Perhaps, they'll be all right.

So that the crows don't get fat,
Put up a few more scarecrows.
So that the lovers can love,
Give them a secluded place.

Toss some seeds onto the ground,-
Maybe, some sprouts will show.
Alright, I'll be a good man,

Just give me my freedom.

They gave scraps of meat to the dogs,
But the dogs wouldn’t fight.

They gave the drunkards vodka,

But they turned it down.

People threaten the crows,

But, the crows aren't scared.
Couples get together,

When they’d be better off apart.

They poured water on the soil --
But, there's no crop, what a shock!
Yesterday, they gave me freedom,
What will I do with it?!
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Lesson 3: Grammar: Dative Plural, Nouns & Adjectives (cont.)

“Haiime cooaxam maca” (“Give the Dogs Some Meat”)

Post-Listening Activity: Listen to the song again and fill in the missing endings for the
nouns, adjectives or pronouns which you hear.

Jaiite cobak_____ msica —
[Tycth OHM mOnepyTCA.
JlaliTe moXMeNbH_____ KBaca,
ABOCH, OHU TIEPEOBIOTCA.

Yro0 HE KUPETh BOPOH____,
CraBbTe TOOOJIBIIE TTyTAIL.
UtoOk! M0OUTH, BIIOOJIEHH____,
JlaiiTe yKPOMHBIHN YTOJI.

B 3emuto Gpocaiite 3€pHa, --
Mo:keT, IOSABITCS BCXOMIHBI.
JlagHo, s Oymy TOKOPHBIM,
JlatiTe ke cBobomy.

IIc____ msicHbIe OIIMETKHU
Janu, a ncel HE TOAPAIHCH.
Jlanu nbstHUL_____ BOJIKH,
A OHU OTKa3aJIUCh.

Jlrogu BOpPOH myraror,

A BOpOHBE HEe OOHUTCH.
ITapel coenuusroTCs,

A ___ OBl pa3beAMHUTHCH.

Jlunu Ha 3emiTr0 BOLYy --
Hery konocbes, uyno!..
_____BYepa Jayu CBOOOY.
Uro s ¢ Helt genats Oyay?!
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Lesson 4: «JIykomopbsi 0osb1ie HeT» (“The Cove is Gone”)

Student level: Intermediate

Pre-listening Activity/ Advance organizers:
1. Give the title of the song—what did «Jlykomopbe» signify for Pushkin? For his
peers?
What does it signify in American culture?

2. Discuss with students their prior knowledge of:

a. fairy tales in Russian literary history, e.g., references in «Pycnan u JIronmuna» by
Pushkin;

b. paintings of Pushkin by Ai#iBazosckuii 1. K. (1817-1900) and Pertun 1. E. (1844-
1930). After discussion, give setting and brief history of the song, «JIykomopss Gosbiie

HET».

Pre-activity vocabulary and review:

JTYKOMOPBE cove, inlet, creek

(113 chain

VHATBCS (YUMHCB!, yiAMETCS, ) to cease, subside, quiet down

TOCKA melancholy, depression, yearning;

3aBOJAUTH MTECHb [here] to break into song

HEBeIOMBIii unfamiliar

MPOCTHITH to grow cold

KII00 backwards, undeveloped blockhead (slang
term, rude)

NMpHUCKa3Ka prelude

HEBUAHHbBIN mysterious, strange

CKa3Ka fairy tale, tale, story; fib

JpSHb rubbish, nonsense
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Activity: Listen to the song, and think about contrasts between Pushkin’s poem and

Vysotsky’s «JIykomopre». Discussion to follow listening, with examination of contrasts

and basis for contrasts.

Excerpt from Prologue to «Pycnan u
Jrommunay (“Ruslan and Ludmila™)
by A. S. Pushkin

Excerpt from «JIykomopbst Gosibiiie HET»
V. S. Vysotsky

VY nykoMopse 1y0 3enEHBIH;
3natas 1enb Ha Jy0e TOM:

N nHEM M HOUBIO KOT YUEHBIN
Bcé xonut no nenu Kpyrom;
Nnér nannpaBo—MeCHb 3aBOJUT,
HaneBo—cka3ky roBopur.

Tam guyneca: TaMm Jemmii OpouT,
Pycanka Ha BeTBSX CHJUT;

TaM Ha HEBCOOMBIX I[OpO)KKaX
Crnenbl HEBUJAHHBIX 3BEPEH;
N30ymika TaM Ha KypbUX HOXKKAX
Crowut 6ex OKOH, 0e3 JIBEpeii;

(Bogdanov)

JIykoMOpbs OOJIbIIIE HET,
Ot ny60OB IPOCTHLT U CIIE.
Jy6 rogurcst Ha mapkeT, —
Tak Benp HET:

Brixonnmm u3 u3061
310pOBEHHBIE JKIO00BI,
[TopyOusu Bce myObI

Ha rpoGsi!

Trl yiiMUCH, YUMHCB, TOCKA
VY mens B rpyau!

JTO0 TOJIBKO MPHUCKA3Ka,
Ckaska Briepenu!

N HeBUIAHHBIX 3BEpE,
Jn4un BCSKOW. — HETY eil:
ITonaexaro 3a Hel

Erepeit!

Tak yTo0. 3HAYUT, HE CEKPET:
JIykoMOpbs OOJIbIIIE HET.
Bcé,o yem mucan most —
Oro Open!

Trl yiiMHUCB, yIMHUCB, TOCKA.
[yiuy MHe He paHb...

Pa3 yx 310 npuckazka —
3HauMT, CKa3ka — JIPSHB!

Bogdanov, K. Ten Russian Poets. Trans. V. Korotkii. Moscow: Russian Language

Publishers, 1979.
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Lesson 5: Social Problems: Imprisonment

Student level: Intermediate

«Martb mos, naBaii peiaaTb» (“Mama mine, let her sob”)

Pre-listening Activity:
1. Discuss social and cultural place of prison, imprisonment in the cultural fabric of
Russia and USA—outcasts, the rebels as well as criminals.

2. Compare similarities of reaction: shifting of blame; the others are worse than I am (“I
don’t really belong here.”); but there’s still hope that I’ll get out of here alive.

Glossary

KII3 (kamepa mmpeBapMTEIBHOIO 3aKJIIOYEHHs ) preventive detention, holding cell
OCJaTh (IOILUTIO, MOMUIENb, ... MOILIIOT) to send, dispatch

OecmIaTHo free, for no pay

MTOChLTKA package

repenada parcel (especially to hospital or prison)
HE BUAATh KaK CBOMX yllei ~ never get to see X

pBEIATH to sob

raaaThb to guess, conjecture

Excerpt #1 -- shifting of blame

They sent me to Cummins, baby, down on Cummins Prison Farm, oh yeah.
Down there I started thinking.
I thought I’d tell you some of it in this song, and this is a part of it here.

Bcé mozagu — u KI13, u cyn, It’s all behind me now, both detention and the
trial,

W ipokypop, U 1axke CyIb1 C aJBOKATOM. And the Prosecutor, and even the judges and the
Defense.

Teneps s X1y, Tenepsb s Ky, Now I wait, just keep on waiting,

Kyna, kyaa MeHs OILTIOT, For where they’ll send me,

Kyna oot MeHs paboTaTh 3a OecIiaTHoO. Where they’ll send me to work for no pay.

Excerpt #2 — the others are worse than I am (or, I don’t belong here)
Hadn’t been there but one day, and I learned that you don’t break, no you don’t.

Hadn’t been down there but one day, and I learned that you don’t break, oh no,
Or you’ll wake up one morning and find yourself in an unmarked grave,
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Lesson 5: Social Problems: Imprisonment (cont)

J1o BOpKyTbI Uy T NOCBUIKHU J0JITO, Packages take a while to get to Vorkuta,
Jlo MaragaHa HECKOJIBKO CKOPEH. To Magadan, just a little bit quicker.

Ho Tam Benp Bce, HO TaM Beab BCE But, oh, the folks who are there,

Takue najisl, CyK, BOJKH, Such scoundrels, bastards, toughs:

MHe nepefad He BUIETh, KaK CBOUX YIIICH. I’ll never get my hands on a care package.

Excerpt #3 — there’s still hope

I’'m begging, I’ll be a good man if you only free me from this pen, oh yes I will.
I said, “Warden, I’ll be a good man if you only free me from this pen.

Said, the Warden looked me in the eye, said,

“Down here, son, we have a lot of good men.”

Marb MOSt — ONISITh PHLAATH, Mama mine — again she sobs,
OnsTe AymaTh U rajath, Again she has to ponder and wonder,
Kyna, kyna MeHsI IOIUTIOT. Where they’re gonna send me.
Marb MOt — KOHYal PHIAATH, Mama mine — stop your sobbing,
JlaBait nymaTp U rajarth, Let’s ponder and wonder,

Korna menst oOpatHo npuBe3yT! When they’re gonna bring me back.

“Cummins Prison Farm”
Performer: Calvin Leavy, from the Time-Life Series, Blues Guitar Masters, 1996.
Songwriter: Cole

«Martb Mos1, naBai peiate» (“Mama mine, let her sob”)

Vysotskii, Vladimir Semenovich (1938-1980). Sobranie Stikhov i pesen v trekh tomakh.
eds. Arkady An. Lvov and Alexander Sumerkin. New York: Russica Publishers,
Inc.,1988.

Post-Listening / Supplementary Reading:

If you are not quite ready to jump into the Russian web world of fIndex (www.yandex.ru)
or Rambler (www.rambler.ru), the following educational institution-based sites can lead
you to sources of more valid information on the history of prisons, GULAGsS, and the
underworld in the Soviet Union and in Russia:

a. Super Russian Resources, Professor Emeritus Jim Becker, UNI

http://www.uni.edu/becker/Russian2.html

b. Middlebury College,

http://community.middlebury.edu/~beyer/RT/frameindex/frame.shtml
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Lesson 5: Social Problems: Imprisonment (cont)

For more information on the American conditions which gave rise to the song “Cummins
Prison Farm,” see: Time Magazine article (Feb 09, 1968) about conditions at Cummins,
including torture, murder for hire, et al.

http://www.time.com/time/magazine/article/0.9171,844402.00.html

Cummins Prison Farm

I was born in Missouri, yes I was, ‘cross the line to Arkansas, oh yeah.
I didn’t have any money, so I got in trouble with the law.

And this is what they did.

Now listen.

Said they sent me to prison, down at Cummins Prison Farm,

Oh yes, they did, oh yeah.

They sent me to Cummins, baby, down on Cummins Prison Farm, oh yeah.
Down there I started thinking.

I thought I’d tell you some of it in this song, and this is a part of it here.
Listen.

Hadn’t been there but one day, and I learned that you don’t break, no you don’t.

Hadn’t been down there but one day, and I learned that you don’t break, oh no,

Or you’ll wake up one morning and find yourself in an unmarked grave, oh yes you will.
I’m gonna tell you about it like this.

Listen.

Listen.

I’'m begging, I’ll be a good man if you only free me from this pen, oh yes I will.
I said, “Warden, I’ll be a good man if you only free me from this pen.

Said, the Warden looked me in the eye, said,

“Down here, son, we have a lot of good men.”

Performer: Calvin Leavy, from the Time-Life Series, Blues Guitar Masters, 1996.
Songwriter: Cole
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Appendix Five: Selected Songs By Vysotsky

The following songs have been selected by the author and divided into three
groups according to rather gross standards to assist teachers or students in selecting songs
for an initial introduction to Vysotsky. The songs in each group are progressively more
linguistically complex and have greater culture-specific content. The lyrics both require
from the listener, and provide the listener with, more knowledge of the culture for full
appreciation. However, all the songs in each group can be enjoyed without full
comprehension, and still provide exposure to authentic spoken Russian.

Group 1 includes songs which I consider easiest for the beginning listener. Most
of these songs are earlier works by Vysotsky; the diction is clear, and there is very little
of Vysotsky’s noted shouting delivery to distort the words. These songs can be enjoyed
on a purely textual basis, although they are not without metaphors. With the aid of a
dual-language dictionary for most words, and on-line sources for slang and non-standard
lexicon, even beginning language learners can find the meaning and do a rough
translation for comprehension—if they desire, but it is not necessary for enjoyment.
Because in vocal song lyrics there is always use of repetition and of rhyme, students can
acquire the forms and correct pronunciation for essential phrasing in Russian through
recursive listening. These songs provide sufficient examples of well-constructed phrases
to help students recognize the correct subject-verb agreement, noun-adjective agreement,
word- and phrase-level placement of stress.

Group 2 includes songs which contain more figurative usage of language, more
cultural allusions, more complex grammatical constructions, and more colloquial usages.

This group of songs contains more culture-specific references than those in Group 1 and
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complete comprehension of the lyrics requires more than a cursory knowledge of Russian
society and history. The songs in Group 2 reflect the increasing importance of
philosophical and social topics in the lyrics of Vysotsky although some of these retain the
qualities of his earlier works, such as repetition and diction. Many of the phrases in these
songs have already become xpwiiamuie crosa (“catch phrases”) and are widely used in
mass media as well as in conversations. Acquaintance with such phrases and recognition
of the role played by such phrases in understanding the language and culture, and practice
through sing-along, may enable students to solve the not so simple problem of producing
these forms which are essential to language competence. For example, «Btopoe “S’»
and «Konu npuBepemmuBbie» are self-examinations of the personality of the writer.
«Btopoe “S’» is the alter ego, the dark self of Vysotsky, who must take the blame for all
misdeeds, while the enlightened s “reads Schiller without a dictionary.” «Oxota Ha
BosikoB» and «Konu npusepenuseie» are two of the most well-known and quintessential
reflections of Vysotsky and Russian culture; each song can form the basis for a culture
unit.

Group 3 includes songs which rely more heavily on the use of metaphor, literary
and historical references. The sound of the songs in this group is more strident, harsher,
and not so attuned to the American ear. Group 3 adds a deeper cultural and/or political
elemsent to the features present in Groups 1 and 2. These few songs are but a small

fraction of the creative output of one of Russia’s favorite bards.

Group 1 Group 2 Group 3
*baHbpka 1Mo 4épHOMY AHTHCEMUTBI banbka no 6enomy
Becénas nokoHuIKas Bropoe «I» Bonsimoit KaperHsiii
Jaiite cobakam msica Konu npuepennuseie bparckue moruisl
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ITecna o npyre

MockBa—Ogecca

Nuoxonenn

3a tex, kTro B MYPe

[Tecust Mukpodona

Kymnosna

*Jleusr Ha THO

IIncemo k npyry

Jlyxomopbs Oosibilie HET

Marsb Mo, JaBail pbIIaTh

VYT010BHBIN KOJIEKC

JIronqu 1 MaHEKEHEBI

MunuiencKui mpoTOKOI

Oxo0Ta Ha BOJIKOB

Paiickue s10710KHu

Mos npIragckas

CmoTpUHBI

ITosTam

S1 He mro0III0

Cracurte Hamu Ay

YépHoe 301010

Yro ciayuunock B Adpuke

Cnyxu

Uyxas kones

* Content complex, but slow clear diction
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