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Metathesis of ObstrUent Clusters- 1

Clare M; Silva

Obstrupnt metathesis an infrequently observed metathetical
process, and-it is 'accoutted for, less 'frequently than it is
observed. In this,paper I rill summarize the fewfdescriptions of
-obstruent metathesis which have come to Dix attention, give examples
illustrating the process, discuss experimental work on the percention.
of the clusters, and conclude with observations of my own-regarding
theprocess.

The concern of this paper is limited to metathesis of
contiguous sibilants and stops.'

-1,----Accountings of the process..

There are three utaications which .deal. at length with
obstruent Metathesis. Malone (1971) presents eleven cases of
morphoplmemicmetathsisofts>st(whereSiss,s, fi,.s, or z)
in the history Of Mandaic. notes that.the,metathetical process
'occurs'iwice, on the two occasions when t and S are-puShed together by
Other processes. The first time is when thereflexive prefix is
adjoined to S- initial stems, and the second time is-when stress shift
and syncope have brought the t- prefix and a second radical S together.
Malbne's article sUggesis thatZthe phonological structure of a

. , particular language will determine whether or not a particular metathesis
will apply in it. He shows that the cluster tS as generally, disfavored
dn'the Semitic\languages.

1.2 Grammont'1196) includes obstruent reordering in a category he
,refersto as inter-Version. He suggests that the stop-sibilant
reordering is that of changing from a difficult to ?comfortable'
order in terms of ease of articulation. Grammontcites. fifty-five
examples of obstruent'metathesis, taken from fourteen languages.

of the sets of examples except two (comprising five examples)
illus ate u change fr stop-sibilant to sibilant7stop. lb distinction
isbmade egarding ea e' of iculationfor initial, medial, or final-
osition xcept when it pis oted that' one of the-languages (Old
glish) wi h a sibilant-stop metathesis has a_different syllable

division from the\other languages considered. ---.

1.3. Uitan (1971)' observes that there is a general preference for
' sibilant-stop clusters over their stop sibilant counterparts. Ee

.brings nine examples of stop-sibilant metathesis and five of
sibilant-stop. Ee found no examples of clusters of sibilant plus
dental or alveolar. stop which reordered, and offerea the following
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'statement as a tentativ- e universal f

clusters with the order dental (or alveolar) stop
sibilant (i.e. spirant) may metathesize but thohe with

--theoinverse order do not. The more interesting _generaliza-
tion to the effect that dental ,+ sibilant implies the
presence of sibilant +-dental may prove to be valid for
phonological (as oppoiid to phonetic). clusters it
dental, alveolar and palatal affricates are viewed as
unit phonemes. (15)

.
1.

e..

Viten concludes that metat4lesii is ,(1) a segment-or feature -9" ..

preserving process, (2) saiblect to the interference. of more domirint
processes (i.e., /reduction,1'.assimilation. dissimilation, and epenthesis

-' or anaptyxis) f (3) more likely to affect a relatively : 0

/ scinorant 'segment than a leis sonorant one. He finds the' cause's
'of metathesis to be as Ibllows: t -'

_

-(1) The threatened or- imlainentreduation of s sejstaent or
feature (brapocope, syncope, or_apheresis) due to.
accentual shift. or other ultimate-causes; -

(2) The actual reduction of a .segment or featuref also'
,due to 'tic entual shift, grammatical process.. lenition

;

-
. ,--v

. .or oth causes. .

(3) A change `from a mixed, to a predominantly 'Open syllable
canon produced by.several procesSes, one of which is /
metathesis. The ultimate cause of .such a change
would seem to- stem from unusually weak articulation
of syllible-final consonants.

(4)' The necessity for maintaining a specific syllable
or word quantity.

(5) Phonological constraints- of a morphophonemic nature
violated by accidents of morphological juxtaposition,
introdUction of noncanonical-hequences in loan _words,
etc. .

(6) Analogical processes reflecting existing models of
dissimilation, palatalization, glottalizatiCill, diphthong-
ization, favored sequenCes, and the like. .

(7) Attraction and repulsion of phonetically similar and
dissimilar, respectively, segments or'-features.

-
8)W.A.nticieation of disfavored sequences. (36-7)"

0
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1.4., In addition to the three works referred to above, there are
two recent publications whidh Attempt to account for obstrUent
metathesis in terms of articulation. Bailey (1970) suggests that
the preference for an st cluster over ats may be dueto physiological

reasons. He presents a case for the consideration of nonapicals plus
-auicals and dorsals plus nondOrsals as unmarked clusters, and
'.proposes that 'In line with' the tendency of languages to move from
marked to unmarked situations, ye can legitiniately explain metatheses
which place the _apical or the nondorsal last on the basis of
universal linguistics facts' (349).

1.5. Hjelmslev (1970) claims that metathesis 'always takes place in
such a way that elements not appearing in-the order of expiration

= are transposed so that they do. -(Order of expiration is the order of
movements of speech organs from the interior to the exterior-:- oi
throat to lips.)' (50). Sine there are cases of ks,> st, th is-,

not true. .

The data

The following examples have'beencUlledfrom grammars and \

in-- most-:cases Other-exarigei-Can be found on/the, pages
cited. The collection 04-ntended-to-be a sampling of the types of
obstruent inetatheses thi paper is concerned with, rather than an

,

exhaustive presentation.

I2.1. 'DS > sp

_
2.1.1. 01-. Greek :p6Alo > Attic oncatov 'part of-the bridle'

-

Dialectal variant. Liddell and Scott (1894, 1751.).
Note: Grammont says thatIthis is a diachronic process,
from .01d-Attic to Vulgar Attic 1240). Buck. (1955, 74),
however, suggests that the sp- variant may be of a
colloquial and transitory nature.

2.1.2. Old Irish *acsnam (ad-cosnam) > ascnam verbal noun 'strivesVafter'

Diachronic development. Thurneysn (1966/113).

\ /
2.1.3. Old English con > cop 'fetter, bond' ,/

Possibly a dialectal variant. Urigh (1925. 161).

2.2. is > st

2.2.1.* pre-Hebrew *hitsabbila > Nib. histabb61 'he dragged himself'

Diachronic develoiment. Malone (1970, 397)x-
.

410



O

2.2.2. pre-Mandaic il?e9Er > Nand. es9Er 'he-was bound'

DiaChronic development. Malone (1970, "405).'

2.2.3. English kitchen > Irish cistin 'kitchen'

Borrowed form..__Meyer_ (1906,..376;,-also- 134 "and 169)

.2.2.4. Finnish peitseE peistE 'spear'

Forms in free variation. Tauli (1966, 211

.2.3. st > ts

2.3.1.,JJuiseffo wa-nif-tal wa-ni-t al 'river (Ioc.)'.

Forms in free variation. Malgcot (1963a, 93).
Note: See also,Malgcot .(1963b, 203).

2.4 ks > sk

fSlivic-IF5eVoja.> Lit. skuja, Lettsacuja 'pine needle'

Diachronic'develop5ent-, 'Stang (1966, 95).
0

2.4.2. Uralic *kc ks sk in Erza Mordvin moksana, Mokl'a mok;onda, '

Cheremis mo;kOnd5, muSkand5 'fist'

Diachronic development. *Under (1960; 90).

2.4.I Old English dox > Middle English.dosc, dusk 'dusk.

Diachronic development. American Heritage Dictionary.

.

2.4.4.: French luxe > Colloquial French lusoue

--Dialectal- Variant. Guiraud (1969, 103).

2.4.5. Skt. paksa > MEgEdhl. pagka 'wing, side'

Diachronic development. Pischel (1965, 22

sk > ks

2.5.1: Old English asc'e > late West SaXon axe 'ashes'

Diachronic development. Wright.(1925, 165).

2.5.2. Uralic ; (as in.Lappish boaske''the small of the leg')>.
(?).Mordvin pukso 'the thick flesh;. thigh, buttock'

6



_Diachronic development. .Collinder.(1960, 105). -

Note: Collinder refers:to ilbk > ks in Odtyak,
Southern SaMoyed,,and perhaps in Mordvin, but
gives examples -only of the questionable Mordvin
cases. He also notes (101)_ EUL.takaAs.linr_0br-
Ugric, but again there_are_notexamples,___.

k
; _ .*

- 2.6., I have not found any examples of sp to ps, and wily, the
Luiseiio examples for_st..to_ts. Sk to ks,-howeverf-is-fdund at
least in English and some of the Ultap cites a,-
risorphophonemic.process in Lithuanian.(15), where there appears
to-lve-a--metathests,of IE *_sko to Lit. ks. I have not Used:this.

-Lithuaaian case, since. there -is the pOsSibility that an epenthetic
k before medialsC clusters could be involved. (See Stang, 108-13,

regarding.this epentheSis.)

3.' Perception of Consonant clusters

3.1. The psycholinguis s rves that_ onsonant clusters are_
perceived somerEat dif eren y fronka CV sequence. The experiments P

carried- out by,Bond-C 971 foriperception-of the,clusters ps,
ts, st, ks, and'sk'showedthat (1) the most, common error of perception
is the-reversal of the cluster,-And (2) the atop-friCative cluster is
perceived correctly more often than the corresponding fricativet.stop
cluster. l

The clusters were tested for correct identification in a slCie's
,

otthree tests, with differing levels of signal degradation. Since
the testing was carriNd out in English, all of the cluiters were Syllable-
final or'acrosspsyllable boundaries.. In the series of tests with the
greatest signal degradation, the' clusters involving bilabial-and,velar
stops show approximately the sane amount of confusion, no matter in
which order the cluster is given; sp was correctly perceived.294%
of the time, ps 36.4%, sk 3/.3%, and ks 38:4%-of_the time. For he
st/ts clusters, however, the difference was greater. St -was heard

correctLy'32.2%:of the time,'and ts,57.2% of the time.,

3.2. Bond observes-that-the greater degre'of accuracy, in identifying
stop - fricative clusters may-be due to,the'higher frequency of stop-

ca in Hnglish.--An-examination.of.the.distribution of.
word-final clusters (excluding inflectional endings) in, Wood's
Complete Rhyming'Dictionary.shows the following frequencies of

oecurrence,

clusters' no. of-forms

12
102
33

sp

.)st=

mo. of forms

ps 10
ts , 26
ks 35

There is a marked difference between the frequenCies of occurrence

h
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for the st and tssyllable-final clusters.. It shoild be note44
.furthermore, that the ts clusters. accounted .for in this data ale
subject to-dialedt-wariation,i.e., false, waltz ; - quartz, prince,
once, bounce,-icience;tte:,'are pronounced.with it final s and nO
piece g otEby many speakers.

The freqUency distribution of sandtsClusters would be
considerably diffeient, with a preponderance of ts clusters, if
the frequency of inflected' forms ending with ts.vas taken into
account., This would be in accord-= With Bond's observation regardlag,_---
the possible cause for greater'pegeption of ts at:Stet-a:

Inflected forms vtte.considered, however, then ps and ks abuld show
consideiably more frequent distribution than.sp and sk. .It is not
the.case, however, that bilabial and velar stop-sibilant clusters
are more readily perceived than theit sibilant counterparts, so it.

) does not appear likely that a greater
, L

do degree of accuracy in
identifying ,stop-sibilint clusters can FiTiUritiatee-to- a highet-
frequency of these clusters. ,

1.3.- Bond finds her .data compatible-with e:theory proposed -.by
Wickelgren (1969a and 1969b), which suggestsIthat.-a-conionant
',cluster is coded in terms of anelement-reiembling-an allophoni--T
.0f, an unordered cluster---The explanation of this kind of coding is
as followsv-:--:

When a listener, is presented with-a-consonant_cluster,
e.g. s1, he knows that it is composed oftwo'elements,
but he does not eriarde these'elaents in order; Tather,,
the callister is coded as an unordered sequence, with
each Wlement identified for what precedes and follows
it. Schematically, the coding would be somethIng like.
the following: sk# Pk. These elements can be assembled
in the correct order, and the listener can arrive af-the
intended sequence. (h8)

'\\

1

If a consonant cluster .is coded in terms of allophones,
then the allophone of s before pwill be _slightly
different acoustically; from the allophone of s
after'p. This difference, however, will be the-most

.subtle part of the, signal; partichlarly, it willbe
mailer than the acoustic information differentiating
consonants from each other( These small acoustic
differences will be theifirst to digappeat when the
signal is degraded by noise; consequent/Irreversal
errors will be the most commn.in a degraded signal.

t751

4. Conclusion
4

4.1., The examples of. obstruent metathesis that.have been observed
indicate that the reordering of.a stop-sibilant cluster occurs in

e
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a greater number of lAnguages and with more frequency than the
reordering of a _sibilant-stop. cluster. The languages:that are
observed to have the sibilant-stop reordering,are English, Ostyak,

7 Southein. Samoyed, Vogul, Mordvin (perhaps), Luiseito, and possibly
Lithuanian. -

. 4.2. The evidence for the English speaker'i'greater readiness to
identity trie stop-sibilant cluster ts, and the'similarity of the ts
cluster toYthe voiceless palatal affricate c, proMpted an.inquiry
into the phonological inVentories_of meta,thesizingiengu-A-g-e-
It would seem natural for speakers of aAartguage-liith a c- to have
.access to a sibilarit-stop reordering; 'since they should find, the stop-
sibilant order phonetically'Nd phonologically admissible:. And it is
the -case-that-ill of the le.fipages which have so far been shown to-

----htiVe a metathesis of ,sibilant -stop clusters do have ;, except for
one of the Ob-Ugric languages, Vogul, -1.Th ch hasa,palatalized -
affricate 6'.° Whether the presence of c n the sound system of the

- language preeeded! or followed/the sibil stop metathesis. is
- difficult to ascertain in the case of En ish, since opinions conflict

as to when it came into the language. Wr .ght' says: ;

t,
Seme scholars assume that pilatal.c And nc becameA LI ch in NE. chin), JAL in Mercian, WS. and Ken". in
the earliest' period' of the 'language, 'but. this is an .
assumption which-- cannot -tie- -proved.... 4

said for certain is that the change had alre'dy taken
place by the 'beginning of the Middle Englist, period._
(l62 -3). ,

.

.,

The Ur .Ac affricates can be traced.to both Comm6n Uralic and
f4t . .

_ _with-la.--c. od_ern_Lithuanian also shas a c,which dates back -at -least

_before sU cluster medially, whether this is due tOT:telR. he-sis-or...._

to the earlie t Lithilinian-documents available, those. of the 16th

Common F,i o-Ugric. The Luise0 process...is synchronic, and

___

century; this act is likely relevantt-o-the-appearance of k

epenthesi). - .0 - _ , -.. .

For the language in section 2 that do not show. a sibilant-stop
reordering, there is little or no trace of an affricate at the time
of the reordering to a sibilant -stop cluster. The trace;\ as far
as the languages considers in this paper are concerned, ppears in-
Finnish;Finnish; it has a ts or s i medial .positi6n as aremnant of *6;
and a t or h As a remnant of 94.

41
i . 4 *

11.3. We hive evidence that th occurrence of a sibilant-stop !'w .

reordering' implies the presence f (or, in the case of Old'English,'
at least 'thestrong potential for) an alveolar or,palatal affricate
within the sound system of a langu ge. The inverse/of:this-is-not
true, however, since_there_are many\?.ang,uages with c that have no
recorded sibilant-stop reordering; both Spanish- d-Lake-Mi-wok, for
example, have c, but neither exhibits a sibilan -stop reordering.

.c- .,
.

/
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tion. After I tell them, I ask them to tell me and to add the same

kind of information about themselves, their friends, and relatives.

I get utterances like:

Your nephew collects post cards.

Your nephew keeps his post cards in an album.

Once done, I congratulate them on their accuracy and then ask them

to listen. Listen:

My-nephew-collects-post-cards,

My-nephew-keeps-his-post-cards-in-an-album.

Listen again:

My nephew collects post cards.

He keeps 'em in'n album.

Employing the pronoun replacement in the second utterance and

producing it at normal speed, intonation and pronunciation usually

produces a little shaking of heads. Requiring them to produce it --

to mimic me--usually results in all-out laughter at themselves. Bit,

at the same time--and this is importaat--it has often led to a glimmer

in the eye that says, *So this is what I've been hearing:* This

glimmer is bridging the gap between classroom English and reality.

After all, where else would you hear the first example: my-

nephew- collects - post -.cards. My-nephew-keeps-his-post-cards-in-an-

album? Where else, I ask you, but in an ESL classroom?

With native speakers, once the topic bias been announced and

understood, it is forever replaced by pronouns. We do not contin-

ually name the thing about which we are talking, nor the person,

nor the place. We shouldn't do that in an ESL classroom, either.

Thus, normal speed, intonation and pronunciation has a sub-

category of pronoun replacement:



3. A third category of items that must have trans-
ferability to reality and which should be ever-
present has to do with classroom cues.

Instead of attempting to label the kinds of drills one

does, I prefer to think in terms of the cue and the expected

behavior, And I make a further distinction between an expected

behavior being a response to language as opposed to those occasions

in which the expected behavior will be an initiation of language.

When' I am expecting the students to respond to language, to

my way of thinking, the one and only acceptable kind of cue is

one that a native speaker would respond to with the same structure

that I'm expecting the student to use. There is, however, one

exceptiun to this rule.

The one exception is repetition. Repetition does not

transfer to reality. Repetition is sechaniiml and non-communi-

cative, It can be deadly dull or devilishly difficult. If

repetition is also the place where, with backward buitd-up, thi

student is supported until he can repeat at normal speed, inton-

ation and pronunciation, then it is devilishly difficult and that's

when it's worth doing.

That's the starter--and it is the only mechanical cue that

I currently allow myself to use. Once I know that the students

can produce the utterance, I force myself to elicit it from them

subsequently with the same kinds of cues'that would elicit it

from me.

It's easy to decide which exercises fit this category. On

a given day, a teacher enters a classroom with the intention of

saying X . . . to which the students will be expected to respond

with Y.

11
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The question to ask is: Would a native speaker ever, on hearing

X, respond with Y? If the answer to this question is, "Yes,* then

this X and Y sequence is worth taking class time to practice.

This criterion eliminates forever any more of the "long

answers" expected as responses to yes/no questions. I'm thinking

of the pages of text book material that promote language behavior

similar to this:

Si: Is San Francisco in California?

S2: Yes, San Francisco is in California.

OR

Sl: Are the envelopes in the top drawer?

82: Yes, the envelopes are in the top drawer.

There is no time for this kind of artificial code manipu-

lation in the classroom. Let's not force any more speakers'and

writers to make the case against mechanical exercises. It has

long been made. We see their point and agree with it. I am all

for declaring an end to such a waste of classroom time forever.

Itprepares the students for no real life situation that I can

imagine.

Or think, if you will, of two friends meeting at their

usual 9 a.m. class on Monday morning. Jean asks, 'What'd you do

over the week-end?' and Joan replies, 8/ cleaned my closets."

On hearing this, Jean comes back with, 10.X. Joan, let's hear

it in the past perfect.°

NEVER.

Upon applying my *reality test", I rarely have any trouble

deciding whether or not a certain cue is justifiable. And if it

doesn't meet this standard, it goes. A cue must meet this test

or it isn't used. Oo through the text you are presently using and



apply this test.

It is true that native speakers do have conversations that

do little more than change tenses. What are the cues in these

conversations that cause the change of tense to happen? Employ

the same ones in the classroom in order to signal students that

they need to switch forms.

For instance: Do you drive? Yes, do.

'How long've you been driving? I've been driving for . . .

Do you work in Brooklyn? Yes, I do.

How long've you been working there? I've been . . .

I have a feeling that all of the "Do you . ." questions

are asked together somewhere in the second unit. All of the "How

long've you been doing" questions are asked together somewhere in

the 14th unit, but they are never put together systematically. It

is often in the mix of questions that native speakers find the cues

that signal a change of tense. Our students need this kind of

practice incorporated systematically into their classroom exercises.

What about cues for initiating language?

First, we must remember that this is, alter all, an unreal

exercise. We are deciding that they should initiate language.

One initiates language when one feels the need--not when one is

told to say something. Furthermore, on those rare occasions when

one is requested to say something, there'is often at least a momen-

tary block of all initiating processes, and one wonders if he'll

ever be able to utter a sound again, let alone say something. Thus,

telling students to ask something, describe something, say something

is in unreal command in itself, and, furthermore, a stifling one.

1:3
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So the teacher attempts to program into the students some

reason for them to ask questions. Unreal cues have to be allowed

at first. Sometimes they are merely repetition. Sometimes they

consist of cue cards or symbols for certain WH questions. All of

this is preparation, one hopes, for giving them the appropriate

question forms to put into use when and if they should ever want

to. But this is not enough. One can never be sure that students

will bridge the gap--on their own--from unreal conditions to real

conditions.

Thus, one step closer to reality is putting them into some

kind of situation in which they will need to seek information or

describe something or explain something or discuss something.

Task-oriented exercises seem to be the most useful ones of which

I know. In order to complete the task, the students will have to

employ language -- initiate language.

If you send them out of the classroom to get information,

the chances are that you will have no real check on whether or

not they do, in fact, employ information-seeking language forms.

Thus, a beneficial follow-up in the classroom would provide a

way for the students to ask each other the questions that suppos-

edly it had been necessary for them to address to someone else.

There is no way that students can jump into this kind of

language initiation task on the first day. Some unnatural kinds

of cues have to be used to prepare them for uttering thAse questions.

Repetition is certainly the first step. The important consideration

in the steps that follow is that we be aware of the fact that our

strategies are still contrived. When one uses a cue that does not

transfer to reality, the important thing is to be aware of the

implications of that non - transferability.

14



And the last thing I have to say regarding cues is that in

all cases, when expecting the students to switch from one structure

to another, there must be an accompanying change in the rods or the

pictures or the situation--in the cues. In fact, it is this change

in the real world that should cue the change of the structure in the

student. When this criterienisn't met, students are merely mouthing

sounds in different patterns.

Eventually one moves away from speaking about observable

objects. Adverbs of time, time expressions and tenses of auestions

then become the cues for changing the structure of the response.

KINDS OF TASKS et. al.

Setting the conditions for communication to take place is part

of our new job description. I have sometimes felt that as a language

teacher, I am, in fact, a conditions engineer. As such, my

challenge is to design conditions and manipulate them in such a

way that students would recognize the matching of conditions and

structures

would learn to change structures as I changed

conditions

and would eventually recognize analogous changes

in conditions in their lives and employ those English structures

even when I wasn't there.

So the question was/is: How would I manipulate classroom

conditions in order for this transfer to take place? One of my

primary concerns has been in assuring the best possible chances

for a transfer to reality to occur. Another has been in identi

fying kinds of language tasks.

15
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One of the seemingly most basic communication tasks with

direct transferability to reality is that of questions and

answers. However, questioning and answering can increase in

difficulty endlessly. Thus, what are some elements that increase

the difficulty of question/answer tasks?

A. Decrease in assistance. The difficulty of any step can be

increased a second time around by removing the former props,

rods, 'realia, pictures, whatever. Change the subject, give

a new set of realia and instruct the students to apply the

same questions and answers.

B. Questions and answers, but in more than one structure.

After a structure is presented individually, it is best

learned when incorporated systematically into subsequent lessons.

At first this combining happens purposefully on the part of the

teacher. At times, one even says to oneself, "I've asked Ben

four questions in the present tense. The next time I come to

him; I'll have to try a past tense question."

Despite my urging systematic combinations of structures,

I must state that I do not have in mind the services of an

enthusiastic mathematical linguist running to his computer

this afternoon to produce a printout of all the possible

combinations of structures. It is neither necessary nor

desirable to practice all of the preViously acquired structures

in every communication task. There is nothing worse than lessons

which were designed to "get everything in that we've studied."

Which ones go where and in what combinations can only be

determined by employing the standards of judgment and choice of

structures that natige speakers would use when performing that

task.
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C. A new step of difficulty is added when conditions are set and

language is employed regarding them without the conscious effort

to alternate structures regularly. This might be referred to as

a random integration of taught structures. Forget whether or not

Ben has had four opportunities to answer in the present tense. By

now he should be familiar enough with it to handle it with success

anytime he meets it. If it's been studied in class--at first

individually, then in comt?inations - -it should then occur as it

would in a conversation with native speakers.

I admit that I find these combination lessons intriguing.

One I use that is easily described is a combination of the vague

present perfect and the precise past initiated with: Have you

ever done X? As soon as we get a, "Yes, I have," the goal is

to find out as much exact information as possible. When did

you go there, or do that? Hots long Where did

you stay? Did you go alone? What did you do? Where did you

eat? What did you eat? . . .

Two reactions I'd like to share with you.

1. The comment of one teacher could be summarized as a

remark, offered in a tone combining perplexity and pique,

that one part of the lesson was from chapter 2 whereas

the other part was from chapter 10.
O

Precisely!

Textbook organization is another trap that we fall

into. Authors have to divide the language into some kind

of identifiable units and present these units in some

organized way. But the students don't meet th6 language

in these units at any other time. We have to mix the

units--integrate the structures--to get the language back
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to reality. Our mistake is that we now and then allow

ourselves to think that we have "finished a unit." No

unit is ever finished. Once taught, it must be incorpor-

ated into future lessons as often as It is meaningfully

and naturally posiiible.

2. The second reaction is from the students. They liked

it. This is significant only in that it occurred about a

Week after I had attempted to give them additional practice

with past forms. I was told by them, "We've had this."

True. They had. But we all know that just because

students "have,had" a linguistic item, it doesn't mean

that they know it, have achieved fluency with it, need no

more experience with it. They must meet it again. However,

meeting that item again, all by itself, gives students the

feeling that they're not getting anywhere. Adding one more

element--the newness of that present perfect form which only

occurred at the beginning--and they participated enthusias-

tically in all of that past tense language.

Moving from the tasks related to questions and answers, a

second kind is to apply some organization to a small unit of the

language . . . to shape it in some way.

A third kind of task might be described as: Given a wide

knowledge of structures on the part of the students,"they will

have to select particular structures for particular purposes.

A fourth kind of task is in learning how not to say something.

These tasks are elaborated upon in a hand-out that I have for you.

Could we turn to it now? On the page after the cover sheet, you



can see that the tasks I've just mentioned are the broad divisions

of this series of Two-Part Teaching Strategies.

I'd like to mention that one would never introduce all of the

structures in isolation in Part A before moving to Parts B and C.

A new structure might be practiced with the strategies suggested

in Part Awhile structures that students have had earlier would

be met in strategies in Parts B and C.

Also,, the farther you go, the more specific it gets. First

steps are the most general--to be applied to any structure when it

is new. This is different from thinking of 'the first step as

being applicable when the student is new. Whether the student is

advanced or beginning, if the structure is new his acquaintance

with it would be benefited if it began at A/0 step 1. Every form

of a new language needs to be repeated excepting, perhaps, those

forms that customarily occur in the written:language exclusively.

Consider the following:

A/0 3 yes/no answers about the pictures

A/0 5 yes/no questions and answers about the pictures

A/0 7 WH answers about the pictures

A/0 9 WH questions and answers about the pictures

A/0 18 answers about the students

A/0 19 questions and answers about the students

There is currently some attempt to label some exercises as

aleara and others as communicative. I do not wish to clarify

labeling. The important thing is to rid ourselves of mechanical

exercises, and replace them with both meaningful and communicative

ones. I find that the above progression charts a course which

results in the students applying the structure to themselves. That

is my goal, and someone else can label the various tasks if they

feel it necessary to do so.



Parenthetically, another progression occurs to me. That is

to 1.) drill with real, famous, or common knowledge kinds of

information. 2.) Analogously move to the students' personal

frame of reference, and 3.) move to fictitious or written infor-

mation. For instance, take the vocabulary and structures about the

Family. Yes, every student has a family and he knows them all

thoroughly and well. But he doesn't know how to express information

about his family in English. His textbook talks about the Melody

family on Harmony Lane in Hay* Corners U.S.A" and they couldn't

be further from his understanding.

I like to begin with a famous family. A first family of the

U.S. or Canada or the Governor's family of the State in which you

teach. The Press will take care of your picture needs during any

campaign if you will but clip them.

Then I present the structures I want practiced, using this

famous family for content. I don't know if it classifies as

meaningful or communicative, but it works. And the chances are

good that the students will hear again about these people- -about

whom they've all been required to talk. Then I apply the

same questions to the students regarding their own families. That's

what I mean by A/0 18 and 19.

If writing is a goal of the course and a textbook has been

assigned, the chances are good at this point that the students will

be able to read about the fictitious family presented in the text- -

will be able to comprehend the information given - -and will be able

to produce correct written information about them.

fourth comment regarding the hand-out: The Complete Negative

Statement.

I've repeatedly stressed the importance of transferability to

20



-19-

reality. I am usually appalled at the way in which textbooks elicit

practice with the complete negative statement. I believe that I have

identified an occurrence of it with native speakers and have found a

routine way to incorporate it into the classroom. (See page 5, A/0

22 and 23,as well as notes, page 21a)

Tasks that we know of but haven't incorporated into a syllabus:

1. Significant contributions are being made in the identifi-

cation of gestures, use of space, paralanguage iu general which

accompanies linguistic features. This paralanguage is being des-

cribed in kind as well as occurrence. Thus, it can be incorporated

into communication tasks systematically--it needs to be--as yet,

it hasn't been.

2. A variety of materials needs to be developed for each

strategy. Teacher-made materials are often the most relevant. But

teachers cannot write every lesson. We need new kinds of materials.

We don't need whole courses and 100 volume series. We need materials

to compliment language tasks--instead of materials to compliment

linguistic descriptions of structures.

3. Question-answer tasks involving three speakers.

I've made a start, but it is not included In the hand-out.

Incorporating two speakers and pronoun replacement in the

second utterance has led to an interesting kind of task. For

instance:

S1
What did you do last Saturday?

S2 I cleaned my closets.

S1 Oh, how often do you do that?

21



Whereupon S3 comes within conversational distance and doesn't know

the referant of "do that." Thus, he asks,

S3 Do what?

He addresses this to Si since this is the student who asked the

question with the pronoun, but either student might provide:

clean'her/my closets

and S
2

still needs to answer with, perhaps: about every six months.

Variations of the same kind of task can employ, as well as "Do

what?"--"Go where? Said what?' Went when? Told whom?"

This leads to the idea of programming interruptions. It's a

perfectly valid task. Our students often need to interrupt for

clarification, but haven't the skill nor the courage--which usually

comes with skill--to do so. But before we teach them to interrupt

too well, we need to answer some questions. This lesson has.not

incorporated any excuse or apology. fot the interruption. Is it

because of its brevity that it seems to need none? Which ones

need a polite apology first?

A second part of this task begins with the very same linguistic

features--only S3 is within conversational distance the entire time

and hears every word. In this instance, when S3 says, "Do what!"

the intonation is much different and it says that I can't believe you

would allow yourself to do such a mundane chore on a Saturday afternoon,

and furthermore, that you would ever admit to it if it were true that

you had

In responding to such an utterance, under no circumstances would

either Si or S2 supply "clean her/my closets" in an information-giving

manner. Instead, one would offer some plausible, acceptable, reasonable,

or justifiable reason for cleaning one's closets on a Saturday

afternoon. Or, one plight repeat the original

22



k

information in a defiant tone--one that would add, "Yes, you heard

me right. I cleaned my closets. And I'm saying it again and what

do you think you're going to do about it?"

We've never approached this kind of language instruction in an

organized way. We've hoped and prayed and crossed our fingers that

somehow, someday, students would "pick it up along the way," but we

didn't know how nor when nor where.

I think we do know how. ,Where, is in the classroom. And

when? is just as soon as we decide. to "get it together." Won't

you join me?

I would like to express my appreciation to several colleagues
who have played a role in the preparation of this paper. I would

first like to acknowledge my gratitude to Mary Elizabeth Hines who
critically read an earlier report on a similar topic and allowed

me to bounce notions in and out bf her perceptive mind. To Rudolph

Bernard and Fred Malkemes of the American Language Institute, I am

indebted for many hours of listening time and not a few of the right

questions at the right places - -as well as to the Institute for gener-
ously providing the hand-outs for us today. I accept the responsibility

for these remarks with all of their gaps and unanswered questions in
the hope that they will, perhaps, prod others to solve the problems.

fl



T::0-PART T7ACHI:G c7RATT7C-Tt-S

A series of two-part strateciies each one of which describes
both t.-.e amount and :_in:' of teocher nssistance as well
as 1%..e expected stuclent be:.avior. The 1:roression of
strate:ies is desiEmed to set conditions for the nor-
for' ance of increasingly difficult lahi:unre tasks.

This statement is an a-:-endix to a presentation entitled
°From Re.oetition to Hea:ity: Some -.-:easur',.ble Stens"

made by :ariene Larson at the annual autumn meetin;:

of tne essociatich of :*.fre Jersey Teachers of Enulish
to Speakers of Other Lani.uaves'on I:ovember 7, 1.c;74.

The statement is adapted from a report on course and

program 9:oals prepared by

Darlene Larson .and Fred :.:alkemes

The American Lanzua;re Institute
New York University
Issued in Summer 1974
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Part A. Lan:uneT tasks coaposed of cuestions and answers
wnile isolatins structures.

A/0 1. Given an En:--lish statement at normal speed, intonation
and pronunciation (witn accompanying pictures or realia,

or in a context or situation Co that the students under
stand the content of the utterance)

the students will repeat it at normal speed,

intonation and pronunciation.

A/0 2. Siven affirm,-tive and neieative yes/no answers separately
(apPropriate to the structure introduced in A/0 1)

the students will repeat them separately.

A/0 Z. Given a trnnsformation of the statement in A/0 1 to a
yes/no cueetien and addressin:: it to the students (about

the pictures or real la or situation)

the students rill choose whicn yes/no answer is
true to the .picture or context
and will produce it in remoe.se to the question.

A/0 4. Given the rame yes/no question

tne students will repent it at normal speed,
intonation r,nd 7ronunciation.

A/0 5. Given a direction or cue (a picture, rointine., ncddin,
s.:oken directions . . .)

the students will FE:;'. the yes/no question,

ade.ressin it to otner students
other students ',ill tne true yes/no answers.

A/0 6. Given an CZ euestion, based on tne structure of the

utterance in A/0 1

the students will produce the statement from
A/0 1 as a truthful, meaninful answer to the

OR euestion normal speed, intonation and
pronunciation.

A/C 7. Given a WE question (to : :ich the statement from A/0 1

is a truthful, mennina.ful answer)

the students will produce the' statement from
A/C 1 as a truthful, meaningful, complete answer
to the cue stion.

A/0 6. Given the same :iu question as in A/0 7

the students will rete't it at normal speed,
intonation and pronunciation.
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A/0 9. Given a direction cr cue

the students vill ask tne WH question, addressing
it to other students, about tne lActures, realia
or context
other students will produce the complete statement,
from A/0 1 as the truthful answer to tne question
at normal speed, intonation and pronunciat!on.

A/0 10. Given yes/no questions alternated regularly with
WH questions

tae students Till choose between the yes/no
ani3wer and tne complete statement
and ',ill produce the appropriate answer at
normal speed, intonation and pronunciation.

A/0 11. Given a direction or cue

students c: ill ask botn yes/no and 7r1 questions
about tne 7ictures, realia, or situation
addresFinc: them to °trier stufents
and otter students will choose the epproprinte
ansrer and nroduce it at normal speed, intonntion
and pronunciation.

A/0 12. Given the same OR question from A/0 6

the students will repeat it it normal speed,
intonation ant pronunciation.

A/0 13. Given a direction or cue

students vill as yes/no, or OR questions
addressinir them to other students.
Other students vill chcose tae apnropriate
answer and produce it at normal speed,
intonation and pronunciation.

A/0 14. Given the statement in A/C 1 with an added tna- question

the students will repeat the co-dplete utterance
at normal speed, intonation and pronunciation.

A/0 15. Given the information that the same yes/no ans::,ers
from A/0 2 are used to respond to the tag question

and riven a taz question

the students will produce a truthful yes/no answer.
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A/0 16. Given a direction or cue

the students will rroduce to ;z questions, addressina.
tnem 6o other students about the pictures, realia
or situatinn.
Other students will respond vita the appropriate
short answer.

A/0 17. Given A/0 7 as review
and Plven the in th',.t questions can be
answered with :lartial statements

tae students will choose thpt part of the
statement which answers the cuestion
and produce it at normal speed, intonation
and pronunciation.

A/0 le. Given practice in any (and/or all) of the cuestion and
answer forms bout the pictures, realia
or cec%crcom situ.tion
and -r.i.ven cuestions in the same structures about
themselves

V."fl leri..1

Rendini7

the students co,unicative informrtion
nb-ut thense7ver. -,ictul"es and

. realia
at normal s.ceed, inton:.tion and pronunciation.

Given a direction or cue

t'-.e students will :-'s== yes/no, OR, or tan:
cuestion a in the st-uctul-e practiced
addressing them to other ctr'ents about other
students' r.ome-tosms, apart tents, jobs, friends,
hobbies, envirohment.
Othev, studen :s will :reduce comT.unicative
ao:;rooria.te answers about themselves.

* R 1. Gi-.-en a written copy of En,:lisn questions and answers
that the etu:!ents have prodtmed orally
and ;Aven a native speaXer's voice to listen to -- one
who is readin:: at normal speed, intonation and pronunciation

the students will follow the copy with their
eyes as they listen to tne voice.

Writing

N 1. Given oral practice in a structure as outlined in A/O 1-19
and raven the written form of the same structure

the students will copy it without error.

* See Notes page ala.
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W 2. Given oral practice of a structure
and i4ven its written form to read
and friven a rerrite instruction

the students will rewrite the model with all
necessary changes without error.

W 3. Given oral question and answer practice as outlined
in A/0 1-19

the students will produce the written form of
the same oral'utterances witnoul error.

W 4. Given a yes/no question (or taz question) in written
or in spoken form

the students will oroduce the truthful answer
in its written form.

W 5. Given a cuestion (or OR question) in written or
in spoken form

the students will produce the apropriate
complete statement in its written form 1!:itnout error.

o. Given a written statement

the students will make necessary chaniTes in it
to produce a nee- rritt,m statement which tells
about himself, 1-ithout error, except for the
spellinz of new vocabulary.
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Part E. A second plateau of difficulty is still performed with
questions and answers, but instead of isolating structures, there
is a conscious mixin of structures in a context. The possibilities
are endless.

The primary Loal for the student is to enable him to alternate
between tne structures he as studied individually, producing them
successfully in relevant, meaninE:full co=unicative use.

Other benefits are t. it new vocabulary can be added while
gaininc: additional practiPe in old structures. :ormal speed,
intonation and pronunciation snould be an objective. Students
should :mow .lat they're talkin about, say it without error,
and be able to recoLmize an error wnen one is made.

A/0 20. GiVen practice in A/0 1-19 with two or more structures
done senarately
meanineul questions and answers in both ( or all)
structures will be :A.ven in combinations in a context

tne students will recol::nize the different structures
as veil as the different hinds of .1.1estions
will choose the annrc-oriate
and will produce it ,--=.1; normal speed, intonation

and pronunciation.

A/0 21. Given A/0 20
and L-iven a context -- same one at first, different later

A/O 22.

* A/0 23.

*A/0 24.

the stu:3.en-,,s will initinte questions in the
structures bein=; practiced
addressin f them to other students
no will answer them without error accordins to
the structure, cf question, and truth
of the matter.

Given a complete neative statement in whatever
structure is ;e is tau.:ht

the students will repeat it at normal speed,
intonntion and 7rcnunciation.

Given a rF.. question in a situation in which the assumed
answer is not appropriate

the students will respond with a complete negative
statement.

Given a shared (in class) or com.:on(out of class)
experience or situ :-Ilion

the students will ask and answer questions about
it using; structures covered in A/0 1 - 19.

* See Notes page 21 a. 3(1
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A/0 25. Given a specific established shared classroom situation

the students will re-construdt/re-state/sum7:arize/
tell/report the situation for a class me4nber trio
was absent.

Reading

R 2. Given informtion in written form, only EnElish
structures that have been presented and practiced orally

the students will read it to themselves
and will answer and ask yes/no, OR, and/or
tag questions about the reading.

R 3. Given pronouns/relative words in context

the students will recognize references.

R 4. Given a rara;:raph as thev enter the cross which includes
a greeting and introductory remarks for the day and the
lesson

tne students will read it silently
and will be: in t.le tasks of tare lesson -- oral or
written itnout an oral instruction'.

5. Given a pnra::.ra:lh or rara:Frahs describin:: a person,
place, or event
and :riven ";:i questions and yes/no questions about
tne par:graph ( all of w.ach structures have been
practiced orally and nave been met in writing previously)

the students will answer the raestions correctly
without the benefit of oral discussion of tne
same parai:rah.

::EH W 7. Given a series of oral questions about a friend

the students will write the questions after
listeninf; to them
and then they will write complete answers
to these questions.

EH W 8. Given a shared classroom exocrience
and riven an oral discussion about it consisting of
the various kinds of questions and their answers

the students will write the same questions
and their answers about this real class
experience.
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MEH W 9. Given tae oral model of a short, fictitious conversation
between S1 and S2
and riven a written model of tie same conversation

the students will adapt the model in fact and in
vocabulary to a conversation between himself and
a classmate
and rill rewrite it witnout error except for the
spellinz of new vocabulary.

MEH W 10. Given a list adaptation of the two sets of facts from
the oriLinr-1 conversation in W 9 (S1 and S2) in
written: orm

tne students will list in complete sentence form,
two sets of facts -- one about himself and the
other about his classmate -- as derived from the
written conversation he rote in W 9.

MEH ': 11. Given the list pdaptation of the two sets of facts re:
Si and 62 fro.2 10
and ;:iven models connectini;- these facts with An and E'JT

tne students will copy the model sentences.

MEH W 12. Given tae model from W 11
ar e: ;iven tne students' own two lists from W 10

each z-tud.ent will write similar sentences about
himself and a classmate usins AND and 3UT.

13. Given the orii!inal information about 21 and S2
and r-iven a model which combines two or more of these
facts, imbedding' one fact in a subordinating' clause

the studen:s rill co -y it witaout error.
They ill then analw;ously combine two or more
facts about tnemselves and their classmates,
imbeddinE one in a subordinating clause.

W 14. Given the oric:inal information about 51, and S2
and fiven R rhicn combines two or more of these
facts, imbedding- one fact in a subordinating' :::rase,

tae students will cony it without error.
They will then analogously combine two or more
facts about themselves and taeir classmates,
imbeddinr: one fact in a subordinating' phrase.

MEH W 15. Given two facts in two oral statements

the students will ppoduce one written statement
which includes these two facts.
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MEH W 16. Given a list of statements about his friend -- similar
to the one he produced in W 7
Rnd riven a model derived from the list consisting of two
or more sentences in waich imbeddine. of facts occurs in
both subordinatini clauses and phrases

tae student will cony the two or more sentences
without error.
He will then write two or more new -sentences
using different facts from the original list.
He will com-ound sentences and/or uee either
kind of imbedding:.

YIEH W 17. Given a trRnsitional expression or word (perhaps one
that shows that b is the result of a)
and 'riven several nairs of sentences, only one nair of
which could appropriately be connected wita a transi-
tional word sacwin=: result

tae student will select the pair of sentences
that is appropriate to the expression
and will rewrite them witn tne transitional element
properly placed.

W 18. Given other kinds or transitional expressions (those
showing sometnins; morel in addition, moreover, besides)
or (those similar to altcui:h)
and ;Aven pairs of statenlents as described in W 17

the students will use there connecting words and
expressions without error as described in W 17.

W 19. Given several transitional expressions
and Eiven several pairs of sentenceS

the studez.t will select the appropriate expression
to cro with each pair
and will demonstrate his selection in oral or
written form.

3
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Fart C. A third ingredient of difficulty might be expressed in
tne word, organization. This step moves beyond questions and
answers but does not e:..clute them. At tnis point, whether a
variety of structures is given or assumed, students nave to
deal with a small boe:y of tae Enrlien language and shape it in
some way.

A/0 26. Given a clase-ocm situation in wnich students have
conversed abort each otner's situations
and riven practice in a number of structures through
steps A/0 1-25

the studente will describe to each other the
similarities and differences of their particular
routines/habits/circumstances.

A/0 2?. Given a statement stimulus vnich demands a response
because of its lack of neutrality (perhaps tne statement
t: at X has been arrested for -- a minor offense,
or nets taat there is e fire at the local subway staticn,
or reportine tnat a loud groan of eeople are causing a'
terrible coaceotion at the main entrance to the classroom
building)

and riven models of responses wnicn express emotion,
* an opinion) or neutral conversazional responses

ten, given an analogous statement stimulus

the students will express an opinion, a feeling,
a reaction of eeme type, even if it is merely
a conversational addition.

We 28. Given a picture or series of nictures
and given a model describing it/them in an ordinal sequence

the students will recreate the destription
in the same order RE tne model.

A/0 29. Given a similar eicture or series of pictures
but no oral model

the students will describe tne new picture or
pictures using pnrases that express ordinal sequence.

A/0 30. Given a picture and an oral model describing it
which employs positional/orranizational phrases

the students will recreate that description,
making similar divisions in their descriptions, but
not necessarily expressinc: them in the ,same order.

A/0 31. Given a similar picture but no oral model

the students will describe the new picture
employing positional/organizational phrases.

See Notes, page 21b 34
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A/0 Z2. Given a new picture or pictures
and ;riven guiding questions but no oral model

the students vill select the appropriate type
of organization (ordinal or positional) for
their descriptions
Rnd will describe the pictures orally.

A/0 n. Given an oral model explaininE. how to do something
(with an accomp anyinz series of Pictures)

OR
Given "how to guiding questions to help organize
a "how to" explanation

tne student will explain how to do something
that he knows ho to do -- at the folloring
class meeting.

*A/0 34. Given a picture of a :reometric shnpe or shapes
and given an oral description cf it employing
elementary ;:eometric vocabulary

CR
Given a picture and
riven ;:uidin.: positionnl/oranizational yea/no and
' ;H questions amploying vocabulary

glD
given a different but similar picture

the students vill describe the new picture
using the same vocsbulary but not necessarily
in the same order

CR
the students will as yes/no and /or WH questions
of other students

and other students will create a description
of tne new picture in response to classmates1
questions.

A/0 n. Given a series of non-sequential oral "facts" in a
loose oral model

the students will select an arrangement or
organization
and will restate tne "facts" in an omanized
description/explanation/or problem and solution.

* See Notes page 21c

3fi
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A/0 Z6. Given a series of utterances containing a sequential
development (but not in a question/ansver relationship)

and riven ruieinr questions about an analogous
situation, the answers to which could be shaped
according to the model

the students will select the information that
bill answer the questions
will choose some kind of organization
and will produce orally a series of utterances
which contain tie requestecd information as tell
as a coherent shape or organization.

A/0 37. Given a picture
and riven an oral model describing the picture s; dish
includes comments about That isn't obvious, what isn't
there, at isn't done, as well as what is

the students will repeat the model at normal
speed, intonstion and pronunciation.

A/0 a. Given an analoous picture to A/0 37

tne stueents will describe it, including in their
desert-17;13n some statements about what it isn't
as well Pe what it is.

the students will :ask new questions of each other
about yhat's there as well as what isn't.

Readince

R 6. Given a refeine relection which employs the Phrase,
"under RIIC circumstances"
and ieen a class discuseion in which the teacher points
out the references of tae phrase
and riven a secend, snalogous reading selection

tae students will identify those statements which
express the circumstances to which the phrase refers

R 7. Given R 6, the same task will be repeated with other
expressions tit refer to previously stated names, qualities
and/or ieeas.

R 8. Given an article which has unusual sequence, but has
verb tense cues to time order and transitional expressions

the students will recognize the order of events
and will support their recognition by identifying
verb tense and transitional expressions.

MEH R 9. Given practice with core arts of a sentence
and riven a statement which contains expansion

the students will recornize expansion
and vill select the core parts.

See ,notes, -page 21c 3()
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R 10. Given s paragranh or panwraphs as a unit
and .-iven the information t.r.:t in written Enc.lish,
writers often restate tne same idea in different words

the students will identify those sentences wnich
are restatements of previous sentences.

R 11. Given a parai-rat h containing known structures,.
coordinators and/or transitional expressions
and brand new vocabulary items

the students will be able to make certain
statements about w.at each r.ew word is or is not
before they consult a dictionary.

R 12. Given secuential deta.il to a point

t :e students vill infer the consequent
action of a character.

R 1Z. Given a variety of written statements which employ a
chaniled ord order from oral Engllh

the students vill express them aloud
in the conversational word order.

R 14. Given vritzen structures which combine ideas

the students will express the included ideas
orally in more to an one usterance.

W 20. Given several individual conversational English
utterance

the stueents vill combine them and produce
them in fewer written statements.

GG 21. Given a rararrarh
and given t:.e instructions to cnange the paragr
to a !:ocsible conversation

the students will delete expressions customarily
employed in the written form
vill 'rite questions that the paragraph
statements answer
will retain .certain of the paragraph statements
and ::ill order the cuestions and statements
in some sequential manner.

W 22. Given a list of rel,,ted sentences

tae students will reorganize them into R paragraph.

3f ;
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1.11 W 23. Given a paracraph of questions

the students will write affirmstive answers to
tneve cuectior.s in statement form
and will organize the statements into paracraph form.

W 24. Given a paragraph
and 1:iven a rewrite instruction

the students will make all necessary chanres
and will produce a correct paragrann according
to tne rewrite specificaticns.

W 25. Given a model paraisrapn &scut ::ew York wnich is
orcenized in en ordinal or chro nological sequence

the students will write parnisrashs about the
lsrsest city in tsair countries, employing
similar ormnization.

GG 2C. Given a to-ic sentence
and riven severs' .:etsils listed in p's.rates and
partial structures

the stueents will put the detrils into complete
structures and will arrsnse tnem following the
toic sentence in paragrrss%s form.

1 27. Given a question to vales. there can be several
answers or a series of answers

the students will write several statements
in answer to the one question
and arranse them in pareserapa form.

. Given a to is sentence
and ;:iven several C.etalls listed in 'ohrases and partial
structures
and given several detalas that are tne result of other
details
and riven a conclusion

the students will connect the details which
result fro m each other
and will organize all of the given information
into parexnv,1: form.

'.: 29, Given relsted cuestions, each of which can be answered
with a series of st'tementc

the students will answer each question with
several statements
and will arrange eaca group of an into a
partwrsph.
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Y.EF. W 30. Given orally a cet of details describing the physical
characteristics of a person

MEH

the students will list them in sentence form
and will omanize the descri-ptive statements
into a parar.raph includinv a topic sentence.

U 31. Given a icture of a. per son wnose physical chRrncteristics
are mostly different from ;nose of the person In W 30

the-student; -will orally describe. Ihe pi.etured person
and will rite a nev but analoous second
descriptive parazrap.l.

W 32. Given the two paragraphs of W 30 and U 31

the students will list the differences and
similarities c: the tro peolae
and write a third pa.rarriiph comparing the two.

W 33. Given a transitional expression.
and i:iven several pairs of rarnEraph:

the students 'All select one pair of parnr:rarhs
that is ap-ronri:zte to the exrression
and 11. re- trite the .oara:7r*ns teith the transi-
tional e:.pres.,,ion properl:.

W 34. Given the three paragra_,hs of W 30, W 31, N 32, or an
analcwous

the students will re-rrite-them
till add trrnsitIons
and vill arranc:e them Into a three paraccrapa
colposition cohcludin.: with the pararampA of
contrast and difference.

N 35. Given several pairs of e.uFstions
and Elven a transitional expression

the students will choose one pair Of questions
will write a para,zrapn of statements in answer
to each question
and will employ transitional expressions.

W 36. Given a variety of transitional expressions
somethir.;:. more: in sdeitin, moreover, besides
those similar to sltnou;:n, even des3,17,e, .

ordinPl.: first, next, f3ftPr . . .

and given a variety of pairs of para;:rai,ns

the students wilt match the connecting words and
expressions with the appropriate pairs of
parar:rapns without error.

3f i
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Part D. A fourth level of difficulty definitely assumes that
the students know many of the basic structure:: of the Etv-lish

lsnru-:-e. :he new inrredient involves a :reater dezree of choice

or selection than Parts B and C.

True, students should have been ranking choices all along.
In Part 3, comUnations of structures, it mii:nt be said that
students had to learn to choose reeponses that matched the
structures presented to them. Choice in Part C -as guided by
the kind c, orranization :xinK used.

0..oice in Pnrt D is less Hell -doe iced. Cultural and
psycholo.ical kould determine some choices. Others
mil.nt be determined accomino to one's opinion, point of view,
or purpose.

This is not to r-t.y that the techinr of culture with
c-n -lit until advanoed levels. One can't avoid cultural

ac::ects ith the daily routines and family matters
at the 7e* lrvils. The teacher munt always be aware
of cultural aspects enter ins into a laravai:e lesson.

But in Part D, in dealin7 it lani.u..ze of c-anion, lan;mage
of emoti,:n, laniu- of re 'uasion . . . the entire clss meets
and deals 'xith cultural and psycholcwical to:::ics more consciously
thm '.efore.

A/0 n. :Ivan a rroblem and as solution in an oral model, in a
series of pictures, and/or in a newspaper article
and :Aver, f:uidinc cu stions

the students vill restrte or summarize the same
problem and solution

CR
the students will reject th.lt solution and
t:enerate a different one

CR
they will describe an analoi:ous problem and
solution -- at least analocous in their minds --
(7,1-it nunds ii%e the time I . . .)

A/0 40. ::aver, a brief oral description of OR a series of pictures
,chic h illustrate a disturbint: situation, a failure, or a
disappointment of some kind

the students vill describe their reaction to It/
feeling about it

OR
they kill role play their efforts to console the
person involved in the disappointment, usino
reassuriht7 -hrases and expressing apprdprirte
sympathy and understanding

03
they kill discreetly charIF:e the subject to a
different topic to the other's mind off
his or her problem.

See Notes, paEe 21c
4
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A/0 41. Given tne direction to describe some place in the student's
country tn,,t few, if any, of the class members have ever seen

* and riven uidin cuestions
and riven the direction to advise his classmates on
whether or not tney would '?,ant to visit this place.
end ;Avert fifteen minutes of preparation time

the students will each dive an organized description
of tae place of their choice
and will end rita a reco-lendation that members of
the class saould or should not attempt to visit it.

A/0 42. Given a selected radio or T.V. program
* and given a set of questions to i-wide their listening

the students will listen to or watch it outside of class
and will discuss it at the following class meeting.

A/0 43. Given a variety of types of music, portions of rhica can be
brourht to tae classroom through records or tape
and riven En:-:lish vocabulary commonly used to describe each kind

the students will listen to each kind of music
will describe it in Enrlish
and additionally express taeir reactions to it.

A/0 44. Given some problem to discuss and a surzestion dolution --
eitaer orally or in a nerspaper article, letter tp the editor,

and riven a model commentary raich concurs vith the
opinion, elaborates on the solution, and re-states the
origin a1 idea

the students will re-state the same kind of concurring.

A/C 45. Given an analogous problem and solution as A/0 44

the students rill concur in the sane elaborating
and re-stntiag manner without a model.

A/0 46. Given a problem and solution analogous to A/0 44 and A/0 45
or even tae same ones used in A/C 44 and A/0 45

the students will re -state it and elaborate on it,
but will not cencur. They may admit the problem
but disagree about the solution. An alternative
solution may be offered, or just a statement that
they don't know rhat to do about it despite taeir
rejection of another's solution.

A/0 4?. Given a desire taat av not be stated
For example: George has a rood job nt a factory which is
hiring a few new employees. His brother -in -`law Sam is

out of work. However, George knows that Sam isn't
qualified for the jobs and there'll be no one4he-job
training. George just doesn't rant to discuss this
with Sam at all.

* See Notes page 218
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Sara only knows that there are job possibilities where
George works, but he doesn't really want to come right out
and ask for help. He hopes that if he brings up the topic
of work or jobs, George will offer informetion of the
net: possibilities. He is so desperate for work thet he
can't let an opportunity eo by and will continually bring
up the subject of work and jobs, while/ will continually
find somethine else to talk about. George

and =riven a few minutes to orgenize their thou :Tints
individually

two students will role-play the parts of Sam and George,
choosing appropriate comnents and questions.
Georee will probably ettempt to start conversations
on every toeic but that of work
while Sea will al- ays brine tae conversation back
to vor% and jobs
but never directly about Georee's job.

A/0 4S. Given another role-pleeine sieuation.

Joe and t:artin are 17 year-old friends. ::artin rents
Joe to ceme to his aouse this afternoon. Joe coeld decide
whether or not to accept the invitetion if he knew that
:ertin's 16 year old sister ,;:as no me -- but he doesn't
want to as ',:artin directly. :.:artin doesn't suspect.

Two students will role-play this conversation.
Joe will attempt to lend the toeic to girls in general
and sisters in particular, but not so that Martin
suspects it nis particIllar sister.
:artin will try to net a time and make specific
plans for the afternoon as to ehet teey'll do or
where tney'll go. Joewill not commit himself to
an exact time or a definite, "Yes, I'll be there,"
but he won't say, " : :o ", either.

Reading

R 15. Given a written selection

the students will reed ir to themselves
and will discuss it statement by statement.

The important question that will be asked of each new
statement is: Does this add somethine different from
what has already been stated?
If it does not, further consider: Is the idea repeated
exactly or in different words? (compare the different
ways of saying the same thing.)

R 16. After s.:;Rmining several writing selections according to
R 15, the class will also:consider: Position.

The students will point out t.:.lere the repetitions
occur in tae naraeraenearticit7--becinning and end?
middle? all over?
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R 1 ?. Given the ideas expressed in the selections in R 15 and
R 16 which are not repeated . . . in other words, all
statements vhicn are new

Students will identify from among them which are
main ideas and which are not.
General considerations will be: 1:Tnere are the

main ideas found? '-:here are the supporting details
found? Vnere are tne redundant and restated ideas
found?

R 18. Given a reading selection which states a topic and adds

supportin details
arc Eiven a couple details connected with also
and given a copy of tnis rending selection up to and
includirx the word also -- but no more --

tr.e students will determine/predict whether or
not the followirx structure contains a detail
or a main idea.

R 19. Given a variety of utterances expressed orally

the students will writf, exactly tha t they hear
and will write one nossible c.=-anced order that
trey mi;:ht expect in writtenfEnzlish.

R 20. Given a paragra_ h. with sufficient detail

the students will infer a conclusion.

VFA R 21. Given a group of subjects of sentences

the students will sunest the kinds of predication
which mi:-:nt follow.

VFj R 22. Given groups of written selections watch are minus

their conclusions

the students will predict reasonable conclusions
that miht follow.

VFW, R 23. Given opening sentences of written selections

students will predict evidence that might
support the opening statements.

Then given a phrase like: on the other hand

the students will predict evidence that might
follow the latter phrase.

R 24. Given opening sentences of written selections
which state a vies

the students will sup:zest other ways to restate
the same idea in a conclusion.

4
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tinges_

W 37. Given a picture or an event
and ziven a class discussion which elicits student des
criptions, interpretations, conclusions, imaLininzs . . .

the students will select from all of this unorganized
discourse some unit of information
will select a type of organization
and will !:rite a paramiapn about one aspect
of the original oral discussion.

W 38. Given :Os opinion on a subject

the studen*:s will write their opinions in
parac.raph form.

W 39. Given a model "how to" paragraph

the students will write their own process
para,:raphs.

W 40. Given a topic

the students will write a free paraj;raph.

W 41. Given a subject matter topic thrq clearly divides into:
a beinninz, a middle, an end
a left, a center, a'ric:ht
a past, p. present, a futrre
a vertical, a horizontal, a diazonal
a plus, a minus, a neutral
a real and an ima::inary
a nossible and an . . .

and ::iven transitional expressions

the student will write about the topic
will divide his ritin= into paragraphs which reflect
tne clear divisions, of the to7,ic
and will use appropriate transitional expressions.

W 42. Given any shared classroom oral experience

the students will produce a written description/report
of wnat nanpened in class
and ill organize this writing into paragraphs.

W 43. Given a fictitious letter from a friend asking many
questions about the students' new life in this country

tne students will answer tne letter, answering
all of the auestions tip - :t were posed.
Wnether or not the letter of questions is organized
around topics, the letter cf answers snould be, placing
all of the answers to ruestions on the same topic

in the sa,ne paraETaph.

41
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W 44. Given pictures of sequenced events
and given a class discussion eliciting student descriptions,
interpretations, conclusions, imaginings, etc. about them

the students will write several paragraphs of
related events
and will employ transitional expressions which
show how the events are related.

W 45. Given a brief description of a place to write 'about,

for instance, an old but dangerous and dirty part of
the city
and riven divisions "on my left, straight ahead of me,"
and "on my right"
and given the restriction that they may not use the
given words: old, dan;?erous and dirty

the students will describe what he imagines
without stating that it is an old, dangerous
and dirty pert of the city.

1;46. Given the follwAna kind of exercise done orally with
an analogous article
Then given the first 7ara;:aianh of another article to read,

one chic h stops after it has presented only one side of
the matter
and ;,-iven a concluding statement in favor of that side
and given laliding questions such as the following:
a. Accord to his description of the problem,

do you think that the writer came to a logical/
reasonelle conclusion?

b. Do you feel that the author described the problem
adequately? Are there any details that you can
think of that he didn't mention? Is there another
point of vier thnt he ignored?

c. Do you agree with him?

tne students will write the "otner side" by answering
the fs,:uidinP questions, creating their own second pars:rraphs
and will organize the given first' paragraph, their own
second paragraph, and the given copellesion
into a threepart written presentation.

W 47. Given the following kind of exercise done orally with an
analogous article
and given a different article to read which presents a
problem and advocates a solution or point of view
and given guiding questions for nis first paragraph
such as the following:

a. Who wrote the article? Name, title end/or qualifications
b. To whom did he address it? Was it written for the

magazine or journal in which it appeared? Or was it
a reprint from a public speech?

c. What was his topic?
d. Was he for it or against it?
Then given the guiding questions from W 46 for his
second paragraph
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the,students will read the second article
and will write about the article, organizing
their writing into two paragraphs.

W 48. Given the following kind of exercise done together in
class vita analom)us articles
and given such guiding questions as taose in W 47 for
paragraph 1 and W 46 for pararaiaph 2
and given more questions that elicit a compariOon of
two articles

the students will read the new articles
and will write similar paragraphs (W47 and W46)
about them
and will add a third parar:rallh that compares
the first two
before reac'aing a conclusion.

'Y 49. Given a topic

the students will ,rite a series of
related, interwoven paragraphs.

Key:

A/0 - Aural/Oral R - Reading W - Writing

Certain lesson stri4tegies Vaich come directly from colleagues
or aut.:ors are indicated as follows:

MEE - :,:ary Elizabeth Hines
Assistant ProfesFor of English as a Second
LaGuardia Community College, New York City

GG - Gloria Gallinzane
Assistant Proi.es:-or of English as a Second
LaGuardia Community College, New York City

Language

Language

LR - Lois Robinson, author of GUIDED '..:RITIT.7G Arm FREE. WRITING,
Harper & Row

VFA - Virginia French Alla:it-strata:les sug,:ested in her talk to
NJTESOL, Trends in the Teaching of Reading, November, 1972.

C&B - Campbell and Bracy, authors of LETTERS FRO:i ROGER,
Prentice-Hall

4C



Notes, page 21 a

Re: R 1. page 3

It appears that Reading is being given short shrift.

quite the contrary. This exercise should be done early and

regularly. It mi;_-ht have been written as the last step of every

other task. In other words, at the end of an oral lesson, saow
the students what the same oral language looks like in its

written form.

Re: A/0 23. page 5

My effort to express the place of occurrence in which I have
noticed that native speakers do utter complete negative statements
will, no doubt, need some elaboration.

rpon enterinc a croup and learning that they're talking about
traveling* in Eurore, to at--X as in Europe for 10 weeks last summer
and Y was in Europe for 6 weeks last summer, it is possible that
one might address Z. vith the question, "And how long were you in
Europe last summer?"

One is lending with a WH question without first ascertaining
with a yes/no ques:ion whether or not Z vas, in fact, in Europe
last summer. This is based on the erroneous assumption that
everyone in tae group was there last summer.

It is quite possible taat Z would answer, "I wasn't in
Europe last summer."

This set of conditions is easily arranged in beginning ESL
classes. Often exclude one student from a common activity, but
ask the same questions about all students. The WH question,
applied to tne student who was excluded, will often provide a
natural place for tne practice of the complete negative statement.

This is instead of eliciting it from a yes/no question which
textbooks often do and native speakers never do.

Re: A/O 24 pace 5

Shared situations are classroom ones. They vary to the degree
that different teachers' imaginations vary and the personalities
of different classes vary. But they are real experiences about
which to communicate and make the structures meaningful. Some
possibilities might be

Realia and pictures that have been used in class.
The way these thinrs were used -- were thrown, hidden,

stepped on, crushed, broken, exchanged, torn, cut,
passed around, eaten -- and what vp.s said about it.
Were these things supposed to.happen or did they
oocur by accident?

47
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A story that was read and discussed in class. (Some story
characters can become well-known personalities to the
class.)

A movie that vas shown.
A classroom mishap, accident, or humorous incident.
Impossible omeork tn-t ' :as assigned but caused a trauma.
An observer/visitor who attended.
A lesson that no one liked.
A test tnit was so difficult that no one passed.,

Common situations are those that the students (or most of
them) :n o::} of just by bein:: alive in tant town on that day and
attending that class. Some examples would be:

Transportation systems that students can/have to use to
reach the clr.ssroom.

Rezistration systems that students must survive to reach
the classroom.

The current problems and politics of the town/country/world.
The shopping facilities available to people in tnat area.
he entertainment facilities available to peonle in taat area.
The history of the area and holidays.
he Eeozraph:.. of the area.

Famous pecr-le of the town, country, ':*orld.
Ybuth/a::e/diet/illnesss.
Care of infants and pets.
Ca pus routines, elections, regulations.
Availability of services: laundries, dry cleaners, shoe

repair, enpliance reair, banks, P.0;
Lays and ret.:ul:,:ions: Parhing, sneedin7, voting, marriage,

smoking, e.rinking, emergency exits, fire precautions . . .

ER: A/0 2? pate 9

:her: are times when one has to resnsnd to news received --
even thouirh the ne,:!s dien't 7enerate any particular emotion or

concern 1:hatsoever. It just didn't firrabd you.

Eut another human be in has addressed you, regarding something
newsworthy in his/her opinion. One manages a response, no matter
how bland it :tight be. I've called this a "neutral conversational
response" or "addition." Examples: Gee, I hadn't noticed, myself.

Oh, is that a fact?
Really?
OA? How come? . .

Re: A/O ZO pege 9

positional /organizational phrases:
in the middle, on the rit:ht, on the left
in the background /foreground
at the ton/bottom
on the left site, on the ri:ht side
in the upper left corner, unner right corner, lower . . .

In the lower half/upper half
in the center 48
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Re: A/0 33. page 10

What equipment do you need?
What precautions are necessary?
What should you do first? next? after that?

Suggested topics: How to operate a cigarette machine
How to bait a hook
How to make tuna fish salad
How to load a camera
How to bandage a cut finger

Re: A/0 34. pare 10

elementary geometric vocabulary such as:

a square, a trianale, a rectangle, a circle . . .

a diaaonal/horizoatal/vertical line
a straizat/dotted/broken/wavy/crooked line
a star, a dot . . .

a radius, diameter, circumference
a cube, a cone, a cylinder, a sphere, a rectangular solid

Re: A/0 37. rare 11

Some pictures tnat look lonely work well. Lonely people,
'deserted streets, ahost towns, Antartic scenes . .

A lot of compleze negative statements are naturally used:
The boy doesn't aave anyone to play aita. He doesn't nave any
place to ao. :.:sybe he doesn't have any money. :,:aybe he doesn't
knew how to play baseball . . .

OR
There aren't any trees. There aren't any bushes or floers.

There aren't any birds. There isn't any arass. There's only snow.

Re: A/0 40. page 15

Unpleasant situations about whica nothing can he done:

the failure of an exam in school
the failure of an exam for a driver's lia4nse
a paid doctor bill that leaves one broke -- takes away all

vacation money
a bus/train/plane ride he missed and thus missed an

important meeting /ap pointment/party/date
a job that he didn't ret

Reassuring phrases and expressions:

Don't feel so bad. You did your best.
That's all anyone can do. That's the most anyone can do.
Now that you've tried the exam, you know what it's like.

You'll do better next time.
Just be glad you were able to . You'll make up

for it soon.

4 P.
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:Toney isn't everythinc. Come on, let's have a cup of coffee.

So you missed the and you won't be at the
Give tnem a rinn. and then let's go to the beach.

Don't let it ::et you down. There're other jobs in the world.
You'll find a better job than that one, anyway.
Let's co &et today's paper and look at tnt ads.

Re: A/0 41. page 16

What kind of place is it? public, private, historic, modern
Where is it? How can tourists reach this place?
by is it important or interestin0 that happened /happens there?
How do people in your country reel about this place?

Re: A/0 42. pace 16

Who/When/Where/What (7uestions -- the specifics of the procram
Ideas expressed in the nrocram
Purpose of the procram
Value of thc prop,I.P.m
Was the proms: especially for children? Give three quotes

from the prof-rnm to support your ons%er:
What is said a':out the popularity of the proFram?
Opinions - Impres!rions - What did/d dt you

feel? Were you sorry or _lad ,:fhen it ended? enlightened?

informed? bored?
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