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FOREWORD

These discussions and comments are concerned with an
unspectacular but crucial topic: the pedagogical behaviors
of the teacher in an ordinary situation — a classroom with
20435 pupils who are beginning the study of a forelgn language
as one of their courses in school or coliege.

In the recent past much has been written on theoriles about
: the learning of a foreign language and techniques of teéching one.
Speculations and generalizations about a child's acquisition of
its first ("native") language have sometimes been made the basis
for speculations and generallzations about effective forelgn-
language learning and teaching. There have been appeals to
4\dQGﬁfiﬂES about the nature of language as an abstract structure,

-+ to Justify new pedagogies. Often the real 3;§g§§iﬁn of the
classroom has been disregarded, and "1anguagé?écquisition" has
been described without considering the age, motlvation, or
previous lingulstic experience of learners, or the size of
classes, the length of class periods, the freguency of class
meetings, the duration of the course.

If a teacher=training course 1s dominated by the presentation
of recently evolved theories, 1t 1s an inadequate preparation for
the real-life situation about to be faced by a new teacher or a
teacher who has had to cope ﬁith classroom problems by improvising
without systematic guidance. Such a teiacher or future teacher needs
to be guilded to familiarity with the everyday basic techniques of

managing a class. The teacher-training course can and should
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present examples of such effective methodologles, and practice
in applying them.

These discussions and comments, then, are gathered and
?resentéd as samples of elassroom tactics, their use and the
basls for thelr use. There is nothing novel or revolutionary
about them; they are not exelting revelations of sensational
;breakthfoughs of theory or discovery. On the contrary, they
are well-established and thoroughly tested by the practical
experience of many years; there 1s nothlng mysterious or magilcal
about these procedures, some or all of which have long been used’
by expéfienced teachers. They are simply descriptions of
some of the ways a teacher can be effective in helping students
begin ﬁ@ learn hew to understand and communicate in a foreign

language.




INTRODUCTION

EThrcughQﬁtvthese discussions the abbreviation "FL"
(=Foreign Langaage) is used to indicate any language being
taught and learned under classroom conditions —— French,
German, Italian, Russian, Spanish, etc., and, of c@ursg,

English as a foreign language.]

- e

The fifst hours of a systematic pr@éfam of
teaching/learning a foreign language concentrate on oral
training: speaking, and understanding speech. The
duration of this period ;f concentrated oral training
depends on the intellectual maturity-of the learners —
longest and most repetitive for the youncast, relatively

shorter for learners who are older adolescents or adults.
But regardless of the ﬂurati@ﬁ and intensity of the
exclusively aural-oral phase, it is the beginning of the
. beginning of foreign-language acquisition.

For the learners, the aural-oral classroom activities
are something new in their school lives; and this is a

factor of foreign-language pedagogy of overriding importance

PO

for the teacher.' A pedagogical breakdown in these initial

hours of the foreign-language program can have disastrous

consequences in learners' meotivation, permanently affecting
their whole attitude toward all aspects of the study of

this foreign language and foreign languages in general.
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Many teachers are naﬁive Spé&EééE éf:ﬁﬁé'same-laﬁguage
as their pupils. For them, as for the pupils, the language
being studied 18 a foreign language. Thelir control of that
language is less than completely native-like; but this lack
need ﬁct fatally impair their ability to function as effective
teachers. What such a teacher needs in the beginnings of a
FL course 1s accuracy, the abllity to pronounce correctly and
with the proper grammatical constr ictlons Just those sentences
and phrases and constructions which the pupils are learning
and practicing. (In the very process of directing the
learners' practice, the teacher's own ccnﬁfal of those séﬁtences
and constructions is reinforced and confirmed.)

On the other hand, teachers with exceptlonal conversational
fluency will have to restrailn tﬂéﬁseives to keep within that
part of the F% with which thelr students are familiar. For
purposes of the classroom at any gilven hour, the FL sentences
and constructions which the students have learned or are now
practicling are the FL.

The teacher's skill in speaking the FL 1s focused on

two classroom functions: (1) the teacher's use of the FL

is & model for student imitation; (2) the teacher's knowledge
of correct FL pronunciation and grammar is the basis for
judging students' performances, correcting errors, énd
gulding remedlal practice.

Such oral practice in thé classpoom 1s very different from
Ea,“éireet method" or a "conversational" approach, which would
ﬁdemanﬂ of the teacher the kind of conversational fluency which
¥ gcméé only with long and continuing experience 1ln using the FL

X “ 4n a wide variety of situations and with many different people.
Q - : -
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The eﬁphasis on a first oral stage of FL learning has a
long history. For the American teaching profession, the present
development goes back to the Army Speciallzed Training Program and
the Civil Affairs Trailning Program during World wWar II. The pilot
operation lay a few years further back, 1n the Intensive Language
Program fathered by Mortimer Graves of the Amerilcan Council of
learned Societies, supported by a major grant in 1941 from the
Rockefeller Foundation. The experience of thils Program made it
possible to gather the needed resource persons and move quickly
and effectively tc supply the armed forces with materials and
rosters of competent personnel, under the general guldance of
Graves and J Milton Cowan, secretary of the Lingulstic Soclety of
America. Since then, the ildeas and techniques have been adapted
to general educational needs, through the wofk of proficient
textbook writers, teacher trainers, curricular adaptations, and

with the cooperation of enlighteaed publishers.




I. "The five stages"

We may think of eny 1ltem in a language -— word,

~e¢onstruction, or idlom — as going through five stages

as 1t 1s learned: Recognition, Imitation, Repctition,

ariation, and Selection.
L ¥ K KRR K K E K K ¥ XL E KK ¥ X ¥ ¥

Recognition

=

There are two aspects of recogn ition in the lEd*nLP“
of a new word, construction, or idiom of a language:

(1) the identiflcation of the smaller elements of which
it consists (gauﬂas or letters, words, constructions);
(2) the identification of a meaning.

When these two aspects are ?ch recognized and
assoclated with each other, the learner has made the first
crucial step towérd the habitual use of the new ward,
construction or idiom.

idégﬁif;;atigﬂ of the language f@rié Whernt a learner

encounters something new in a forelgn language, he ldentifies

alreéady familiar. For example, a new word 1s a combination

of already-familiar sounds or letters. A new construction

is a new combination of words or parts of words which the

J‘

learner already knows. A new idiom 1s a new combilnation of
words or constructions.

Identification opfa meaning: After a new item haS‘EEéﬁ

identified as ccnsist;hg of familiar smaller elements, 1%

has to be associated with a meaninz. This associlation takes



place through one or more of a variety of ways: from
context, from gestures, from pictures, from explanatlons,
or from an English parallel sentence in the student's

book.

Tnitation

Imitation beging the habit of using and un@ers%and%gg
the meaningful word, constructlon, or idiom which has been
recognized. In oral practice, thils imitation involves
the learner's immediate echoing of the FL which the teacher
or a tape has Just pronounced. These first imitations are
the most direct and the sﬁﬁplest possible response to the

stimulus of hearing the FL. The strain on memory 1s

minimized at this stage, by haviﬁg the learner perform

1

U

immediately after the model. — This is the stage in which

correcticn of wrongz pronuncilation habits properly occurs.

Repetition

Repetition both challenges and strengthens the

learner's memory. In repetlition the learner produces
some FL wilthout an immediately preceding model; that
production has to be on’ the basis of memory. At this
stage, the learner's natlve-language hablts may conflict
with those of the FL; and the teacher has to be both
patient and firm in protecting students from the formation
of wrong habits as they fepeaﬁ. The correction,
fortunately, 1s simple and natural; it is to return to

the earlier starce, Imitation.

- . . . 10




Variation
After the learner has begun the formatlon of a
_habit by imitation and repetitior. & progeam of gulded
Variation leads to the production and understanding
of other useful expressions, which are partly simllar
to and partly different from the models that have been
repeated. Such variation practice involves the use of
different vocabulary items with the same grammatical
pattern, of different grammatical patterns with the same
vocabulary items, up to the limit of the learner's

experience in the language at the time.

Selection
Finally comes the stage of Se;e;tiggg when the learner
econtrels certain habits of vocabulary and sentence structure

)
among several or many FL

well enough to select, from

st

sentences, that particular sentence which-1s required for
a particular meaning in a particular situation. At this
stage, the "machinery" for producing certain FL sentences
has become habitual enough so that the learner can
concentrate on meaning — the goal of lenguage learning.

Errors and correction

At any of the five stages, the learners'

or imitating, or recveating, or varying, or selecting

11



correctly. Thils hapvens with discouraging frequency in

the carly weeks and months of FL leanlng, rhen the new
habits are st11l too weak to resist the sftrong
native-language habits. Whenever 1t happens, the corrective
device 1s to go back at least one stage: If there is a
mistake in selectlon, variation can gulde the learner into
selecting correctly through practice of parallel sentences.
If there is a mistake in variation, repetition 1s called’ for.
If there 1s an error in imitation, the remedy is more
modeling to assure identificatlon of elther the

language form-aspect or the meaning-aspect.
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II. The first day in the FL class

—

Many teachers find it helpful’ to sﬁendvpazt

i S\ of the first class hour éxplainiﬁg to the students
some of the special features of a gegiﬁning

i language course. During the latter part of the
first class hour they illustrate whét they have
been explaining, by actually doing éhe first part
{ of the first unit, thus showing their students
some of the %pécial language classroom customs,
that will be ﬁravailing‘during the year.

Every school, every teacher, and every class

have their own characteristic personalities; and
no one inflexible intreoduction to the study of
§the FL could fit all the teaching situatiocns at
the bsginning of the year. Naturally, every
teacher will modify the order or the emphasis of

the topics, and will bring life and authority into

. the explanation by using his or her own words.

XX X OE % K K K X X K K ¥ K X X X
Learning a FL. is perferming in the FL

Most of yau'a:éégtudying a modern foreign language
fqr the first time in our Beginning FL course. I hardly
need tell ycuithat all classes are different in the
different subjects. But'a modern foreign language is one

of the MOST different subjects in the whole curriculum.

- | 13
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In the FL class you will be Ferfgrg;pg’gw performing

~in a number of different ways. You will be building up

habits and skills to do in the FL what you learned to do
in English as very young children: +alk with people by

saying things and understanding what is séii to you, |

1atér on reading and understanding what you see in print
or in writing, and finally learning how to writeethiﬁgs

that the users of the FL can understand. |

The first stage is to build up habits of speaking
and understanding what is spaken. In some ways, this is
nDt only the first skill and the flrst set of %sblts you
will need; it is also the one that at first calls for the
most concentrated learning.

So for the first few h@uré of this FL course we won't
be learning facts, but just building up some basic habits.
Theée habits and skills of talking will gradually become
more and more natural for you, and after a while the work
on these speakiﬁg habits will be a smaller and smaller
part of your total FL study, as you develop and p:actica
skills and habits of reading useful and important messages
in print and writing.

But for several weeks these prgnéuﬁcing and listening
habits and skills of making and understanding sentences
will be our prime objective. We will learn what to say

in real-life situations, and how to say it so ‘that we can

14



be understood and caﬁ understand what is said to us. To
do this we'll build up the needed habits by performing
— proncuncing FL sentences and learning the'right time
to use the right sentence with a goed pronunciation, and
getting so much practice that when we hear one of our

FI, sentences we'll understand at once what it means.

Real FL sentences

This means that we'll be cancantratiﬁg on performance
and habit-forming practice, with real FL sentences. We'll
learn a few FL-SEﬂtéECES by heart every weék, and then
practice using them in different combinations aﬁé changing
them around to make new FL séﬂtenceég~just tﬁé way
FL-speaking people make up their new sentences whenever
they haﬁe something new to say.

At first we'll practice with very simple every=-day
senténcas_ Our first purpose will be to build up good
pronunciation habits. In many ways the FL has to be
pronounced differently from English; and it will téke‘
guite a while and a lot of practice to form the habit of
using the FL sounds naturally. Later on we;11 learn
Z;EQér sentences and practice changing them around, part
by part, to make ﬁaw sentences. That way we'll be forming
habits of making different sentences just like the

speakers of the FL.

H



We will always start work on a new group of sentences
by hearing and speakirg, thénilatar on by reading and
writing them. At first we'll practice spéaking the
sentences, one by one, and then in little conversations,
until you can pronounce them easily and correctly. We
will do this without 1§§king at the FL sentences in the
book, to make sure that we are forming the habits of
'hearing and speaking the FL. 1In the beginning this may
" seem harder than just reading, and yaﬁ may think you would
learn the sentences fasta:vif you could see them at the
same time you heard them and practiced speaking them.

But in the long run it will save time to do our first

practicing by just listening and speaking.

Habits are formed by prééticé
It will -take a lot of practice to form the FL
pr@nunéiaﬁign habits. You have all been speaking English
for many years now. Your speaking muscles have had a
huge amount of practice in our English pronunciation
habits, and it will take time to build up these new FL
habits of using your lips and jaws and the muscles in

your mouth and throat the way you have to in order to

16



Some of you have learned to play musical instruments,
and you kﬁ@w that you have to build up habits of using
your fingers in new patterns of movements before you can
really play an iﬁsﬁzﬁment! .It's the same way in sports:
it takes a lot of practice to develop the right kind of
muscle habits to be able to kick or to throw or catch or
hit a football or baseball or basketball or tennis ball.
The same we ., you have to learn many new habits Eafare
* you can really rﬁdé a bicycle, and then after you have
the bicycle-riding habits under control, you can begin
to take trips and use the Eiéyclé for practical errands

and trips.

. The FL ?equirés new speaking habits

as every sport has its own muscle habits. After you have
learned to bat well in baseball, it's hard at first 'to
learn to use a.racket to hit a tennis ball, until you have
developed those tennis hébitsi It will be the same way at
first when you speak the FL ba;ausa your speaking muscles
will still be trying té move aéca:ding to their
Englishsgzéﬁ@uﬂging habits. This is perfectly natural,
and everybody has to spend many hours practicing a new
language until the new habits get built up. Even then,

the English pronunciation habits will keep getting in the

17



"way for a long time; so all year we'll be watching out for
F§lips of this %Xind. Every now and then we'll have special
: Practiéé on the points where the strong English habits

are still interfering with your new FL habits.

Natural speed for speaking

One thing we will have to watch out for is speed in
speaking. Since we all have our Englishéégeaking habiks
well formed, we can speak and understand our own language
at a rate of many syllaﬁlés a-secanai Naturally, speakers
of the FL can do the same in the FL. At first the normal
speed of the FL will seem very fast to you, and maybe you
will want me to slow down aﬁd;let'y@u slow dawn: But we
mustn't do this. It is much better to practice a sentence
more times until we can speak it and understand it at
normal speed. We have to be especially careful mnot to
geét into the bad habit of speaking a sentence word-by-word.
The FL speakers don't speak the FL word-by-word, any more
than ve speak English word-by-word. Whenéve:qa sentenée
is too long for you to be able to speak it right through
at normal speed, I will break it up into parts for you,
and we'll build it up part by part hi'ngé word-by word!
— until it is easy. Afﬁe: we have pra:£ized the whole
sehtence for a while, itgwill begin to sound natural and .

familiar. and the first impression of speed will wear off.

18
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One reason why we do spcaking practice first and do
it at icrmal speed is to build up gé@d reading habits for
later. In order to read with  enjovment we have to read
by word-groups, not painfully word-by-wecrd. After our
speaking and listening pract;aé at normal speed we will
be used to word-groups, and the result will be better
reading habits, like the reading habits of FL speakers

when they read the FL.

FL iéttéfs spell FL words

There's another reason for practicing the new
sentences by listening and speaking before we look at the
printed FL. That is the spelling system in the FL.
FL pronunciation is different from English. So of course
the letters in FL spelling have to mean different
pronunciations from what those same letters mean for
English. When we learn the pronunciation first before
we see the spelling, we can more quiékif learn the way
the FL uses letters in its spellihg;}zBut if you saw the
letters before you had .practiced pgggauncing, the letters
would naturally guggeét to you their English pronunciation
meanings, and that would make it harder for you to speak
the FL with the FL pronunciation habits. So we'll always
“practice by speaking until we are really familiar with the

FL sentences. Then we will learn how the FL spells and

19
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prints the sentences we hay% already learnced to speak and
understand. We'll find thaé after our regular speaking
practice it will be easy to learn the FL spelling and.
printing habits. But the other way around would be much
less éfficieﬁt and much slower. So we'll always'ﬁeep the
FL hidden when we first practice a new sentence or phrase.
After we have become really familiar with the new
sentences by speaking and understanding, we'll move on

1

to reading and'ﬁritihg_whaﬁfﬁé*ﬁéve already learned.

How we will practice
By now you're probably wondering how we are going to
do this speaking and unﬁezStanding practice. Well, there
are two §ené:al ideas that we will follow ([These can be

written on the chalkboard]: 1. Listening before speaking.

2. La;ggfgﬁﬁgpfspaakiggmbefcra”;@all—grggpusﬁegﬁéﬂq.
First: Whenever we come to a new sentence you will
have your books open to the cerresponding English sentence.
I will pronounce the new FL sentence. Naturally, I'll
say it at normal speed, but loud enough for all of you to
‘hear it clearly. I'll move arcuné the classgéém and say
it four or five times in different places, éa that all of
you will have a good chance to hear it. ‘While I'm saying
the FL sentencéx you can glance at the English in your

books, to make sure you understand what the FL sentence

means.

) ’
[
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Second: Then we'll begin practicing the sentence.
First of &all, everybody will practice together four or
‘five times, like a.chorus, like a chorus practicing one
line ¢f a song. Then we'll practice with halves of the
‘class — the front half an§ the ba:k‘half, the  half by
the windows and the half b?uﬁha wali there — while the
@thervhalf listens. Then we'll do it by teaﬁs, OY rOovs.
After all that practice, we'll have some students do it
individually. By that time, everybody will have had
En@ugﬁ practice to be really familiar with the sen%anceg

At first, I'll work on getting the right rhythm ana
“the right melody, because that's about all any of us will
be able to hear clearly. And these are the most important
things about a sentence-aa rhythm and melody. By the
time we get down to. practicing by teams, we‘llwbagiﬁ to
hear the pronunciation of the separate syllables, and the
separate sounds. That's the time when we'll work on the
fine points of FL pronunciation. Whenever I hear a mistake
in one of the FL sounds in the sentence, we can practice
~the word. We will usually go back to practicing with a
larger group. And I'll build the sentence QP for you,
first the word, then the word-group; then the whole
sentence. After that, we'll go aﬁead practicing the

whole sentence, being especially careful about the trouble

spot.

21



At first you won't be able to imitate my FL pronunciation
exactly, because of course all your speaking muscles will
try to follow their English prcnunciation habits. And
your English 1is§§ﬁiﬂ§ habits may often make it hard for
you to hear when I pronounce a FL word with Eame»scunas
that you aren't az&uétamed to hear or speak in English. -
Don't worry: this always happens when people begin to
learn a foreign language. I'll just Keep repeating the
FL pronunciation. All you have ﬁé do is listenrsé:%fully
and watch the way my lips éﬂi jaﬁwaré moving when I speak
the FL sentence. Imitate averything’y@ﬁ hééf aﬁéﬁséé:;jﬁéﬁé
as ei@sely‘as‘gau can. I will hear any mistakes you make,
because I know both FL and English Pr@nﬁnciati@n habits.

So I will stop the practice from time to time to correct
a pronunciation that needs to be changed in order to build

up the right FL-speaking habits.

Now we're ready to begin our first practice with some

simple short FL sentences.....

22




IIT. Tactlcs of presenting material for oral
habit-forming

Larger to smaller group - "Anothep way of saying it" —
The baclkward build-up — Speed-up practice — The
teaching of i and § 1

x® ¥ ¥ X ¥ ¥ ¥ ¥ X ¥ X E ¥ X X % %

Larger to smaller group
In presenting new material, or familiar material in
a new form, it is wise to begin with choral practice by
the entire class, then by various sections of the class,

then by rows, and only then by individual students. 1In

this way, embarrassment is reduced, since by the time an
ihdi%idual performs alone he has already produced the
material many times as a member of a group. Furthermore,
therg, is an "error-blanketing" effect in large-group
performance. The individual uncertainties and errors

tend to cancel each other out, and what is heard as a kind
éf average is likely to be better than most individual
performance would be during the first few imitations and

repetitions.




"Another way of saying it"

One difficulty in language %ea:hing is that every now
and then a questicn comes up about a garticuiar sentence.
Sometimes a student has heard at home or from some friend
of the family who has been in a FL-speaking country that
there is an alternative for a sentence. Often the suggested
situation. But there is no time in the first-year class
to discuss such complicated matters.

The simplest way to handle this situation, many
teachers have found, is to say something like this:

"yYes, that's another way to say it. Later on in the

course we'll 1eérn.that way too. But right now we'll have
juét this one way of saying it, and practice that until

we know iﬁ. After you have learned this one, we'll

practice other ways later on."

P
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The backward build-up

Many teachers and textbook ﬁ:itars are today aware
of the "seven-syllable limit" -~ the difficulty of
grasping, remembering, and reproducing more than seven
unfamiliar syllables in sequence. So the presentation
of wholly new material ought to stay within this
seven-syllable limit. But of course some very useful
sentences, and even some sentence parts, exceed the
seven-syllable limit.

When a sentéﬁcé is too long for recognition and
imitation within the seven-syllable memoxy span, it calls
for cumulative partial presentations in a backward o
build-up. First the teacher pronounces the whole
sentence four or five times, in its eqtirety; Then the
senténca is "broken up frem the end"; the last word or
grammatical word-group is practiced, then the next-to-last
plus the last, then the last three words or grammatical
- word-groups as one imitation-unit. 1In this way the
sentence is learned through the imitation of successively
larger parts of it, starting with the iagt and then the
last two, the last three parts, uﬁtil;the entire sentence
is being pronounced as a .whole. (It is important, of

course, that at every stage what is being pronounced
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should be a possible remark or a possible aﬁswer to a
guestion.) For example, if the sentence were "I think
they're going to Pittsburgh next Tuesday on the afternoon
- ,bus - On the afternoon bus -— Next Tuesday on the

. afternoon bus — To Eiétsburgh next Tuesday on the
afternoon bus -— They're going to Pittsburgh next Tuesday
on the afternoon bus — I think they're going to Pittsburgh
next Tuesday on the afterncon bus."

The languag%¥struétura reason for building up ffgﬁ
the end is that the important melody intonation comes at
the end of a FL sentence or clause, and we want to keep
‘practicing in such a way that "the end is always the end."
:If we did the first part by itself, we would have to stop
Vin midair so far as the sentence-melody intonation is
’aanceznéi, or put on an unreal enaaintanétién that we
would have to change as scon as the following part is
added in the next practice. |

There is alsé a learning-psychology reascn for the
backward build-up. The learner is gaining in both accuracy
more-practiced section at the end of each performance,
where he knows he can do it correctly; so his confidence

increases rather than fades as he practices.




Speed-up practice

In the course of presenting a sentence or phrase
through successive imitations and repetitions by groups
and individuals tha;gaca of pr@ﬁunciatian is likely to
be slowed ‘down. It is a natural tendency for the students
to imitate a little more élcwly than the teacher's normal
speed pr@ﬁunciati@n, and after a while this has its effect
on the taa&héf's own pace. An occasional corrective

measure, which is also a desirable touch of variety, is

a brief "speed-up" practice. As a kind of game, the
teacher calils for fullﬁ;laés practice with single imitation;
then the teacher pronounces the sentence (f@r class
imitation) four or five times, at increasing speed. Of
course before this speed-up the teacher and the students
have pronounced the Basic Sentence many times, and it is
beccming.sa familiar that it is almost automatic. So both

' teacher and students can now produce it at breakneck speed,
as a kind of tongue-twister game. Thié'é@unteracts the

slow-down and drawling that tends to . creep in. And then,

when the teacher moves cn to the next Basic ‘Dialcgue
Sentence, there is a kind of relief at gattlng back to
normal speed again.

Naturally this speed-up procedure must not be overdone.

It should not be resorted to more than once or twice in a

session of presentation of sentences, oOr occasionally with
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a stubborn sentence in a conversation or some form of

practice -- othewrwise it loses its effectiveness.

P

On thezteaéhiﬁg of rounded front vowels

The examples here are taken from German,
but of course the principles — linguistic
and pedagogical — are equally applicable to

French, the Scandinavian languages, and other

Lﬁéﬁguagés with rounded front vowels.

7It is a familiar fact that the beginner's difficulty

in pronouncing [(] and [0] is caused by the requiremerrt of
combining a front tongue position with some lip rounding.
There is no physiclogical difficulty in this combination,

in terms of the human muscular apparatus. The difficulty
results from the fact that this particular combination of
muscular movements and positions is not normally practiced
inigééaking EFnglish. In American Epeéch; lip movements

aré relatively émall. And in so far as any lip movement

is habitual for speakers of American English, a front

tongue position is acéampanied by sg:éad rather than

rounded ~ (a grin rather than a pout). 3n additional
difficulty is introduced when the bagiﬁﬁér approaches the
pronunciction problem by way of the written word: The German
spellings -f "ii" and "o" tend to suggest the toﬁgué positions
of [u] anc [0], and are theréfore ﬁisleadingg similarly, the
French writings "u" and "eu" may suggest a back-vowel
articulation.
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A praeeéure of presenting [ﬁ] and [6] whilch is effect;va
for many learners of German should be helpful far other FLS;
especially when the spelling system ig potentially confusing,
like the French spellings "u, eu". This is the procedure of
considering the 1ip rounding to be a phenomenon of the syllable
or even of the word — not merely a phenomenon of the vowel.
The beginner 1s instructed to pronounce the entire word, or
at least the stressed syllable, with rounded lips. When the
instructional method is one of direct imitation by mimicry,
ﬁha:beginnér is instructed to mimic the teacher's facilal
expreégi@n as well as the sounds being produced. - The iigs,

' pecause of their prominence in all changes of facial
expression, are easily controlled in this way.

Indeed, it is often useful to go éven further: The
students are told to close thelr eyes and then listen to
and,try to mimic words or phrases involving [U] or [0]: for
examﬁlé; "fiinf; elf, zwolf". For a-halfféazen or so repetitions,
the class blindly repeats [finf; elf, swelf]_\if' Then the

students are iﬂstructei_ta open thelr eyes and go through

\ the same process, this time imitéting facial expression as
well as the sound. Result: [filinf; elf, zwolf].

This procedure is based on a well-known phonetlc fact:
‘An articulatory movement or positlion which 1is essentlal for
one sound of a syllable may be begun before the accuf?enge
of the segment for which 1t is essential; and the position

may be both assumed considerably before and maintained
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Footnote to text on page 26 )

[

*The danger of inculcating an incorrect pronunciation
’by-a few repetitions of an unrounded vowel sound is small
enough to be disregarded, especially since the students
are aware that this pronunciation is tentative and
imperfect. It is important to establish the proper
tongue positicn, based upon the acoustic impression, as

a necessary preliminary to the exact, complete imitation.
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considerably after the occurrence of the sound of whiéh_

The 1ips are relatively less agile than the other
organs of speech. IHence they are likely to anticipate a
TEQﬁifed p@sitiéﬁ félatively long before the oceurrence
of a sound for which 1t 1s essential, and to be relatively
slow inrleaving such a pasi%i@n; In actual speaking, the
lip-rounding which is essential for [{i] and [6] sets in
at the beginning of the syllable, c@nsidérably before the
occurrence of tﬁe vowel itself, and persists after the
vowel through the remaiﬂder éf the syilable.

A pﬁﬂgédure of teaghiﬁg lip-rounding as a Sylléble
pheﬁ@ménan has the pedagogical advantage of diverting
attention away from the uﬂ?Eﬁgliéh combination of lip- and
tongue-positions during the production of the vowel itself,
and distributes one factor of that unusual combination (the
1ip-position) over the entire syllable or word.

Further, this procedure is in conformity with the
facts of German p:@nuneiaﬁian: One may test one's éwnilip
movements in the pronunciation of such a word as "glilhend":
during the [g-] , indeed before the [g-], there 1s alféady.
a marked lip-rounding. A comparison of the 1lip positions
of the [g-] and [-1-] in "gluhend" and "glieder" shows that
the entire syllable, not merely the vowel, is pronounced
with rounded 1ips for "slilhend" and with spread lips for

"glieder". To be sure, this fact does not require teaching
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a "rounded-1ip [g]" or a "rounded-1lip {1]" 1n CGerman: it 1s
the syllsble, not any one segment of 1t, that 1s 'rounded-lip
or spread-1lip. In the speech of some (Germans, the lip-rounding
ocecasionally persistc throughout a following unstressed

s . *
syllable: "o6ffnen, fuhren" etc:¥/

l The application of this procedure must vary, according
to the basic teaching practice being féil@waéi When a
Géﬁpletely imitative, mimicry technicue is being used,
the device of fifzt listening and imitating with closed
eyes, then listening, looking, and imitating the
instructor's facial expression as well as the sound, is
the obvious course. When more ézplicit phonetic
explanations are being given, the principle can be
formulated in the statement: Whenever a syllable contains
the  vowel [ii] or [8], that entire syliable ié pronounced
with rcunded lips (with the tongue-and-Jjaw position of [i] :

or [e] for the vowel).
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Footnote to text on page 28

*This phenomenon cof the persistence of lip-posture
thréugh a sequence of sounds can be observed in a o
language which, llke English, does not have rounded front
vowels. Observe the lips of a native speakerAéf English
pronouncing "scruple", with lip-rounding throughout the
first syllable — often throughout the entire word —
and compare the lip-posture for "screeching"; the attempt
to pronounce eithéf word with the “wraﬁgﬁ 1lip position

feels% looks, and sounds unnatural.

|
}
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Iv. Tactics of oral practilce

Chain practice -~ Reversed roles 7
fumbling -~ Surplying a neecded wora —-

Dramatic reading |
¥ % ® K O X ¥ ¥ F ¥ X X X X ¥ ¥

Chain practice

A student, for example at the end of a row,
asks the student next to him & questlon from the
basic dialogue, and that student answers with the
reply that follows in the dialcgue. Then the
answerer becomes a questioner, and asks the student
next to him the same question, and receives the same
reply_ After at most five palrs have engaged in
thils chain, the teacher can interrupt by instructing
the student who has Just answered: "Ask me that."
Then the teacher can answer ("reversed roles"). Elther
thls terminates the chain Practice, or it gives the
teacher the opportunity to start a new chain in an
unexpected part of the classroom. ’

34
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- Reversed roles

One very ﬁseful device in éral practice is that of
"peversing the roles." After a sh@rﬁ dialogue or
question-and-answer practice in which the teacher questions

~ and-a student (or students)-answer, or after a student-student
gquestlion-and-answer practice, the teacher says "ﬁsﬁ ﬁé tﬁat
question." In this way the student then practices the
question, and the teacher gives an answer.

There are several uses of the "reversed roles" device.
It is a convenient way of ending or shifting a chain of
student-student question-and-answer practice, Chain practice.

. 18 an efféctive classroom procedure. But it must not
become too long, or students in other Qafﬁs of the room
may beé@me inattentive. By reveréihg roles, the teacher
can quickly shift a éhain practice from one group to A
another, and thus maintain liveliness and student alertness.

Athher Important use of reversed roles is to Gambét
a cumulative error. If cne student's answer contains a
mistake or inaccuracy, 1t ié likely to be imitated by
following students in their responses. By quletly reversing
roles, the teacher can once more model the response, and may
call for some choral practice on it, before resuming the
individﬁal practice.

(By tgg way: the classroom management of role-reversal
1llustrates how the FL can be introduced into classroom
instructions. For example: At first, the teacher nay use
English, accompanied hy a gesture — perhaps pointing first
to a student or group and then to himeelf — as he- says "Ask




me that question.” !Aftéf Eﬁaugh'timas to assure the
associntion of the gesture and the meaning of the
- 4nstruction, the teacher can shift without comment to
the use of the FL .along with the same gesture, since the
now familiar gesture will give the meaning of the
instruction. Soon the gesture can be omitted as the FL
expression becomes familiar. With some foreslght and
patience, this technique can be used to introduce, one
after another, needed classroom instructions in the FL.
Decide on an appropriate gesture; use 1t along with an
English instruction until the asscciafi@n is established;
then shift to the FL with the gesture; and finally omit
the gesture. Naturally,'such instructions are for the
students' recognition and underztanding only, and there
is no need for the students to practice producing them.)
Some care is needed in calling for Pevefsed roles,
since some questlon-and-answer formulas might not be
suitable for révef331- For example, the gender forms of
nouns and adjectives may limit reversal. NG@ all teachers
would welcome questions about addreSS, telephené number,;aﬁd

similar data.

Hesitation and fumrpling
The nature and purposes of oral practice in the
eclassroom call for certain procedures that would not be

used 1n courses of a different nature. For example, how
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in an oral-practice exercise? In mandy zubjegté; in

order to keep up a good pace and cover the maﬁerialg a
teacher. may. pass quicklyztauan@ther,student,'and hope. .
that the hesitating or fumbling one will learn the proper
bit of information from the other student's correct
answer. This prgcéﬂuré.daas net work in ;anguage practice;
the fumbler must do his own practicinz to form his own
habits.

Accordingly, whenever a student hesiltates, the teacher
immediately supplies the proper model for immediate imitation
by the student. Even if the student (given time) might
possibly have figured out the right answer, the teacher

should supply the model at once: a sentence has not been

su§f;§;ent1yﬂ;egrﬁg§7uati;71?,cgg@bgﬁpr@ducaéugithggﬁiéglaj.

Often when a student has fumbled or hesitated, a
teacher calis for a brief review pfacticéawiﬁh a larger
group (the half class or the z@ﬁ)' including the fumbler.
Then the fumbler himself is called on to perform.

When this procedure is quietly but ecnsisteﬁ%ly folléwed;
the students very soon learn that they cannot escape full

performance by hesltating.

Supplying a needed word

When a student fumbles or hesitates while searching for

a word, we can use the device of normal conversatlion under

"such circumstances: The teacher supplles the appropriate Wéfﬂ-

Q7
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with a questioning (rising) intonation, implying "Is this

a word which would express yéur meaning?” We all do this
in conversation in our native language with friends, and
the use of the device in fluency practice feels normal

and thus contributes to a relaxed cooperative use of the FL,
without slowing down the classroom operation unduly. At the
same time 1t reinforces student famlliarity with a useful
word, for all members of the class as well as for the

performing student.

Minimum responses

An important device to maintain and develcp oral
competence is the insistence on the students'! use of a few

standard oral classroom expressions as minimum respcnses in

. What dces

the FL,like "I don't understand the word

mean? I understand the questi@n,ibut I don't know

" the answer. I can't find the line where the answer is."
Such minimum regponses in the FL are less satiéfact@ry than
a8 correct factual answer, so far as content-comprehension is
concerned. But they serve a very important function of

supplying the student with something to say even under the

worst conditions, and thus sparing him the frustration of

" sitting in embarrassed. silence. It is essential fo insist

that one of these minimum responses be given, every time that
a student is unable to frame any better answer. For the shy

student, the availabllity of such stock responses prevents
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his drawing further into his shell. For all students
there is a build-up of morale and confldence 1f they are
always able to speak 1n the IL every time an oral exchange
involves themn. Such responses also serve the practlcal
classroom purpose of helping the teacher focus at once on
the real difficulty: fallure to understand a particular
word or a lapse of memory or inabillty to find an 1tem of

information in the text.

"Dramatic reading"

When we speak of learning to read, we are actually
referrinz to the learning of two separate and qulte different
skills: (1) making appropriate noises in response %o marks
on paper — 1in other words, reading aloud; and (2) reading
for meaning, silent reading. Effectlve reading aloud demands
pr8pé£atian. Not even a trained reader reading Séméthiﬁg in
his native language can perform effectively "reading cold"
he must first scan the passage and ascertain the meaning of
what he 1s to recad before he can supply the proper rhytﬁm

and sentence-melody to his reading and make its meanling

clear to hls hearers. ‘Dramatic reading, as the term 1s
used here, involves the development of a rather special
reading_skili; one whose importance at this stage must be
emphasized. In "reading" a conversation, after the initial

aural-oral practlice, the students are directed to (1) look
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at the printed text as a reminder, and then (2) look up and

gspeak the proper sentence or phrase. It is Important that

are speaking; the interference of FL spelling with
speakling word-by-word avoidad.

It will reguire some training for most of the students
to follow this custom. But 1t 1s desirable to go to éansiderablg
trouble to assure that 1t wlll become standard behavior when
print 1s invelved in an exercise. If thi; custom 13 followed
regularly, the students are not only memcrizing the
particular passage but are also layilng the foundatlons for

later reading by sense-groups rather than single words.
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V. From oral practice to oral skill: the
intermediate levels

Maintaining and developing competence

Oral proficiency is only one aspect — although a
" erucial one — in a planned’ transition from "drill" to
"yse": We start from the resultc of the very careful
ultimately providing the students with-the resources

- needed for practical versatlle communication in the FL.

Accuracy and fluency

It is useful to distinguish between oral accuracy

and oral fluency. Although the two are by no means the

same, there 1s no permanent conflict between them. There
is, however, a stage when over-emphasls on oral accuracy
‘may inhibit the development of fluency, or when a lack of
guldance in develéging'flueacy may cause a teﬁp@rayy
deterioration in acgﬁrac§i For most 1earﬁérs a second-level
ecﬁrse‘fepiesents these stages.

In the paragraphs that follow we analyze the problems
the types of materials suitable for various purposes of
Qrgl practice, and we Eﬁggest classroom pr@cedufes for
the balanced attalnment of the overall Dbjactivés of

inereased oral competence.
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Oral accuracy

I~

Accuracy refers to an acceptable pronuncialion o

the phonetic elements (the vowels and conscnants, the
stréss aﬂ§~mélady features, tempo and pause timings)

in phrases and sentences ag=well as in individual werds
or syllables. At the beginning of thé}caurse 1t must
be éxpe:ted thaﬁ there will still1l be a few Stub@grn

pronuncilation difficulties for all but the best

FI, pronunclation practice i1s still only a matter of a few
hundred hours, as agalnst the long-established and
constantly-practiced speech habits of t;eir native
language, some of which conflict seriously with the
desired new FL pronunciation habits.

_én the grammatical plane of oral performance, ideal
accuracy consists of the unhesitating use of the correct
grammatical structures, such as: the proper égfeement of verbs
with subjects, of adjectives with nouns; the proper forms of the
subject, or direct and indirect objects; the proper plurél
forms of ﬁouﬁS; the stem forms~as well as the endings of
iffegulaf verbs; and the all-important features of word
D?der.f The control of these structures, like the control

- of pronunciation, has to be habitual and automatlc, because
there simply isn't enough time in conversation to stop and

think about these baslec patterns of linguistlic behavior.
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Oral fluency

Oral fluency is a quite different skill- It 1s the
ability to talk readlly about a~vafiety of toples, creating
né&ﬂsentEﬁees to tell about or ask about new situations.
This 1is obviously a2 high-priority objective in a complete
FL'prégfamg When a student can speak fluently and accurately
about the topics that are meaningful to him, he 1s equipped
to behave 1n a effective way through tﬁe FLi* And the practice
of fiugnt sﬁeakiﬂg also reinforces the abllity to read
rapidly and comprehendingly, by. bullding up habits of correct—
EWGrd—gréuPing in the reading process. %

It is clear that in the early stages the development of
fluency involves a dgnger;tc accuracy. The very fact that
"

fluency consists in the student's creating new sentences “on

gsentences. He may mistakenly combine two or more constructions
of the modél sentences he already knows in order to create the‘
new sentence; he may follow an inappropriate analogyfwithiﬂ
the FL or — much more likely — he may follow some
sentence-bulilding analogy from his natlve language, when he
has to create a new sentence. Since his attention is rightly
focused on selecting the vocabulary neceded to cope with the
meaning, the unconscious lapsing into natlive-language grammar,
énd often even pronunciation, 1s understandable.

Nevertheless, these are rilsks and dangers that have to

be faced up to sometime, or the learner will never get beyond
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the stage of apr@nastfiﬁg guldance. The ?ery-firm control
and rlgorous 1imitati®ns on the beginner's performance, &as
"a protection against forming bad hablts, must be judiciously
relaxed during an intermediate stage, to develop realism in
| the.ESE of the language, and to increase the confidence |

and versatility of the learner.

Oral praetiée in the classroom

_ In first-level work, oral accuracy had a higher pﬁiérity
than fluency, At the second level, fluency begins tc becﬂme
8 major objective. This involves a conscious and planned
shift in classroom procedures, as cempared with those of
the beginning phase. The students must now become aware that
alt%gugh,accufacy is of course stlll a major objectlve, 1t 1s
no iéngér the only objective of oral practice.

!It ié‘the teacher's task to distinguish in the classroom
between (1) the times when accuracy should be insisted on,
using the rigorous canective and réinfarcing procedures of
the introductory course, and (2) the times when fluency is
the main goal, and correction must be tempered to avold
éisc@uragement and lack of confldence. N

As a general principle 1t is unwise to call attention
to minor inaccuracies during exercises primarily almed at
developing fluency. However, llke most general principles,
this one has to be observed with'disefétian. If a particular

mistake is occurring repeatedly; it is necessary to halt it
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thls haprens, an approximation to polite adult conversation
,is desirable, like "Yes." Then the correct sen{ence is
given, without too conspicuous emphasis on the correction.
"Isn't that so?" Then the correct sentence again.

| This restraint in correction 1is praperl; balanced by
occasional praise of a particularly good and correct
performance, as an indirect remindzsr and‘an effective

reinforcement of accuracy.

1
P
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