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CURRENT APPROACHES TO THE TEACHING
OF GRAMMAR N ESL

& 13

The teaching of English as a second language has been in a state
of flux for scveral years, primarily beeause the awdiolingual method
of language teaching has undergone a critical reevaluation fostered
by the advocates of a more “cognitive' approach. In many cduca-
tional centers therc-has been a clear and conscious movement away
from the traditional techniques of mimicry and choTal rebponse
toward an approach that stresses functional contrel over the rules
of grammar through formulation and/or demonstration.

’

Even those teachers still adhering to the audialingual method have e
recognized the need to make drills more communicative dnd "real™

and have been developimg techniques to do so. Many persons involved
in the more cognitive procedures have not entirely abandoned audio-
lingual techniques, but have focused most of their attention on one
or more of a number of approaches that have gained currency ip ESL
teaching in the past five to ten years. These methods differ
widely in many respects: some involve a gradual, semctured
approach to the acquisition ¢f grammar, while others pemmit or
m:oocﬁmnm students to learn and use the language in “chunks™ or as
needed in normal communication, some ¢ncourage students to begin
speaking immediately, whife others attempt to develop listening
comprehension before anything is said, some leave the development
of graphic skills to a later point in the course, while others
require students to read and write wagbamunowww“wsa some use the
students' native language, while others shun it.” Basic to all of
these methods, however, is the belicf that scudents can best learn
a language .not by mercly repeating and scsoahumumm but by working
out, understanding, and ultimately internalizing the “rules™ of
that language and using them to communicate in an original and
creative manner. - ¢ *
This article will endeaver to explaiw, with specific examples, some
of the newer audiolingual and cognitive approaches and techniques
and to suggest how some of these procedures can be integrated inte

b .
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an eclectic approach to the teaching of English as a second lan-
guage. )

. Audiolingual Practices;
wd

Many teachers still functioning in the audiolingual mode have
become increasingly influenced by the cognitive theorists and are

. attempting tq foster reasoning and rule acquisition among their

students,. This has taken the form of drills that encourage more
natural communication and extended, connected discourse within
particular contexts; the encouragement of greater student autonomy
in handling the language, cven in the early learning stages; cxten.
sive use of visual aids to stimulate utterances; the early intro-
duction of reading and writing; and even formal presentation of
grammatical structures.
A practitioner of the audielingual methed, Paulston (1971) distin-
guishes among mechanical, meaningful, and communicative drills. 1n
mechanical drills such as repetition or substitution, th'e teacher
has complete control over the response, and students do not hav2
to know the meaning of what they are saying. 1In a meaningful drill,
there is still instructer control of response, although the answer
may be expressed in different ways, but the students must under-
stand what they are doing: they must recognize the grammatical
features in order to manipulate them properly. In a communicative
drill, there is a free transfer of learned language to apprépr1ata
situations in which -the speaker adds new, factual information.
Paulgton maingains that all three types of drills are necessary
but suggests that more cmphasis be placed on the meaningful and
communicative drills.
N f
In one type of meaningful drill she.deseribes (for construction of
informatiol Questions), the instructor cues the students with
answers: -~
r ;ﬂ- . d
Instructor: John's outside.
Student 1: Where's John?
Student 2: John's outside.

Instructor: He's playing ball.
Student 1: What's he doing? -
Student 2: lle's playing ball.

Instructor: In time for dinner.
Student 1: When's he coming home?
Student 2: In time for dimmer.

~

&
lgor other surveys of current teaching methodologies being
used with ESL students or applicable to such use, sce Newton
(1974} and Madser (1976).

«




Student 1 is involved in meaningfuf language 1nstruct10n with cer-
tain options, but his questlon must be approprLate to the cue.
Student 2, of clur 2, is merely involved in a mechanical repetition
drill, but he does give a formal completion to the dizlogue.

- = r

Toward Communicative Ability

Rivers {1972, 1873} is concerned with the “gregt leap” from pattern
practi;e to communicative ability and offers a number of sugges-
tions to help students move from “pscudo-communication” to inter-
action and’ autonomy, She  outlines the movement that must tah.
place from mechanical drills, such as simple subStitution, to
meaningful drills, which require structural and semantic understand-
irg, to true communicative drills- -wxhere tThere is no control of
the response, and the students have a free chojce in answering.
(The responses are limited only by the contrel built into the
stimuli and by the students' own opinions,) .
< .
One problem Rivers finds with many drills 1s that they force stu-
dents to utter totally untrue, unreal, or unhatural statements,
She suggests creating situations which are relevant td students’
lives and then forcing them to think about the meaning and
consequences of vhat they say in such situations..

For example, in setting up a drill for I would tell _% ¢o

the instructor might say to a sgudent: "1f you were dding your
homework and your younger sister started talking, what would you
tell her to do?” The student might respond: "I would tell her to
gtop talking.” Or, the instructor might ash: “If you wanted to
watch a television program and your parents were playing a record,
what would you tell-them to do?” If the student rtsponded: "I
would tell them to stop playing the record,* the instructor would
challenge ;the answer as an inJppropriate way to spoak to one's
parents. 9

An alternative patterp might be suggested by either the instroctor
or the student, such as: "I would ask them if they would please

. .. ﬂ . N .

- . v s ; .
Similarly, in the controlled “pscudo-communicating” drills soach
unteal utterances as “Are John and 1 at the circus?” should be
avolded. Rather, each exercise should be given a situational con-
‘text and & lexical content that are readily transferablie to real
interchanges. After a brief presentation of grammatital forms
through teacher-directed practice, the instructor should set up a
similated activity that forces students to produce independent
responses that are the same type .as those in an artificial teaq#ur-
directed exercise.
For example, students can practice questions :n groups or pairs by ’
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making polite inquiries of each other, asking for specific informa-
tion about a matter for which they have some vocabulary, interview-
*ing somcone, or making tclephone’ inquiries about goods, services,
or schedules. Or, the ifistructor can give one student vague
instructions to transmit to his/her partner and then allow the
second stwdent to request clarification from the first student,
who,” in turn, questions the instructor. The second student then
carries out the instructions and reports back to the instructor.

- *
Indirect speech can be practiced by having the instructor whispor
information to one student, who must then pass it on: “The ins$truc-
tor said she saw an Interesting film last night. She said fhe film
was about an upknown boxer. She said the boxer got a chance’ to
fight for the championship.™ And s¢ on.

- “
Depending on theirs abilities, students should be given the oppor-
tunkty to function in realistic conversational situations such as
giving directions, apologizitg, expressing reactions to a visual
presentation, talking their way out of trouble, problem solving
with one or more classmates, and entertaining in front of the
class (e.g., simulating a radio call-irn show, telling a joke, per-
forming 2 comedy routinec or skit, doing commercials)®. Errors should
not pe corrected during this kind of interaction, but the repeated
ones should be noted and discussed later. According to Rivers, it -
is by encouraging an ”'adventurous spirit™ in students from the
earliest stages of language learning that we can help them move
toward commumnicative competency. v
]
-

"

Real-Life Situations

Von Clek and Oskarssen {1972} describe an audiolingual program
that stresses real-life situations and that demands students®
active attention through pictorial aids and workbooks *that serve
as stimuli for choral responses. Onc or two tcacher-selected
structures are incorporated into a dialogue¢ of about fifteen;
exchanges that zenter around a particular situation, such as; buy-
ing a car. Students are later asked to do written exercises based
on the dialogues, primarily transformation drills. In this pro-
cedure, students listen to the dialogue read by a native speaker
of English; listen again while following the text in a workbook;
repeat (chornlly) italici2ed words and expressions after hearin
them read in context; repeat the entire dialogue in sections;, and,
finally, take one role in the dizlogue while the instructor tzkes
the other.

The followiﬁg is an adaptation of this method. It focuses on
adverbs of manner and prenoninal. adjectives, and it incorporates
pictorial stimuli:
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yr

> ‘

Buying a Car

El L o

Goog morning, sir. Are you looking for a new car? -

Actually, I am looking for a good uscd car--onc that
runs well. - i

We have 2 numbcr af 1ate model cars that are priced to
sell quickly.

There are so many goqd- look;ng choices. Can you Trecom-
mend. ona? . , !
What type of car would you like?

A, four-door sedan with power steering and brakes and an

- ]

I have several low-mileage cars that fit the dcscrlp-
tion. How do you like this one?’ {Show picture of” a
two-dgor sedan.) .1
$

- + 7 .
No, that's a sedan. I want a four-door model.

L

-

4

Oh, that's right. ﬁcll here's a shiny red demonstrqtor
model. It runs quietly. N4 5

y s . s
It certainly sounds guiet. But do you have @ smaller.
Imported one? -

»
i . A '

Here's one that was only drivcn to and from churgh on
Sunday by a little old French lady, And she drove very
slowly.

Not bad, but Jperhaps I should gct 9n American car after
all.

+

Here'5 a four~door . air-cond;t;ongd Chevrolet with
whitewall tires. {(Show car with one door off its:*
hinges.) ) '

- - K k]
I can't take that car. .It's been in an accident, It
has a broken .-

I can see you're a tough customer. Well,'l huve only a .
few more to show you. They're selling fasé.

:

Concerns

" Yy

William R.

-

Slager (1973) stresses thc'importancc of context in the

F
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development of language drills. He feels that the instructor
should strive to-resolve the'usuag conflict between grammar and
context and to greate realistic situatiens to which all of the
sentenges are related. He gives a muber of suggestiens for con-
textuallzation: the situation should be relevant and immediately
useful to the studept; content should reflect the students' level
of sophistication and knowledge of the world; the language should
be natural and true; the Sentences ‘should Qe relatively short and™
easy to say; the language mode should be appropriate for the struc-
ture; different social levels of conversation should be reflected
in dialogues ‘and alternative, answers should be provided in 151115
$0 that they can be used in normal _communication.

In giving exzmples, Slager discusses the prcsent perfect tense.
The maior dontextual conceris for this structure xelate to its
meaning and use--partlcularly in contrast to the past tense-- ,

and appropriate format. The present perfect sighals 'curremt >
relevance,” i.e., it links an earlier event or state with the cur-
rent Situation, and drills should illustrate this link. Since

the present perfect tense is uséd naturally in.speech and often i
shortened respon3es he suggestg}dxalogues as a suitable format

The followlng dlalogue is based on Slager's sugchtlons. !

3
1. Beginning Wlth been and using time cxpre551ons evoer and |
never:

" 1 -
José: I'm going to Burope thls summer. Have you ever bccn
there? -
Marie: MNo, 1 haven'!t. Havo you?
José: No, T've never been, there, but my brother has. 1In
s "fact, he was in Spaln last year.

€

2. Introduc1ng already and yeﬁ .

Susan: Have you seen "Roéky“ yot?’
Joha: No, 1 haven't. lfhcar it's a great film.

* Susan: W&, let's scq it tonight. Would you like to come,
) Marie? P .
Marie: No thanks. 1've already seen it.

. AN
Susan: low about you, Josc?
José: ™ 1 saw it ladt night.

¥

%3, Introducing since and'fbr:

- Y

Instructor: How IOng have you been in the United States?
Student: Since 19767

Instructor: You Speak English very well.

2

10




Student: Thank you. 1 studied it in my country
. - came hexe. . g
- . ]
Instructor: How long have you been stu
CL altogether?
Student: For six years.

« The gbove dxalogues can be entirely
«changed to “meanlngful“ drills by .permitting .free alternate

rasponses and role changing. )
A:cording to Slager, the o preparing successful diglls is to
dgsigﬁ contexts that ard appropriate for teaching partf%ylar con-
styuctions, and at the same time to make the context interesting,
meaningful, and usgful. In order to accomplish this, the instruc-
tor must be awaye of how languape is acFually used, * .

e kS

Situatipral Rein forpéem

J%mdﬁgf;communi ition-otiented” langupge programs 1s Sitwational
einforcement, a method in which beginning students listen and
repeat, ¢ égge in a controlled teacher-student dialogue, and then
i t-student.dialofues. What marks such drills as “communi-
(altﬂbugh Rivers and Paulston would probably Izbel them
, velevant dialogues without
a rxgxd orderxng of grammatical goxnts, and the gradual building
toward conversation practice.

. ’

An early drill might look like this:

& 1
. Instructor (to student): Go to the water Fountain.
, Instructor: Where are you going?
Student: 1'M going .o the' water fountain.

Instructor: What did you.ds?
Student: 1 went to the water fountain. .

- -

The value of such a drill ligg in the facts that the student .
responses are apprbpriate to a specific situation and may be used
dutside the ¢lassroom, the questiontanswer format approximates
real communzcation, and the contrast of past and present progres -
sive is 2 natural one. .
’v

A series of question-and-answer «rills tripgered by visﬁgl stimyli
can be strung together into connected‘ﬁiscourse: For example:

Instructor: What are these? '}
Student: They're aspirin tablets,




i .

Instructor: When*do you fake Jspirin?

» Student: When I (you) have a Weadache.
* or: When I (you) have a fever.

Instructor: ¥hare do you buy a2spirin?
%3 Student: 1In a drugstore/superparket.

Instructor: What do you ask fpr?
Student: You ask for aspirin/a bottle of aspirin.
.t * E]
In the above series of brief exc ang.s, we have relevant, useful
content and tha provision for alternative answérs. Information
takes precedence over grammar, and the drills build toward cenver-
sation practice triggezred by rﬁf questions. [(For further examples,

-

se¢ Hall, 1967.) -

*

-

AV-StructuraI Glob1l Mcthod

The AuleVlsual-Structural Global Method reported by John Schumann
(1972) seeks to davelop congepts thxough catefully structured dia-
logueg illustrated with filmstrips. For example: 5
" Pairl is working in his room., (Illustrdted by a plcthre ‘of - a
2 boy sitting at & desk, reading.)

Instructor: Wwhere is Paul? o
Student: In his room.

\ -

Instructor: Yes, but wiere 1n hi$ room?
Student: At hxs desk. ~ \

Ingtructo=: Arc there an} toys in his room?
Student: No (there aren't).

Instructor: Are there any toys on his desk?
Student: No. oo

« T *

* L3

Ingtructor: What is Pauvl looking at?

Student: (lle's looking at) a book. ’

Instructor: What js he doirg? Paul is working in his room. .
Student (repeats)! aul is working in his room?

*

, Thxs question-and-answer pr0cedu§c helps the studcnt to understand -
T “H*the*mnnning of the target sentence by examin’ng the details of the
pictwe and responding appropriately. Students shoulp Be permitted
to rcspond 1n their own words and should only be helped if they
don't have -the vocabulary or structure to describe what they sc¢ ..
The final rcpctitipn underscores tho point of thc‘illustratiOn.

ER
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_respond with, "Germany doesn't border on Spuain, and ncither does "~

Follow-up grammar drills, again using a question-and-answer pattzrn
related to a picture, force the student to learn the grammar »f
the sentence by communicating.

(Subject) Instructor; Who“is that?
Student: (That's) Paul.

{Complemént) Instructor: What's this?
. ’ Student: {This is/1t's) a room.

. (Object of preposition)
Instructor: Where is Paul?
Student: (Me's) in his room/at his desk.

(Possessive)” Instructor: Whose room is it? o
Student: (It's) Paul's/his (room).

. (Verb) ‘Instructor: What's he doing?

. Student: (lle's) working.

Thﬁa is not mere practice in agking and answering questions,
because students must answer in @ way that shows they understand
the use of tbe grammatical structures invelved.

* »

4 4 . <!

Anticipating Student Respon.es” T

L]

By attempting to predict forms students will use, William E. -
Rutherford (1973) offers a resolution to the appargnt conflict
*between the student’s desire to use language teo communicate and
the teacher's need to draw attention to certain structures. In
what he calls "presupposition drills,” Rutherford asks questions

in which ¢he presupposition is false, e.g., "What. countries po;dcr
on Spain besides Germany and Belgiwn?" e predicts that knowledge-
able students, or those who have a map in front .of them, will i
Belgium.”" Part of an.extended dialogue using this technique might
100k likg this: ¢ g

Instructor: Shguld I 36 to Madrid by boat or‘by plane? |
Student: The plane goes to Madrid, but the boat doesn't.

. Ingeructor: Should I learn French or ltalian before 1 go
M . to Spain? A -
Student: They don't speak Frénch or Italian in Spain.

- ]

_Instrugtor: Should I remt a Volkswagem or a Fiat, or
. . should 1 get a foreign car?

.Student: A Volkswhgen and a Fiat are foreign cars.




Students, of course, nead training in the grammatical constructions
involved before participating in this type of exercise.

Other constructions that are amenable tc the "presupposition”
method are cleft sentences and comparatives:

Instructor: It was a good idea of Nixon's to start the Peace

) Corps, don't you think?
Student: It wasn't Nixon who started the Peace Corps' it was
Kennedy.
Instructor: What country besides India is bigger tham the
Sovi?; Union?

Student: Bat India isn't bigger than the Soviiet Union.

Cognitive Approaches

Because many instructors still employing predominantly avdiolingual
methods have awopted modifications that promote cognition, and
because many teachers following a cognitive mode still use such
audiolingual techniques as modeling, drills, and pattern practice,

it is becoming increasingly difficult to make sharp distinctions
between the two. In general, however, we might say that the lat-
ter, from the very outset of lamguage instructiom, seeks to force
students to think about the language and understand its pessibilities
in order to make extended use of it beyond the specific vocabulary
and situations introduced in the classroom.

Much of the excitement in ESL teaching the-e days, in faqt, is the
result of new cognitive approaches to or "schools" of language
instruction, each with its philosophical leader and devoted dis~,
clples.

-
.~

The Silent Way

Galnlng extensive, ESL visibility early in this decade, Caleb
Gattefno’s Silent Way (1972), with its emphasis on teacher silence
and the precminence of learning over teaching, secemed a sharp con-
trast to the audioclingual method. The Silent Way involves the use
of a few basic visual tools--Cuisiniere rods {small wooden sticks
of varying.length and color), color-coded letter charts for pro-
nunciation, basic word charts; andl situational drawings. The
technique in essence consists of the instructor's modeling mew
ocabulary-onty-onces—and-from then on eliciting utterances-with
gestures such as nods, gcounting off words of an utterancg on the

W
« '3
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fingers, motioning to go ahead or stop, and a variety of conduc- f o
torial gyrations performed with a telescoping pointer--all reminis-
cent of the old "Charades" pantomime_game. Students learn quickly
that they must listen carefully to the instructor and to each other
and Eﬁat they must try to answer their own questions, .

An early lesson might proceed as follows: Six or seven rods of
different colors and sizes are placed on the desk. The teacher
points to one, says, "rod," and motions for the students to¢. repeat.
He then peints to a second rod, again says, '"rod," and again
motions for -the students to repeat. He points t¢ a third, and
without saying anything motions for one or all of the students to
speak, The students by . .w realize that regardless of Size or
color, the sticks are called "rods.” ' .,

L

" The instrtctor then picks up one rod and says, "a yellow rod,” and,
motions for repetxtion. He picks up another one and says, "blue "
Some students in the group will respond with "a blue rod" and so
on down the list of colors--pink, white, green, red, and black.
for orange, the teacher might try to elicit "an" rather than "a"
with an "adding-on" motion of the fingers. If students do not
volunteer the word, the instructor will have to say it, but wiii-"’,géh
leave it for the students to figure out for themselves why th
mist use "an" in this situation.

Within a surprisingly short time the instructor can move on to
numbers and the plural ending,. demonstrate *'give" and "take,"
introduce "and" and the pronotins “one," “ones," ™me,™ "him," "her,"
and "them," and have students directing each other, for example,

to "take two black rods, three pink dnes, and one red one and give
them to her." Statements about size and position are also casy to
demonstrate and elicit with the rods. Some instructors introduce
reading and writing very rapidily by putting scrambled words on the
board and asking students to write "good sentences” or by asking
students to point to words on a chart in grammatical order. Stu-
dents can quickly take ©.er and direct portions ¢f the lesson
themselves. Use of the rods for teaching structure, includipg all
of the tenses, sentence parts such as clauses and phrases, and

even punctuation is limited only by the instructor's ingenuity.
While there arc superflcial similarities to the audiolingua}\méthod,
e.g., Objects are often used to trigger responses, the Silent Wiy
does not call for mere repetition and mimicry; from the outset it
forces students to make analogles--to do some very active brain
work in order to cowme up with appropriate utterances.

Community Language Learning

- In Communxty Language Learnlng, developed by Charles A. Curran
(1976), the instructor is seen as a language counselor who restates

¥
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Suggestopedia

Developing risk- taklngxﬁh;Lif; or a "childlike spontaneity" among
language students is also one of the goals of Suggestopedia, a

methodology of foreign language teachlng developed by Dr. Georgi
Lozanov at the Instltute of Suggestology in Scofia, Buigarla As
reported by ¥. Jane Bancroft (1975), students at the Institute

are given a pseudonym and "biography" appropriate to the target
language and culture, and are encouraged to role-play, free from
inhibition, Groups of twelve students are provided with a pleasant,
protceted a:moﬁphere, 1nc1ud1ng soft llghtlng and reclining arm-
chairs, Their instructor is trained in psychology, acting, and
yoga.

Language learning is a combination of memorization of word groups
and corresponding grammatical rules along with immediate practical

,application through realistic dialogues and review. This may take

the form of sketches or plays about actual situations, improvisa-
tional endings to dialogues, story telling, recitation, singing,

or field trips during which students have to function in the target
language. The emphasis is on listening and speaking, with the
first five days of a 24-day course devoted entirely to oral work.
The "Sdggestopedlc Cycle," repeated in each daily four-hour session,
beglns with a review of previously learned material through conver-
sation between teacher and student, and between students, in the
target language. New material is then presented with necessary
grammar explanations and translation. This is followed by a one-
hour "sBance'” or relaxation session during which the new material
is reinforced as students listen to the repetition of phrases in
various intonations, look at corresponding words and pictures, and
listen to the dialogues acted out by the instructor over a back-
ground of baroque music, During part of the séance, students lean
back and breathe deeply,and rhythmically, using yoga relaxation
techniques, which are intended to heighten concentration.

Students are often put into real-life situations, such as acting
as "tourist guides"--positions which many, in fact, are training
for--ordering a meal, or renting a room. Much emphasis is placed
on approprlate gestures and facial expressions to enhance communi-
cation. °

As in Community Language Learning, a strong bond develops among

the group members, wiio support cach other's learning. Other inter-
esting elements of the system are the use of phonetic transcription
of new vocabulary; the early intreduction of all tenSes; a contin-

uity of plot, events, and activities throughout the course; the

ERI
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reguinr Foniloring of students' health during the course; and
encouragement of "sleep learning" with tapes.

It is claimed that Suggestopedla speeds up the assimilation of the
basic elements of a forcign lunguage (e.p., students learn 80 to

13
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100 words per class session} and climinates the usual stress accom-
panying an intensive courss,

Rapid Acquisition

An approach developed by Harris Winitz and James Reeds (1973), called
Rap;d Acquisition of a Foreign Language by Avoidance of Speaklng.

is based on what the authors call "a functional property of ‘the
human brain"-~that there is a natural sequence of development in
language learning. They therefore stress listening comprehension
and discourage speaking, permitting students to give only nonverbal
responses. until a high, degree of comprehens.on has been achieved.

As essential elements in their program, they limit uttérances to
an average of eight words--the most that students can be expected
to remember--and rely heav11y on problem solving as the most
effective approach to learning rules. Their carefully graded pro-
gram limits the complexity of sentences to base structures and the
vocabulary to 3,000 content words, as well as all function words.
The following is a typical "problem-solving” exercise (this one
for understanding pronouns}: Studefits are shown four pictures (a
man, a boy, a dog, and a girl, all with some food). They are then
given a verbal stimulus such as_"she” or “her food” or "hers" and
asked to select the one correct plcture that corresponds to the
word. After seeing several groups of pictures where the correct
choice may be a female, a male, or a neuter, the student--through
assocxation, elimination, or some other problem-solving process--
will have a clear concept of: the meaning and will be able to pro-
duce the wqrd appropriately at some futurc point in the program.

- - ¥

Total Physical Response

T ..

James Asher (1969, 1974) also stresses listening comprehension

in his "Total Physical Response” program, because hie believes that
in a time-limited language course the instructor should qpncentrate
on the skill that has the largest positive transference to the
other language skills. His research has also indicated that when

-students learn speaking and listening together, listening compre-

hension is greatly ‘delayed.

Asher has students listen to a command and then carry it out.
Initially the instructor will model the physical response, and

then_the_student will acs-alone upor—command—A—variamcoftils

is -to have students listen and watch as a model performs the com-
mands and then, after an intervening period, have the students

act themselves. Asher claims to have students doing rather compli-
cated tasks within a short time, such as "Walk to the door, pick

up the pencil, put it on the table, and sit on the chair." An
interesting claim for this method by those who teach adults is

14
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that older students outpcrforﬁ children in language retention,
quite the contrary to language acquisition in other methods. ,

Patricia L. McEldovney (19758) provides a further rationale for the
teaching of imperatives early in a language program. Imperatives
sexve as the basis for the “lamguage of instruction” and there-
fore have immediate educational relevance. AlSo, as one of the
finite verb forms, they account for a sizable amount of all verb
usage.

“McEIdOWney suggests concentratlng on the three verb patterns--verb

alone (Stop/Go/Sit down), verb-object.(Take a book/Pick up the
paper) and verb- -object-object {Give him the pepcil/Get me a piece
of chalx). She also suggest$ the early introduction.of adverbials,

. as in "Go to the board," "“Listen carefully," and "Hand in your

work so I cam check it." She also. recommends that the students
carry out the tasks, but permits them to give the commands to each
other and also has them respond to written directions. By Success-

-fully carrying out directions, learners quickly recognize the need

and uscfulness of this form.
fea
X-Word Grammar

Along with the recognition that .learning a second language must
involve a conscious thought process has come the search for a sys-
tem of grammar that clearly explains the structure of English and
that students can employ to create their own utterances. Robert
L. Allen's Sector Analysis ox» X-Word Grammar has proved to He a
very workable system for many ESL instructors and Students.

Sector analysis describes 'the sentence as made up of a sequence
of positions or sectors that can be filled by wyords or groups of
words in a variety of forms. Most sentences, %br examplo, contain
positions for subject, verb, complements, etc., which arc filled
by such units as phrases and clauses. The functioneof the unit
within the sentence is determined primnrlly by the position it
fills, with grammatical meaning coming from a combination of form
and function. Tts basic difference from other graﬁmars'is that it
is qantructlon- rather than word-oriented and is particularly
suitable as a grammar of written Engiish. As an illustration,
consider the foliawing ‘

"phe month of Jaruary is very cold.
The month.of Janpuary, ye usually go to Florida.

In.the first sentence the itdlicized phrase fills the subject
position,while the identical words in the second semtence Serve
an adverbial function. (Seec Allen, 1972.)




An initial series of lessons focuses on the x-words, which give the
system its popular riame. X-words are those which are used to
initiate yes-no questions. Students are asked to write twenty such
questions, each beginning with a different word. They are then
requested to group the x-words which “seem to go together.' They
should ultimately produce the following groups:

«do has % &an will shall may-

does have could would should -might *
are did , de must
was *g
were : A

5 . - -
Students are then given a series of sentences and asked to identify
the x-word in each cne, including sentences that have "hidden'
x-words. (Do, does, and did are said to be hidden ;p non-x-word
verbs xq%fffxrmatlve statements.) . ) T

< .
) -\.-/. "

L
Students are next asked no.turn statements into yes-no ghestions,
which invelves shifting the x-word to the front of the“sentence
(and in some cases revealing the hidden x- word) . They must also
xdentlfy the Subject of the x-word’.

One of the advantages of this system is that it has self-editing
techniques built in. Students, for example, can check for "com-
plete" sentences by trying to turn cach. one inte a yes-no question.
1f they cannot, they know something is missing, and they are
advised to either attach the group of words to a true schtence

{one that checks out) or to add one or more words S0 that it.will
bc a true Sentence Dy itself.

[

The earlyﬁstages of the x-word system are Useful in developing the
ability in beginning level students to form spoken questions and
negative statements. .1t also provides the basis for a begin-

ping writing program. The system can be carried forward to more
advanced writing, with Students learning to identify the various

. sentence componeits and the more complex werb forms and dcveloping
sophisticated ‘self-editing techniques. (For a useful Studcnt
text, see Kunz, 1976, }

Y

Sentence Combining

L

Sentence combinming is another SyStem that has been employed suc-
cessfully by BSL instructors to help students understand and pro-
duce English structures. Based on transformational-gencrative
grammar, scntence combining operates on the premise that all

our Sentences are generated from "deep structures' through 8
process which is intuitive for native speakers of a languige.
"fernel Sentences'--basic subject-verb constructions--are such

-
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" For conjoining verbs:

structures, and two or more of them cam be combined through use of
certain progedures or transformations to produce more sophisticated
utterances or writing in normal communication. For example, the _.
sentences {1) We saw a film, and (2) The film was made by  ody
Allen,l may be transformed into

: *{a) We’saw a Woody Allen film,*or

(b) , We saw a film by Woody Allen, or

{(c) We saw a film made by VWoody Allen, oxr

(d) We saw a film which/that was made by Woody Allen.

In sentence (a) we have combined sentences (1) and {2} by taking
the proper noun from sentence {2) and placing it in the prenoaminal
position where it can seive an adjectival function. In sentence
(b) we deleted all of sentence {2) except the prepositional phrase
which we added to sentence (1}. In sentence (c) we deleted the
noun phrase and auxiliary, leaving a participial phrase to be
attached to sentenge {1}. And in the Iast sentence we substituted
& relative pronoun to produce a relative clause. Each sentence

- may have a different shade of meaning, and the choice may depend

on context, emphasis, or personal style. A

Sentence combining can be used throughout an LSL writing program.
It is also an effective technique. for simple oral production of
conjoined and coordinated sentences.

For conjoining subjects:

(1} Juan was studying English. (2} Maria was studying English.
. Juan and Maria were studying English. =

4

(1) They were reading all might. (2) They were writing all
wight.
- They were reading and writing all night.

For conjoining objects:

{1} Maria got an hA.“ (2) Juan got a "D."
.Maria got am "A" and Juan a "D."

. "

For coordinating sentences: : -

(1) Maria went to a movie. (2) Juan went to the library to
study.
Maria went to a movie and/but Juan went to the library
to study. . “

a *

L*

lThis sentence has already undergome a “passive voice trans-
formation' from the kernel, woody Allen made the film.

17
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For ¢oordinating sentences with one negative:

(1) Maria had a good time. (2) Juan didn't have a good time.
"7 Maria had a good time, but Juan didn't. :

For conjoining sentences with two negatives:

{1) Juan didn't get home early. {2) Maria didn't get home
early.

Meither Juan nor Maria got home early.
For conjoining sentences with (either) .- . or:

(1) We are going to Puerto Rico. (2} We are going to the
Dominican Republic. {Choose one.) .
We are going to (either) Puerto Rico or the
Dominican Republic.
2 o 3 )
(For a variety of simple sentence combining exercises, see Rand,
1969.) ‘

A usefu! transformation that c¢an be introduced to somewhat more
advanced students involves the prenominal adjective. 1t results
from one of several Possible transformational processes such. as:

1. The deletion of a related independent clause, or sentence,
with a predicate adjective. . L

{a).The rTug was stolen. {b) The rug was Persian.

' ¢ ., The persian rug was stolen: ‘
»2. The reduction of certain adjectivalﬁprcpqﬁltionﬁl phrases. -~
. (a).They rented a boat. (b) The boat was sfor fishing.
They rented a fishing boat. .

- -

3. The reduction of certain noun phrases.

(a) The doctor looked at the leg. {b) The leg had an
infection. -
The doctor looked at the Infected leg.

Among the grammatical considerations inyolved in studying this
transformation are the prenominal positioning of the adjective,
the proper sequencing of two or more adjectives, dnd the use of
correct adjectival and possessive forms. - '

When teaching the structure, the instructor must first establish
the point that in English, adjectives (or “one«word describers")
commonly Appear before the noun (or “word that they describe").
Students can be helped to arrive at this awareness and to formulgte

3 .
3 . *
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.

-« At’this point, studemts cam be offered sentence-dbﬁbining exef-

o r

.

+ a Yrule" about Engllsh grampir through several methods. The

ainstructor ¢an present them_with a _number of semtences contaiping
one prenominal descriptive adjective, ask them to identify the
"deseriptive word" and "word being described,” elicit the terms
"noun" and “adjective,” and help the students come to a conclusion
about the relarvive positioning of the two. The instructor can
also offer them several pairs of semtemces to be combined by a
shift of the adjective to prenomial position and them ask them to
formuzlate the rule. For a means of comtrast, students cam be
asked to wr;te similar sentences ip their native language and then
to point out -the differences in word order. All of this is calcu-
lated to make the prenominal adjective positioning a comscious act.

_for the students: . _ S !

£ises fashioned after the transformations illustrated above. (For
excellent student workbooks, see Framk, 1972. The best book avail-
able for using sentence combining in cxtended discourse is Strong,.
1973. It is.most suitable for advanced ESL students. It must be
used with caution, however, because it was designed for mative
speakers, and the idioms will offer ESL students many difficul-
ties.)-
o : &,

. o '/ ; 4

Basic Composition 7 :

; ) ..

- ’

.AnOther appruach to the teaching of comp051t10n skills to IOken- .
level studerts involves a highly controlled and carefully sequenced
procedure taat makes use of cloze passages, the answering of
questions, and the comstruction oquueStions for given responses.
The stident begins by supplying all forms of the verb pe in a
simple descriptive pacagraph and then responds im writing to ques-
tions based on that paragraph. In the mext step, the student is
asked to write an autobiographical composition based on responses .
to~questions. The composition can be written using only be in the
present temse. For example:
-
What §s your name? . -
Where are you from? ,
What is your mative language? . :
' \
In a further step, students are asked to complete a dialogue by
_writing appropriate questions to answers ;hat have already been
supplied by the instructor. The process i. then repeated using be
in the past tense as well as other verbs in rhe present and past.
{For a more detailed dlscu551on of this tcchn*quea see Taylor, 1976.) °

LN

-

A

Error Amalysis B : : ‘\'
’ \

Since most ESL studemts enter programs with some knowledge of .

= L3
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1 . ¢ ‘?
English, diagnosis is an essential tool in determining which struc-
tures to teach and in what sequence. A relatively new approach to
diagnosis invglves identifying and amalyzing errors in order to
determine whic.. grammatical errors cause communicative difficulties.
A useful study in this area has been done by Burt and Kiparsky
(1972}, who identified two categories of error: (1)} global errors,
which 8sually involve overall sentence structure and significantly
hinder communication; and (2} local errers, which affect single
elements I a sentence. Among the major categories of global
errors are incorrect word order; missing, incorrect, or misplaced
senténce connectors; and overlooked exceptions to general syntactic
rules. Local errors involve such matters as noun and verb inflec-
tions,' articles, auxiliaties, and quantifiers.

‘“‘\
One category of global error ;hat merits special attention is the
“psychological predicate," which tells how a person_feels about
something or someone. Normally the "exper1e§Cer" comes before the

,stimulus, as in sShe likes ice cream sodas. But ihere are a number

of verbs which operate in reverse order, putting the stimulus
first, as in That woman iaterests him. OStudents attempting to use
such verbs without realizing their exceptional character can pro-
duce such misleading sentences as He interests tha€ woman. Follow-
ing ig a list of some of these verbs:

thrill Surprisb frighten disappoint
charn fascinate scare - WOTTY
excite » satisfy shock bother
impress, offend - confuse delight
please insult bore, relieve

Another type of global error invblves misuse of certain complements,
i.e., that-clauses, infihitives, and gerunds. When the subject of
the -infinitive or _gerund is also the Subject of the main clause,

it is omitted, as in We want to go to Miami next week. When the
gerund or infinitive has a different Subject, it has to be added,
as in We want him to go to Miami next week. The Student who does
not recognize these exceptions, or who substitutes an infinitive
for a that-clause, as in He thinks to be in trouble, is communi-

.'.cating improperly. " t

Selective correction of global errors cam be an effective, time-
saving way to facilitate communication, More advanced structures,
such as subordinate clauses, should be introduced early in thie
teaching program, while “local” errors should be tolerated until
they ave evenmtudlly overcome. It is also suggested that the
instructor work to develop student facility in word order, use of
sentence conmectors, and other crucial areas of syntax.
. Which to Use?

The foregoing only touches the surface of an ocean of new ideas--
and- adaptations of not-so-new ideas--that are having some impact

£
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on the way ESL is curréntly being taug@t While the’ proponents of
particular methodologies and .technique$ will understandably make
broad claims in support.of their work, experienced ESL instructors
will recogniz¢ that there are no.easy, solutions for the great
variety of problems that they- face--individually in the classroem
and collectively within the discipline. Recognizing that students
have different learning styles, that no one modgl is ideai for all
coqut;ons, and that" ye ourselves have particular styles and sensi-
tivities, we must pick and choose and experlment and ultimately

..adapt -methodologies to- our oWR situations.

"

This survey ggggests, however, that there are certain commonalities
of gpproach and a few sharply contrasting views that are worth

_examining in the light of our oun instructibnal settings. One

major point of agreement is:that we cannot rely on mindless tasks
to help students to commmicate. We mus. provide opportunities ,
for them to think about the language in order to be able to extend
their learning to new 'language situations. Some suggest that the
bast way to do this is to rely on the students' resources--both
their knowledge of the tayget language and their ability.to reason.

" Problem-solving exercises appear to be a good way to stimulate

thinking and aie an integral part of sentence combining as well as
of the approaches championed by Rutherford, Winitz and Reeds, and
Gattegno; .

R . .
There is also a widespread-use of rea} situations and everyday
lahguage in the classroom. Rivers is mast instructive in this
area, even suggesting that we hold students responsible for social
as well as grammatical accﬁptablllty Te control structure whlle .
operating within reality,/ utherford and Rivers recommend. struc
turing questidns to anticipate responses, otlibrs such as Paulston
and vc . Elek recommend drills within connected Jiscourse--a proce- ,
dure . at will be more patural than standard drills.

The use of visual stimuli is .iso recommended, not only to delin-
edte words. and actions, but a4lso to trigger responses that guaran-
tee that students understand what they are saying. Actiig out
instructions, which forms tiie basis of the techniques of Asher and
others, also offers the same guarantee.

We should also give cargful conslderation to.an aréa that may
ultimately prove to be more important than aay other: the affec-
tive aspects of learning. Emphasized by Curran and recognized by
many others, it is well described by Rivers as the fostering of

an "adventurous spirit”--the williagness to take risks in using a
new language. L, s
wWhether or not we are in a position to acccpt weeks, if not months,
of total silence while our.students develop listening <omprehen-
sion, as Winitz and Reeds recommend, this' primary aspect of lan-

. guage learning certainly merits more attention than it ordinarily

21
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receives. And those instructers who feel that grammatical struc-
tures should be gradually and sequentially introduced might comsider
the "real-life" walue of having students éperate, when approprxatc,

with several structures At once. ‘Ultimately, of course, it is up
to individual instructors, who know thei own sxtuatrons best, to
* seek and select those techniaues with which they’a. ! their students’
will be most comfortable, It is most important, however, that
:;;;hever techniques they employ, they are facxlltatxng réal com- —
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