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Preface

The 1977 TESOL Convention, held in Miami, Florida, April 26 to May 1,
marked the beg(ming of the sectmd decade for TESOL, an organization which
now encompasses a host of professional interests and activities.related to teach-
ing and learning English as a second language. One of the key emphases
which convention chairwoman Joan Morley highlighted for the Mia ni conven-
tion was 'balance of rommtmication" within interest areas, across interest
areas, and outside specific TESOL interest areasan appropriate emphasis at
a time when TESOL finds itself so rich in its diversity. Yet there is a centrality
of purpose in all the interest areas: to. seek answers to the question of how
persons learn English as a second language and how teachers might_ better en-
able learners to meet their goals.

The present volume, a selection of papers presented at the 1977 TESOL
Convention, attempts to capture both the unity and diversity of the convention.
The unity of the papers in the volume is capsulized in the title which we have
chosen: Teaching and Learning English as a Secend Language: Trends in
Research and Practice. Each paper focuses on either the teaching process or
the learning process, and often both. An innovative note is struck in each paper,
as indicated by the word "trends" in the title. And almost every paper is prac-
tically oriented with solid grounding in research.

The diversity of the TESOL organization is also reflected in the present
volume. Topics nm a wide gamut of subject matter interest: general state of
the art papers, curriculum and ;nurse planning, teaching techniques, theory
applied to practice, testing, understanding and teaching several skill areas, and
research on linguistic. communicative, and affective factors in second language
acquisition.

In selecting artides for the volume, the editors have tried to reflect the in-
novative 'flavor of research and practice in the profession. A number of the
papers, especially the researdi papers in Part 3, present new concepts in early
stages of germination. Other papers add a new perspective, a new focus, or a
new understanding to ctmcepts or terms which have become quite familiar.

The 27 papers included here were sdected front some 85 papers submitted
to us. Evt'n mow papers were presented at the convention but for various
reasons were not submitted for publicatimi. Of those that were submitted, a
number of papers. by mutt.al agreement of the editors, were selected for pos-
sible inclusion in the TESOL Qtwrterly or some other TESOL publication. So,
the present 27 papers are a small fraction of the papers presented at the con-
vention: nevertheless, we fed that this select:on is representative and indicative
of the subjeet matter of the 1977 TESOL Convention. Since all of the convention
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papers were orally presented. many ol the papers printed here preserve the in-
formal st> le of the oral presentations.

Part I. Kev net:-i. contains the four pknarvsession papers which were sub-
mitted to the editors It wits our decision to punt all of these specially invited
papers in one sectinn. All font paiwrs tatw a somewhat broad oveiview of a
particular topic. Pit Cordrr gives us a comprehensive view of the teaching-
karning process with ,in implicit link to related interdisciplinary research. Rich-
ard Tucker refers Wore explicitls to a tremendous scope of research in directMg
his comments to the question: can language be taught? llernaii LaFontaine
speaks to some of the larger issues in bilingual education and Donald Henderson
provides a militia. perspectie on sociocultural variables in the education of
bh..ck children.

Part 2. Teaching. Theory and Practike, consists of eight :Wicks on class-
room teaching procedt tres. all c:. efullv based on linguistic and psychological
research. Tlw subject m iatter is mit comprehensive, but s a representative
sample of important topics in theory and practice: a rationale for classroom
grammatical explanations ( Patricia Furey t. a systematic outline of article usage
in English (William Acton 1. listening skills ( Anna Uhl Chamot ). tagmemic
theory applied to teaching sjwaking skills ( William Crawford and Beverly
Fried ), creatix e, inatei ials development for the language laboratory (Wu Yi So
and Doris Scarlett 1. and thre articles relating to reading skills and under-
standing the reading proces.i ( Pat Bigg, John Schafer. and Mark Clarke and
Linda Burden

Part 1.. Learning: Researeh in Second Language Acluisitiim. presents nine
articles cm recent trends and experinwntal studies in second language acquisition
research. The past five or six years has seen a mnshrooming of interest and
inquiry into the acquisition process. The papers in this section are representa-
tive of practical research whic!I has direct rely\ ance to teaching: an overview
of recent trends and modds (Stephen KraNhen), universal processes and second
language data ( ( eorgette lolly and Anna Kruso ), two articles on diseomse
analysis and ESL ( Diane Larsen-Vreeman and Sue Vander Brook, Karen Schlue,
and Chez-R. Campbell ) two studies of comnninication and communicative
strategies ( Elaine Tarone and Stephen Gaies ) sonic data from childreu in a
Spanish Muni rsion curriculum (Sandra Hann ). the stu(ly of affective variables,
in this case. sdiesteem ( Adelaide Heyde ) and 3nother affectively oriented
article, an i trospectice. longitudinal study of language acquisition ( Francine
Sdiurnami and Jolni Schumaim

Part .1, Organizing and Evaluating Teaching and Learning, cianhines aspects
ot both teaching aml learning thnhigh 5:ndi ti epics as developing curricula,
understanding classroom processes, and testing and evaluating language corn-
petence. The six papers particularly examine: currienhan and syllabus organ-
ization (14ernael Mohrm and William Rutherford ), a new definition of some
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misunderstood terms in teaching It aitemg ( Peter Strevens. a new perspective
on how teachers can gis e feedback to classroom learners ( Michael Long), pro-
ficiency testing ( Donahl Bowen). and the always difficult task of assessing
writing proficiency ( Karen Niullen

In the making of this volume, the. editors are deeply grateful to Joan Morley,
chairwoman of the 1977 TESOL Comentiem, whos, leadership aml efficiency
in planning the coin ention were appreciated by so many. In the words of the
resolution passed lw the TESOL Legislative Assembly On April 29, 1977, -Joan
Morky, with high communicative competence and outstanding organizational
performance, has guided us to a conventient program that is unprecedented in
its professional contributionin depth, in breadth, and in timely significance."
Because of a well-deserved leave of absence, she asked to be relieved of the
responsibility, normally given to convention chairmen, of editing the proceedings
of the convention. 11er name is therefore not listed as a co-editor; however, theexcelknee of the papers which were presented at the convention are due in
large part to the wisdom of her planning.

Others also helped to bring the volume into existence: John Upshur gave
us invaluable comments on some of the papers submitted to us; Katherine
Murphey has given couvitless hours of secretarial and clerical work; and the
interest and support of James .Alatis and Carol LeClair in the TESOL office
have been greatly appreciated.

We hope that TeachiT, and Leariang English as a Second Language:
Trends in Research and Practice will not be just a sentimental memoir of the
1977 TESOL Convention, but also a comprehensive representation of the state
of the art of TESOL in 1977, a whim(' which will be useful as a textbook for
teacher trainee's and as a handbook for professionals and paraprofessionals in
the field of teaching English as a second language.

II.D.B.
C.A.Y.
R.H.C.
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Language Teaching And Learning: A Social
Encounter

Pit Condit

University of Edinburgh

The language teaching classroom is the locus of special type of social en-
counter. Teacher and learner each bring to the classroom certain expectations
of each other's behaviour, a definition of each other's roles. If this encounter
is to be Fruitful, if learning is to he both relevant and efficient. there must be
mutnal agreement about what constitutes appropriate behaviour. In part
these matter.; are Culturally determined but in part negotiated in the class-
room itself. Part of language learning is discovering the lanpage learner's
role.

rit there are. in addition certain minimum requirements of teacher and
learner behaviour which are culture-and classroom-independent. These are the
'linguistic' aspects of language learning and teaching. In what way are these
'universal' requirements modified by culturespecific expectations? In othtir
words how do good 'general pedagogy' and good 'linguistic pedagogy' inter-
act? The problem of reconciling the particular culmre-and classroom-bound
on the one hand with the universal on the other is not peculiar to language
teaching alone. It is found in- the teaching of any school subject. But what
makes lanAage teaching a special case is not that it alone is a social en-
counter but that it alone is a social encounter to teach social behaviour.

We have heard a great deal recently about native speaker-hearers of
language's, ideal or otherwise, but it is an interesting thing that, while we
find nothing odd about enquiring whether someone speaks French or German,
say, we do not ask whether someone hears French or German. (Though we do,
of course. enquire whether someone understands French or German). It seems
at first sight as if we can't enquire as to performative ability in a language
without specifying one or the other role, and yet we have words in English
which refer to language activity which are neutral in this respectsuch as
converse, cornhiune, discourse or sbnply talk, or in the written mode correspond.
lt is curious that we never ask whether someone can talk in English or converse
in French.

And yet when we want only to indicate that language activity is going'
on we happily say of some group of people that they are talking or that they
are conversing in French, as we might say that they are discussit.g their plans
or they are arguing about politic's, th;..rel,y focussiag attention on their joint
cooperative activityon the interaction of the participantson their interlock-
ing role-behaviour.

I Ls



2 Teaching and Learning Enesh as a Second Language

When we turn to the institutionalised aetisity of developing in someone
the ability to talk, corn-env. commune or correspoiul in a language. English,
most unfortunately. obliges us to focus separately on the roles of the participants
in this activitywe imist either speak of ttywhing or learningthere is no
single word which vim be used to refer to this atiivity in the nentral way that
talk or coneerse tan irter to the activity of verbal interaction. That is
Illy title today reads, . elicitously, in mrt4 Language teaching and learning.
Perhaps we could usefully im cut the word leach-learn" and thus refer to
what Inay go on in a classroom. for example, as "teach-learning" and in reply
to the question: "what are they.doing in awry?" reply -011, they're teach-learn.

Er4;lish-. as Mk' might say "Oh, they're talking English- or -discussing
philosophy".

The eibieet of this short excursion into the semantics of English is to draw
attention to the Whorfiim effect that our language has on the consideration Of
the language learning process. It has made it difficult for us to vk.w it as a
cooperative enterprise and has forced us into the position of treating it as two
separate, potentially uncei-ordinated or unconnected activitiesthose of teaching
and learning. We' all too readily write articles on "teaching method" or institute
research programmes Mto language learning- and are happy to assent to the
!imposition that we can learn a language without a teacher, and even, though
perhaps less happily, that smneone can conscientiously teach sonwthing without
his pupils really learning anything.

My thesis today is that language acquisition, whether of the mother tongue
or a second language, is a cooperative enterprise, and that it takes place uniquely
through a proeess of social verbal Mteraf..tion or talk.

Yon may obiect at this point that there are cases of people who have taught
themselves a language. The easy but incorrect answer to this Objection is that
they have' then combined in themselves both the role of teacher and learner,
as ,me might argue that one who talks to himself combine's both the role' of
spc.,ker and lwarer in one person. I would suggest rather that when we examine
such eases we find that they have typically made use of either so-called self-
instnictional materials or ordinary written or spoken texts UI conjunction with
a dictionary and perhaps a grammar hook But let us remember that these
materials are themselves sample's of discourse between a writer and a reader,
and furthermore, that self-instructional materials, dictionark.s and grammar
books are examples of specifically pedagogical discourse.

I will not even bother to consider the case of someone who is said to
acquire a language by living in the community where it is spoken or by inter-
acting with spe4ers of that language, whether native or not. These cannot, on
any reasonable interpretatiim of what is going on, be examples of self-instruction.

would, on the. contrary, maintain that the people with whom such learta.rs
interact can properly he said to be teaching, since they typically oiale&Ft
teach 'r-like behaviour by modifying their speech in a variety of ways which
make it easier for the learner to understand their talk and thus learn the language.
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!however, while. we ean say that such thterliwItors "teach", we would not
wish to CA them "language teachers- and it- is vitli institutionalised "language
teach-learoing- that I .an stmeerned today. In this situation wt. have to do with
an interactiem hvtweei, participants in the roles of pedagogue and pupil as they
may ht instittetionalised in diliCrent unhurt's. Now, as we know, the justification
for analysing social life. in any culture' in terms of the roles people play is thai
this focuses attention on the social bargains which underlie cooperation. Every
soeial retationshilo sieisists of a pair of roles and when someone enters voluntarily
one of these roles ( arid I emphasise voluntarily) he does so Iwcause he believes
the' relatimeship will help hitt" to further some of his tthiectives (whether these
can be regarded as altruistic or not). Every member of some social institution,
and in turv ease we are concerned with educational institutions, has a part to
pity, lie has tits! s to perform and is entitled to receive services from ethers in
recognitioo of hi. ,,naribution. These bundle's of rights and obligations are what
we Mean by roles. And these rights and obligations are realised in the socially
satwtitmed lirhaviour of the participants in the cooperative activity.

Tlw first thing we have to note., therefore, Ls that the language teacher
and language learner in any culture operate within the range of behavioural
freedom accorekei b that society to the roles of pedagogue and pupil. if you
like, a language tradwr is a netrago../te first aud a language teacher second, and
the laugunge learner is a pupil first and a language learner second. By this I
mean that a language teacher or language learner cannot normally together
indalge in behaviour which is not' otherwise sanctioned in the pedagogue-pupil
relationship in that society. But in most cultures, tooth language teachers and
language l..arners bring with them to their interactipn a number, of specific ex-
pectatiems of each other's hehavnmr as to bow the "teach-learning" of language
is to pniceed. Thus. for example. it is quite widely expec' 'd by language ' niers
that the teavhe r will prescribe a particular test-book and uge it; or Oa work
in the 1.mgnage laboratory will be. part of tbe learning activity, or that drills win
be indulged in and, more generally, drat it,filite teacher who directs or controls
tile. interaction. One enurei easily eminienite for ;my particular educational insti-
tution en system in a unhurt' the expectations that both language teacher and
language. learner bring to the elassroont about what constitutes acceptable and
unacceptable iguage teaeh-learninte. ciebayiimr.

one %%link!. of course . not wish to suggest that institutions in a society
are lie, essarily static', or that roles within a society are not liable to undergo
cenotinnal redefinitiem or reuegogiation; nor, and I think this important, that
new edneat loom! theorising does not sometimes diffuse (slowly perhaps) through-
out soviety. or parts of society., in _such a wy that a redefinition of accelhable
language 'teach-learning' behaviour. results, !kg allowing prevailing notions
aboot goo laiignage 7teach-leaming- to In' Walkedso ;meg as these do not ex-
tend beyond the current norms of the. sanctioned roles of pedagogue-and pupil.
M.me of us are surely personally aware that from time to time we have wished
or attempted to try out -teach-learning" activities in the che sroom, only to he
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frustrated by the kchool or college. authoritiec or even the pupils ttemselves.
Now clearly therv are great dificrences in the degree of freedom accorded

by different coities to the !oles of pedagogue and pupil. In snow cultures -we
know of, sse may feel that these. tiles are so ennstrained that good language
"te.leh-leariting". as we. conceive of it, cannot take place, and no negotiation is
oossthle which can alleviikte the situation. In other societies the roles of pedago-
gue and mut art' so lonse:y defined as to perma a great deal of negotiation
within the dassrocui as to the nature of the interaction and the consequent
language "tea-h-learning" activity.

The question that wses itself at this point is whether it is ever the case
that the roles of pedagogue ,elid pupil are so constrained that language "teach-
learning" is effeetisely iahibited. or aetuMly prevented. Or, to put it another
way,. does language learning require some minimal conditions to obtain such
that, if they do not, it cannot take place? It is to this latter question that I shall
shertly address myself, hut before I can do so it is necessary to say something
about the goals of the Mteraction which I have called language "teach-learning".

You will recall that the notion ef role was connected with the social bargains
which underlie cooperation. Clearty "teach-learning" is a goal-oriented inter-
action in which both participants agree that the object for which they are
cooperating is the achievenwnt of a so-called "knowledge of the target language".
We can say that one element in the expectations that each party brings to the
other's rote is that they share a common goal. What is, however, not automatically
the case is that both will agree upon just what is meant by a "knowledge of a
language". That is why it is necegsary to say something about this before going
on to deal with the question I have already posed, that is whether there may..be
such a constraint on the roles of pedagogue and pupil in some cultures that an
achievement of this goal is effectively inhibited or prevented. It is also necessary
to point out here that, in recent years, research and theorising into the nature
of human language by linguists may lead us to redefine what we mean by
"functional knowledge of a language" in such a way as to cause us to give a
positive answer to this question. Indeed I am at present reluctantly coming to
the conclusion that our more recent notions about what constitutes a "functional
knowledge of a language" are such that perhaps all classroom settings are so
eenrstraining that really efficient language teach-learning cannot take place in
them at -ell. This is a notion to which I shall return later.

So what might we mean by "functional knowledge of a language" and
to what extent do we find agreement between the participants about the goals
of the "teach-learning" interaction? I do not wish to dwell long on this topic.
;t is. I think, generally, but somewhat vaguely, agreed that the goal of any
language "teaeh-learning" is to enable the learner to interact with speakers of a
hmguage, native or otherwise, for some greater or smaller range of cooperative
purposes, that is, engage in talk or correspondence. I emphasive that it does not
necessarily have to be na'tive speakers who are involved. There is still a totally
mistaken belief that a native-like accuracy in the production of that range of
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linguistic forms thought appropriate for the learners' purpose is the only think-
able level of achievement. There are, however, innumerable situations of verbal
interaction where a far lesser achievement is a perfectly adequate functional
objective for particular groups of learners. Some grammar of a pidgin-level of
structural eomplexitv. for example, is for many learners of a language an entirely
appropriate goal for their social talking neeas, the achievement of which would
constitute success in their terms. As far aN the knowledge of the formal prop-
erties of a kniguage is concerned, it is 11.1 the accurate productive mastery of
some limited range of standard language structures which is the appropriate
objective but the confident ilossessiem of a knowledge of a structurally less com-
plex grammatical system. To suggest this to most language teachers at the
present time is usually considered as raok heresy.

But what is important is not just that the learner should have available
some grammar or other aml some vocabulary sufficient for his talking needs
but that he should also comnand an appropriate and effective rhetoricthat is,
the ability to use appropriately whatever grammar he has to satisfy his needs
as a talker. Now we are, of course, all aware that language "teach-learning" in
the paq ( and still largely at the present) has had as its principal goal a work-
ing knowledge of the structural rules of the standard language, that is, the fully-
compkx target language code, and that the bargain between language teacher
and language learner, which underlay their cooperation, was for the achievement
of this objective. Both agreed, if you like, upon what we now see as an in-
adequate definition of what is meant by "functional knowledge of a language".
Neither envisaged language as social behaviour; neither conceptualised language
as doing something. Both thought of it rather as "knowing something". It was

"natural, therefore. that "teach-learning" a language should have resembled
-teach-learning" other so-called "content subjects" in schools or colleges.

will immediately counter the objections you will raise to this analysis,
that, on the. contrary, teachers at least have long thought of language learning
as the acquisition of body of skills. I would snggest, however, that most of the
classroom activities which might he put forward as evidence for thissuch as
drills. reading and wri.;ng practice and so onare in fact (when not merely
testing procedures) practice in making the structural knowledge already ac-
(pined efficiently and rapidly available for producing and interpreting well-
formed sentences or, (more recently) well-formed textsnot, be it noted, co-
herent discourse or talk. The distinction is important. Sentences and texts are
abstract liuguistic objects; utterances and discourse are sentences and texts put
to work.

I can now attempt to answer the question I posed: Does language learning
require smile minimal set of conditions to ,obtain such that if they do not, it
catmo take place? The short answer is that if we adopt the restricted analysis
of "knowledge of a language- as the ability to produce or process well-formed
sentences or tests, that is, a knowledge of the grammatical or structural properties
of the Low:nage. then there are unlikely tey be societies or cultures where the
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constraints on the roles of pedagogue and pupil are such as to prevent what has
to .he &nu. to achieve such knowledge front being done. On the other hand, if
our definition of language as "doing something together" or "talk" is accepted,
then it may well be that there are indeed few educational institutions where
the. constraints on the roles of pedagogue 'and pupil are so loose as to permit
all the possible goals of language "teach-learning- to be realised. In ttther words,
.1. classrooms anywhere permit all possible language learning goals to he
,hieved.

Now you may feel that this is a trite observation. Of course, we are not
able., and indeed never set out, to achieve in full the goal that every learner
shotikl be.. able, at the end of his course, to walk out of the classroom a fully-
fledwd talker or corresponder for his purposes in the target language. All we
can do is to give him the tools, the possession of which will enable him to finish
the. iob himselfhelp him, if you wish, to develop a set of efficient language
learning strategies.

Even if we concede this point, there still remains the question as to what
the. Mitlifinlin conditions are that must hold for us even to achieve this more
limited goal.

I have. so far made a distinction between the roles of pupil and pedagogue
as defined in any society and those of language teGcher and language learner
and suggested that the latter pair are specialised or particular cases of the
formerthat is, theilirofessional language teacher has both what I shall call the
general role of pedagogue and also the technical role of language teacher, whilst
the. learner has the general role of pupil and the technical role of language
learner. The analogy is with the general role of soldier and the particular role
of, say, sergeant. lag us now consider the behaviour that is associated with their
technical roles. i am adopting for this analysis the theoretical point of view that
/anguage learning is an inductive cognitive process of discovering those regu-
larities which underlie. talk in the target language, which, are often called the
rule.s of grammar and the rules of rhetoric and interactional management, or the
rules of usage and the. rules of use respectiv4 (Not all linguists, of course.
would wish to make a sharp or indeed any distinction between these: c.f.
Halliday). The processes involved are basically dime of data processing, hy-
pothesis formation and testing. Clearly the first requirement for learning to
take. place is that the. learner shall be exptised to, (or have available), the data
upon wind) these processes can operate. Note here that if the. goal is defined
only as a knowledge of the stnwtural properties of the target language, then
the &eta is %iewed as sentences or texts in the language. If, on the other hand.
die goal of learning is defined as the ability to talk to some purpose then the
data is vk.wed as samples esf discourse or talk. Or to put it another wayif
the. lealocr is esposed oolv to linguistic forms, that is sentences or tests. in the
target language. all he can discover will be the rules of the grammar or the
structural properties of the language code (rules of usage), and all he will In.
ahle to do at the end ix produce more or less well-formed sentences or texts.

d
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In order to leant to talk or correspond he must be exposed to discourse in the
target langoage, that is, authentic examples of people talking or corresporaling.
Only thus can he discover the rules of use, or rhetoric. His ability to participate
outside the. classroom in creating the many types of discourse which it may he
his wish or need to do, will he related to his experience of these during his
learning career. Just as we cannot expect him to discover rules of structure
which have not been in one way or another exemplified in the sentences he has
been exposed to, we cannot expect him to discover the rales of use or rhetoric
which have not ia one way or another been exemplified in the discourse he has
been exposee to.

If is then part of the expected technical role of the language teacher that
he should make available the data on which the learner is to operate. But any
competent informant can do this. For an informant to qualify as a teacher,
however, it is conventionally understood that the data he provides is controlled,
adapted,seleeted or otherwise organised in such a way as to make the processivg
of it by the learner easier. I have already pointed out that some sort of simplifica-
tion of the grammar or tla- rhetoric is practised by a mother or native-speaker
when interacting with learners, either of the mother tongue or second language,
even though these cannot be called professional language teachers. I suggested,
m.vertheless, -that tht.ir behaviour could properly be regarded as tPaehing
precisely for this reason. Provision of data in some sort of processed form.is one
part of the generally agreed technical role behaviour of the language teacher.

if the. goal of "teach-learning" is no more than a control of the grammatical
rules of the. language'. then the name informant" is an appropriate one for the
teacher. comweted as it is with the notion of information. The teacher has the
information and he. gives it to the learner. I suggest we classify teachers whp
rrceive this as their principal task as acting technically in the role of "inform-
ants" or -knower's", that is. possessors or \,sources of knowledge about the lan-
guage which the learner is trying to get Inkt. The learner appears in the role of
.itiformatiene.seeker". Note that the relationship implied hy -this analysis is one
which .necessarily pla.es the learner in a totally dependent position. This is a
role. relationship of pedagogue and pupil with which we are all too familiar,
alas. in rietid and authoritarian educational institutions.

Amess to processed data, however, is probably not by: itself a sufficient
conelitient for laoguage learning to take place. If this involves hypothesis-forma-
tion and ti.sting. then the learner must have. the opportunity of submitting his
le potheses to confirmation, or. otherwise, by producing sentences or texts for
assessment.by his informant". This confirmation or otherwise of his hypotheses
Iry the "in irmant" or "knower" is part of the technical role of the language
teacher. Dis .onfirmation takes the form of correction; confirmation, of accept-
ance. This, 0 course. may ho done in many ways from overt correction, rephras-
ing. praise:. s ides, nods or refusal to understand. Again any "informant" who
has some knew ledge of the language, native or otherwise, can and does behave
in this war. II is, for this reason I think, properly said to be teaching though
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he is not acting in the. role of pedagogrw. One may add here that the amount
natnre of this teaching behaviour permitted outside the classroom is prob-

abiv culturally deterenned. In many societies it is socially unacceptable to per-
fi 0111 com (lio) except in a highly mitigated form. Even replaasing is frequently
interpreted as a form of rebuke.

If the participants in "teach-learning" agree on a knowledge of the struc-
tural niles of the language as the only goal of their interalion, then, I believe,
the pro% ision of the lan.4nag t. data. the elkitathm of Iwpothcsk-tesi Mg behaviour
and the proviskin of feed-back are all that are required of the technical role

_of the language teadwr. AnN thmg over and above these is a matter of negotiation
betWeen the participants, or a sanctioned part of the general role of pedagope.
There is, of course, much beyond this that is typically observed in language
classrooms. notably all that "teach-learning" behaviour which can be called
guidance, prompting, cuing, explaining. describing and so on; that is, to say,
allthat teacher.behaviour aimed at helping the learner to discover more quickly
and effkientiv the formal properties of the language system. If we analyse the
discourse created by "teach-learning" in the language classroom we will find
that the major part of it is represented by exchanges which consist of cycles of
presentation. testing and feedback

The picture I have drawn is no doubt idealised and simplified; much other
discourse no doubt. is created in the langeage classroom. But what I wouhl
suggest is that if we examine it, it is not part of the "technical behaviour" or
discourse of the "language teach-learning", but derives from the more general
relatkmship of pedagogue-pupil; for example, all that talk which is concerned
se ith organisation. negotiati,m. pla»ni»g and discipline_

I suppose. however, most of us here today regard language teach-learning"
as having the more comprehensive goals I spoke of earlier, the enabling of the
karner tn hnklion as a talker or corresponder in the target language in some
limited set of social encounters. This goal corresponds to a view of language as
smial lwhaviotir. as doing rather than knowing, and involve the discovery of
the rhetorical rules of the language as it is used in some particular social group
or sub-group within the language community. What I want to suggest now is
that, if we uegotiate an agreement with our pupils that this is to he the goal
of our cooperation. then it necessarily implies a redefinition of the technical
roles of language. teacher and learner.

If is at this point that a conflict, or mismatch, may arise between the
behaviour of pedagogue and pupil which is sanctioned in some educational
institutions or cultures and the necessary technical behaviour of language
teacher .md language learner. In other words, if we agree to aim at this goal
then the norms of the educational system may have to be broken or extended
if we are to achieve. it. I believe this to be a conflict that has not yet been
wholly resolved anywhere, since nowhere do the conditions exist in educational
institutknis for it to he so. It is this that led me earlier on to say that the language
classroom May perhaps not be the best place to "teach-learn" languages in.
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In many places the first stages towards a redefinition of the technical roles
of teacher and learner have already been taken, and attempts are being made
to "teach-learn" so.called 'communkative competence" in the elassroom. Perhaps
redefinition in this ease has been more in the nature of an extension of the
role epertoires so far described. What hag happened is that the feacher has
-achled to his role of informant or "knower" that of "producer" and the learner
to his role of "information-setker" that of 'actor". This extension of the role
behaviour of the participants now leads to a more complex network or pattern
of interaction in the classroom. The learner is no longer just attempting to
discover the regularities underlying the sentences or texts of the language huts
to discover the social norms of some types of talk in the language. And he is
doing this not just by interacting with the teacher but through interaction with
fellow learners in simulated speech events, in role-playing exercises.

This drama is now being monitored by the teacher as a producer monitors
the rehearsal of a play. I think it important, however, to insist at this point that
this is only `playing at talk, not talking, just as, for example, practice in writing
letters, essays and other compositions for the teacher is playing at correspond-
ence, not corresponding. It is learning by playing" and crucially depends upon
the interaeticmal management skills und rhetorical knowledge of the teacher for
its success. Where the teachers are native speakers of 'the target language. or
more.exactly. members of the social group whose rhetoric is being taught, then
some measure of success may be achieved: but the great majority of teachers
of languages are not members of the community and culture of the language
they teach, and this goes, of course, for English teachers too. In these cases one
has observed' a notable teluct'ance by teachers to adopt in the classroom the
role of producer and by learners to adopt the role of actor. This is in part
because learning by playing" is often not socially sanctioned behaviour in the
classroom anyway; hilt probably equally because the teacher feels insecure in
his emumand of the rhetoric of any English-speaking community and con-
sequently not competent' to monitor critically the talk of his pupils.

We can look upon role-playing exercises as a cooperative probk.m-solvMg
activity by the learners. If we do this, however, we have to ask ourselves what
the nature of the Problem that the learners are attempting to solve actually is.
Supposing the play is about buying an airline ticket and the learners take the
Parts of counter clerk and customer, in, what sense can they he said at the end
of the sinmlated interaction to have solved a problem? The only problem it
seems that they may succeed in solving is satisfying the teacher that their dis-
course has verisimilitude. Now I do not wish to underestimate the value of
this sort of -teach-learn- acti.it , Clearly acceptance by the teacher, where
granted. must indicate that tlw learners Inu e discovered some of the rules of
rhetoric and transacticmal managementthough just where they have induced
them from is a matter of some interest, to which I 4iall return. It is clear, how-
ever, that if we regard any goal-oriented interaction outside the classroom,
such as buying, an airline ticket, as a problem-solving or goal-oriented type of

.
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interaction. then succvss is demonstrated by the customer getting the ticket he
wants and the airline it,: money, that is, the legal performance of a commercial
transaction. There is a .fundanwntal difference in the nature of the authentictransaction and the sinudated one, namely, the motivations and intentions of
the participants. This is precisely the relotion between the theatre and real life.

There are, however. probkm-solving exercises in the classmom which are
authentic. These. are of the sort where teadier and pupils set themselves aproblem in which success is demonstrated by the outcome not by the process--that is, in which a solution is discovered by means of talk, for example, the
learners attempt to find the answer to some factual question, sort pictures intoa logical seqpence. construct a model from pieces, play a game and so on, These
are authentic because. all of them are cooperative activities which are also
regularly found outside the classroom. Exercises like these are often highly
valued pedagogically because they represent .what is sometimes called "using:;1_
the language for genuine communicational purposes". The only comment I
would make here. is "what language?" When the outcome is in focus the meanswill probably not be. This. 1. may say, doesn't worry me, lmt it will worry a
lot of teachers who hoki to the "all-or-nothing" view of language teach-learn-. ing" 1 spoke of earlier. Such teachers will be unwilling to me group-work
problem-solving exercises, not just because they may not be sanctioned within
the ;educational institution, but more likely because they cannot effectively
monitor the formal aspects of the language which occurs in there interactions.
This attitude betrays an adherence to the old notion that it is better to keep
silent than to practice incorrect forms, and, ultimately, that means are more
important than etuls. My own belief is that anything that promotes effective
"strategies of goal-directed talk" is to be encouraged. Part of the learning of
the role of language learner which I spoke of before is the acquisition of suchstrakies.

Teachers who promote such "teach-learning" activities have added another
behaviour to their technical role repertoire of "informant" and "producer". Shall
we. call 'it "referee"? And the learner too has added to his repertoire that of
"player".

think it is worth tinting at this point that as each new extension to the
behaviour repertoire of the participants in 'the "teach-learning.' activity is made,
the role. relatimiship of mil and pedagogue undergoes change. The learner
is becoming increasingly responsible for the conduct of own learning and
thus in a less dependent relationship to the- teacher. Teacher and learner are
becoming More equal partners in a cooperative enterprise.

.The question is What is the next step? What I have described so far is
what Fats happened. and is happening in those educational institutions within
which the sanctions operating on pedagogue and pupil do not inhibit such be-
haviour. The next step 's the biggest yet to t. recorded, but it can only happen
where the target kuiguage is that of the community in which the institution is
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situatedthat is, in a so-called -second language situation". This is because
it involves him in leaving the classroom and going out into the community.
When this happens the participants in the "teach-learning' activity are not just
teacher and learner. but native-speakers in society outside the classroom in
their various everyday roks. 111...ey may, of Mirse, conic into the classroom, but
the range of discourse which is created by this is generally limited to iecturing
nr discussion. What I have in mind is where learners, with or without the
teacher, go out into the life of the community to interact with nimilbers of the
community in the relationship of customer to shopkeeper, patient to doctor,
employee to employer. lodger to landlord, guest to host. Now you may say
that, if this is indeed a "secoml language learning situation" this will happen
without the intervention of the teadier. This is perfectly true.. But what_I have
in mind is that these encounters should not simply be fortuitous, but sYstemat-
ically organised and negotiated by the teadier and karners with the members
of the conummity, who arr. drawn in as an integral and planned part of the
leach-learning" process. Learners are able not only to observe authentic talk
of many different, apd for them relevent, types but also participate, after class-
room simulation, perhaps, in the roles I have exemplified, and .again, after the
encouoters, discuss authentically and purposively in the classroom their ex-
periences with each other and the teacher. This is learning by doing. The
teacher has now added perhaps the last- behaviour to his repertoire, that of
mentor" and the learner that of -apprentice member of suciety-.

What I have tried to do so far In this paper is to treat language "teach-
learning" as a Nmial eneenniter of a particular sort. What is produced in social
encounters is talk. Lmgnage "teach-learning" is thus a particular sort of talk r,
or discourse.. Wheneer people interact the sort of discourse that ensues is de-
termined by the relationships of the. participants and the agreed goals of their
interaction. The diseourse producer! any intrraction is the means whereby
the goal of tin. participants may be negotiated ante achieved. This is, of course,
true of any -teach-learning" interaction. not just of language "teach-learning".
But what distinguishes laugnage leadi-h.arning is that it is. in a sense, reflex-
ive. By this I mean that the ability to talk or correspond is achieved through
talk or eta-respondence. Thus, talk or correspondence is both the end and the
means. It is ii perfect example ot learning by doing. What determines in any
particular encounter the. nature of the talk that is generated is the definition that
the participants bring to the encounter of wharconstitutes an ability to talk or
correspond. There is, herefore. an interdependence between goals and role-
relationships. If the definitions which the participants bring of the nature of
this ability do uot match. then there will he a conflict as to their definitions
of their respective role-relationships in the interaction, and their goals will not
be achieved. in succeSsful language. "teach-learning", therefore, there must be
agreement betweeo the participants about the nature. of their goals, that is,
abdut thke analysis of what constitutes the ability to talk and correspond in
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the target language. It is on th;s basis that ttwir respective roles must he negoti-
ated. Failure to agree upon goals will lead to some participants simply opting
out of the etPCI17T14:',

lf, for esaruple, the teacher iwrceiyes his role as *knower" but the learner
as "actor" or "apprentice mendwr of society" than this implies a mismatch of
definitions about their resoeetive role-rdations and successful "teach-learning"
will not take place, or it the learner defines his role as "information seeker" and
the teadwr as "filmdom'. again successful "teach-learning' will not take place.
Conflicts of goal definition and respectiAe roles show themselves, I suggest, in
the generally massive failure to teach foreign languages successfully in school
systems where. language learning is cenupedsory. It also often shows itself where
attendance is voluntary, in the frequent rapid fall-off in attendance in the early
stages of a rourse.

I believe we shall not be successful in language "teach-learning" so long
as we insist on the traditional relationship of pedagogue. and popil in which
the teacher is seen as the dominant member in this relationship, the bander-out
of information. The status of teacher in this situation was based on the belief
that the teacher possessed something which the learner wanted and did not
possess. The teacher -possessed skills and knowledge which the pupil did not.
Now this may he true of the teacher of physics or history, but it is not, I
believe, aml never was, fundanwntally true of the language teacher. So long
as the definition of the learning goals of language "teach-learning" was a
"knowledge. of the structural features of the target language", then the teacher
was indeed in possession of sonwthing which the learner did not have; but
when we recognise that becomittg an affective talker in a language involves a
knowledge of the rhetoric (or rules of use) of a language and interactional
management skills current in a particular language community, then the teacher
is in a weaker position. Firstly. he does not have an explicit descriptive knowl-
edge of these rules, even if -he is a native speaker, certainly not in the sense
that he has an explieit descriptive knowledge of at last some of the structural
properties of the language. Consequently he cannot teach these systematically.
Secondly. the. learner. by vtttue of being a competent talker or correspondent
in his mother ttmgue, already possesses a rhetoric which will serve, at least
initially, for talk in the second language. even if the eventual target rhetoric is
not identical with that of his mother tongue. This is the answer to the question
I raised earlier: wlwre tines the learner get his rhetoric from in role-playing
exercises?

BuCt there is now another reason for eonskkring that the.. teacher does not
possess what the learner needs. Although he possesses, as I have said, aim ex-
plicit know ledge of some of the structural properties of the target language, it
is now becoutine probable. that this knowledge may not be as important as we
used to think. Tlw dominant position held by the teacher in his role of "knower"
was based on the belief that whatever the teacher decided to teach was in
piinciple learnable- by the learner at any time. Thus. it wri: the teacher who
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knew what was to be leatite'll mid the se/writer in which it was to be acquired;
it was the teacher nho tleterinuted the way in which the le..rner was gradually
to elalhirate his struetwal knowledge of the language. it now appears that the
process It lay not be as simple as that. and naked that it is the learner who
takes the data and proeesws it when he needs it and eau assimilate it. It is the
learner who calls the "stint:twat time" and niit the teacher, inst as it now ap-
pears that it is the infant learning las mother tongue who detirmint... the course
that the elaboiation of las huguistic knowledge takes and ....h.. controls his
mother's verbal behaviour. it is the mintier who respenals to the child's initiatives
and needs, and not sive versa. "Good" or -appropriate- teaching is, tlwrefore,
perhaps no longer to lw se-en as imposing a highly organied and detailed
syllabus upon a group of learners and as a pnwess of putting in or bonding out
information, but as the task of responding to the devehiping functional or talk-
ing needs of the learner hy making the appropriate data for learners available
on request". Good language "teach-learning- discourse is not teacher-directed

but learner-directed.
The problem of realising good leach-learnMg" is that we still largely work

within the franwwork of educational institutions which impose n interpretation
of the pedagogue-pupil relationship which accords the teacher a dominant
status and ('xpects of him that he will direct the "teach-learning" programme.
There are, of course, situation, already where this is changing and already
named "methods" exist which propose a different relationship and consequently
different participant b:.havitnirs ( the Silent Way, Conmiunity Language Learn-
ing. individualised Instruction. etc.). I. personally, am somewhat suspicious of
all proposals for -new methods". The history of language teaching is punctuated
by a series of named methods. each of which was hailed in its day as the answer
to all the problems of language -teach-learning". In the end successful language
"teach-learning- is going to be dependent upcm the villing cooperation of the
participants in interaction and an agreement between them as to the goals
of their interaction. Cooperation cannot be imposed but must he negotiated.
And what can In. negotiated will depend, in the end, upon what the participants
accept as negotiablethat is. upon what society sanctions as acceptable "teach-
teaming- behaviour. I believe that the' changes one can observe at the present
time in educational thought and practice, at least in western industrial society,
is moving"' in the direction that will make the last scenarios I have drawn in-
creasingh Ve are seeing a gciieral movement towards students demand-
ing relevance ilk their stmlies, and pedagogue's instituting discovery methods
of study in many fiehls. The student of the future is not going to unquestion-
ingly accept that the. -teacher knows best", but is going to demand of him a
justification, a reasom-d argument for Ids progranune. And that argument is
going to have to be 1,ased upon a more adequate account than is presently
current of how one becomes a competent talker in a language.



Can A Second Language Be Taught?

G. Richard Tucker

McGill University

During the past decade there has occurred a great deal of theorizing and
research about %WigMs facets of seeond-language learning and teaching.
Much of the work in North Anwrica has been prompted by the challenge
to provide effective second-Luiguage teaching within the context of the public
school system, while simultaneously nurturing the native language develop-
nwnt and sociocultural traditions of heterogeneous student populations. In
many other countries. decisions have recently been taken to decrease the useof a foreign language as a medium of instmction or even to decrease the
amount of time devoted to teaching the language as a subject despite thefact that many citizens in these countries retain a demonstrated need for
greater foreign-languag proficiency than ever before.

Within the context of these evolving social realities, diverse investigators
have Namined the influence of individual, social and instructional factors
on .second-tanguage learning. They have attempted to define more preciselywhat it is" that the student, acquires and how this changes over time as aresult of confirmed instruction or exposure to a commendty of target-language
speakers. e'

In this paper, I propose to look retrospectively within the broad frame-
work of language and educational, planning at the seeond-language researchand theorizing of the past decade: to conunent on its contribution; to allude
to its applicatiem, and to suggest existing lacunae.

During the past decade there has occurred both at home and abroad a
great deal of research, theorizing and tikeussion about varicms facets of-lan-
guage learning and language teaching: The continuing dialogue bas involved
at various times parents. educators, researchers and even policy makers at the
highest levels. This really should not seem surprising to you if you stop to
consider that there are many more bilinguals in the world than monolinguals
and that there are many more students who by choke or by necessity attend
schools where the medium of instruction is their second or later-acquired Ian-
guage than those who attend schools taught in their mother tongues.

In the United StateS, much Cif the work has been prompted by the chal-
lenge to provide effective second language teaching within the context of a
public school system while simultaneously nurturing the native language de-
velopment and sociocultural .traditions of increasingly large and heterogeneous
student populations. According to Waggoner (1976) approximately 25.3 million
individuals aged 4 or older live in American households in which languages
other than English are spoken. Of this group, approximately 74 per cent (i.e.,
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more than IS million) speak languages other than English themselves as their
usual or second languagea fact which simply astonishes many of my over-
seas colleagues. The challenge. in timi, ca.se, appears to be leading to the itnple-
mentation of bilingual education programs for non-English speakers in many
communities (see, for example, Alatis & Twadelell. 1976; Troike & Modiano,
1975). It is interesting to (Amyl-se. however, that as et proportionately feviz
English mother tongue speakers have participated in such programs and fur-
theminre that there exists widespread concern in the U.S. about the general
apathy toward foreign language qudy.

In Canada, the necessity exists to develop a citizenry of whatever ethnic
origin who are. functionally bilingual in English and in French. The policy of
the Federal government through the Official Languages Act explicitly advocates
the encouragement or multiculturalism through a policy of bilingualism. Unless
bilingualism or at least appreviatiem for bilingualism can he made a fact of
life throughout the country ( and perhaps, pessimistically even if it can), the
present politieal structure will not survive. Although drastic steps have been
taken within the last five years to upgrade the second language skills of civil
servants at all levels, the effective development of a bilingual citizenry will
probably necessitate major educational reform such as that now occurring
within English school boartk. in matiy areas of Quebec and Ontario and the
passing of several generatiOns.

In many otlwr countrns ot the worldparticularly those of the so-called
Third Worlda very diffefent situation seems to exist. With the advent of
universal-primary education, the desire to ensure literacy in the mother tongue,
to maximiz the relevance of education for those who will likely not complete
their schooling and to enhance national pride and unity probably far over-
shadow the. goal of developing the highest possible level of second language
proficiency in a select elite. Thus, in many countries, decisi.ons have recently
been taken to decrease the use of a foreign language ;IS a medium of instruction
in that country's schools ( Algeria, the Philippines, the Sudan) or even to
deereaw the alumna of time devoted to teaching the foreign language as a
subject (e.g., Jordan. the Sudan). Despite such decisions, many individuals
have a demonstrated need for greater foreign language proficiency than eVer
before ( see, for example, Harrison, Prator & Tucker, 1975; Tucker, 1977). Eng-
lish or other secoalinignage teachers in these comitries face a grave challenge.

It is ss ithin the context of evolving social realities such as these that di-
verse investigators have. examined the influence of individual, instructional and
social factors on wcond hmgnage learning. They have attempted to define more
-precisely "what it is" that the student or learner acquires and how as well as.
why this changes over time. as a result of continued instruction or exposure to
a conimunity of target!languae speakers.

I have. organi/ed the discussion to follow around three general themes:
1) national policy, educational planning and language teaching; 2) the specifi-f

catam of language-teaching objectives within the constraints of national or
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local policy; and 3) the implementation of language teaching policies. When-
ever appropriate., I have discussed the role of research, evaluation or nwasure-
ment which comprise important eknwnts of each of these. themes.

National Policy, Educational Planning and Umguage Teaching
I want tor begin by suggesting duet it is necessary to examine vane as-

pects of second !anguage karning and teaching ee ithin the broad frail. ..'ork
of educational planning. The sekcthm of a langu.o4e to be taught or to be
used as a medium of instruction dearly constitutes an Miportant aspect of
educational and of national pluming (see, for example, Fishman, 1974). I have
come to believe over the last ten years on the basis of extensive experiences in
North America, the Middle East and southeast Asia that despite research, ex-
perimentation or innovation second language teaching prognuns or bilingual
education programs will not succeed or thrive unless they are consistent with
gmerninent policy, whether explicit or implicit, or with the carefully and
dearly expressed goals of local educatkmal authorities (see, for exainpk, Har-
rison, Pram & Tucker, 1973; Tucker, 1977). Educational or national policy
serves to define the panmwteis within which language teaching programs can
be developed.

Lei me. present briefly a few example's. Consider first the Sudana lin-
guistically diverse, geographically inmiense country with the potential, as yet
unrealized. to become a major agricultural recource for the Arab World. During
the time. of the Anglo-Egyptian Sudan, English was the. medium of instruction
in many of the. schools throughout the country. More recently, a number of
small but incrementally rather dramatic ehanges have occurred which have
eroded the official position of English within the country but not diminished
its importance. In the northern provinces of the country, Arabic is now .the
exclusive medium of instruction. The introduction of English as a subject for
study was cut back from grade 5 to grade 7; the munher of periods per week
devoted to English instruction was reduced by two: the* length of individual
periods for an Aubjects xe as reduced; English was declafed to he no longer a
required -pass" subject for tlw secondary school leaving examination: Ind Eng-
lish remains the 'medium of instrnction at the University of Khartouma fine
institution with a mixture* of Sudanese and expatriate professors and a. con--
tinning British tradition of utifi/ing the service's of external examiners for degree
candidates. It has long been nunored that the university win eventually arabi-
city but that probably will not happen for sonie years yet.

The situation in the north of the Sudan contrasts sharply with that in the
three southern provinces. In the south, English continues to be the major link
language and, in fact, is used in many different situations to link the north and
the south. In the. 'south, it has been decided to use one of (at least nine) the
loeal xernaculars as the initial nwdium of primary education with Engliih and
Arabic to be taught as second languages and English to be used as the medium
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of instruction at the secondar level. This radkal difference in policy between
north and south represents a major concession by the northi concession
articulated in the Addis Ababa agreement of 1972 which concluded a seven-
teen-year-civil war in which language was one of the precipitating factors. If
the country is to survi.ve politically linguistic diversity must not only be tol-
eriteci, but eneouraged.

Tn the Sudan, then, a series of major educational and national policy de-
cisions have affected the course' of English language teaching leading the
one hand to desperation on the part of some northern teachers who must Row
train students under circumstances relatively less hospitable than those a decade
4o and on the other hand to optimism on the part of southern teachers who
see once again ofReial ,sanction and concern for their efforts.

. Let's switch for a moment to Canada7--in particular to the Province of
Quebec. With the passage in 1974 of the Official Language Act, French ;m-
eanie the sole. hmguage of the province (but not, it nmst be remembered,
of the ce iuntry). A number of associated regulations werc promulgated to in-
sure that French Tame the lte facto as well as the de fure language. ror
example, denumstrakk pwficiency in French is now a requisite for membership
in professional gone s such as the corporation of dentists or psychologists or
physichms. lii atkhtim. companies are required to obtain "francization" cer-
tificates to be eligible. to compete for gewernment contracts. subsidies, etc. To

Freah must not only" be die actual 'workiol how:nage of the organi-
zation, but homophones must also be represented at levels of the com-
pany hierarchy including upper numagcment posit:

Perhaps. the single most important and contra sion ot the Act,
however, was that which limited access to English t it chools to anglo-
phones or to other pupils who already possessed a -sufficient knowledge" of
English to profit fsom instniction in the language. The government's dc ision
to implement this section of the Act by utilizing examinations of dubious 'alid-Q
ity and reliability for screening purposes has resulted in the launching 'of legal
action by groups representing both immigraot parents and more interestingly
French (:anadian parents. The passage. and implementation of the Act has
meant that a majority of the Quebec population has been abruptly denied
access to two popular, midi succksful source's of English language training:
I) following some porion of their education in English-medium schools, or
2) working at jobs where English was the de farto language of wider Cam-
immicatim Note. in particular, tleet even. French-English bilingual education
is specifically prohibited for non-anglophones or npn-English dominant im-
migrants. Despite this government-action, du' need for English by Quebec resi-
denti----anglophone, homophone or other immigraniswho wish to pursue bust.
ness or trading opportunities with representatives from an increasingly lar,
array of industrialized or developing e9untries has not diminished. The onitil
of responsibility for meeting this need thus falls on the ESL program within

4,0
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the French educational sector. There is no reason to believe that the program
as presently designed and staffed can meet the challenge (see, for example,
d'Anglejan, Acheson, de Bagheera & Tucluw, 1977).

Returning to the American setting, it is my belief that neither parents nor
educators nor polky Makers have yet articulated preckely their expectations
for the 'academic, affective, cognitive, linguiStic or social development of chil-
dren who participate in formal education.. Quite dearly, there now exists wide-
spread opposition to the simplistic notion that "the purpose of such [bilingual]
instruction must be to create English-speaking Americans with the least possible
delay" ( New York Times, 1976). But what are the policies or goab tO be?
And who will determine or shape them? In this respect, the TESOL organiza-
tion as well as the Center for Applied Linguistics have tried to raise the level
of individual and governmental awareness concerning the teaching of English
as one necessary, but not by itself sufficient, component of a child's total edu-
Cations! program. In fact, the dt..ector of CAL, Rudolph Troike, has called for
the establishment within the White House of a high level position of Advisor
on Language Activities.

The point that I wanted to make through the previous examales is that
educational or national policy does describe the strictures within which lan-
guage teaching progranis can be developed. Furthermore, it is obvio1/40 that
social pressures motivated by a'diverse array of contributory factors can lead
to policy change. The results per se of empirical researcheven when widely
publicizetthowever rarely do.

Spccifkation of Language-Teaching Objectives
On the basis of my experience in various settings during the last ten years,

'I have come to conclude that much more serious attention needs to be given
to the task of defining, publicizing and implementing locally appropriate lan-
guage teaching goals. For example, is it realistic to expect all pupils to develop
native-speaker control in each of the four skills of the target languagii? Should
the objective, rather, he for the individual to develop native-like receptive skills

, together with the communicative ability necessary to express his ideas? How do
prospective teachers, employers or .other target language speakers react to
spoken or written messages that, although comprehensible are marked by
various lexical. phonological or syntactic deviations (see, for example, research
by johannson, 1973; Quirk & Svartvik, 1966; Schachter, Tyson & Diffley, 1976)?
It may, for example, be perfectly acceptable for an English Canadian mernber
of the Ontario Provincial Parliament who lives in Toronto to comprehend spoken
and written French with ease while producing ntterances which are markedly
deviant. It might, however. be totally unacceptable for an English Canadian
member of the Quebec National Assembly to perform similarly.. The task of
defining a set of locally appropriate goals undoubtedly necessitates an under-
standing of the sociolinguistic cotitext in which the graduates of the language
program will live and work (see Cohen, 1973; Harrison, Prator & Tucker, 1975),
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Within the past decade, socioliiiguistie or language policy surveys have
been conducted in a numher of countries. They have been designed to pmvide
information about the patterns of language use within a particular region or
country, the 'aims for language teaching, the dimensions of the language teach-
ing effort, the various resources available' to implement the programsall
within the context of the actual demonstrated needs which people have for the
target language(s) in diverse daily activities (see, for example, Bender, Bowen,
Cooper & Ferguson, 1976, Harrison. Prator & Tucker 1975; Ladefoged, Criper
& Click, WU,. Royal CoguMssion on Bilingualism and Biculturalism, 1963;
Whiteky, 1974). Such surve,ss are based on the msimiption that people's needs
for a particular target language should be allowed to influence the scope and
design of the language teaching pregraman assumption which has certainly
not characterized the development of programs in many countries. I have sug-
gested elsewhere (Tucker & d'Anglejan, 1971) that the first step in establishing
an innovative language-teaching program "should involve a small-scale socio-
linguistic survey of the local conununity where the program wiP he situated"
(p. 492). In practice, this is rarely done.

But how are language-teaching objectives to be developed? Consider the
directive in the "Official Languao Act" of the Province of Quebec:

The curricula must ,ensure that pupds receiving their instruction in English acquire
a knowledge of spoken and written French, and the Ministry of Education shall
adopt elle necessary measures to that effect.
The' Ministry\ of Education must also take the necessary measures to ensure in-
struction in hagfish as a second langmage to pupils whose language of instruction
is French.
(Bill No. 22, Tide III. Chapter V. trticle 44)

I realize you may argue' that the task of the legislature is simply to provide the
mandate under which appropriate experts will articulate more explicitly the
goals or objectives of the language teaching program. But consider the set of
specific objective's for Jordanian students who by the end of the Compulsory
Cycle (i.e., after studying English as a foreign language for five years from
grades 5-9), are exrected to he able to:

I. Understand simple English spoken at a normal speed.
2. Communicate sensibly with an English-speaking person, within certain

reasonable areas.
3. Read simple English with ease, fluency and understanding.
4. Write a basic paragraph in English. using the basic structure of the

language (English ('urriculum: Compulsory Stage, 1969, p. 5).

1 have previously claimed (see I larrison, Prator & Tucker, 1975) that "these
'specific' aims typify the comentional goals so oft,.'n cited for language study.
They lack precision. ;Ind fail to make clear precisely what degree of English
proficiency students are expected to achieve" (p. 2). I went on to suggest that
operationally-detined behavioral objectives appeared to be a necessary pre-

J
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requisite to effective program development and that ultimately the success Of
an English language program must be measured hy the ability of school krad-
mites to obtain suitable employment which would permit them to grow indi-
vielually and to contribute directly to the social and economic development of
their comdry. In retrospect, my suggestion seems naive and likewise without
precision and for the present 1 ,shall simply identify this as an area which re-
quires additkmal thought and development.

Let me conclude this section by drawing your attention to another major
factor which shapes the' actual language teaching programthe examination
system: In many countries, regions, states or provinces the final English lan-
guage attaimnent of each school graduate is evaluated by his success or failure'on the English paper of a secondary eertificate examination (this is true, for
('xmnple, in Egypt, Jordan, Quebec). It has bern my repeated observation that
the form and content of this exlmination affects the manner and substance of
English language teaching; and furthermore that even where there exists rela-
tively explicit objectives for ELT there is often a lack of correspondence be-
tween the objective's and the examination (see Bending, 1976). In such cases,
despite their professional preparation, despite the resources at their disposal,
teachers often eleet to concentrate their attention on -preparing" their students
for the required examination. It is not inconceivable that students who pass the
English paper of the Egyptian Thannawiyya amma or of the Quebec matricula-
tion exam can also commonicate accurately and confidently at the hypothesis
retuaing for the most part untested. Educators are now beginning to.turn their
attention toward this domain and I predic, .1 will become an increasingly
important research area.

The Implementation of Language Teaching Policies
Let me now examino somewhat inure expliciey factors which may affect

the successful implementation of language teaching policies. In recent years,
the topic of second language learning and te.,ching has attracted the attention
of an increasing number of researchers drawn from a wide range of academic
disciplines. In addition to educators concerned with discovering and applying
n('w and better pedagogical techniques, we find an active group of anthropol-
ogis linguists, psychologists and sodologists engaged in the systematic study
Of the complex Mterplay anumg affective, cognitive, social 'and other fact6rs in
second hmguage acquisition.

A number of scholars have proposed useful models or frameworks within
which we can examine questions related to second language learning and
teaching (see, for example, Fox, 1975; PanIston, 1974; Schumann, 1976a; Stre-
yens, 1976). 1 believe that we can represent the domain graphically by using
three concentric circle's. The outermost represents the sociocultural context
the ambiance in %%Well the language is spoken natively, in which it is to be
learned as a second or foreign language and is to be used for diverse purposes.
It comprise's elements such as: 1 ) the official position and allocated role(s) of

-)
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the target language in the community, nation or region; 2) the perceived status
of the langtiage and its speakers. 3) the existenee of structures which en-
courage or facilitate the use of the target language; 4) the size and cohesive-
ness of the groups in contact. and 5) the correspenidence between their values,
attitudes and traditions (e.f., Shumann, I976b).

The middle circle represents the instructional or pedagogical settingthe
context in which the language is to be "formally" transmitted from a teacher or
other resource person to the learner. Salient components at this level are factors
st:ch asi I) the goals whether explicit or implicit for second language teaching;
2) the pedagogical techniques to he employed; ( I am going to .restrict my
remarks for the most part to second language learning which goes on within
the confines of A classroom although I shall allude to issues posed by informal
learning; 3) the design of the syllabus including the choice or development and
seeptencing of materials and the allocation of time; 4 )the training and language
proficieney of the teacher as well as the attitudes (if teachers and adminis-
trators; and 5) the procedures for evaluatiOn. The interface between these two
circles is effected by educational planning within the context of national or
regional priorities.

The innerimist circle represents individual factors. The second language
learner brings with him to the learning environment a variety of attitudes,
biological predispositions, learned behaviors and societal experiences that affect
the course, the duration and the speed of second language learning. Important
factors at this level may he elements such ) age; 2) intelligence and
language aptitude; 3) learning style or the general cognitive processes drawn
upon; 4 ) personality characteristics; and 3) motivation and attitude. The inter-
face between the Outermost and the middle circle is effected when the learner
by choice or by necessity begins to follow one of a large variety of instructional
tracks.

The components or elements that I have identified at each level are, of
course, only illustrative; they are by mi nwans exclusive. I would like now to
raise the general quesiiini of how researchspecifically that conducted during
the last decade or sohas helped us to understand better the process of second
language learning and teaching. I will comment briefly on some of the im-
portant research trends. research applications ;nid misting lacunae. where addi-
tional investigations may be warranted. The term -researdi- should be inter-
preted very broadly to include, for example, attemOts: ) to describe what
it is that the learner acquires during his course of instruction; 2) to posit and
verify nuxlels to describe the process of second language learning; and 3) to
examine the contributions or relationships among the diverse elements de-
scribed earlier.

I think it would not be inappropriate to begin by observing once again
(cf.. Tucker tte d'Anglejan, 1)75. p. 60) that:

Convurrent ssith the.decime ta popularity of the traditional s:econd language method-
ologies came a radical shift in theoretical views uf the language acquisition process.
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Many researchers now view native language learning and second language learning
as analogous processes characterized by the development of rule-governed emativity.
The learner is thought to engage actively. Abeit unconsciously, in the gradual dis-
covery of the rule syStem undmlying the langnage to which he is exposed. Al-
though the young child acquiring his riative language and the second language
learner may go about the task in somewhat different ways, the developmental
pattivn of each is now thought to be both systematic and predictable.

That statement was prompted by the burst of research activity begun
during the late 1960's and continuing to the present day which sought, among
other things, to descrihe various facets of the speech system acquired by
second language learners. Let me for purpose's of this discussiem over-shnplify
grossly the scenario of this period. The efficacy of language teaching programs
based upon notions derived from behavior! views of learning which stressed
the rote of ihe mimicry, practice and memoi ization of discrete units of language
chosen on the basis .of a priori contrastive analyses and presented in a struc-
tur911y-graded sequence was seriously questioned. Disenchantment with stu-
tteiet_ic;Lie_vement was rampant.

As a mink of provocative writing and research by Noarn Chomsky, his
students, his colleagues and their students, the operational definition of language
learning underlying most recent research shifted from one which considered the
child's linguistic .growth to be the result of reinforcement or shaping by his
environment to what Brown (1973) has described as a creative construction
process. Child language was no longer viewed as a defective or haphazard
form of adult speech but rather as an orderly, rule-governed system which
evolves through a series of predictable stages toward eventual adult competence.

The incisive notion that second 'language learning, even within the class-
room context, might reveal patterns and regularities similar to those found in
native langehege learning had, of course, been posited by scholars such as
Corder. ( 1967), Nemser, (1971), Selinker, (1972) and more recently by
Selinker. Swain and Dumas (1975). Their speculations were supported by a
spate of "error analysis- studies (see, for example. Richards, 1973; 1974; Scott
.Lit Tucker. 1974: Taylor. 1975; but see also Hammarbarg, 1974). Researchers
observed that in additum to erriirs attributable to interference from the learner's
mother tongue ( which seem 'especially prominent at the elementary stages of
instructiem there an. other roimmin systematic errors which can not he at-
tributed to interference and nhkh are fomid in the speech of learners from a
variety of -language backgrounds studying the same target language. A plausible
iniewilee is that these latter error types result from, the application of general
operating principles. learning strategies or 'cognitive processes to the task at
hand (cf., flatch. 1974. Reibel, 1971; Sampson tsi Richards, 1973: Tarone, Cohen

4%`..if ft Dumas, 19761. An important pedagogical notion which' derives from this
work is that second language teachers should conie to regard "errors" as in-
dicators of progress while at the same time continuing to provide the student
with well formed and varied models. I believe. it is important in this pard
not to confuse the notion.that errors may be used for diagnostic purpnsi-s with
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a general license for permissiveness that would imply a lack of concern with
the goal of achieving facility in the standard form of the target language as
well as in other socially, regionally or situationally appropriate varieties.

One important direction to this research has been the attempt to define
more precisely what it is that the stident ( or the "free" learner) acquires and

!how as well as why this changes over time as a result of continued instruction
or exposure to a community of target language speakers. Thus, a broad ranging
series of' studies have been comlucted to examine the acquisition of .various
features of the second language' such as grammatical functors or morphemes
(e.g., Bailey, Nladden & Krashen, W74; Dulay & Burt, 1974; Hakuta, 1974;
Larsen-Freemaii, 1973). the auxiliary system (Cancino, Rosansky & Schumann,
1975), negation (Cluden. (amino, Rosansky & Schomann, 1975; Milon, 1974)
wh questions (Ravem, 1974); aml other perhaps "higher-order" syntactic struc-
tures (e.g., d'Anglejan & Tucker, 1975; Boyd, 1975; Cohen, 1976; Cook, 1973;
Cillis & Weber, 1976; Ilamayan, Markman, Pelletier & Tucker, 1.976; Krashen,
Sferlazza, Feldman & Fathman. 1976) as well as phonology (Tarone, 1974;
1976). Researchers have attempted to draw inferences from a variety of cross-
sectional or longitudinal studies conducted 'with learner§ from different back-
grounds about the efhwts of factors such as age, formality-and type of language
training and frequency of exposure. on second language acquisition (cf..
Fathman. 1973; Larsen-Freeman, 1976a; Wagner-Gough & Hatch, 1975).

The results of the research completed to date indicate that the performance
of tlw learner is not random or disorganized but there are, at this time, few
other compelling pedagogical implications. For example, the order of acquisi-
tion of grammatical morphemes may or may not reflect accurately general
second language' dmelopment, may or may not be similar for first or second
language learners, niay or niav not be similar for learners acquiring their
second language formally. or informally and may or may not permit us to draw
valid inference's about the operating principles or strategies which the learner
applies.

I would argue strongly ( as do Tarone, Swatn & tathmari, 1976) that it
is premature to consider revising syllabi or instructional approaches to try to
reflect the results of these studies (but see Taylor, 1973b); although I will
shortly argue that there are certain broad areas of application for the results
of second langnalze reward)

Let nie summarire this piesent section In observing that 1 view this
area of researchthat of attempting to define more precisely what it is that
the learner acquires and how and why this product changes over timeto be
of ventral importance.for the development of effective second language teach-
ing prOgrams. A clearer 'understanding of the discrepancy between

goals f.r second language teaching and the typical product sliould
aid our diagii.Istic procedures andstilitate the introduction of corrective action
wl ell and where appropriate.

Let me return now to a brief ccais deration of some other ricent representa-
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five research which has examined the contributions or rdationships among
factors or elements of the three concentric circles which I earlier used to
define the context for secenid language learning and teaching.

At the outermost or socioeutturat keel. I have already described in my
intnnInctory section the importance of language planning activities or socio-
linguistic surveys as tools to provide baseline information necessary for the
rational development of language teaching programs. I will not belabor this
discussion escept to note the important contributions in this area by scholars
such as Joshua Fishman and his colleagues ( Fishman et al., 1966; Fishman,
Cooper & Ma, 1971). Wallace Lambert (1973) and Stanley Lieberson (1970)
who have provided continuing reminders that language learning occuri within
a social context, that our research strategies must involve attempts to examine
the values, attitudes, traditions. political factors and socioculural dynamics that
underlie language learning and that our research must be interdisciplinary.

Let nee turn now to the nmennost or individual level. A plethora of
studies haye been conducted which seek to examine, to measure or to manip-
ulate a diverse arrav of individual characteristics. For example, researchers
have investigated in various permutatiems the relationship among age (cf.,
Krasben, 1973. Ramsey & Clark. 1974), affective factors (cf., IL D. Brown, 1973;
Chastain, 1975. Gardiwr & Lambert, 1972; (ardner, Smythe, CWment & Mks:
num, 1976, Jacobson & 11141(1(4. .1974; Taylor, 1974; Teitlebaum, Edwards,
Hudson & Hudson, 1971, Sdiuniann, !975), -ability" factors (cf., Carroll, 1974;
Lambert & (ardner. 1972) learning stages or style (cf., Naiman, FrOdich &
Stern, 1975, Rosansky. 1974 ) and second language learning. Two general con-
',elusions can be drawn front these studies; I ) aptitude and attitude/motivation
comprise statistically independent and significant prediaors of language learn-
ing success; and 2 ) youthful vs. adult learners may approach the language
learning task differently and hence profit from 'different teaching approaches.
The inflnences of personality variables and differences in cognitive or learning
style are as vet little. understood and research should be continued ip these
areas. The major application of these. studies derives from the fact that teachers
can affect or manipulate. attitude. and motivation and can design programs of
instniction appropriate to the age, experience, ability and interest of their
students. The apparent popularity and success of -English for Special Purposes"
programs lends credence to this daim (see, for example, ESPMENA).

During the past two years, a few researchers working at this level have
begun to phrase. their. questions and shape their data gathering techniques
slightly differently. They an attempting to define the constellation of individual
factors associated with successful second language learning and furthermore to
determine whether the effects of these factors can be modulated by the language
(caching program which a stmlent is following (cf., Cohen. in press; Naiman,
Frudieh & Stern, 1975, Rubin, 1975; Tucker. Ilamayan & Genesee, 1976). The
results of the few studies conducted to elate. indicate that the study of individual
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differences in second language learning and (factors associated with them can
be usefully pursued using multivariate statistical procedures. This area,
believe, constitutes an important future. research direction.

Let me turn finally to the remaining levelthe instructional settittg and
its .a.ssociated factors. This level has. I think, been profoundly iffected by the
'theoretical insights and empirical research reaults of the past decade. One of
the important iwdagogical notions which derive's from insights about native
language karning is that_the major focus of second language classroom activity
should lw u conununicationnot just of simuktetl dialoguesbut no genuine
communication where the validity of stndents' utterances will be judged on the
basis of their content rather than on the appropriateness of their grammatical
form (Diller, 1975; Tneker & d'Anglejan, 1975). The apparent acceptance of
this notimi manifests itself in diverset ways: I) by the adoption of seemingly
radical objective's and techniques on the part of some teachers. (e.g., the
devdopment ofcommunicative competence at the possible expense of gram-.
roatical perfection. Sayigon, 1972); 2) by the switch from structurally-graded
to notionally-based syllabi '( (YNeilL. 1976); 3) by a widespread move toward
the implemeattatim of apparently successful bilingual educational programs in
many parts of North America (see Alatis & Twaddell, 1976; Troike & Modiano,
1975); and ) by the development of English-for-special-purposes texts and
courses throughont much of the third world where English occupies the role
of an important foreign or second language. Sch innovations all attempt toeapitahze on the observation that a student can effettively acquire a second
language when the task of learning the langua0 becomes incidental to the
task of commonicating with someone about something which is inherently
interesting.

This shift io halts calls. of course, for a reassessment of the role and
training of the second kmguage teachera reassessment which at least one
'major professional org;mizatkm has recently conducted (TESOL, 1978). The
second language teacher will often be called upon to work in close partner-
ship with teachers of content subjects (see, for example, Cohen, 19756). The
language specialist nmst not only be a fluent speaker of the target language;
but should also during the course of professimal preparation have acquired
an understanding of current theories of language acquisition and be familiar
with and attuned to the sociocultural traditions of the students. :t should be
emphasized that there remain enormous variations and healthy controversy
about EN' optimal manner of implementing programs of formal instruction for
children or for adnIts ( cf.. Diller. 1975; Krashen & Seliger. 1975) today as there
were fifty years ago ( jesperson. 1904; Palmer, 1921).

Research contimmes unabated at this instructional level, but I believe we
are only now beginning to ask relevant questions. We have only recently begun
to examine mimitely what actually goes on in the language classroom (Shultz,
1975). what input the student receives and how this influences second language
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acquisition (Hatch, Shapira & Cough, 1975; Arsoi-Freeman, 1976b; Keller-
Cohen & Cracey, 1976; Wagner:Cough & Hatch, 1975). So there remains much
to be accomplished.

Concluding Remarks

'It remains simply to inake a series of summary statements to reiterate
what 1 see as the major themes running through the research that I have
reviewed.

1. Language teaching_programs occur with a sociocultural context. They are
shaped by and es4aribute to national and .educational planning;

2. Serious attention needs to be given to the task of defining, publicizing
and implementing locally appropriate language teaching goals;

3. In many areas a serious lack of correspondence between the objectives of
English language teaching programs and the form and content of the
national, ...examination system results in ineffective or misguided teaching
practices;

4. An understanding of second language learning and teaching necessitates
a consideration of the interaction among sociocultural, instructional 'and
individual factors;

5. The seccind language learner like the child native speaker is thought to
engage actively, albeit unconsciously, in the-discovery of the rule system
underlying the language to which he is exposed;

a The developmental pattern of the learner appears to be systematic and
predictable;

7. We are beginning to describe and to understand what it is that a student
acquires when he learns a language as well as how and why this is modified
over time; but our descriptive tools and analytical insights remain rela-
tively naive:

8. It appears . be premature to consider revising syllabi to try to reflect
the results from these initial descriptive studies;

9. The notion that the major focus of activity in the classroom should be
on meaningful communication appears to he theoretically and empirically
well founded;

IQ. Teachers can affect the attitudes and motivation of their students and ean
contribute to the design of programs of instruction appropriate to the
age, ability, experience and interest of their students;

It. An examination of the constellation of factors associated with language
learning using niultivariate techniques is a useful research direction to
pursue as is a closer exainination of the dynamics of classroom language
usage and patterns of interaction;

12. The theoretical validity of a particular approach and considerations of
methodological sophistication ty be relatively minor ingredients in the
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development of a successful and total second language education prograip
when compared with sociocultural or attitudinal considerations.

In summary. I know of no "scientific" data or empirical evidence which
demonstrate conclusively that we have yet designed the ideal program or
programs by which a second language can be taught; Mat we do know, that
almost any student (and we see ample evidence) placed in the appropriate
milieu, givell. ample opportunity and the support of his parents, peers and
teachers can successfully acquire a second languagethe paradox may be
semantic or illusory but clearly the challenge to provide effective second
language training to an increasingly large and heterogeneous group of students
remains.
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Bilingual Education and ESL: A Symbiotic
Relationship

Haman LaFontaino

Center far Bilingual Education
New York City Board of Education

Recent events have stirred anew an alleged conflict between programs in
the teaching of English us a Second Language and bilingual education pro-
grams. ylihatevcr the motivation for the revival of this misconception, ESL
and bilingual education are not only compatible but essential to the effective
implementation of both approaelws. The elimination of this mythical conflict
can be best achieved by clarifying the objectives of both programs revealing
the mutual beiwfits that can be derived from a close cooperation between
practitioners in both fields. A comprehensive effort to implement
education programs in New York City resulting from a court order offers
evidence that ESL instruction is increasing rather than decreasing. Our
precious and limited time.and effort is more productively expended in im-
proving our practices rather than engaging in unnecessary and wasteful
aecusations. The National Association for Bilingual Education and TESOL
have already undertaken various steps to emphasize the cooperation and
support of both organizatims for ESL and bilingual education programs.

As a former biology teacher I could not resist Jim Alatis' reference to the
concept of symbiosis in his address to this convention in 1975 on "The Com-
patibility of TESOL and Bilingual Education." To me, it seems to focus on the
very essence of our continued efforts to unify our profession in the struggle to
develop and support 11,1!,11 quality programs which provide equal education
opportunity, which nurture academic excellence and which attempt to move
our society towards the notion of cultural democracy. In its biological context
symbiosis .refers to a phemnnenon in which two living things function in a
relationship which is mutually beneficial. It differs from parasitism in which
only one party benefits.. from the relationship and it certainly differs from a
saprophytic relationship in which one party feeds on the other until the other
is dead. To bilingual educators, therefore, I am anxious to announce that, in
spite of recent opinion to the contrary, ESL is NOT hazardous to your health.
I feel a little like the Surgeon General-of the United States making an announce-
ment about a controversial drug. Can you imagine comments such as: "You're
not taking ESL are you?" or "I think those kids are on ESL." But I can easily
iympathize because there are those that characterize bilingual education in a
similar manner. Without mentioning the name, one state refers to'their program
as "terminal bilingual education." Poor kids! Inflicted with such a terrible
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disease at such a young age! "Madam, I'm sorry to inforn you but your son
hasBILINCUALITIS." I repeat, ESL is not hazardous to your health, but tO
teachers of ES!, I hasten to add, when administered properly. Similar to the
bilingual educatioo "pill", the dosage, potency. and quality are crucial other-
wise the tongue begins to ossify and the result is that the patient or student
can't speak either language. The well worn proverb that says that a lot of truth
is said in jest seems appropriate here.

I hope today to make my modes" contribution towards laying to rest any
thought of real or imagined conflict 'between the ESL and bilingual education
approaches and between their practitioners. It seems that evcrytime we think
we're making progress toward this end something happens which starts the
quarrel all /over again. I am referring, for exairple, to the U.S. Commission on
Civil Rights' report "A Better Chance to Learn: Bilingual Bicultural Education"
and to Dr. Troike's, now famous, editorial in the Linguistic Report. In both
cases the underlying premise seems to be to consider ESL and bilingual edu-
cation as mutuallf exclusive and to present the issues in such a way as to
attempt to force practitioners and consumers to choose one or the other. Mary
Hines' critique of the Commission's report and Dr. Spolsky's and Dr. Kaplan's
response to Dr. Troike's statement both clearly analyze and expose the fallacy
of such a premise. Spolsky cautions us not to throw the baby out with the bath
water. Hines urges us to do more research on ways to improve what we are
doing. I agree wholeheartedly with both and can only add the emphasis that
none of us beiieves that either ESL or bilingual education is a panacea which
will cure all of the educational ills which beset our youngsters. On the contrary,
we are coimantly searching for improved techniques and materials to strengthen
our instructional programs. And most often we do this together in a cooperative
approach. It is sheer nonsense to believe that ESL and bilingual education are
totally unrelated. No one ever asks whether we should teach geometry or
mathematics; or biology or science! Such questions weuld be met with astr n-
ished laughter. Perhaps we should respond in the same way. But, keeping in
mind that those who do pose the question are often ignorant of our objectives
we should take the time to educate them to the intricacies of our efforts.

The ESL program goal of having students acquire a second language is by
definition an integra! goal of bilingual education. Otherwise, bi-lingual educa-
tion could not be characterized as being hi-lingual! Please pardon such a sim-
plistic and unsophisticated argument before this audience but I can tell you'
that I have had to regress to such elementary logic many times in an effort to
convince detractors and other instigators that we are all trying to accomplish
the same goals. Bilingual educators in the United States are all in agreement
that it is crucial to academic and career success of our students that they
master the English language. We should point out too that in most eases we
are also trying to reach the same group of youngsters. In other words, our
present priority in ! 'lingual education is to serve the student who is limited in
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his ability to function in English and, of course, this is the same student who
will benefit from instruction in ESL.

The added features of a bilingual program focus on our concern with
providing the student with an opportunity to participate in a meaningful way
in the rest of the instructional program. Our contention is that this can bert be
accomplished by using the student's native language as a medium of instruction,
by continuing to develop his skills in his native language and by helping aim
to learn and understand his cultural background as a component of a multi-
cultural society. This last concern has clear implications for the possibility of
helping the student develop a positive self-image and hopefully the self-confi-
dence necessary to, motivate an aspiration of success in school and in life.

In all of TESOL's publications and in many ESL conferences I have at-
tended I have yet to see or hear any opposition to these basic concepts of bi-
lingual education. We must continue to emphasize this agreement between us
as an example _of the compatibility between ESL and bilingual education.

- And now if you will permit me a brief "commercial" I would like to very
briefly describe our Atuation in New York City as a further example of this
compatibility. You may know already that the N.Y.C. Board of Education is
implementing a bilingual program as a result of a conhsnt decree signed with
ASPIRA of New York and approved by a federal court judge. The Consent
Decree program, as we yefer to it to distinguish it from other bilingual pro-
grams we offer. specifically mandates that "a planned and systematic program
designed to develop the child's ability to speak, understand, read and write
the English language- be provided to all eligible students. As a result, I am
informed by David Krulik head of the ESL unit in our Office of Bilingual
Education, that more students are participating in ESL, instruction than ever
before. In other words, the court mandate for bilingual programs has included
in a practical sense a mandate for ESL instruction. This mandate has led to a
need for inure ESL teachers, so that this year in spite of continued financial
restrictions and subsequent dismissal of teachers, no ESL teachers have been
laid off. In fact, it appears. that ESL teachers will continue to be appointed to
serve in the Cinisent Decree program. Now, don't all of you run to New York
looking for employnwnt. To be appoint0 you must possess a New York City
license, as a Teacher of English as a Se6ond Language. And whether we agree
or not with the New York City teacher lieensing procedure we certainly agree
that an ESL teacher must be specially trained to provide such instruction. To
say that any teacher who speaks English is automatically equipped to teach
ESL is as absurd as saying that any teacher who.speaks Spanish can teach any
technical subject in Spanish. Lack of time and the extensive literature already
available obviate the necessity for further elaboration on this issue but I do
wish to mention that the guidelines developed by TESOL for the preparation
of ESL teachers arc especially worth reviewing and taking into consideration.
In our own. Consent Devree guidelines we adopted one in particular which
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riggests that teachers of ESL should "have had the experience of learning an-
other language and acquiring a knowledge of its structure; and have a conscious
perception of another cultural system." Sonia Rivera, Vice President of NYSABE
paraphrases this thought most admirably in a report on teaching of native Span-
ish speakers by stating "If you're not bilingual and bicultural by birth at least
try to be so by heart."

The training of teachers, of course, depends heavily on what it is that is
to be taught and how it is to be taught. In short, the curriculum and the
methodology of ESL must also be considered. In this regard, perhaps we cannot
dismiss too quickly Dr. Troike's concern with the state of the art of ESL It
never hurts us to periodically assess our teaching practices and to modify andstrengthen our methodology and our instructional materials. We can avoid criti-cisms that ESL programs are rigid or narre..w and limited to pattern drills by
continually evaluating and improving our work so that ESL can be perceived
as a practical, experience-based comprehensive second language arts program.

I am especially concerned with this issue because of its impact on bilingual
education. In today's climate of demands for a return to basic skills and min-
imum standards of competency, the eyes of the public are focused sharply onthe progress of our bilingual programs. Justifiably or not, the aspect of our
effort which receives the greatest attention_is the students' achievement in Eng-
lish. It is essential to note therefore that the success of many bilingual pro-
grams will be measured by how successful the ESL instruction has been. I am,
therefore, extremely serious when F say that we are counting on you to provide
the mast effective and highest quality ESL programs you can deliver.

As a member of the Executive Board of the National Association for
Bilingual Education and as its immediate past president, I am confident that
we are ready to present united front together with TESOL to provide the
leadership necessary to guide the public and the profession out of the con-
fusion and controversy in which others want us to stagnate. Government and
other agencies must be made to understand that NABE and TESOL will con-
tinue to expend every effort necessary to push for the development and support
of the kinds of programs we know are best for our students. The efforts of our
friends in the legal profession cor the achievement of equal educati9n oppor-
tunity have been admirable indeed, but we cannot surrender our obligation to
take a forceful hand in determining the goals of education for this society. In
short, we *mist counsel the counsellors, educate the educators, congress with
Congressmen, and communicate with the community.

I would like to return to my biological analogy to say that ESL and bi-
lingual education are well and growing stronger because of our healthy sym-
biotic relationship. If the point needs further confirmation, I would like to
announce that at an executive board meeting held recently in our New Orleans
conference, the National Association for Bilingual Education officially endorsed
the TESOL "Position Paper on the Role of English as a Second Language in
Bilingual Education." Our appreciation goes to the committee who did such
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an excellent job in preparing` the statement, to its Chairman, Carmen A. Perez,
to jim Alatis, to Christina Bratt Paulstors, to the TESOL Executive Committee
and to au of you, our colleagues. I pledge to you the very same support you
have demonstrated for us through this position paper and through so many
other TESOL activities.

To conclude, Maria Swanson, new President of NABE invites you all to
recuperate in Puerto Rico next year at the NABE conference after you've re-
turned from your hard work in Mexico City. liasta entonces, adios.



Cross-Cultural Interference in Black-White
Relations: Discord in the Classroom

Donald M. Henderson

University of Pittsburgh

This paper is about discordance. It is argued here that the relationships
between black children and the schools they attend can be characterized as
discordant. Discord results from cultural conflict in the school, and influences
the nature of the adjustment between children and the schools. These adjust-
ments have been observed by many as often being considerabljr less than
desirable and appropriate. Both Carter C. Woodson and Melville Herskovits
discussed the mis-education of blacks'in the latter 1930's. Almost twenty years
later, the rejection. of the separate-but-equal system of education by the U.S.
Supreme Court not only outlawed segregated education, but also called atten-tion to the importance of certain social, cultural, emotional and psychological
factors in the child's interaction with the school. In the sixties, these factors
became important components of theories of cultural and social disadvantage,
which were used to explain why the school perfOrmances of black children were
so cKerent (much poorer ) than those of their white counterparts. These theories

Aso the bases for a large.number of Federal programs such as Fleadstart,
Ft ...uw-Through, Upward Bound, etc.,all aimed at improving the performance
of black children in school situations. The proponents of these notions rejected
previously popular theories that held the cause of such poor performance to
be a function of the genetic inferiority of black children'. These theories assert
that black children began school with disadvantages because they generally
fail to have 'some optimal quantity of certain social and cultural experiences
that are presumably vital to success in school. Other academically successful
children apparently enjoy these vital experiences in the normal course of be-
coming school-aged and, therefore. acquire those experiencei that prepare them
fior success in school. Black children, however, are perceived as suffering from
a variety of deprivations, ranging from intellectual to financial. Each depriva-
tion is seen to have significant impact on the children's preparedness for and
ability to function appropriately in the school house. Labov's characterization
of the concept of verbal deprivation is illustrative of this. Noting that verbal
depiivatitm is one facet of the more general notion of cultural deficit, he ob-
serves that deprivation theorists accept that:

. . . Negro children from the ghetto area receive little verbal stimulation, are said
to' hear vely little well-fonned language, and as a result are impoverished in their
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means of verbal expression: they cannot speak complete sentences, do not know
the names of common objects, cannot form concepts or convey logical thoughts.
(Labov. 1975. p. 90)

Labov reiects the notion of verbal deprivation and observes that the "con-
cept of verbal deprivation has no basis in reality". He also notes that black
children receive a great deal of verbal stimulation and possesses the same
skills with the language as do others who learn to speak a language. He notes
that the concept of verbal deprivation is:

. . . particularly dangerous, because it diverts attention from real defects of our
educational system to imaginary defects of the child; ( which leads ) its sPonsors
inevitably to the hypothesis of the genetic inferiority of Negro children which. it
was originally designed to avoid. (1975, p. 90)

Most of the educational programs designed to up-grade the educational
performances of black youngsters begin, as Labov observes, with the accep-
tance of defects in the child that are occasioned by defects in his/her family
and community. The programs, then are designed to offset these influences.

just. as Lahov observes that no such thing as a verbally deprived child
exists in reality. I suggest that culturally deprived children do not exist in
reality either. If one views the black population as a separate and distinct ethnic
community, what is observed as indicators of deprivation from one point of
view can now be construed as indicators of the presence of cultural differences.
Therefore, children raised in -the black community learn particular sets of
values and nonns, inculcate these orientations into their social selfs, become
familiar with particular institutionalized role responsibilities and privileges,
share certain beliefs and attitudes, and think and act in ways that are consistent
with the culture of the black community. In short, they learn to be Afro-
Americans. The values, norms, attitudes and ways of acting, i.e. culture, thus
learned enable the child to interact appropriately, that is to say, normatively,
within the community of orientation.

Robert Blauner ( 1970) notes that black ethnicity, although different in
its history and development from that of other hyphenated ethnic groups, pro-
vides black Americans with a perspective on life that is uniquely black and
not shared by other groups. He suggests that Afro-American culture is charac-
terized by its own "distinctive traits and ethos". He notes also that in character-
izations of Jews. Italians and Creeks as ethnic groups we implicitly have in
mind differences in culture. The same observations hold for Afro-Americans.

. . Ethnic subeultures reside in a certain number of distinctive values, orients-
tions to life and experiences and shared memories that co-exist within the
framework of the general American liie-style and allegiances . . ." (Blauner
1970, p. 350) The ethnicity of Afro-Americans is rooted in the common his-
torical and social experiences of the group. Such common experiences can be
seen to be reflected in collective social practices and styles of life. The common
origin of 'the collective ethnicity is the ..frican cultural and social heritage,
which formed the basis for the adjustments made by the African slaves to their
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new life circumstances in America. The Afro-American community, with its
distinct ethnic character, produces thereby, a distinct group of Americans. They
are distinguishable by means of their unique cultural background and social
styles. They identify themselves as a distinct group and are perceived this wayby others. In short, Afro-Americans are as culturally different in their oWn
days from mainstream Americans (white Americans) as are Chinese Americans,

Crowing up black in America means growing up differently from other
Americans in a variety of ways. The same general observation ran be made
about any other ethnic group. The particular differences that characterize the
many ethnic groups result from their origins on the one band, and their his-
torical and contemporary experiences in Amerka on the other. Black children
are in fact imt ready for the school when they arrive at its door; nor is or has
the school been ready for them. Their unreadiness is not a function of cultural
or social deprivation, hut rather, it is a function of cultural and social differ-
ences. The children are only observed to he culturally and socially deprived inthe. school or in similar institutional settings. The same .children, who, as aresult of their contact with the school and its functionaries, are classified asslow, dull, incapable of learning, or emotionally disturbed and so on, can beohserved in their home conummities behaving in ways that suggest they are'quick. alert, bright, stable and capable of learning. The children are not ready
for the culture of the school and roles they are expected to play there. At agefour or five very few children are ready for sustained and intense de-socialization
and re-socialization outside their community of orientation.

The public school is often a 'place of de-socialization and re-socialization
for a good many black children. It's possible that this is less the case in tradi-
tionally black schools with black faculty and staffs, although desegregation maybe changing that. Despite its presence in the black community, the school is
more of tem than not in the community, bitt not of the community. The school
reflects the culture of the wider society' and, as such, is itself unready for the
presence of the culturally different black child. Mass education assumes thatthe students are characterized by common backgrounds, common life styles,
common beliefs and ways of ordering reality. For most Americans this assump-tion is functional. but for a minority it is dysfunctional or discordant.

Dell Wines has observed this among Indian children in the Southwest,
whose silence in the classroom puzzh.s their teachers.

Again. child raised in a Cherokee community . . . in some sense knows that
ceetain kinds of conduct show respect for others. regard for other's personal worth,
and that other kinds of cemdewt show disrespect and :err shaming. The child may
tag have brought such patterns to consciousness and may not haw a terminologyand frame of reference in which to analyze them dosely: neither may the child's
teachers, yet seemingly small details may make a classroom a subtle battleground
.4 %dyne,. Ilyffirs. 1(I72, p. svi )

Ilymes notes that "inadequate mutual eomprehension" of conduct on the parts
' This is a loose reference to the collectivity of non-minority Americans. America is a pluraiistiCsociety.
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of both teachers and students leads to situations-that frustrate both of them,
and decrease the likelihood that educational efforts will be successful.

flymes'. notion of "inadequate mutual comprehension" (-As attention to
the fact that the teacher and the child both have inadequate comprehension
of the nature of each other,. The child, at least early in his/her school career,
is likely to expect .that adults in the school will act more or less like adults do
at home and in his/her neighborhood. This especially applies to black adults
while expectations of white teachers will include the child's understanding of
the community's ideas about relations between white and black pen*. The
teacher, on the other hand expects the child to come to school and act like
otherthat is to say, whitestudents do. The expectations of both are frustrated
in a variety of ways, some subtle and some blatant. Attempts on the parts of
both to come to terms with each othe- are constantly frustrated or at best
sporadically successful. The understa..... ;s of various social performances in
the school are imbedded in two separate cultural systemshence, the inade-
quate mutual comprehensions of various modes of conduct or, stated differently,
discordance in the classroom.

The child, as a product of the Afro-American community, has developed:
I.) a fund of cultural coMpetencies, including knowledge of the "shoulds" and
"oughts". the "goods" and the "bads", and how to show deference, display re-
spect and to recognize respect, etc., when it is conferred upon him/her, among
other things; 2) a repertoire of social performances, based upon understanding
of and experience with the institutionalized role sets of the community of
orientation; and, 3) the development of a personal way of expresting the oughts
etc. through social performances, both of which are importantly influenced by
significant others. The school settings, institutions of the wider society, are not
amepting of nor adaptive to these particular qualities of black children. They
are, therefore. environments of cultural discord and social conflict. For example,
the animosity between black and white high school.students can be-seen as a
product of cultural conflict.

What the deprivation theorists observed as indicators of cultural and
social deprivation can now he seen as a product of the interaction of the cul-
turally different child and the school. If the school situation is not adaptive to
the different styles of life and styles of learning, the different forms of compe-
tence and the different modes of performance. the child is caughç up in- a
depriving environment. Ilymes speaks of linguistic deprivation from this point
of view:

Children !nay indeed De -linguistically deprived.' if the language ot their natural
competence ts not that of the school, if tlw contests that chat or permit use of
that competence are absent in the school, if the purposes to w:hich they put lan-
guage, and the ways in which they do so, are absent or prohibited in the School.
The situation of the children, indeed, is much worse than "deprivation-. if their
normal competence is punished in the school . . . Such is the fate of inany children
in classrooms today if the accent, grammatical characteristics, or style of their
normal community are heard. (limes, 1972, p. Itx-ssi)

u
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:!e characterizes the school and its educational program as repressive. Roger
Stilly found that Detroit urban teachers knew very little about the nature of
the language spoken by their students and even kss about what to do about'
it in the classroom.. Shuy (1971) and others conclude that teachers are not
being adequately trained for successful interactfun with their black charges.°

les worth noting that discord may, in part, occasion the development of
what ha; been referred to elsewhere as kiddie kulture. In the presence of in-
tense discordant situations the children work out ways of adapting to the differ-
ential el,anands of the two competing :littoral systems which are different from
both of them. These adaptive responses are shared by other students and
p.assed on from one student arneration' to another. In a more general way, the
saool in the..Afro-American community can be viewed as entertaining three
cultural sub-systems.

In summary. children from black communities and the schools they attend .

me often out of phase with each other. The classroom is a reflection .of the
values, norn.s, attitudes, beliefs, expe ctations and aspirations of the wider so-
ciety, while the children mike, the more parochial values, norms, attitudes,
beliefs. expectatioris and aspirAtions of their community of orientation. The re-
lati(mships in which the two are involved are often mutually non-compatible
because f these differences. and hence here characterired as discordant. Hymes
refers to the class:oom as a "battle-field of contention between conflicting con-
ceptions of such things as values, norms, etc.-. In instances too numerous to
count, where there are cimflkting cemceptions of what constitutes appropriate
behavior, the situatiim in which the conflict occurs produces discord. In a
broader view, discord can be seen to be one form of cultural conflict. The dis-
cordant character of the relationship is further compounded by the fact that
both the child and the teacher arc often unaware of the cultural gulf that
separates and frustrates them. Because both share the domMant themes of
the sodetv, it is assumed that the ways in which they experience these themes
are. more or less the same. It is dear that sub-cultural patterns, articulated
within the broad parameters of the chn»inant sodetal ahem's, are the realities
that orgiunie and go. ern the social lives of their populations. On the street,
mph. refer to this plicuomeua as -different stroke's for different folks".

Christioa Pautston reports on her experiences after. visiting Stockholm, her
home town. for the first time iu many years, She noticed that although she had
repined her fluency with the Swedish language. certain "aspects of Swedish
culture had bemne foreign (discordant) and she consequently failed at times
to communicate efficiently. As a result. she was engaged in a series of discordant
relationships She. reports se% eral examples of soch events. 'hat is common to
all of these situations is the fact that without thinking about it she applied
Americ.m cultural orientations to activate. her own social performances in a
Swedish non-American) setting. The relevant cultural and social standards,
against which her behavior and that of her relatives and friends was to be
judged were Swedish. The orientation undergirding Christina's behavior was
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not Siredish and was, in this situation, in violation of the relevant norms and
customs of Swedish culture. Her behavior, in short, was inconsistent with what
"was expected" of a Swede. Had she been American her friends and relatives
ndght have been much more tolerant of her ,American .behavior. After reflecting
on this experience she makes the following observations:

Clearly, the meaning of JD intraction is easily. iMsinterpreted if the speakers don't
share. the sume set of rules (as in caws of ) non-effeetive conmiunication where the
%IMP surface stnwture came%) different social meaning. (Paulston. 1974, p. 347)

Elsewhere she characterizes these situations as follows:

. . an encounter where, different social meanings are encoded ir or decoded from,
the same linguistic eression. In such a case we get timimunicative ambiguity, the
same surface behair but with deep stmetures in two separate sets of communi-
cative competence. (p. 330)

Like Christina's friends and relatives or like Christina, depending on the
point of view you wish to adopt, teachers often incorrectly assume that the
"deep structure" underlying the "surface behaviors" of the black children whom
they teach is the same as theirs, and, if it isn't, then it's their job to make it
so or to try. They, therefore, incorrectly respond to the child's behavior. At the
same time, the child makes the same type of incorrect assumption about die
teach.tr by incorrectly responding to the teacher's behavior,

Consider the following encounter in this light. In the black conimunity
the child learns that old people are due deference from him/her, andodepending
upon their stations in the community and relationship to the child, they are
to receive nr:e or less deference. The child also learns the proper .social per-
formances for explessing deference and the situations in which they are required.
Since social relationships are intrinsically reciprocal, the child also learns how
to recognize and interpret adult responses to deferential performances.

One of the wa of conferring deference to older and respected persons
in the black community is to avoid looking into their faces and certainly not
in their eves. I can recall, as can other blacks, learning this lesson painfully.
It was not uncommon for adults, into whose face the child looks unnecessarily
long and/or hard, to constnie this biihavior as a disrespectful and sometimes, a
belligerent act and to respond to the perceived disrespect and belligerence. In
the white community nut looking into the face of the person with whom one is
interacting is often conY:rued as shifty, suspicious and/or anxiety-ridden be-
havior. Eye-contact avoidance is perceived as an indicator of dishonesty or
dislike. As we've seen, the school and often its functionaries reflect the culture
of the white society. White teachers, and some few black teachers, hafe ex-
pressed to mt. their exasperation with their black students who won't look them
in the eye when speaking to them. One ,-eacher told me she sometimes just
wanted to "shake them until they did". Here we have an instance of inadequate
mutual comprehension. The surface behavior (social performance) is compre-

Om.
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hended in accordance with two very different "deep structures" (cultural com-
petencies). The teadwr and the students are invoh eel in a very inbtle and
imreeognized battle for cultural survival and supremacy. This battle is seldom
resolved in ways that importantly permit the children to gain positive reinforce-ment for their conmnmity selves. However, without such positive reinforcement
it is unnecessarily difficult, and too frequently, impossible for the child to develop
an adeipiate school self. The differential requirement:: plaeed upon the child by
the two emnmunities make the school and especially the classroom, a very con-fusing and frequently painful place to be. The child is "damned if he does and
dimmed if he doesn't." The child doesn't know the rules by which the school
game is played and it's likely that black parents don't either. On the other hand
the teacher. if white, quite likely, has another version of the rnles of the gall*
and if black, probably doesn't recognize the problem in a formal way. The
child and the teacher comprehend each others' school performances thnmgh two
different and often mutually incompatible cultural orientations (deep structures).
The child thinks the behavior is good and the teacher thinks it's not; o, they're
in trouble from the start.

Let's go hack to the eye-avoidance behavior. Like any other social per-
form:owe, it is a part of an intricate web of associated performances, eacrooted in an aspect of cultural orientation. Because black children have in-
ternali/ed eye-contact--ivoidance they engage in this behavior automatically,which means that the teacher may rarely catch them looking at him/her. I'vehe inl teachers observe that their black students never pay attention in class.It occurred to me that they may seldom he able to observe black children
looking directly at them. I used to "crack-up" watching my daughter and her
friends Unitate their teachers. They corrected each other, made suggestions f ir
improving the imitation, in short. they obviously had done a lot of direct-looking
at their teachershut they hadn't been caught! And, because they hadn't, .they
.weni perhaps perceived as being inattentive, when all they might really havebeen was deferential. That's the essence of the discord.

There is. however. a way of indicating that one is paying attention, widelypracticed in the black cominunity, hut not in the school. One does so by saying
something to the speaker which suggests, "I'm paying attention to you!" This
is institutimmlited in that the speaker expects this type of response. Hence, the
interaction is importantly tied to these mutually comprehended expectations. Inthe classroom. spontaneous verbal affirmations of this type are not permitted.
Earlier I suggested that the school is often in the community. but not of thecommunit It's dear that "going to school" is in a great many important ways
discemtimmus with growing up Afro-American.

Eye-contact-avoidance behavior is a subtle example of discord in the class-
room. The conwtitiences of such discord are likewise subtle and difficult to
discern for people not formally aware of the character of two different "deep
structures" underlying the meanings read into the same social performance.
Another less subtle discordant encounter in the classroom is much 'more directly
reflective of the. role of discord in learning itself. Several years ago, a systematic

54.
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attempt to enhance the verbal capacities of black children in a large urban
school district was spectacularly unsuccessful. Black children in this school
system were observed to suffer 1r9m verbal deprivation.

An elaborate program was devised for increasing the verbal capacities of
the children. One of the important learning, facilitating and reinforcing devices
of the program was rhyming. The developers of the program counted on the
native interest of children in rhyming to help make the learning of new word-
skills interesting. Unfortunately, no one took into account the fact that the rules
for making rhymes in the black community emphasized sound agreement and
the school rules emphasized visual agreement; thus the teacher and the stu-
dents played the same rhyming game by different rules. As a result, both the
children and the teachers grew so frustrated that the effort had to be discon-
tinued.

Rhrning in the Afro-American community is accomplished primarily by
making the sounds, of word endings compatible, while in the school it is accom-
plished primarily through making the spellings of word-endings compatible. For
example. "rough and stuff" or "tune and soon" or "hand and man" all fit the
rhyming requirenwnts of Afro-American practice but all violate the rhyming
requirements of the school practices. In short, the processes used to accomplish
the tearnin.; goals of the school are sometimes at cross-purposes with themselves.
As was the case with th.. esanple about eye-contact-avoidance, the surface
behavior (rhyming) is p.. ,'.uced and interpreted in terms of two different
normative" systems. it is not the case, as the deprivation theorists would have

us belive. that the children do not understand how to manipulate the sight-
rhyme process. because they do. They don't understand why it isn't also permis-
sible ( normative) to use the sound-rhyme process. As llymes has observed the
absence of opportunities for Indiarr children to use their cultural skills in school
is cultural repressieth. The fact that the child is punished for sound rhyming
and pot for sight rliyn.Mg is not only confusing for the child, it is also repressive.

Elizabeth t%'hatley I973 ). in studying the appropriateness of teacher
assessments of verbal response's of black elementary scherl children in Pitts-
burgh. found the. standard teacher assessments to he incorrect when the child's
responses were fudged using the phonological requirements of black English.
as opposed to those of standard English in an alarmingly high p'roportion of
the cases. Of the In° eases examined over 7 dimensions she found teachers
fe.ilged the children incorrectly forty-four to so'enty-seven 'percent of the
time. The child is invok-ed in a situation where his her "natural" (culturally
stimulated ) sswiid performances are systematically stiffled. Over time the 'child
learns to operate within the restricted parameters of sight-rhyming but certainly
not without a stifling of initiative and a blunting of creativity. For far too man,
black slaingsters the school is not a place where they can further the social
devehipment begun in their connnuMties. Athletic activities may offer one of
the few areas, if not the only one, where the skills developed by the child in the
conammits of orientation are accepted. This may, in part, contribute to the
excellence achieved by black student-athletes.
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I'd like to examine the differential operation of social control in the Afro-
American commimity. on the one hand, and the school, on the other. Some
recent work done with black elementary school children in Pittsburgh by
Alfonzo Washington and I ( Henderson .4nd Washington, 1975) led us to con-
clude that adults in the Afro-American community perform very different social
control roles than do adults in the. school. All adults in the child's socill space
are expected to respond to the Child's social behavior in much the same way
as his/her parents behave. The child is, therefore, constantly under the surveil-
lance of a network of adult !axial control agents. Infractions of cimununity norms
reprimanded by control agents subsequently are reported to parents via this
control network. In short, adults are actively responsible for "controlling" the
activities of Aildren. ". . . Adults in the school did not fulfill functions of social
control in ways that (are) consistent with the child's expectations of how adults
should behave in response to him in situations that require the enforcement of
social controls. ( Henderson & Washington, 1975, p. 357) The school's control
system rarely included the parent, except when a major sanction was invoked,
such as suspension or dismissal. The focus of social emitrol is expected to reside
in the childthat is to say, the child is expected to police him or herself, and
indicates an aspect of readiness for school. In point of fact, however, the Afro-
American child is brought up to respond to the external control activities of
adult social control agents. The child's expectations are that adults in the school
will behave like adults in the community Zif orientation. Unfortunately, these
expectations are not fulfilled. It is our hunch that the breakdown of discipline
in schools in the black communities in large measure results from discord in
the control system.

Discord in the classroom conitutes a problem of major importance in the
education of black children, as well as children from other distinguishable ethnic
minorities, It is imperative that these problems be squarely faced in our attempts
to educate black youngsters. It is certainly possible to make the adjustment
of black children to the school an easier thing to realize. I have seen it work.
For example. when my son, Mark, was in the third grade, his class learned to
sing, "Co Tell It On The Mountain" incorrectly. After hearing him sing it in-
correctly. I taught him "how to do it right" and told him it was a song made
up by black folks. I also encouraged him to teach his teacher how to sing it
"right" so she could teach the class the correct version. The following day he
related how he had mentioned what I said to his teacher, who asked him to
teach the class the correct version. He felt very good about an encounter which
was initially discordant. His teacher had acknowledged his ethnicity and demon-
strated to the class that he had a positive contribution to make to the class
precisely because of it.

And that, after all, is what education in a pluralistic and democratic society
is all about. The realization of the promise of the American dream can be
importantly furthered through education which authenticates the value of
pluralism by living and learning about each other.

5t.
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Tbe purpose of this paper is to offer some guidelines for the construction
and adaptation of grammar exWanations in the teaching of English as a Foreign
Lenguage. The grammar lesson typically consists of two components: I) exercises
and activities requiring the student to in some way manipulate the structurg
under connideration and 2) a grammar explanation which explains, or in more
inductive approaches, clarifies the structural principles being taught. This latter
component of the grammar lesson has, in recent years, been largely neglected
in discussions of langliage learning materials and methods, a situation which
would seem to be primarily due to the influence of inductivist audio-lingual
methods. The audio-lingualists warned us to teach the language, not to teach
ahout the language. To their way of thinking, the grammar explanation serves
merely as a rule clarification or summary, the purpose of which is to confirm
generalizations previously reached by the student during extensive oral drill
sequences.

For many of our students. however, the grammar explanation may play a
more enecial role than that attributed to it in audio-lingual approaches, and while
we don't want to turn our language lessons into lengthy linguistic analyses,
there are several arguments which support the position that more careful atten-
tion and increased emphasis he given to the presentation of grammar rules.

First. many of our students, particularly adolescent and adult learners,
seem to want more grammar explanation. Teachers frequently comment that their
strident ., espeCially those beyond the very initial stages of instruction, ask for
more discussion of the rules underlying the structures they are learning. Many
individuals want and seem to need to know more about how the language is
put together.

The desire of at least some of our students to have more rule explanation
may indicate something about differences in learning strategies. Some individuals
may learn 'more effectively through deductive strategies, requiring understand-
ing of general principles prior to their application in language activities -and
exercise's, and thoroagh, carefully constructed grammar explanations would seem
o benefit this type of learner. Furthermore, during the course of a typical

grammar lesson, our students are asFaulted with a great deal of oral language.

46



Patricia R. Furey 47

Seeing the structures u r consideration within the context of the grammar
.explanation provides for som learning to take place through the visual modality,
a fact which is of particular advantage to our visual learners.

The need for thorough, efficient rule exposition in the language lesson' is
recognized by such authorities as 'Rivers ( 1970) who stresses the importance
of full understandir g of rules, particularly those relating to the meaning or
function of structural patterns, and Carroll (1974) who advises the textbook
writer to pnwide descriptions and analyses of how the language is put together.
Furthermore, the literature in educational psychology and learning theory ad-
vises us that understanding of underlying principle's assists learning (e.g. Cron-
bach, 1983; Claser, 1966; Ausubel and Robinson, 1969). The advantages of
carefully formulated nat. presentatio6 can best be understood with reference to
the coneept of meaningful learning which, according to Ausuhel and Robinson
(1969), results when the learner iittempts to relate in a sensible way the
material being learned to what he aireadv knows. It is in the grammar explana-
tion component the language lesson that we can substantially assist this
assimilatkm and integration of newly learned material into the student's cogni-
tive structure, and specific ways of facilitating meaningful learning through
grammar rule presentation will be explored later in this paper.

The eimstruction of rule preyentatitms which facilitate functimal control
-of structural patterns requires first a dear understanding of exactly what kind
of phenomenon the grammar expbnatkm is and precisely what it contributes
to tbe language learning process. Paulston and Bruder (1975) identify three
eomponeni parts of the grammar explimation. The formal analysis is that part
of the rule presentation which demonstrates the form of the pattern under
consideration. It makes clear the linguistic elements whkh are present in a
given pattern and indicates /ww they are arranged and related. The statement
"We add -er to most one-syllable adjectives to form the comparative, for
example, is part of the formal analysis in an explanation of the comparative
pattern.

In addition to knowing the correct form and arrangement of a given
structural pattern. the student must also understand how to use that pattern.
That is, he must be aware of how it conveys meaning so that he will be able
to select it fremi all of the structural possibilities of the language in order
to efficiently and accuratdv express his intentions, thoughts, feelings, etc.
Criteria for selection of patterns are provided either explicitly or implicitly.
in that part of the grammar explanation known as the functional explication.
The functiimal explication gives those conditions which must prevail in the
"teal world" at large, and in the context of the conununicative situation in
particular in order for certain forms to be selected. The statement. We use
the simple presPnt tense tc, i.filwcte a habitue,: cPtion or state, is an example
of functional explication,

In the case of many patterns, the functional explication is the most difficult
part of-the grammar explanation to formulate due to the difficulty of stating
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svith any degree of precision and pedagogically useful generalize-ability the
criteria railing forth the. use of certain struCtures. The conditions surroundingthe use of a given pattern may involve highly complex and subtle considera-
tions of what has been said previously in the conversation, of complicated
time relationships, and of the assumptiems and, presuppositions of both thespeaker and listner. The definite article in English. for example, is one pattern
for which the functional criteria for usage are extremely' complicated.

In addition to formal analysis and functional explication, lexical clarifica-,

tion is required in the nde presentations of certain patterns. Lexical clarifica-tion, which is essentially an aspect of functional explication since it indicates
meaning. is applied primarily to patterns within which lexical items from aclosed set may fill a given slot. The student must know the lexical meaningof these alternate forms if he is to use the patterns correctly. Lexical clarification

is necessary for forms such as indefinite pronouns, modal verbs, frequency
adverbs, and expressions of quantity. The statement "The, modal verb can
indicates ability" is an example of lexical clarification.

With an understanding of what elements constitute the grammar ex-planation we may now proceed to some guidelines for its construction. While
most directly addressed to those designing their own grammar explanations,
these guidelines can be readily apph to those adapting explanations from
existing materials. Also, it should be stated that the guidelines are offered
without explicit reference to any particular theory of giammar.

In designing a grammar explanation the first step is to locate thorough
and accurate linguistic information about the pattern under consideration.
Grammar tests, reference grammars, and articles concerned with ways of
presenting particular structures in journals such as The TESOL Quarterly or
English Language Teaching are all sources which provide an information base
for the ce-qistruction of the explanation. An important point here is to examine
carefully several sources to assure that an the relevant information about the
pattern is obtained.

After careful examination of the linguistic facts pertaining ,to the use of
a given pattern, we must select that information to be presented in the ex-
planation. This is one of t:.c. most crucial and difficult steps not only in the
construction of the grammar explanation but also in the design of the entire
grammar lesson for it is here that we are confronted with the problem of how
much information to present at a given stage of instruction. Certainly at the
beginning level we don't want to hinder learning or cause motivational prob-
lems by overwhelming our students with more information than they can
assimilate at a point when they have had relatively little experience with the
..inguage. Yet even at the beginaing stages of :nstruction there are patterns
which by virtue of their high frequency must be taught even though the rules
governing their use may be quite complex and detailed. For these patterns,
such as the definite article or the present perfect tense, we may have to settle
for presentation of a limited number of rules, particularly functional rules, at
the beginning levels. In commenting on how much to include in the grammar
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explanations of beginning level textBolinger (1.968, p. 27) states: -The writers
of textbooks nmst always faee the problem of .how explicit their rules are to Ix:.
A partial formulation ( which is inadequate by definition) is as often as not
a requirement, in a beginning text, to lainich the. student into the production
of sentences of a limited range, in order to have him produce anything at
all .

In an interesting' and useful article calling for more rational criteria in
the selection of material to be taught, Johnson (1969) notes that in deciding
what and how much is to be presented in the language lessOn we must con-.
sider the time taken to develop control of a form and weigh it against the
relative value or importance of that form in the total communication process.
Thus, for example, it hardly seems worthwhile at the initial stages of instruc-
tion to expand very much time and effort teaching the numerous conditions
for use of the definite article since it, is such a difficult form for most learners.

But while we must be careful to select and elaborate our teaching points
in consideration of the relative benefits derived from ihe amount of Mile
spent on them, we must not forget that at a certain stage our learners will
be frustrated if they have not been given enough rules to enable them to use
the language finently and appropriately. It is here that the concept of spiraling
can be applied to the design and sequencing of our grammar lessons in gen-
eral and to our rule presentations within these lessons. Ausubel and Robinson
(1969: 318) define the spiral kind of organization as one in which the same
topics are ". . treated at progressively higher levels or sophistication in
successive sections.- we might apply the concept of spiraling in teaching the
present perfect tense for example.

Crowdi in his Index to Modern English (1964, p. 388), describes three
functions of the present perfect tense: 1) to indicate an action or state
which began in the past and continues up to and into the present; 2) to
indicate an action or state repeated in the past and which will possibly be
repeated in the future, and 3) to indicate an action that occurred at an un-
specified time in the pagt. The first functional rule for the present perfect
might be presented, along with the formal analysis, at a relatively early point
in the instructional sequence; the other functional rules should then be taught
when the present perfect is re-introdoced at a later time.

Another point to be considered in relation to the issue of what and how
much information to include in the granunar explanation is the presentation of
some rules for the purpose of pattern recognition rather than pattern produc-
tion. For example, the simple present tense is sometimes used to indicate
future time especially with verbs of motion, such as in the sentence The plane
leaves at MOO tonight. (Crowell, 1464, p. 387). Students do not need to produce
such sentences since there are several other patterns Avhich more commonly
indicate future time. However, a note in the grammar . explanation referring
to this rule will help the student recognize and understand this use of the
simple present tense when he hears it spoken or sees it written.

Certainly at the more advanced stages of instruction we need to include
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more information in our explanatiems than at the beginning levels, The ad-
vanced patterns. of Kiighsh art formally and functimally more complex, :Ind
although we dont know precisely what makes a given pattern difficult to learn,
it is dear that generally the material at the advanced level is harder to teach,
harder to lean), and simply requires more intellectual analysis on the part
of the student. lielathe clauses, comparatives, siqwrlatives: and the perfect
and perfect continuous modak provide examples of patterns which testify to
the necessity of including a ,good deal of linguistic information in our advanced
level explanations,

deciding Mut and how much information to include in the grammar
.Litit tit then we must consider the level of instruction and the difficulty

al... complexity of the patterns under consideration. We can benefit from
information provided by research in such areas as contrastive analysis and
error analysis which point out possible sources of trouble for students and
thus indicate what we might include in env rule presentations. But we nust
also draw largely On our previmrs teaching experience and our pedagogical
intuitions about how much Sand what kinds of informatiem the student can
meaningfully assimilate at a given point in the instructional sequence.

There are. however, several firm mks to keep in mind when selecting
material to be included in the grammar explanation. First, we must' be sure
the explanation is well Mtegrated with the overall grammar lesson by including
all the linguistic information necessary to enable the student to complete any
associated activities and exercises.

Second. we must be certain that the. kind of information included in the
rule presentation is consistent with the overall purpose of the materials. It
is important to keep in mind the skill we are teaching and to include the
appropriate information. Thus, the granunar explanation included in writing
materials may need to incorporate certain punctuatim rules, while the ex-
planation within materials designed to teach speaking should include any
pronunciation rules which pertain to the use- of given grammar patterns, e.g.
the various premunciations of the third person singular present tense endings.

Also, in determining what information to put in our rnle presentations
we must remember to provide ally necessary reference lists or items associated
with a given pattern. In the presentation of the present perfect tense, for
instance, we wonkl want to include a list of the irregular past participles,
or in an espl.matioil ot the gerund we may need a list of verbs which are
followed bs the gel und as opposed to the infinitive form. In order to assist
eilkn.nt learning it is miportant to arrange our listed items according to any
relevant org.mizing principle's. Thus, for instance, we would group together
those irregular past tense' verbs whose forms are similar (e.g. teach:taught,
think thought, bring brought, etc.).

Finally. in considering what information to include in our explanations.
we. should give sonic thought to incorporating communicative competence rules
for certain patterns. Students need to know when it is appropriate or in-
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appropriate to use certain structures, what patterns are more or less formal,
etc. The request form patterns, for instance, call for the inclusion of some of
the social rules of language toe in the grammar explanation.

Once: it lus been determined what information is to be incorporated in
the rule presentation, we imist decide on the best modes of presentation to
use in conveying this information. Tlwre are four general modes of-presentation
of grammatical information: verbal generahzation, example, iconic device, and
symbolic notiition. In determining the. most efficacious modes of presentation
for a given graminar rule, there are two general concepts to be considered.
One is evonmuy, and the other is meaningful kaming.

According to Brune; (1967: 45) economy relates to . . the amount of
information that must he held in mind and processed to achievr emnprehension."
In representing knowledge we achieve econmny by simplifying terms in certain
ways. Sonw modes of presentation for.a given quantity of Mformation are
"simpler- than others, thus, economy is largely dependent upon the mode of
presentation used in conveying this information. But a note of caution is needed
here, for while we want to increase economy, we don't want to sacrifice what
Bruner refers to as the effective power or generative= value of our rule presenta-
tions. In other words, we don't want to simplify our mks to the extent that
they are not thorough enough to enable the student to master the pattern
under consideration.

The second concept to be applied in the selection of mode of presentation
of grammar information is that of meaningful learning. Two of Ausubers and
Bethinson's ( 1969) prerequisites for the occurrence of meaningful learning
are,. I) that the. material to bc le-..med be logically and systematically organized
so that it is capable. of !wing related to existing cognitive structure, and 2)
that the learner posse,s the relevant anchoring ideas in his cognitive network
to which the flew material can be related. Through careful selection and
formulation of the mode of presentation of linguistic information we can
facilitate meaningful learning by demonstrating the logical, systematic organ-
ization of language and lir introducing and reinforcing the appropriate anchor-
ing ideas to which new material can be related.

Bearing in mind the notions of economy and meaningful learning we can
now proceed to more. detailed esamMation of the four modes c presentation
of grammar rules. Verbal generahlation is one e.f the most comm. ways of
expressing .a v,rammar principle. Frequency adeeths follow the verb BE; The
simple past tense indicates an actitm completed in the past; and The modal
verb MIGHT indicates possthility are all examples of verbal generalizations
which indicate form, function, and lexical meaning respectively.

In designing grammar explanations it is important, of course, to formulate
accurate generahzatiems. It is also important to know what not to express by
this mode, since there are some patterns for whieh it may be difficult to
simply and clearly formulate the miderlying principles, particularly the func
tional mks. The negative. and interrogative forms of verb patterns, for instance,
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do ndt rectuire verbal statements of meaning or functionclear example:, serve
more efficit:mtly to convey the meaning of these structures.

When we do use geiwralizations i» presenting mles, we must be sure
that they are. clear, concise, and stated in simple enough terms for our students
to understand. This is particularly true when using the target language to
express the granmiar rules, as is often the ease in EFL classes. At the begin-,
ning levels in particOlar the use of simple sentence structures, such as the
imperative, familiar vocabulary, mid. common non-technical linguistic termi-
nology in our generalizations contributes to the economy of our explanations
and facilitates efficient kaining.

A verbal generalizatkm within a grammar explanation geneially expresses
a principle and is thus a statement of the relationship among txmcepts. The
educational psychologists (e.g. De' (ecco and Crawford, 1974; Gagne% 1985)
tell us that in order to learn a principle, a student must first understand its
component concepts. As a statement of a grammatical principle, then, a verbal
generalization indicate's what concepts must be understood by the student before
he eau master the principle, and in this way suggests what specific points of
information may need to be either reviewed or introduced in the rest of the
explanation. Thus, for example, in an explanation of the quantity words, much
and many, we might write a generalization such as "Many is used witki count
nouns, and much is used with non-count nouns." The concepts of count and
non-count nouns might be reviewed if they have been intnxhiced previously,
a. d, of course, would be explained fully if they have not been presented before:

Particularly for some of the more complex, advanced patterns of English it
may be necessary to state several formal or functional generalizations within one
explanation. The various formal rules pertaining to comparative constructions
are one example of where several generalizations may be necessary. In these
cases we should make Our explanations as economical as possible by stating
the mles in the most general terms feasible, presenting the most general rules
first, and clearly separating these from exceptions and irregularities.

Verbal generalizations lend the quality of meaningfulness to the learning
task by informing the student of the structural principles underlying the lan-
guage. One way in which our verbal rule statements can be made more meaning-
ful is by using them to demonstrate similarities among different patterns. For
example. in showing question formation with modal verbs, it can be stated as
in sentences with the' verb 1W, questions are funned by inverting the subject
and the verb. Such statements of similarities among patterns help the student
to view the language in terms of its central organizing principles thus enhancing
meaningfu)ness.

Like the verbal-generalization, the use of example is a common mode of
presentation of information within the grammar text. hi most contemporary
Materials. the example is framed in the form of a sentence illustrating the
pattern tinder ronsideration. There are two ways of using csamples within the
grammar explanation. They may be given to support or illustrate an accom-
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paying generalization, or they may be used alone as a basis for induction
of a grammar rule. particularly when it is difficult or awkward to formulate
the rule in terms of a verbal statement. In either case, there are several points
to remember in providing clear, economical, and meaningful examples. First,
it is iMportant that our examples illustrate all of the salient formal and func-
tional aspects of the rule .at hand. This often necessitates inclusion of several
example sentences. Thus, for instance, in presenting the rule that we use the
present continuous tense to express an action taking place in the present or
near future we would need two example sentences such as: / am eating dinner
now. I am doing my .homework after dinner. It is particularly important to
provide an ample number of example sentences with intermediate and advanced
level patterns which may be more formally and functionally complex. For
instance, when teaching relative clauses it is important to include examples
where the clause appears both in the middle of the sentence and at the end
of the sentence.

We also want our examples to clearly delineate the principles underlying
the patted). This is especially important when no verbal generalization is given
thus necessitating the students' inducing all the relevant rules from the examples
Presented. For instance, we must be particularly careful tri construct our ex-
amples so they provide the semantic links necessary to the learners' understand-
ing of the functional conditions underlying the use of the pattern. Thls, for
instance. in giving example sente es of verb patterns, we need to include
time words which point up the meaning of the patterns. I finished the work
yesterday is a better example sentence for the simple past tense than I finished
the work.

Finally, our example sentences should sound natural and should contain
only familiar vocabulary.

Another less common but often effective mode of rule presentation is the
iconic device which Bruner (1967, p. 44 ) describes as ". . . a set of summary
images or graphics that stand kr a concept without defining it fully." Iconic
representation is particularly useful in teaching grammar rules to children,
but it can also be used effectively with adult learners especially to demonstrate
Meaning or function. Time lines, for example, can be used to represent the
functional conditions underlying the use of verb patterns. Graphic representation
might also be used to provide lexical clarification of the various quantit words.
By shading in a circle or bar to represent various degrees of quantity and
labelling the shaded areas with the- appropriate term such as a little, a lot of,
etc. we can efficiently demonstrate the meanings of these expressions. When
used effectively, iconic devices contribute to the economy of the explanation
largely by eliminating the need for the student to process verbal statements.

Like iconic representation, symbolic notation as a mode of presentation
of grammar-information contributes to economy and also enhances the meaning-
fulness of our explanations. Formulaic expressions snch as S + V + 0 to
represent subject-verb-object word order are usually used in conjunction with
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one of the other modes such as generalization or example. Such symbolic
devices contribute to meaningful learning by helping the student to see the
formal properties of the language in terms of systematic general principles,
and furthermore, do so economically by reducing rules to concise formulas.

Once we have determined the most effective modes of presentation for a
given pattern, we must consider how to effectively arrange and organize our
information within the explanation. One concept to keep in mind in organizing
grammar information is that of contrast. C :ontrast. is a widely used pedagogical
device which contributes to meaningful learning by relating the unknown to
the known. Within the grammar explanation it is most frequently evidenced in
example Sentences which contrast the new Structure with ones previously taught.
Dykstra (1950) notes that eontrast is applied most effectively in language
teaching when it is Manipulated in such a way as to point up minimal
differences in form and function. Thus, in presenting the simple past tense
we might give the sentences:

Tom plays soccer every day.
Tom played soccer yesterday.

By varying only the time expression and the verb forms we can clearly point
out both the formal and functional properties of the simple present and simple
past tenses.

Another rule to keep in mind in arranging the information of the grammar
explanation is to make effective use of perceptual organizers. According to
Ausubel and Robinson ( 1969, p. 317) perceptual organizers provide "built-in
mechanical aids that make the material perceptually more salient and appre-
hensible . . ." They include devices such as bold-face print, underlining, use
of capital letters, arrows, boxes, etc. It would be useful to have some empirical
research, on what perceptual organizers are most effective in facilitating learn-
ing. Until such research is forthcoming, we have to rely on our own judgment
and experience in selecting and using these mechanical aids in presenting our
rules. One firm guideline to keep in mind, however, is to use the same organiz-
ing devices consistently throughout the materials, e.g. always use an arrow to
indicate subject-verb inversion in question patterns. Another rule of thumb
is to use these devices selectively in a way which will -clearly point up the
mos: salient formal and functional properties of the pattern under considera-
tion, e.g. when giving a sentence illustrating a particular verb pattern, underline
the verb. We must also be careful not to overuse these perceptual organizers,
for too many arrows, underlinings, bmes, etc. may only make the explanation
difficult to follow.

Finally, there are certain issues in the design of grammar explanations
which have not been explored here. Whether to use the native language of the
students is one such issue; where the explanation should be located in the
sequence of the grammar exercises and activities is another issue. As writers
and users of grammar materials, we should examine these questions. We must
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also keep abreast of relevant developments in both educational psychology and
linguistics and be resourceful in applying the findings of these areas to the
design of grammar explanations. Work in pragmatics, for example, may reveal
improved ways of teaching the function of grammar patterns. In the meantime,
we must make fullest use of that information we do have about language and
how it is learned in designing grammar explanations which will effectively
facilitate mastery of the structural patterns of English.
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A Conceptual Framework For Teaching Articles
In English'

William Adon2

University of Michigan

Teaching the use of articles in English to non-native speakers, even if ulti-
mately effective, is often accompiished very inefficiently. Most pedagogical
grammars either overwhelm the student with long lists of rules or give prac-
tically no guidance at all. Both situations point up a widespread confusion
between a linguistic description of a language as opposed to a learner-oriented
grammar. For the learner, grammatical rules are only relevant when they
assist him in acquiring the use of particular aspects of the languageJ.-without
getting in his way.

In this paper a schema based on recent and more traditional perspec-
tives on the use of articles is proposed which can 1) assist the learner in
understanding why articles work the way they doespecially in terms of
the differences between formal and informal usage, and 2) help him predict
which artiéle should be used in a given contest.

Even though there have been numerous papers and books written on the
use of articles in English, most teachers would agree that our understanding
of how they should be taught has not been advanced very much since the
pioneering work of structuralists such as Christophersen (1939) or jespersen
(1949). That is: with a few notable exceptions, the rules 15." 'en in pedagogical
grammars are typically of the type: "Ile definite article is usc. *n context X
with the following exceptions: . . ." That rule is structural Ii nse that it
takes a gramatical structure as its point of departure. The k ... ems inherest
in a purely structural approach to language teaching have been the subject of
a great amount of debate and research.

More recently, a considerable amount of work in theoretical and applied
linguistics has been concerned with language use and language functions. A
functional, or semantic, approach, on the other hand, begins with a notion such
as "definite and indefinite meaning" (Leech and Svartvik, 1975) and then goes
on to brat all those forms in the language that can be used to express that
function(s). A few good papers and grammars for teachers are available that

' This an expanded version of the paper entitled, "A magic rule or two far teaching the
use of articles in English" presented at the convention.
21 am greatly indebted to Fred Lupke of the University of Michigan for his comments on
earlier versions of this paper. In adaion Brad Arthur, Debbie Tyma, Ann Borldn and other
colleagues at the Urniversitr of Michigan have contributed on many occasions to the develop.
meet of the ideas presented here.
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deal with articles from more or less functignal perspectives (e.g. 1-14, 1970;
Kaluza, 1971; Crannis, 1972; Whitman, 1974, Leech and Svartvik, 1975), but,
in general, student grammars and grammar texts continue to reflect essentially
structural analyses of the system of articles in English.

The framework to be developed here draws on recent work in language
functions (e.g. discourse analysis), as well as more traditional, structurally-
based appmaches to teaching articles. It has been created with two purposes
in mind. First, it is an attempt to interpret certain theoretical insights on articles
so that they are directly applicable to the problems of teaching. A second goal
is to set up a conceptual framework of article usage, expressed in easily under-
stood English, that will assist the learner by helping him (literally), see the
system as a whole.*

Part Ones Preliminaries

The skeleton of the framework which is presented to students is given in
Figure, One, A Conceptual Framework for Article Usage. Figure One also re-
fleets the general outline of this paper. The various branches and end points of
Figure One will be discussed, proceeding from top to bottom.

Two aspects of this framework, or system, should be emphasized. First, the
principle underlying the choice of terms has been basically whether or not a
label was readily understood by students. As can be seen in Figure One, some
of the terms are from traditionai grammars (i.e., proper versus common, ab-
stract, mass), others are not ( i.e., bounded versus not bounded, close to Self
venus close to Other, new versus shared information). Second, Figure One
must be thought of as representing a set of relationships. Students should not
be led to believe that the schema "operates" only from left to right, or vice
versa. For instance, if one begins at a point where one of the articles actually
appears in Figure One (e.g. 11A2 is the location of the definite article), he
would have to read in both directions at the same time to find out exactly when'
it occurs. Again, the fundamental idea here is that, to be maximally effective,
the system must be viewed in its entirety, as a wholenot just as a collection
of rules. Consequently, there is an intentional de-emphasis on the use of di-
rectional statements of the kind: "Use X in this situation" or "In this situation,
use X." One assumption behind Figure One, supported to some degree by re-.
search and experience in the use of visual aids, is that although such si visual
representation may be more or less formally equivalent to a list of rules, to the
learner it is potentially a more meaningful and coherent piece of language data.

A basic distinction in this system, located at the far left of Figure One, is

"The system" in this paper will, for 'the most part, be artificially limited to the use of the
definite admit-. the inefinite article and instances where no article is used (the so-called

-"zero realization" of the article). A complete description of the system of definiteness would
go far beyond the scope of this paper. Obviously, grammatical units such as possessives,
numbers, demonstrative pronouns, quantifiers and relative clauses have much the same func-
tions as do articles. The functionW similarities are not fay devvJqped here, but the slots
where those elements would fit in the framework are discussed brlelly.
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I. Coneepts not thought of as
being hounded

U. Concepts thtnight of as
bound1,43

being

A. Proper Names

A. Processes; abstract ideas. biasses, activities, etc.

B. Groups where the exact number of members is not important.

B. Common Mini. s

a. Where a Proper Name is, by itself, sufficient
identification.

b. Where a concept (proper name) is thought of as
close to the Self.

a. Where a proper name, by itself,.would not be
considered sufficient identification.

b. Where a concept (proper name) is thought of as
close to Other (outside of a boundary).

. Where a concept (common name) is thought of as
close to the Self.

b. Where a common name is used in a generic context.

a. Where a concept represents new information in a
discourse.

b. Where a common name is used in a generic context.

a. Where a concept represents shared infoimation in
a discourse.

b. Where a common name is used in a generic context.

Figure 1. A Conceptual Framework for Article Usage.
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the idea of "boundaries" In English, one of the primary functions of articles
is to signal that conceptual boundaries have been imposed upon, or placed
around, ideas so that they can he treated as objects or units, in some sense. In
other words, once a native speaker of English conceives of something as being
an object, or having a boundary, he can then count it and., or mentally separate
it from something else. The notion of boundaries is similar in certain respects
to what ha', been termed "objectification" (Mori, 1951) or "serving to con-
cretize" by various htiguists. Visual representations of conceptual boundaries
(see Figure's Two through Four) will be employed here to illustrate for the
student (and teacher), four closely related functions of the system of articles:

(1) Articles can make concepts into units (countable)the traditional
mint noncount distinction.
(2) ,Articles signal whether or not something is to he considered uniqueor not. whether something can be seplrated from all like objects and
identified mentallythe definite indefinite distinction.
(3) In a generic construction. articles indicate which type of generic is
intended.
(4) Article's are used to indicate whether something is thought of as being
close to the Self or more distant from it. (See discussion below.)

Figure Two, A Visual Representation of Bounded and Unbounded Con.eepts-1 (the use of the indefinite article versus no article), demonstrates the
first function ( ). In Figure Two, the purpose of having the orange juice
uppear to "flow in" from the right in both A and B is to stress the fact that
the boundaries of the orange juice under discussion may or may not be relevant
to the conversation. In A. for instance the fact that there could be an infinite
amount of the substance off somewhere to the right is a potential reading of
the statenwnt "She had orange juice." In B a boundary has been imposed arounda quantity of orange juic e: the juice has been objectified and can be counted.
Likewise, iff ( 5)

(5) She had six juices.

juice has been objectifiedjust as in the ease of Figure Two, B.
The same i;roeess is evident in C and D. Here, individual oranges are

"rolling in" from the right indicating that the exact number of oranges is in
some sense unimportant. "Oranges" in C is treated as an unbounded concept
just like "orange ptice- in A beeause the focus is on the nature of the set of
objectsnot the nature of the individuals themsckes. In I), on the other hand,
one object is selected at randenn. Since the focus is now on one object having
My awareness of the critical role played by conceptual boundaries in the usaae of articles,and in language in general, developed to a great extent in discussions with Fred Lue.e. Hfs

contribution to the theoretical basis of this paper was substantial. In places it is difacult totell where his ideas leave off and mine begin. For further treatment of boundary pEenomenaLupke l977). The specific applicgtions of those ideas and the attendant problems,however, are my own.



A. She had orange juice.
(an unspecified alumna)

'UNBOUNDED'

A. She had orange Mice.
(i.e., a glass of

orange juice)
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(u concept, inlet., contained m,ithin a boundary)

IIPUNDED

C. She had oranges.
(an unspecified number of obiects)

U NBOUN LIED'

D. She had an orange.
(any cnie obiect of a group)

'HOUNDED'

Figure Two. A Visual Reiirewntation of Itoinided and Unbounded Concepts--
I( the use of the indefinite article versos no article).
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inherent boundaries (the skin of the orange as opposed to the amorphous form
of juice) the indefinite article is used to mark the concept as bounded. D is
analogous to B. The boundaries coincide with physical containers. In many
cases, however, the boundaries are not physical but mental, as in (6):

(6) Boris had a vision.

Examples E and F in Figure Three, A Visual Representation of Bounded
ConceptsII (Definiteness), illustrate the second function of articles: to
indicate that the speaker assumes that a given Amcept is sufficiently clear and
well identified so that the listener can separate it frcii all others like it. In
example D. the significant boundary is the shape of the individual orange. The
boundary signaled by the indefinite article separates the physical object, an
orange, from the idea of orange juice or the color orange. The boundaries
in E and F function at a different level. The arrows leading from the unbounded
sets on the right to the orange(s) in the box(es) on the left should be inter-
preted as follows: Whatever is inside the box has either been mentioned
before in the conversation (or text) or somehow represents information that is
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E. She had the orange.
(one object separated from all
others like it)

'BOUNDED°

F. She had the oranges.
(a clearly identified
group separated from all
others Die them)

c (-)
) kJ( 0

)( ) `) ()

. k.$)0.00 000 0( ()0 0

°BOUNDED*

Figure Three. A Visual Representation of Bounded ConceptsII (Definiteness).

shared by the speaker and the listener (see below for discussion of "shared"
information). The box surroimding the orange in E has nothing to do with
the shape of the orange, btpt rather it says that what is inside is uniquely
identifiable or locatable (Hawkins, 1974). The same applies to F. Suppose
that F represents a subsequent reference to the unbounded concept in C, "She
had oranges." The definite article tells the listener only that it is the same
oranges. The exact number may still be irrelevant. F could also, of course, be a
subsequent reference of an earlier mention of a specific oumber of oranges (i.e.,
"She had five oranges."). In summary, the difference between the first two
functions of articles can he described using the idea of boundaries. The in-
definite article, like numbers, indicates what kind of thing something is or
"how many" it is. The definite article, in contrast, tells the listener "which one"
of like objects a thing is. The separating function is the same in both instances,
but the articles themselves do different things, operate on different levels.

Figure Four, A Visual Representation of Bounded ConceptsIII (Gen-
erics ) depicts the third function of articles. The problem of how (or if) to
teach the generic uses of articles has .been dealt with by a few linguists (e.g..
flok, Kaluza, 1971 ). For the most part, the strategy has been to isolate
the two uses of articles, teaching them separately. Again, as was the case
with the differences between the functions of definite versus indefinite articles,
the concept of the conceptual boundary can be utilized in explaining the
relationship between the generic and non-generic uses of articles. It is often
pointed out that the generic forms are seldom used and therefore deserve little
attention. The problem with that approach is that students do not then full;
apprmiate the fact that the slot before a noun (for instance) is meaningful
no matter what form is there. This is especially true in the contrast between
the use of the definite article versus iao article, as in (7) and ( 8):

(7) Boys are always hungry.
(S) The boys are always hungry,

I Aro .
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G. Oranges are round.

botintlary focussing on the existence
of a group)

H. Au orange is rtmild.
1

(a botutdary focu.ssing on the existenc
ot a gnmp and il, boundary focussing
on One individual as a ..todel

1. The orange is round.

(the two boundaries I H above
plus an adthtitmal boundary of separation)

83

Figure 4. A Visual Representatnm of Rounded Coiticepts-111(Generics).

One must understand generics to know that those two sent, nces are not
equivalent.

The basic difficulty in dealing with generics is that the choice of which
generic to use is often very complex. As noted above, articles indicate which
generic is being used. A discussion of generics in terms of boundaries helps the
student understand them and also provides some guidelines as to the contexts
in which each is used.

In C in Figure Four. "Or anges are round", the relevant boundary, the box,
is seen to surround all oranges in existence. Here the construction imposes a
boundary, establishing the existence of a set of objects. Attention is directed
to the group as a whole. In II, there are twc relevant boundaries: one around
the group (as in G ) and one around an individual orange (as in Figure Two,
I)). The emphasis here is on typicality, any individual as a representative of
the group. The generic in I involves three boundaries: an "existence" boundary
(as in (;), an "any individual" boundary and an additional separating boundary
(signaled by the definite article). The "existence" boundary is sufficient in
some sense to separate one group from another, tt creates a group that shares
certain characteristics. The addition of a second separating boundary, as in
I. seems to sugp. st that the generic in this context needs to be further separated
from something. In fact there seems to he a clear tendency for generics like I.
"The orange is round" to occur more frequently in passages where there is
some degree of explicit comparison with a related group or set involved, e.g.
comparing oranges with bananas. As an initial teaching strategy one might
begin with the generalization that generics such as "An orange is round" tend
to be used in desciiptive ( rather than comparative) discourse where the charac-
teristics of the group are being enumerated, or where a model is being con-

Pa!
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structed. Ceneries of the type in C; appear to be used most commonly where
group attrthutes are being discussed and where there are no comparisons being
made or models proposed, that is, in caws where the generalization is some-
what less a central element in the discourse.

A fourth function of articles is to indicate. distance from the Self. The Self
versus Other dimension as an explanation of certain grammatical phenomena
comes from many sources including jespersen's notion of "familiarity", and
Cooper and Ross' ( I975) use of distance. from Self or Ego. Those two concepts
will be used to account tor certain cases where one has to choose between
the definite article or no articleprobably the most difficult set of decisions for
the learner. The basic consideration is whether or not the speaker and listener
are thought to be inside or outside of the. boundaries of some group or institu-
tion. As will lw demonstrated below, the general rule is something like: If an
object( s) is conceived of as dose to Self, then no article is used, if something
is closer to the. Other (outside a boundary), the definite article. is used. For
example, one of the natives would probably not say:

(9) The natives are restless tonight.

unless he %sas trying to chain;e Ins identity. The definite article in (9) suggests
to the listener that the speaker is not a member of that group.

Part Two: A Conceptual Framework for Artkle Usage

The remainder of this paper is a discussion of the categories of Figure
One. When using this framework as a teaching tool, going through an expanded
version of Figure One, %ith numerous examples, seems to be a good review
for advanced students. For less advanced students only small "pieces" of the
presentation in Figure One should be usedin conjunction with both inductive
and deductive instruction in articles and related grammatical units.

First we. will examine concepts marked as unbounded. category I in Figure
One. Proper Names and Common Names are bounded. The term "name" was

I. (:micepts net thought of. as
being bmiluled

A. Processes, abstract ideas, masses,
activitics, etc.

t. t:roilps %silo c flit number c
members is i itPt

chosen primarily becan.se in some cases gerunds, infinitives and adjectivesin
addition to nounstan be obiertified. The choice as to whether sonwthing is
to Ix. treated as hounded is simply a matter of what the speaker wants to focus
on. Pror Names and Common Names can, at least in principle, all have
unbounded eininterparts. Therefore, the terms "proper mulls and counhon
nouns" are uot used, to avoid the confusion of "changing" labels back and forth.
hi other words, the notion "noun" in this system is not somehow more "basic"
than "adjective-. An adjeetive dews not function as a noun: it is either hciunded
or unbounded in the same way that a noun can represent either chtegory.
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Category 1A of unbounded concepts is made up of expressions such as:

(10) dancing, history, water, induction

all of which can be expressed ,ts bounded (e.g., the dancing of Fred Astaire,
the history of Braid. a glass of water. the induction of John Doe.). Also in this
category are the unbounded concepts 01 the followiug pairs:

(10 to diurehlto the church, to bedito the bed, to prison/to the prison.
Diseases and ilhiesses that are perceived as unbounded (not of expected

short duration). for installer,

(12) polio, pneuroemia. talicer. etc.

are not preceded be uncles understandably ), whereas more temporary ail-
ments On tht' order of

(13) a cohl, a broken Mtn, ail lipSet stomach. the flu

are treated as bound cenicepts The reason for the definite article with "the
flu" may be doe to the fact that that particular illness is one that is often
thought of as comiog -in was es-. that is, we only deal with Our yorrent strain
at a time (each straiii beMg of iela(isnly short duration for an individual).
One rather unpleasant vounter-exampk here is

( 11 ) diarrhea

Could it I that n.tt e sVeakers thoik of it as teing interminable? Notice that
in the euphemisms for eharuheats iN the ease with many euphemisms, the
definite article is used:

(15) the runs, the tons

Euphemisms io relation to the. grammar are -alects" in that they are separated
from normal 1;r:enemata:al procesws and semautic roles. Idioms are likewise
"objects- in many c.iSes.

Category 1B, unbounded groups (where the exact immber of members is
irrelevant ), :LS disetissed ii W1111111(41011 with Figure Two. example C, "She
had oranges- At.,Ini. the kes point is that the speaker has decided that the
number of obiectS itirt dyed is either imknown or unimportant. This category
also i:mh.s the use of quantifiers with groups of objects. e.g.. many, a few,
a lot t Note that can-gory 1B only applies to the first mention of a concept.
When iat ss as initially expressed as oubmnided is mentioned again it will
he marl as bounded. as in hgnre Two, example F. "She had the orimg('s".

Nes we inoye to the other basic category in the framework. bounded
emicepts. lime main reason for making the first distinction in category 11 the
opposition between proper Mid t't nuimuem oanies was that proper names 0.nerally
have a nnigneness bV s utile of the name itself (e.g. Detroit ) and are considered
bounded. That uniqueness carries over even to proper names that are preceded
by the definite ,irtit ! stildent call say, -1 list. in United States.' and be

fr
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understood because of the contest. Proper Names constitute a large number
of -ewelthoos" tis most grammars. The idea of boundaries helps to explain
many of theme -irregularities." First notke that Al is the converse of A2.

11A Prover Names

a. Where a Proper Name is, by itself. sufficient
identification.

b. Where a mieept (Pieper Nmw) is thought of as
dos to the Self.

Where a Prover Name, by itself, would not he
considered sufficient identifkation.

li. %Vhere a einicept (Prover Name) is thought of as
close to Other ((utside of a boundary).

Category Ala., proper names with sufficient kicutification such that they
do not ordniardv need an additional boundary (signakd by a definite article),
would be. names such as:

( 16) Ceorge Washington, Ringo Starr.

However. a proper name of that type could still requin. an article if, for
instance, there weie more than one Ringo Starr in the domain of the discourse.
In that case Alt would apply (i.e., Tlw Ringo Starr who sang with the
Reatks). since without the extra boundary that person could not be identified.
Other examples where A2a is relevant include:

( 17 ) The Rocky Mountains. The Venezuelan Government, The Detroit
River.

Withont the article, none ot the concepts in (17) are bounded. As was the case
with `Tinted States" abme, the chance of a student being misunderstood is
slight. However, he should understand the principle involved. The second
example itt 17) is interesting. Without the article it would refer to an un-
boinukd process, a way of doing thingsnot to the official government of the
country. "The Detroit River" is also revealing. What is the best way to explain
why we niwt base the definite article in th.if exilression',' It ean be handled
rather neatly using the coneept of boundaries, along with the model of a
computer trying to decipher that noun phrase. If the. computer were to come
to a word like "Detroit". it would autoniatically tag it as a bounded concept,
a proper namenot a modifier. Without the introductory article, the com-
puter woold have to go back and reinterpret "Detroit" when the word "river"
appeared. The presence of the definite. article, however, would signal that
what follows needs an extra bomulary, thereby anticipating the word "river"
ClIr sonic other object.

Nest consider the difference between Alb and A2h. dose to the Self versus
close to Other. lb is concerned. primarily, with cases where a name is normally
preeeded bs tin ddinite article but Winch, in everyday usage. arc of ten said

P./
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without the article.. These are a particular cause of eonfusitm for students.
Examples (18) through (21) illustrate the problem:

(18) 1 work at The University of Michigan
(19) 1 work at University of Michigan.5
(20) 1 work at the U. tif M.
(21) 1 work at U. of M

The rule. a.s to which of those four forms one uses in conversation involves a
consideration of whether the speaker anti/or listener are in some way. thought
to be familiar with or within the hoondaries of that institution. For instance,
if one stew in Ann Arbor, talking to someone else from that same city, he
would probably use either (19), (20) or (21)ms opposed to (18). There are
two principles at work in those examples. The first principle, discussed in Platt
(1974) and elsewhere, is that you only use abbreviations with other people
who are familiar with the nistantion and where there would be no resultant
ambiguity. Sevond, the definite .artiele signals that what follows may be
separated, or distant. from something else. To use (18) with a sales clerk, for
2xamp:e. at a store in Atm Arbor might very possibly be perceived as an
attempt to sound important, putting more social distance than necessary be-
tween the customer and the clerk. It almost says, "1 need to give you the full
title since I assume you mar not be sufficiently familiar with the shorter form(s)
to revognite what I an* referring to." To use no article is to share a kvel of
informality, to imply thata lea.st on this matterwe are both within some
boundary (social or iwrtaining to mutually shared information). If One were
distant from Ann Arbor, etniversing with someone relatively tmaequainted with
The University of Michigan. he would pnthably use (18). Examples (22) and
(2.3) are closely related to ( 18) thrOugh (21).

(221 Democrats are in control of both houses.
(23) The Demovrats are in control of both houses.

When would a Democrat say (23 )? As was the case in (9), "The natives are
rt-ctless", normally, if you are a member of a groupwithin the boundary of
the groupvou do mit use the article unless you are trying to sound -objective'.
in (23) the speaker wants the listener to think that he is in some way "outside-
of the group. In ( 22) the speaker might be either a member of the group or
he might simply be signaling that it is unimportant to him whether he is con-
sidered -one of them-.

Another e.sample of the distancing effect is the ease of

(24) The Font

on the television program "Happy Days-. The character's name shifts in certain
situations from "Font- (short for -Fonterella") or -Fontie" (the intimate form)

'The astensk is used here to refer to maniples that are eonsiderA ungrammatical or of ques-
tionable giammaticalits to smile speakers.
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to (2.0 as his status ehattges from "one of the gang" to superstar. In fact, the
character, himself, scents to have been the one to establish the title, The Fonz,
by referring to himself in that inatmer whenever he did sottwthing spectacular.
The extra boundary serves to set him off from ordinary mortals.

The other ma)-4 category of !wooded txmcepts, fin. is Comnunt Names.

1111 Common
Nantes

1 .

. Whew a coneept ((OMMMI Name) is thought of as
dose to the Self.

b. Wage a ( 'mouton Natne is tiscd hi a gneric context.

a. Where a concept tepresents new information in a
discourse.

b. WWII' a Clatialtat Naale is used in .1 gmeric vontext

Whew concept represents Nitared inforntatinn in a
discom se.

b. Vhere a Ontlffitnt Name is: used in a generk. context.

Observe. that in the Coonnott Names category there are basically three distinc-
tions or oppositions generic. non-generic, new/shared information and close to
Self/()ther.

Category liBla is the common name counterpart of ilAlb (inoper names
with no article preceding themseen as close to the Sell) Compare (25) with
(26):

Teachers can tnn agree on which ntet)aid is the best.
(.26) The teachers can not agree on which method is the best.

A teacher might ow (26) in .1 special context. for instance, if he were serving
as a represeutatis e for a group of teachers. hy signaling that he considered
himself to be outside of the group for a specific purpose. he would, in effect,
be tknianding to be treated differently. The power of shifting boundaries is
very clear when a spokesperson for a crowd suddenly changes his point of
reference iti his speech from -we- to -the people".

Category lb. generic contexts where the simple plural form is used, has
been touched upon in example G. Figure Four, -Oranges are. round." Although
the plural noun is used, referriug to things that could be counted, the focus is
more on membership in a grimy than on the nature of the imfividual members
themselves or the characteristics. of this group relative to some other group.

. The basic consideratiou Involved between the use of the definite and
indefinite articles in eategf tries IIB2 versus 1183 is whether uniqueness is seen
by the speaker as important or not, That is crucial in situations such as (27)
and 25 ). assuming that both sentences could serve to introduce the same
object (the boy) into the conversation for the first time, and that the listener
had no previmis knowledize of the boy;
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(27) A boy who lives down the street is sick.
( 28) The boy who Ines down the street is sick.

In both clues the subiect is followed by a relative dame, but for some reason
the speaker felt it was necessary to designate the subject in (28) as being
unique. Some of the cemditimis for determMing uniqueness will be listed in the
discussion of Kla.

B2a represents the "first mention- or "new information" function of the in-
definite article. lt uniqueness is unimportant and it is the first reference 'co
a commim name, a convent will generally be preceded by an indefinite article
as in (27).

821) is what has been'earlier referral to as the generic use of the indefinite
article example ft its Figure Four. "Au orange is round"). The reason for
putting the generic function herr, as a category of the common mum. function,
is that the speaker, by selecting tins form of the generic, has chosen a bounded
objecta ememeni nameto be an example of a bounded group. The choice
of which member, the. mnqueness decision, is not relevant.

Category R, the. ow of the definite article with cememon nanws, is the most
complex Like 132, it is divided into two subcategories. one related to the status
of information (shared inhumation), the other related to generics. B3a repre-
sents the use of the definite article in eases where the speaVer and the listener
share enough information about a common rum to adequately identify it in
that particular discourse. There are at least four source's of that information:

01.trcd itt or.
truitt,,n

I. hum Pre% tints test or cooversation.

fl Flom ys aIuu die holm tibias,

lit. Fhtfli the pr)suteal histor\
paint wants.

IV Flow some &soi t ot the situation.

I. From i'rertous (eel or com'ersation. That is what is continently referred
to as the -pre's-loll, futictioti. eases where the object has been
erpheitly introdneed prior to the "time- when it is again referred to. Whitman
(1974 reported that this function accounts for only abont fifteen Percent of
the uses of the definite article. It is, nonetheless. generally taught first.

From within the noun phrase. In this ease the information needed to
uniquely identity an obieet cotnes from a construction such as a relative clause.
a prepositicnial phrase, a post-posed adiective:

(29I the eat that ate the. salami. the son of John Doe the president elect.

tj
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As discussed earlier. lust because the informtion that could potentially make
an Oleo unique is in the sentence (or Home phrase) does not necessarily mean
that the speaker will treat it as unique, as in examph's (27 and (28). Some-
times the logic of the cenistructions dictates uniqueness:

(30) the best. the least memorable... the only child at the party.
There are many aphoristic expressions (and idioms, as discussed earlier) that
require the definite article:

(31) the more the wirier, the early bird gets the' worm.

111. From the personal /ask): of thy participcmts. This category refers to
private, shared knowledge tket could not be wrrectly Mterpreted by "outsiders-
em linguistic or cultural gromids alone:

(32) llow is the leg coming?

IV From the sitwItion. Hawkins ( 1.974) breaks down the situation into
context types. For this analysis we will use only four of his categories, eollapsg
some Functions that Hawkins. for theoretical reasons, deals with separately,

111i3a1A' hoto 'woo. Coo, t IPt thc
,atuatn,a

A. The4thiect is visible.

11. The -larger situation".

kilowledge of ph}sical or cultural
shoctore.

D. Cuneral kiwwledge.

Category A is shere the oblect is visible to both the speaker and the listener:
(33) Please pass the nutcraeker, Sweet.

As an cAattiple of eategors 13. llawkins rites a hypothetical situation where two
people. approach a fence and one says:

(34 -Watch out tor the dog.-

even though the dog is not in sight. Another esampk. would be:

(35) 1 went to the firestation this morning.

In both instances, the situation dictate's there. was (or is going to be) one,
unique object ins ols ed. The situation plus the definite article. gives the. listener
all the informatiem he. needs. Category C reflects knowledge of physical or cul-
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tural structure. For instance, if an automobile has been introduced then almost
every part of the automobile can he referred to as unique (bounded):

(36) They ripped off the horn, the muffler, the tires and the radiator.

The same goes for a wedding:

(37) The, bride, the gromn, the ringbearer and the ushers left after the
dinner.

Category ll, general knowledge: concerns common names of things that are
thought of as being inherently unique:

(38) the sun, the moon, the air, etc.

The last category of common names, 11113h, deals with generics that make
use of the definite article. Example I in Figure Four, "The orange is round",
was discussed earher. It may be. helpful for the student to think of the definite-
generic as imposing another boundary on an indefinite-generic, allowing the
possibility of a stronger contrast. Observe the difference between

(39) A rich person eventually gets a facelift.

and

(49) The rich person eventually gets a facelift.

(49) seems to be a potentially better form to use in a discourse dealing with
comparison, e.g., comparing the rich with the poor. Also, consider the relation-
ship between (41) md (42):

(41) has whiskers. (in the generic sense)
(42) The cats have whiskers. (also in the generic sense)

(41) can be understood as referring to housecats, but (42)not a generic in
the usual senseseems to refer only to the set of species of cats, e.g., lions,
tigers, housecats. (42) almost invites a comparison with some bounded gioup
of equal biological raok. It is almost as if (42) has one more houndary imposed
on it than does (41).

Some Conclusions and Suggestions

This brief overview. or -map" of some aspects of the use of articles is
bawd on several assumptions as to how grammarand articles in particular
should be taught. In the framework presented in Figure One, the visual and
spatial features of the diagram are assumed to be beneficial to the learner in
helping him literally see the relationships involved. It is "assumed" because
this approach has not been tried without the accompanying graphic displays.
The whole idea of boundaries would be impossible to explain without some
kind of visual support. lt would be similar to teaching without a chalkboard.
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'Mere es some aneedotal es Metter of the reality ot the fratnework for students.More titan taw %tnetrllt. when tiing to r.plain %Nies an article belonged in aparticolar eminalment has unconstionsly pointed in thee air to the nitlital
scs image of the trarnewtak he le.n1 rit hk minda week or more after the haute-ork kul been presented in class.

The Self Nersos °the, opirositioan. as presented in conjunction %via! the idea
of loundaries, ha% generated cousiderahl ietterest atmeng sttahlits. It is easewhere the grannuar seems to be reflecting sinuething of the , way Englishspeakers categoriie the world. Tic be able to clithise between using no articlet icr the; definite article often requines a thorough understanding of the native
yviikres (*IMMO of Self. Niany nannies are much less pricier to )utting boun-
daries on entice-ph. to imitate or fence in an idea. that is. to treat it as anobject. may be to think about et very differeletly (Whoa. 1951). For-many
stenknts of Enettish a% a ,e.tond language that juocess is quite alien 'to their(Mil way of eategonzing e%perience. Once understood. illowever . it may helpto explain some otherwke uratioval linguistic and social behaivor on the partof native peakers. ,A key ettletiott Ite teachitiL; articks has to be: e.xacov now important are
article.% ielatise to other structittes:' In terms of the student's abihty just to

11.14t mtOrtit-etiott. article's are probably less important. ilow much
time should be alltttted to making the student be able to use articles accurately?
Mmiv studies lease shown that totides ar ilequired not in isolation. but rather
III commictiote with related stroctures. That would imply that one importanttrachneg %oat, gc stressiog the strong interrelatedness of (Wicks with other
garminatie4 1mo%. In fact. ono of the 611uposes Of this type of framework andthe researde tnt bolifidarecs t tee %Nis% how various processes are related lioth
hillutillitalk Med formally.

Teaching mocks to stuthots of I arions les els of English proficiency makes
one iiNcole.tet 411 tqm..tritt p.t13titn, NdVailtE'd Sttleltlets ate capable of belie-
fittum lion+ con,t ,.+11% attention to tii t. pragmatics or situatiohal aspects of
articles s and tether giannu.dical procesws ne Ways that are well beyemd the
heoimaitz %tudeilt %dsalicvd students can be asked.to verbally:create contests
in which ,amost am isolated sentence might he appropriate. If handled cor-wetly, that sort of emerciw (contest-creating exercis(s) can be a rid) sourceof grammar. eom`etsation and yi ealmlary. The beginning student. On the other
haled. can wet sets well deaf with sentences out of cootest when svorkg. onarticles. etc. The conte.ts most be provided, comonmieative situations
seem to tumid,. thr he st teaching tools ht that Erse!. One gerierd model of the
learner.' accepted b eases teachers and theorists ( if may tacitly), is that the
learner slitaild mose nom mechanical activities toward lefore natural. corn-
namicatis t Jens airs. ceordingly. the Mimi to the karner shellacl change fromisolawel sentences to longer discolerse. I !cancans. when it (*OEM's to teaching
articks. at least, the. most effeetkve focus for teacher input to the learner may
instead progress I tom discoingr to isolated sentences.

8
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Listening Skills i.; the Elementary ESL Class

Arta Uhl Chamot

U&versity of Texas at Austin

Competence in listening is essential for children learning English as a second
language if they are to participate fully in English speaking situations. The
level of vompetence needed is greater than le recall of material.

A Listening Model incorporating a 1..erarchical sequence of listening
skills describe six cognitive levels involver: in developing listening competence:
discrimination, recognition, recall, analysis, inference and evaluation. The
Listening Model can be used to select and classify different ESL listening
activities so that a. sequential program can be planned for elementary school
use.

A set oi criteria for designing andror adapting ESL listening activities
for the elementary school is described. These criteria are based on relevant
research and methodology drawn from two primary sources: seem lary level
foreign language listening comprehension approaches, ane elementary lan-
guage arts listening programs for native speakers of English.

The goal is to provide the classroom teacher with guidelines and a
friunework that can be used to design an effective listening component for
the ESL program.

Rationale for Teaching Listening

The skill of listering is often neglected in the classroom, yet students spend
a large proportion of their time in school listening (Logan, Logan and Paterson,
1972, pp. 44-45). This is particularly true at the elementary school level (Wilt,
1975, pp. 626-636). Younger children have to learn a great deal through their
ears because their reading skills are still at the beginning stages (Donoghue,
1971, p. 145). The child who is acquiring English as a second language needs
to develop listening comprehension skills not only to understand what is going
on in the class, but also to participate in English speaking situations outside
the school.

Most English as a foreign language textbooks have some listening compre-
hensinn exercises, but frequently the listening practice provided is limited both
in quantity and in variety. Specific instructional materials for improving, aural
comprehension are available for secondary and adult learners (Morley, 1975),
but not for the younger stud,mt whose needs, interests and abilities are dif-
ferent. Tiw elementaiy ESL teacher often has to devise supplementary listening
activities if the listening skills of children who are learning English as a second
language are to be fully developed.

We al' know that there are different kinds of listening. The kind of aural
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attention we expend when hstening to background music is' quite different from
the kind of attention given .to an interesting lecture or to the filling station
attendant's directions when we are lost in a strange city (Donoghue, 1971,
pp. 145-149). For purpose's of language !earning. we concentrate as teachers
on the skills of ..;:entive listening, with the immediate goal that of comprehm-
sion (Chastain, 1976. p. 278). thwe the second language learner can compre-
hend the meaning of an oral message, we would then like to devek)p the same
listening skills needed by the native speaker, that is, listening for information
and critical listening, which implies evaluation of the oral messag? (We Yer
and Futherford. 1974, pp. 1146-1150; Tutolo, 1975, p. 1108).

In the literature on developing listening skills in a second or foreign lan-
guage, a hierarchy of sk:lls is generally postulated with suggested types of
listening activities for each level (Chastain, 1976, pp. 293-301; Rkers, 1975,
pp. 93-104; Valette and Disick, 1972, pp. 141-142). A typical hierarchy describes
the lowest level listening skill as the ability to discriminate the sounds of the
-new language. The next higher level concerns perception of the message con-
tained in a word or group of words. The third level involves auditory memory,
the ability to remember meaninOul sequences of speech. The fourth level is
generally described as that of comprehension. Some authors feel that initial
comprehension must necessarily be through the mediation of the first language,
and that comprehension directly 'he second language and long term retention
is characteristic of the fifth kw. ;t he listening skill hierarchy (Chastain, 1976,
pp. 291-2)2). In teachiog a for, anguage the goal for many teachers is this
fifth level, and when students successfully recall the factual information
they have listened to and respo, .1 to it in the target language, this goal has
been attained.

In the literature on developing the listening skills of elementary school
native speakers of English, similar kinds of skill hierarchies have been proposed
(see Logan. Logan and Paterson. 1972, pp. 55-56; Ramanauskas, 1974, pp. 1142-
1145; Weaver and Rutherford, 1974, pr 1149-1150). A good example is one
developed by Kellogg (1971, pp. 127-128). In it the lowest level is acuity, the
ability to hear normally. The second level is discrimination and the third is
comprehension. Kellogg's main interest is at the comprehensive level, which he
further divides into four hierarchical levels. The lowest of these requires the
listener to recall the data heard, and appears to be similar to the third level of
auditory memory described in the foreign language listening skill hierarchy.
The nest three levels of Kellogg's model require increasingly complex cognitive
operation of analysis, cynthecis and applications. Certain types of questions are
provided which serve to illustrate the comprehension level at which the listener
has received the oral message. A similar analysis of the comprehension level of
listening is provided by Tutolo (1977, p. 2a3), who divides it into components
of literal comprehension. interpretations, and critical listening or evaluation.
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Teaching and Learning English as a Second Language

An ESL Lktening Model

Comprehension beond the recall level is often not a realistic goal for the
learner of Enghsh as a foreign language, particularly if the enviromnent is not
an English speaking one However. the child learning English a.s a second
rather than as a foreign language will eventually be using English as a language
of instrnetum. and thetetore needs to develip listening skills beyond the recall
level in order to compete snccessbillv in an English language envirmunent. A
synthesis of the two h lies of listening skill hierarchies described above can
provide for this child a st`i phial. of listening skills raiiging !Will initial sound
discriminatnm. thunigh recall of informati,n, and on to the higher levels of
critical hstenitnt.

Table I presents a prop.ised hierarehy of listening skills that provides a
sequential plan for teaching; liste Iing in ekilientary schiiol ESI. programs.

Listening Model.

1.es el t'oginrisi Process St trdtlit Rekivior

Fs Amato,' a. affective interpretation
tiansfer to real hie
situations

5 idetem e a. drawing einwlusions
b. predicting outemne
c. understanding new words

from context clues_
Analysis a. identifying main idea

b. selecting principal points
iiewan 3. remembering details

b. rememlwring sequence
2 a. Rh.ritifying word meaningsRecognit ion

h, identifying recombination
sentences

The first

sei in filiation a. perceiving sound contrasts
h. perceiving word contrasts
e. perceiving contrasts in

sentence types

level skull insolves discrimination of sounds both in isolation and in
words. and discrimination of senteum patterns. At the second level the listener
must recogni/e as meaningful both imlividual words and sentences containing
familiar elenients. The third level requires detaikd and sequential recall of
uniterial beard. At the fourth level the listener begins to think analytically about
what has been beard and nmst select the principal points and ihe main idea.
At the fifth les el skills of inference are used to listen between the lines in order
to understand implied meanings. By the sixth level the listener is able to eval-
mit, what is heard and tO interpret it in terms of personal experience.
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The student behaviors deseribed for eatb level represent types of objectives
for listening ileti% ities invok Mg the sis levels of cognithe processes. The be-
haviors siwcified are rpresentatt% e only as additioind behas lens can he dicited
at each of the levels.

The Listening Model cm be used to sekvt and classify different kinds of
listening ucti%ities, thus establishing a teaching sequence for them. Eaeh skill
level builds on the preceding ones. so that the acquisition of listening skills is
cumulative.

Criteria for Listening Activities

hi selecting or develi iing listening activities certain criteria should be
established in order to ensure that a listenne, activity is a learning rather than
a merely recreational experience. Various criteria have been proposed both by
foreign language methodologists i, (hastain, 1976, p. 286; Rivers, 1975.. pp, 60,
76-78, 91-92) and elementary school language arts specialists ( Hollingsworth,
1972, pp. 267-268: Logan. Logan and Paterson. 1972, pp. 55-56: Donoghue. 1976.
pp. 143-144).

The first criteriim in selecting an educationally sound listening activity can
be accomplished by the identification of its learning objective ( Hollingsworth,
1972, p. 267). A description of what the child must do in the activity can be
matched to the cognitive process it reflects, as identified on the Listening Model.
If the child will be discriminating :ame and different sounds, then the learning
objective will be found at Level 1 of the Lktening Model. If the child will
have to recall the plot of a story, then the learning objective will he found at
Level 3. If there is in) apparent match between the proposed behavior and an
identifiable cognitive process, then the teacher should question the specific in-
structional value of the listening activity, as many so-called listening activities
resemble% party gaines more than planned learning experiences.

The second criterion involves selection of material at the appropriate in-
terest level. Even though a fifth grader and a first grader are at the beginning
stage of learning English and need to develop the ability to discriminate con-
tracting sounds, they will proliably not vant to engage in identical listening
activities. The additional maturity of the older child as well as the fact that he
is literate% in his first languag will make it possible for him to engage in a more
sophisticated listening activity than is possible for a preliterate younger child.
Listening selections and the visuals that accompany them should he meaningful
to the children who use them. Younger children may be interested in animals
and storybook characters. hereas older children would find comic hook and
television heroes more appealing.

A third criterion to consider is the length of the listening activity. Young
children have short attention spans and it is difficult for them to sit quietly for
extended lengths of time. Active listening should not last longer than a few
minutes . and responses to listening should be as saried and as active as possible.
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Mina listening actn the.: eau be repeated with variations frequerq in order to
assure adequate practur. but children can bevoine iestless if the% are expected
to listen intently for more than a few minutes at a time.

A fourth criterion concerti% the use of other language skill tt the listening
activity. Yintug children who are just beginning to read mid rite should en-
gage in etnnpletek oral activities in developing their liste'ntu kUls. but older
children who are trading and writing with sotne ease may pi ti,ably combine
these skills with a listening actisii (Rivers 1975, pp. 76.77 However, the
teacher should evaluate children on the listening aspect of the activity, not on
speaking. reading or writing ability. Because it is often difficult to separate the
skills in determining cx hether a difficulty is caused by inadequate ability in
listeni9g or in one ot the other skills in a given eXCT St', it is often more satis-
factorv to use listening exercises in which the respol .es involve physical move-
ment. identification of pictures. drawing or making a paper with numbers or
symbols.

The criteria described so far are as applicable to listening activities for
native speakers as they are for kamers of English as a second languaAe. Addi-
tional criteria tor the ESI, class would include the desirability of redundancy
in the kaening message ( likers. 1972, p. 89). In normal speech a great deal of
redundancy is pros ided both by the structure of the language and by the para-
linguistic la.havior J the speaker. All of this helps the listener to understand:
if one part of the message is missed, it is gowrally repeated in some way.
Foreign langua,a6 listening exercises often lack this feature of redundancy, mak-
ing conprehension more difficult than it has to be. Redundancy should be
consciously included itt all listening activities. Because non-verbal behavior
greatly assists the rommunicatimi process, the teacher should transmit difficult
messages personally rather titan through the tape recorder and should use the
gestures, body mina mews. pauses and intonations that normally accompany
oral messages. I istening activities on tape probably need additional verbal re-
dundancy, and should not be as difficult as the listening activities led by the
teacher personally.

A sixth criterion for listening activities has to do with the pace at which
the listening selection is read or recorded. The ideal pace has frequently been
described as that normal to the native speaker, yet teachers have ob",..-cted to
this recommendation. feeling that learners of a new language cannot easily
understand the natural pace and speed of a native speaker. However, when the
normal pace is slowed too much, the result is an artifi....ial sounding segment of
language without natural intonation contours. The solution lies in lengtluming
the pauses bets% een phrases and sentences. These pauses allow the listener to
process what has inst been heard (Rivers, 1972, p. 96), hut since they occur
at phrase and sentence botmdaries. the natural intonation pattern of the lan-
guage is unt altered.

The seventh criterion ran be phi ased as a question: Does the pupil know
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what to listen for? By telling children what they should focus their attention
on, increased listening skill will be more. easily attained. Thus, if the objective
is to listen for details, the teacher might tell the children before reading the
listening seleetion, that they should try to remembei each thing that happens
in the story. If the objective is to guess meaning of new words from context,
the teacher might write the new words on the board before the children hear
the listening selection. In this way the teacher provides pupils with advance
organizers so that they will be mentally set to employ appropriate cognitive
strategies in the. listening activity that is to follow.

Finally, the use. of appropriate visual aids is advisable for most listening
activities. Children can attend to the listening selection more easily if they have
something relevant to look at while they are listening. They can then relate
what they perceive through the visual channel to what they are perceiving
through the aural channel, and the learning experience becomes more mean-
ingful. Needless to say. visual aids should not distract from the oral message,
hut should provide a focus for the listener's attention.

Summary

Children learning English as their second language need to develop listen-
ing skills in order to function successfully in English speaking environments.
The type of listening skills needed goes beyond the recall level frequently set
as a goal for the foreign learner.

A synthesis of listening skill hierarchies of foreign language and elementary
language arts teaching theories is proposed. This ESL Listening Model prn-
vides a six level sequence. of cognitive. processes inherent in from the
beginning level of discrimination to an advanced level of evaluation. The
Listening Model describes the cognitive process for each level and list.. Tre-
sentative student behaviors that can he elicited. Teaocers can use it tt. select
and devise listening activities with specific learning objective's for eLeh level.

In addition, a set of criteria for selecting, preparing and presenting listen-
ing activities is proposed. The purpose of these criteria is to d elementary
teachers in planning and implementing an educationally and linguistically
sound listening cmnponent for their ESL program.
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Tagmemk Concepts in the ESL
Speaking/Pronunciation Class

Wdliam Crawford and Beverly Fried

English Language Institute
University of Michigan

This paper deals with application of tagmemic concepts to the Teaching of
English as a Second Language, Specific application of the. einicepts of ( ) hn-
pact, (2) persmrtice, t:3) lacrarrhy. and (4) variation, to high-level speak-
ing pronunciation Classes will be discussed.

Treating meaning as impact of a language unit em the listener (with form
as the physical content of the unit) studeuts saw the result (impact) of their
utter:met. (or other unit of diwoursel on the listener.

Applying the notion of perspertin. to speaking skins, students were led
to examine Eughsh phonology from three viewpoints: the static, dynamic
and relational lierspectives. The static (or particle') perspective allowed us tolook at the sound stern of Englih as being made up of individual particles,
elements, or items. At this tete! of analysis the focus was on the contraste c-
identificational features that distinguish individual sound segments, theirvariation and physical manifestation. and their distribution in class, sequenceand system. The dynamic (or reatc) perspective focused upon "the streamof speech" as a single dynaniic. moving entity. Attention was drawn to varia-
timi due to speed of utterance, pl.wernent in a stress group (or other phono-
logical unit), and spread of phonetic features (via shared element). The
relatitmal (or fwkl) perspective. allowed students to transcend the traditionalhowidaries cif speaking skills and to emisider such notions -,s temporal set,physical space, social space, mental and presuppositional space, and speaker-
addressee-listener oriviitaticin

The presentation of the specific applic;ition of tagmemics includes the
devehipment of: self-mointoraig skills, teacher-student error analysis of stu-dent speeches, purposive primunciation through the use of television games
(adapted for classroom games stressing social interaction, and material
presentation (paradigm and matrix display).

Students in our advanced level speaking classes showed continued inability
to correct their own pronunciation errors, and, at the same time, were unawareof the consmnenees or impact of their verbal behavior (on listeners). Materials
based on either traditional or generative approaches to language were not suc-
cessful in providing students with the necessary tools for self-monitoring and
self-correcting. which would enable them to perform meaningfully in social
interacuons with native speakers.

There is a current linguistic approach which provides us with a theoretical
justification for entering into a discussion of langu ge on the level of social
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interaction. rather than a h-ss meaningful "wore. "phrase", or "utterance° level.
This tl ory is TAGArEMICS, developed by Kenneth L Pike. With the possi-
bility of treating meaning as the impact of a hmguage unit on the hearer's under-
standing, perception. or behavior together with the form as the physical mani-
festing content of that unit, the students can see the result, or impir.' of their
utterances (or other unit of discourse) on the listener. Intelligibility° is of
primary concern here and we support J. C. Catford's cinichision (1967, p. 149)
that "intelligibility losses are dne to defective wtection or crecution on the part
of a speaker, or to defective identification or interpretation on the part of a hearer,
or to a combination of these factors.- (:atford stresses that ( 1967. p. 150) "in as-
sessing the. relative 'importance for intdligibility' of different linguistic forms, it
ki . most important, to direct nur attention chiefly to the speaker's role,

assuming the hearer to have a medium threshold of intelligibility; and to inves-
tigate the functional value of forms and their frequency in crucial contexts."
Tagnicinics place.% perhaps even greater emphasis on the role of intelligibility in
social interartnin. We. feel that our students begin to understand the implica-
tions of their linguistic behacior whelk they see the value of correct pronuncia-
tion in relationship to the entire commtmicative act.

Some of the basic concepts of tagmemie theory which we will outline in-
clude: the particle, ware, and field perspectives; variation; change via shared
element; plutiose, and the form-meaning composite. We will examine the ap-
plications of these. principles to the ESL speakinglpronunciation class in terms
of: 1) presentation of materials; 2) error analysis; and 3) the use of games via
impact.

Implications of Tagmemie Theory

The %cope of tagnulnics is not limited to linguistic behavior alone. The
tenets of tagmemic theory are based upon principles that are universal to human
behavior. In Kenneth and Evelyn Pike's Grammatical Analysis' the principles
of ta,,r,metoic theory that constitute 'universals in the structure of human be-
hatior' are presented in outline form (Pike and Pike, 1977:1:1):

LI UNIT
IAA contntstiyr identiflcational
1 lb variation and physical manifestation
I. Iv distributum

lid in class
1.1e2 in sequence
1.1c3 in system

1.2 t IERARCHY

1.2a referential
1.2b phonological
1.2c grammatical

I. ge numbers cited in this article refer to the prepublication copy of Grammatical Analysis.
There may be di.crepancies in page numbering when referring to the actual text (to appear
in 1977).
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1.3 CONTEXT
I.3a forin-meaning composite
1.36 change via shined dement
1.3c universe of discourse

1.4 PERSPECTIVE

1.4a static (or particle)
1.46 dynamic (or wave)
1.4c relatkinal (or field)

In tagrnemies, "the observer becomes an element of the theory; no fact is
treated without reference to him, so that the theory does not discuss 'the thing
in . . . Since the observer, can change his viewpoint, modifying the man-
ner in which he looks at the data impinging on him, so also the theory itself
must have multiple starting points once the observer is part of the 'given'"
(Pike and Pike, 1977:1.6).

This notion of perspective is oentral to all tagmemic analysis. Applying
this principle to the teaching of speaking skills allows us to examine phonology
from a niulti-perspective viewpoint. The static (or particle) perspective allows
us to look at the sound system of English as if it were made up of individual
particles, elements, or lems. At this level of analysis the teacher can focus
upon the individual sound segment problems that hinder a strdent's accuracy
or fluency. The individual phoneme, then,' is the center of focus from the static
perspective.

Individnal sound units are identified by contrastive-identificational features.
A /p/ is distinct from a /h/, for example, due to its contrastive voicing and
different from an if by its occlusiveness and is a phoneme by virtue of filling
a marginal slot of a syllable. A speaker of Arabic must learn this distinction
when learning English if he is to communicate effPetively.

When viewing language from the static viewpoint, we must consider how
'the individual sound units are distributed in clad, sequence, and system. English
has three nasal sounds the bilabial stop [ml, the apico-alveolar stop En], and
the velar stop ['rib However, the distribution of these sounds is not the same.
In- English. the velar nasal NI does not occur in initial position. This fact of

irstribution can he very important for some students learning English pronun-
ciation. Many non-Indo-European languages, for example, have no such phono-
logi,cal constraint.

Contrastive-identificational features (distinctive voicing in /p/ vs. ),
variation (aspirated vs. non-aspirated allophones of a single phoneme), and dis-
tribution (the nonoccurrence of initial velar nasals in English) are all aspects of
analysis from the static viewpoint.

The dynamic (or wave) perspective looks at linguistic phenomena (Pike
and Pike, 1977:1.6) as a "series of 'discrete' events and treats the whole as a
single dynamic moving Lntity. . . Any single uni can be viewed dynamically,
as having [a1 beginning (initial margin), [a] middle (nucleus), [and an) end
(final margin). In such an instance, the unit is viewed as) a wane

9
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Both the phrase 'us you and the sentence 'Ed had edited it' are best viewed
from a dynamic viewpoint. An analysis of these examples fmm the static view-
p(int wouId face difficulties in explaiuMg change via shared element or in as-
signing meaning to specific phonemes. However, from the dynamic perspective
we are able to treat the unit as a whole and peiceive its meaning as a single
unit. Pike vommeqts on this specific issue in Ins new televisimi series Pike on
Ltmguage prodittvd by the University of Midugan TOevision Center, 1977).
In the third film of the series. "Waves of Ch.inge-. Pike ( 1977) asks the viewer:

Suppose I .14( on hat this means, and premotiticr it as: rri11i40111. I'vrhaps you'd
catch ou that rioiroot I low us nu/ you riot, lint the. *Dsd you' goes to [Mil.
Or suppose. f say [skintj. what does that mean? Well. it means: 'Let to o eat'.
Rut thus one which is rtett prettier which is this. titladrdataditj. It's quite normal
tor on Amen.. an English Probabbr for yours, too. Rut, what is it? This says: 'Fel
had edifrd if Rut m %lute chatig there is some type of identity which is retained.

The relational (or field) perspective 'allows us to -eliminate from the
center of [ourl attention the form or content or extension of the units as such
and focus instead on the relationships between them. The units in this case,
contract to a point in a network of relationships- (Pike and Pike, 1977: U ).
From this perspective we are able to transcend the traditional boundaries of
speaking skills" and include for consideration such notions as temporal set,

physical space, social space, mental and presuppositional space, emotional and
attitudinal space. and speaker-addressee-listener orientation. Any treatment of
pronunciation that excludes such considerations as these neglects the actual use
of spoken English by the speaker in social interaction.

When we are able to view speaking/pronunciation skills from these multiple
perspectives. we feel that the student can focus on one aspect of his speaking
without neglecting or denying the other facets of his speech. In this way, he
can concentrate his efforts. for example. on the particle perspective and work on
self-monitoring skills that involve the establishment of an auditory/kinesthetic
basis for speech produe.,,x and perception. This goal of self-monitoring is made
explicit for the ESI. student in material recently developed by Joan Morley at
the English Language Institute, The University of Michigan, Improving Spoken
EnglishAn Intensive Personalized Program in Perception! PronunaationlPrae-
tiee in Context: (to appear 1978):

To sinpnwe 7,.our prominciatiem of English. you nerd to learn tit monitor your
own pronunciation by consciously listening to yourself, and fewling the movements of
your lips. longue, and jaw. Cradually you will recogniie the sounds winch are not
quite correct. Self-mointonng is the foundation of wlf-correction.

Yon will be watching the wovements of the lips. of the lower jaw, and of the
tongue'. And feeling momements of the lips, of the lower law. and of the tongue.
In addition vim will he listening to the changes in voweb-ceninds which you can
produce as .o.. move the lips, the lower nos, and tlw tongue. These, then, are

rhe passage cited here is a transcription from the videotape that accompanies Joan Morley's
Improving Spoken English rather than from the text itself.
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the three mut important self-monitonng skins: WATCHING, FEELING. and

Ta emics would support Morley's position. Pike claims that one way of
developing these self-monitoring skills is by establishing an articulatory flexibility
that will allow the student to make a single modification that will have an
effect on his entire sound system. ; his, of course, is no small task as it in-
volves Cuiora's notion of "ego boundaries". Cuiora's research at the School of
Medicine, The University of Michigan. has led him to postulate that the lower-
ing of ego boundaries has direcl significance for the student's ability to attain
native-like pronunciation in a f6reign language. Here, however, we are,speifi-
cally interested in the implicatiiihs of Pike's beliefs concerning flexibility for the
student of English as a Second Language. Pike (1977.)3 claims that the first type
of flexibility involves the division of the phonological space in the mouth.
Through the use of drills that enable the ESL student to divide and sub-divide
ad infinitum the phonological space from front to back [1--sini or high to
low the student will have available to him all those sound possi-
bilities that' occur in between the two articulatory extremes. This type of drill
is particularly useful for students whose native language has only a limited
vowel inventory.

The second type of flexibility that Pike stresses involves the modification
of the phonological grid as a whole. By making a single changesuch as shifting
the entire grid either forward or back in the mouthall sounds are affected.
Drills that teach modification of the phonological grid as a wholelarynx high
or low, tongue root forward or back, lips spread OF rounded, velum open or
closed, etc.provide :he ESL student with an inventory of infinite phonological
possibilities.

Pike concludes ( 1Y77) that, "all of these kinds of things put together give
you the flexibility which you need. Now this flexibility is above all what you
need if yoii're going ta start to learn a language."

As we have already observed, one of the basic components of tagmemics is
the notion of variation. Tagmemic Theory isolates at least three sources of
phonological variation that have direct significance for the teacher of English
as a Second Language. They are: (1) speed of utterance, (2) placement in a
stress group ( or other high-level phonological unit), and (3) spread of phonetic
features.

Sound changes that occur due to the speed of the utterance have been re
ferred to in the literature as "fast speech phenomena." Illustrations include Pike's
'Did you enjoy itr--40nlinql. 'Let us go ear and 'M had
edited it'o[caidedatodlt 1. Allophonic variations of this sort are also found
in John Mode) new material ( to appear 1978 ). Specific examples include:G*

'This discussion of flexibility is paraphrased from the first film "Voices at Work" in Pike's
, television series Pike on Language.
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I. rat* WU cow Or don't you went
[late ficam rat Iwaral

2. 'When's her bertinlay?'--,[wcrizistia'sikleil
3. ifs NM' to go: --4.1iLionr.)9.,.]

Related examples Mclude forms that vary duelto degree of carefulnessi.e.
casual speech." Arnold Zwicky (1972:608) separates .clistial speech processes

into two categoric's. "s..rvMg either easeassimilation, neutralization. insertion
cd. tramitional sminds--or brevityshnphfication of geminates, vowel contrac-
hon. deletion of weakly articulated segments, monopiithongization."

The teca her of pronunciation must be aware of the fact that these forms
are not limited it occurrence to To clieti fast .speech situations. Rather, these
phonohtgical processes are often the norm even in formal situations. Failure to
comprehend them puts the foreign learner at a considerable disadvantage.

Phonological variation can he due to the placement of a sound in a stress
group (or other phonological unit). Thus, the phoneme 4/ in the isolated form
'an' becomes /a/ in a larger phonological 'mit. as in 'Ile put ryt appl- on thc

.Witte 4 hke and 'Pike, 1977:9.2). Or, again Arz 'goes to ,/m3/ in 'as you'. This,
relation of sounds to their larger embedding unit illustrates the central role of-4
hierarchy in tagmemic

Spread of phone..c fl..atures may also heihe smiree of Ithonologieal variation
in morpheme variants. Progressive or regrtisikassimilation=the process of one

I sound becoming more like its neighboring sotmdis one of the most common
processes of phonological variation throughout all known language's. An obvious
example ih English is in the phrase "won't you" where the voiceless stop eon-
smiant It! becomes the aii-,4,-ate rtfl through the process of assimilation.

Another aspect of tagmemics that has "direct significance for language in-
struction is in the presentation of classroom material. Tagmemics makes use of
the notion of paradigmatic drills. This notion and its impact for language teach-
iihg is esplored in detail by Ruth Breen! (1967. p. 33.35) in her Tilde "The Re-
turn of the Paradigm". The following is a citation paradigm of Oita! formatimi
English:

(s) 111 -

cat . eat) -s dish
cup -s I dog. glass ty

ebok 1-s tub -s witt
rope -s rag -s k iss -es
hut hood match -es

There are times when it is more useful to 11sent information in a matrir
. display. A matrix representation is a multi-dimensional presenta:ion of tlie sig-
nifiant relationships within the data. Regular pita- tense formation' in. English
'is presented in Figure 1. .

lnte.wreting the matrix display from left to right, the top horizontal plane
tepresents the first steji in the analysis of the pronunciation of the regular past

490
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Figuiv 1. N-dimensional matrix representation.

46-tense verb ending in English. If the verb stem ends in a voiceless sound, then
the regular past ending is pronounced as the voiceless segment [t]..If the last
-sound of the. verb stem is voiced, then the regular past tense ending is pro-
nounced as the voiced segment [d]. These two pronunciations are represented
by the vertical plane in the center of the figure. However, if the verb stem
ends in a It] or [d_] sound. then the regular past ending is pronounced as an
extra syllable ofid). This pattern is reflected in the bottom horizontal plane.

Tagmemic Principles APplied to Error Analysis
InstmetiOn that isolates pionunciation skills from the larger communicative

act would follow a different approach in the analysis of a student's speaking
errors than we are proposing here. Rather than just listing or pointing out a
student's errors, rather than simply explaining that these mistakes aren't accept-
able for various\reasons, and rather than merely suggesting improvement solely
along articu!atorç lines, we propose to point out the relevance of the student's
speaking errors sr relat;on to the larger communicative event.

Correction of this type involves more than just one-way communication
from teacher to s dent. If the student is to see the consequences of his mis-
takes in terms of their impact in social interaction, then he mnst have feedback,
not only from the teacher but also from his audience (or peer group). Error
analysis that is based, upon tagmemic principles, then, must involve interaction
between teacher, stuOnt and classmates.

Tagmemics suggests the use of various questions for error abalysis. They
would be used not only by the teacher in helping the students analyze their mis-
takes. hut by the stuk.!ent himself as he evaluates his own mistakes and as he
prepare's his material. Even during preparation, the student must consider the
impact he will have on his audience. Furthermore, as a student's classmates
listen to his oral presentation they too would refer to questions like the ones
we suggest here, constantly fudging the performance in terms of social inter-
action.

. We illustrate this type of error analysis by drawing examples from a student
speech debating the topic -The Role of the United States in World Affairs-. A

9
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transcription of the last section of the text (recorded on videotape) can he found
in Appendix 1.4

I. Were there any mistakes that could hare led to "misunderstandings" or
breakdowns in social interaction? If there were any.difficulties, where did these
difficulties occur? Three general tendencies in pronunciation surface in this ex-
ample that could lead to possible misunderstandings. They are:

(1) the simplification of consonant clusters
(2) the substitution &English sounds with Spanish sounds
(3) misplaced stress

Mistakes of this sort are responsible for the student having a "heavy accent"
and, at times, precipitating a total breakdown in communication, even though
the content of his speech was well organized. Some mistakes that could lead to
a misunderstanding in other situations are:

(1) substitutions of the American English voiceless interdental frica-
tive [9] with the voiceless sibilant fricative [s]. [snj] or [sink]
for [Oink] is common throughont.

.(2) substitution of, the American English voiced apicoalveolar stop
[d] (or the Spanish equivalent which is dental rather than
alveolar) for the voiced interdental fricative [5]. A few examples
include: [dei] for WO; [da] for [öa]; [dmts] for [Uts]

(3) substitution of the American English voiced labiodental fricative
[v] with the Spanish voiced bilabial approximant [131, [n6r[3us]
for [novas]; and [Per] for Eyed].

( 4) misplaced stress: [indestri] for [indastri]; [aidia] for [aidia);
and [kitnal] for [brael].

(5) errors in vowel quality: [(Aso] for [also); [keintri] for [kantri];
[naian] for [negan]; [bikee] for [bikiz]; [shidinj] for [stidiin];
[kom] for [kam]; and [obtain] for [abtéin].

2. iVere there arly mistakes in ORAL GRAMMAR? That is: (I) Did any of
the pronunciation errors have a grammatical consequence which could hay- lead
to misunderstanding? Or, (2) Were there mistakes that can be attributed mainly
to grammatical rather than phonological sources?

Mistakes of both types are everywhere in the text. They are not only "bother-
some" for the listener, but can be the source of serious misunderstanding.
just a few examples include:

( 1) 'brainstorming' for 'brainwashing'
(2) the constant use of 'underdevelopmENT countries' for 'under-

developez countries'
- '

Pile to limitations of space. only a portion of the text is given here. Most examples citee
Can be found in this transcription. However, for purposes of illustration, examples from othei
portions of the speechnot found in this transcriptionhave also been included.

Dd
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(3) 'peoples' whirl was understood as a possessive, rather than the
ungrammatical "double plural"

3. What ATTITUDES or FEELINGS were conveyed? This is an cpev1ally
important question. The student is able to discover vv hat his audience felt he
was trying to say, as opposed to what the student himself thought he was saying.
The disparity is often tremendous. Here, the ESL instructor should especially
consider prosodic cues (intonation and voice quality, etc.) as well as non-verbal
behavior.

4.. Was this speech APPROPRIATE given the specific social setting? This
leads to a discussion of register and style. While it is not possible to illustrate this
point here, it might benoted that the audience- felt that this particular presenta-
tion, although quite convincing for its content, was entirely too informal for a
debate. This was evident in the overall "tone" of the address and also in certain
lexical choices. For exaraple, his frequent use of the phrase 'my friends' seemed
a little out of place.

As must be evident from the above suggest d procedure for error analysis
,based on tagmemic principles, a %waking activity is much more than an oppor-.
tunity for a student to **practice" his spoke a English. It is a chance far him to
USE spoken- language in puiposive social interaction.

Tagmemie Principles Applied to Materials Development
The Use of Games via Impant.

-We have adapted the television games PASSWORD and $20,000 PYRAMID
for use in our speaking' classes and have also made our games relevant for
studehts entering Vzientific and technical fields. We also used simulation games
and developed one game specifically for engineering students, based on an
actual ease involving a local contracting company and a utility company.

Games provide a learning environment which encourages social interaction.
In tagmeniics, meaning is defined as the impact of a language unit upon the
listener (together with the. form). The gaming sessions demonstrate fo: the
students the consequences of their interactive behavior.

Students also have a purpose for correct pronunciationwinning the game;
and they are constantly receiving feedback from the other players, students
and teacher, who are monitoring the pronunciation. Negative feedback from
his gaming partner, for example, would indicate that the student's clue was
disfunctional. The student might repeat his clue, modifying it, in order to
hopefully achieve the desired consequencesa correct guess from his partner.

Beck and Monroe ( 1969), in an article called "Some Dimensions of Stimu-
lation", point out that the consequences of the players' course of action during
a game are observable. In order to emphasize this aspect of gaming, we video-
taped many of the television and simulation games. These video tapes used
along with Morley's self-monitoring and self-correcting procedures (see pp. 84-85)
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and our pnyosed error analysis (see pp. 87-89), were extremely useful for stu-
dent mid teadier evaluation of speaking activities.

Following are three examples of PASSWORD (see Figure 2). Tlw objec
of the game is to get your partner to goes% the correct word using only one-word
chit's!'

In the first game. the. simplification of the final consonant cluster In 'lamp'
to [Lem] cattst's tnistlilderstandMg, and leads speaker D to ask "Ilow do you
spell it?" In the second game, faulty perception of the final voiced sound in
'eyes' (heard as 'ice') leads to an incorrect guess----'iceberg'. In the third game,
student C was not sure of the pronunciation of the final consonant in 'cloth'.
This problem. deciding on voiced vs. vokeless sound, led to an additional
pnthleni of vowel quality and length. which led to a misunderstanding (and
the otlwr team eventually 'won the game).

"LIGHT-
A: 'Bulb'
B: What?
A: 'Bulb' 1)41-l-b.
B: I don't know.
C: 'Lam( ft)*
0: 'Lamp'?
C: 'Lam( 1)'
D: How do you spvIl it?
C: 'Lam; h).
D: ( Pointing to the light

I don't know the name.
A: 'Sun'
B:
A: Right!

"CLASSES."
A: 'Eyes'
B: 'Iceberg'
C: 'Short-sighted'

'Shmt-sighted.
It 'Short-sighted'? 'Winter'

I don't understand the
word.

C: It's too difficult for vow
A: 'Eyes'
B: 'Ice' . . 'Classes'. What

a brain! Oh my goodness!

Figure 2. Password

"CURTAINS"
A: 'Window'
ft: 'Mirror'?
C: 'Cloth' (pronounced as

[kla:M) IltlaOl?
(Wan MOP

Teacher: Yes.
C: 'Cloth'
D: 'Open' ( In response to

'close') No, pass.
A: 'Window'
Teacher: What did you say?

'Orton'?
B: Yeah.
C: 'Blind-uh' (for 'blinder')
D: Pass.
A: 'Cover' 'Cover'
B: Yeah . . . .

. .

13: I think I know the
word. . . .

Is the word.. 'curtain'?
curtain'?

Teacher Yes.

Another game we use that allows the students to observe the consequences
of their verbal behavior is adapted from the television game $20,000 PYRAMID.
The object of this game is to get your partner to guess seven items ( words or
phrases) which belong to the same eategory. A sample category might be
"Tangs that are white-, and the sevell ROM to be. guessed could include: snow,
milk. chalk. a nurse's unik,rin. a wedding gown, and paper. In contrast
to the one-word elves in PASSWORD, the students can use gestures. short

5 Roth PASSWORD and $20,000 PYRAMID are subject to time limitations that the teachercan vary in accord with the students' ability.
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phrases or sentences, etc. as clues. In LANGUAGE PYRAMID, we are no longer
interested in viewing language from the static perspective, as in PASSWORD
but rather we are interested in the flow of speech, a dynamic moving entity.

The only example of a static particle that blocks the flow of the game
describing "Things that are frightenMg" is ( for 'imaginar,V), which is
understood to mean 'mountains". The following are two examples of our LAN-
GUAGE, PYRAMID (see Figure 3).

'THINGS THAT ARE
TYPICALLY AMERICAN"

Teacher: Ready? Begin?
A; An American food. Very long American

food.
B: A "hot dog".
A: A game. You take the ball with you and

you go
B:

(nm over/to) the goal.
Aid sketball.

A: No. Ah . . . the ball over here.
B: Football.
A: Right? A city in tbe United States where

there are many actors and go to the
movies the actors. In California . . I
think..

B: Hollywood.
A: Right. The President of the United States.
B: Carter.
A: A person who ride a horse and are very

typical in the U.S. and they with the
. horse they.. . . (hey push the cows.
B: Oh. Cowboy.
A; An animal who is going to be extinct

in the . .
B: Bison.
A: No.
It: Buffalo.
A: The other one. Something that there is

in the sky and is very bright. Is very
bright, very bright and [OVER) there
are many bright poiLts and. . . .

Answers: 1. 'hot dog' * 'football'
3. 'lloiltneood' 4. "jimmy Carter'
S. 'cowboy' 6. "buffaki 7. "Stars
and Stripes'

"THINGS THAT ARE FRIGHTENING"
A: Exam that you make at the end of sem-

ester, 150 or 160.
B: TOFEL. Ohl Michigan Test?
A: Animal. Very big.
B: Bear.
A: No. It's imagistic
B: Oh, in the mountains?
A; No. It's imaginic, the name of the

animal, the big animal . .
B: Monster.
A: Yes! One animal. Poison. Without hands.
B: Snake?
A: Yes. American film. A big monster.
B: "King Kong"
A: Fighting between two governments.
B: War.
A: Ult . . it's a storm. In the United

States. It's very hard storm.
13: Hurricane.
A:: No another one.
B: Tornado.
A: When you buy one book, you have to

B: i I

Answers: 1. 'The Michfifan Test 2.
'monster' 3. 'snake' 4. ICing Kong"
5. 'war' 8. 'tornado' 7. 'taxes'

Figure 3. Language Pyramid

Conclusion

It has been our assumption that instruction which: ( I) enters into a dis-
cussion of language on the level of social interaction, and (2) treats meaning
as impact come.; closer to fulfilling the needs of our students than do more
traditional abroaches. We have attempted, therefore, to outline some basic
concepts of tagmemics. such as impact, perspective, hierarchy, and variation,
and to examine their applications to the teaching of ESL speaking skills. Specific,
applications of tagmemics discussed include: presentation of material, error
analysis. use of games. and development of self-monitoring skills.

1 0,
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APPENDIX

THE ROl.E OF THE UNITED STATES IN WORLD AFFAIRS (SELECTIONS)

Maybe ).ott cim ask me another question. If it is your mean, why do Latin Americans
kwrsion)

come to United States, why do, why do, why-you stay in United States? Well. I guess
(kom)
we like North Americans people. I guess we like United States but we don't like the

(do:n)
pliticians who intend to produce a brainstorming in Latin, Ninli Americans people. This
ipolitisians I brenstinin eui kW)
is the itusota because United States. North Americans people have this rebellions every day.

Ida] fbikór (nod]
They are not agreed nab Viet Nam. or with Pimaina Canal Zone and they think, North

naq)[wits) ( Mind I [sink)
Americans pe..ple. they tchniiikitilk that this situation have to change hut the govent(ment)

[hagl
don't like and don't intend to change the situation. gm? Well, I guess the United States

ean help and we Ass need a Iv :p but the help not for obtain all countries, all industries or
(UN. (obtain! findOstrisj

alt peoph. Its only help technology and this is a reason because we are here in the United
[her]

States. Latin Anwricans people. studying. learning English and improving our technology.
Istildisqj
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And L guts if when we return fir Out countries we van hav a wax!. a good idea about
Irani-01 [xi [aidiaj

United States and guess and akn ginid studies and I guess no Latin Americans people
[god) [sto4b.j

ran spealC with g(ant winds Abut tlw Statv., abont they students, they people. hid
[deg]

rio
iwitsj

about they Haitians. Okay, that's all
Wed ipillitisians) Itixtsj

1 0,



A New Direction for Language Lab Programs'

Wu Yi So and Dods L. Scarlet

Michigan State University

This paper focuses on the potential of the language laboratory for ESL in-
stru lu Part I the authors describe a language lab program for advanced
levet students. These newly developed materials represent a synthesized
approach to second language learning and reflect an earnest attempt to bridge
the gap between English as it is presented in the ESL classroom and as it
is used in American university lecture halls and discussion groups, In Part 11
the authors suggest possibilities for adapting the same rationale and format
for other purposes and particular needs. They stress the importance 'of the
ESL teacher's ievolvement in materials development and offer guidelines for
those who might undertake such a prolect.

Many ESL teachers and administrators can probably recall the heyday of
the language lab boom in the early and mid-sixties. For some, it was soon fol-
lowed by a period of disappointment and discouragement. People began to
doubt that machines could really facilitate language learning; in many cases,
the expensive electronic gadgetry brought more frustration than help.

The English Language Center at Michigan State faced the same problems
and set about to re-assess its langUage lab program. Careful study and analysis
convinced us it was the softdare, not the hardware, that needed attention.

After deciding to explore ways and means of putting our lab facilities to
better use, %.ve began to revise our old tapes and make new oats. An earlier
paper (So, 1974) related the rationale and general direction of a new. language
lab program for advanced students. In the last three years we have concen-
trated our time and effort on refining and further expanding this series of tape4,
which reflects ai4 earnest attempt to bridge the gap between the English our
students learn in the language classroom and the English they need to know
and use in lecture halls and discussion gnmps when they take academic courses.
The approach we have used is what II. Douglas Brown describes as "cautious,
enlighted eek.ctieism" (1975, p. 82) or what James Ney has called a "synthe-
sized" approach (1973). We have attempted to combine the best of the audio-
lingual habit theory with tlw cognitive-code learning theory.

hi Part I of this paper, we describe in some detail the lab materials we
have developed; in Part 11 we suggest the possibility of adapting the same

This paper, together with sample tapes, was presented as a demonstration at the 1971
Tr.401.. Caisentam in Miami. The original paper has been revised and expanded for pub-
heation.
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rationale and format for other purposes and particular needs, and we offer
guidelines for those who deci4e to undertake such a project.

PAEr A NEW LAB PIUX:RAM FOR ADVANCED ESL STUDENTS

Description of the Tapes

Our advaneed level language lab pmgrarmcousists of over 50 lessons ar-ranged in 26 units which are sequeneed ac,:dn.ding to difficulty bufalso with an
eye witl an ear to topic. format, and style. A few of the units consist of only
one lef;sou, designed to be completed in one 50-minute class period; others in-
voke three lessons, the majority are two-lesson units. liegardkss of the number
of lorsons, each uMt consists of a tape-reconled dialogue, speech, or lecture,
followed by a series of language-oriented exerdses based specifically on that
particular text.

For each unit, the student is provided with worksheets, a printed text of
the speech/dialogue/ keture, and sometimes a glossary or other hand-outs. The
teacher also has these, plus a tape-reeording of the text and exercises and a
teacher's script which is an exact transcription of the tape. The script for eachlesson also includes instructions for the teacher, and it is accompanied by a
cover sheet whkh gives an approximate. running time for each exercise on the
tape.

A dialogue, spee,h, or lecture is the focus of each unit. This "text" serves
a three-fold purpose. lt first of all, an example of real communication in
Englisha speech by a U.S. President, a dialogue between two students, a
lecture by a professor. Second. each text provides information aboUt any one
of a number of topics:2 A third and very important purpose of each text is to
provide a context for developing various language skills.

In addition to covering a wide range of topics, the texts sensto familiarize
students with formal as well as informal speech. For example,.there are speeches
by Gerahl Ford. Richard Nixon. John F. Keimedy, and Martin Luther King.
There are dialogues betwevn native. Americans and behveen a native American
and a fluent foreign studeut. Aml there are lectures by MSU professors and Eng-
lish Language Center teadwrs. The Imtmes are recorded on tape by the con-
tributeirs who wrote them, thus exrdsing the foreign students to a variety of
American voices. di;deets. imdjust as importantthe yarkms speaking styles
found in American university dassroomy.

A uniform format is followed throughout the entire 26 taped units. Each
begins with a recorded test, followed by a vocabulary exercise, and then other
exercises focusing on various receptive and woductive skills. Although the for-

- -
1 A sampling of mut titles indicates du. variety of topics covered: Rodgers and Hammerstein,
Advertising in the U.S.. Anieric:in Dialects, American Country Musk., Note-Taking, Outlin-
ing, American College Dictionaries. MAO: I,eadership Cogls, Impact of TeeLoology on the
Popular Arts, Clinew Acupuncture. Clit. The American (:ivil War, Soybeans, Flight of ApolloImproement of Nutrition in Food Crops, Martin Luther King's "I Have a Dream"Speech.
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mat is uniform throughout the series, the same kinds cif exercises are not given
in,each and every lesson. hccause smite texts do Hot lend themselves to certain
exercises. WithM each skill area, the exercises um cutmilative and follow a
standard format: Also, the activities are sequeneed from the relatively easy to
the mow difficult. All exercises are designed to encourage active student par-
ticipation at all times.

A typical unit does not actually begin in the language lab. Most emits have
handoutsghissaries, charts. maps. outlines, etc. Students are encouraged to
read the hatuhnit before vomit% to class because it provides background infor-
;nation. For example, a glossary, with items that are generally technical, cul-
tural, or historical in nature, helps the student to better understand the recorded
text. Or the handout may be a map or outline the lecturer refers to; the student
should have it in front of him s he listens to the tape in lab class.

Owe students are in the language lab class, they first listen to the recorded
textwithout having read it before and without reading it as they listen.
Students are encouraged to get as much of the meaning as mssible during this
first hearing of the text. The first exercise following the text is almost always
a vocaldilary exercise, which focuses on words in the text syith which the
student is likely to be unfamiliar or words which, while perhaps familiar, may
not he part of his active vocabulary. Various other exercises follow the initial
vocabulary exercise.

Certain guidelines have been followed in the sequencing of exercises
within a particular ksson. Aural comprehension exercises always come after
vocabulary t xercises. so students will have the benefit of the vocabulary exer-
cises. F.sercises which deal primarily with listening skills are alternated with
those which require more oral productimito give variety in student activity
during the. class period (Rivers, 1988, p. 338). Exercises which require a
significlut amount of writing and are to be turned in to the teacher usually
come toward the end of the lesson, in order to accommodate individual learn-
ing pace; dictation, notetaking, and outlining exercises are examples. The total
titne for the lesson is usually kept between 35 and 40 minutes, thus allowing
sufficient time for the teacher to check performance and answer questions
after each exercise and still making it feasible to fit the entire lesson into a
50-mMute class period.

Content of the Exercises

Vocabulary. Since our main objective is to better prepare our students
to do academic work, we have ineorporated in our material the development
of a varie4 of language skills and study skills. One of these is the skill of
guessing meani..g from emitext. In every les..on there is a vocabulary exercise
focusing on words we expect students to learn.5 in general, we select a word

3 Words listed in the glossary are v ords students need to look ovei and understand, hut not
nrcvssarily learn. We axlc chnlents to !'itik Over a glossary before coming to lab class, but
we tell them not to study a vocabulary exeriise ahead of time; we want them to actually go
through th experience oi figuring out ote meaning of a word (or phrase) without previous
preparation.

Oul
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on the basis of bow important the word is to the foreign student's understand-
ing of the text. Sometimes it is impossible to introduce all the possible new
words in a text, so we try to select those the student is likely to come across
again in his speaking and listening.

The ultimate goal for all our vocahtdary exercises is not teaching voca-
bulary per se, important though this may ht.; rather, it is to help the student
develop the habit of guessing nwaning from context and to help him build up
his confieknce in making niolligent guessesc In each vocabulary exercise, we
first ask the student to listen to the word and the sentence in which the word
is used. ( Both the word and the sentence appear on the student worksheet.)
Then there is a pause on the tape, allowing time tor the student to read the
three chrices given on the worksheet and circle the correct meaning. We
encourage the student to guess even though he may not be sure. After a group
of six to ten words has ken presented in this way, the correct answers are
give.t on tape. The student gets inunediate reinforcement by repeating the
word and the.. sentence after checking each answer.

,Throughout -the lessons we try to impress upon the student that a word
can sometimes have more than one meaning and that he has to choose the
meaning that best fits the sentence. Sometimes we purposely use other possible
meanings as choices to force the student to select the meaning that is most

npriate. At other times, we use as chokes words that have already been
. in himd in previous lessons, to prevkle reinforcement.

Aural Comprehension. Every unit in inir series of advaneed level tapes
includes at least one. and often two or three, aural comprehension exercises.
These invoke the extraction of specific information from the text. Actually, we
work on aural comprehension skills at two.levels.

The first time our students hear a recorded textat the beginning of a
nnitthey are in a situation similar to that of students in university lecture
d.i.ses. For this reason, we ask them not to read the text ahead of Moe, (We
point mit that when they begin taking academic courses their professors are not
likely to hand out texts and wad the lectures word-for-wordl) We encourage
students to listen, this firstIime, for general understanding, for the main points
even though they may not understand every word the speaker says.

After the students have heard the text and done the vocabulary exercises
and perhans some. other exercises, we present an aural comprehension exercise.
This may involve tnte/false, multiple-choice. completion, or matching items, or
perhaps short-answer or reflective questions. Regardless of the type of items. the
.student is always given a minute or two to look over the exercise before listening
to the text again. As ht. listens, he marks his worksheet. For most exercises, the
answers are givqi immediately after the replay of the text. However, if the
exercise involves matching items or some type. of questions, the teacher may
stop the tape after the replay of the text and give students a little extra time to
complete the exercise. If reflective questions are invoNed, the instructor collects
the works:R.4s. checks the exercise, and returns the papers at the next class
meeting.

1 0
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PronunciaEon and Intonations Ntany emits include a pronunciation exercise
focusing on Wt. primary stress in words. Noth listening and speaking activities
are. nevolved in this type of exercise. The words included in such a drill always
come from tla. :,.st and are eleeted on the' basis of our observation of the
actual needs of Our students.

Hr:it, the student listens as a 'mice on tape gives the correct and iic..orrect
prof initiations fur each word in the exercise. In the beginning lessons of the
seiics, exercises are restricted to S-10 words., later on. up to 15 words per
exercise art: included. A few sample items are listed below:

1. A Assignment B assignment
2 A comultant Ii consUltant
3. A superior B sUperior
4. A compOnents B components
7, A industrialized B indUstrialized

Followin2 along on his worksheet (where each word is typed twice, once with
the stress correctly marked and once with it incorrectly marked), the student
listens ai.d circles the pronunciation which 'he thinks is the correct one. Next,
the answers are given on tape; after each answer, the student is asked to repeat
the eorivet pronunciation. As the. last step in the process, each word is cierrectly
pronounced one more time: while the student listens, he inserts a stress mark
in the. appropriate place (on a new.. unmarked list of the words) and repeats
the e:orrect pronunciation again. While some may feel it is wrong to present
incorrect pronunciatiems, we have found it helps the student learn to recognize
his en ers and to be discriminating.

Another type. of exercise involve's intonation patterns, specifically the intona-
tion patterns of tag questions. Here, too, the focus is first on receptive and Pen
on productive skills. First, the student listens to brief explanations of falling
and vsing intonation, including the purpose and meaning of Ii aud several
examples of each from the text. Second, the student listens to series of state-
ments with tag questions; these are printed on the student worksheet. As each
statement is read twice on tape. the student must decide if he hears rising or
falling intonation and mark the statement on his worksheet with an appropriate
arrowup or down. Third. the answers are given, and each statement is repeated
by the student. Teacher monitoring is ex*erfel.; important at this point in the
exercise. If may a few students are experiencing difficulties (in their identifying
or producing the two intonation patterns), the instructor may suggest they repeat
Eh,. exercise during "open hours" or meet with the instructor after class. If,
however. a majority of the students express difficulty, the instructor may choose
to rewind the master tape and repeat the entire exercise.

Oral Production. The student is led to gradually became familiar with the
ri ythm and the intonation patteefiS of spoken Americannglish through 'three
stages of oral productiim:

( 1 ) In die first few lessons we ask the student to do repetition drills. A
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native speaker reads a selected- paragraph or two of the text, breaking up the
sentences into natural groupings and leaving a long enough pause between word
groups so the student has time ; . repeat. After the student has finished repeat-
ing the entire paragraph, he is asked to rewind his tape and listen to his voice,
comparing his proriunciation and intonation to that of the native speaker.
Playback time is a good time fur the instructor to help individual students and
perhaps discuss specific pronunciation or intonation.proliems on an individual
basis. In order to take advantage of such opportunities, we encourage the lab
teachers to keep a monitoring chart for e&ch student.

(2) The second stage is the reading fluency drill. The student reads along,
pacing the speaker rather than repeating after him. The student is led to ap-
proach this tack step by step. First, we ask tne student to consciously recognize
how a native speaker groups his words (Nether. As the *student listens to the
reading of a passage, he is asked to put down slashes between words whenever
he hears a slight pause. In later lessons a reading fluency .drill also includes
listening to the passage a second time, concentrating on important wordswords
which an. spoken louder and with greater emphasis. The student is asked to
tunderline the important words al he 1:,..'ens. After he has put doivn the slashes
to indicate the grouping of words and underlined the important words which
require emphasis, then he is ready to read along, pacing the speaker and imi-

.tating the speaker's pronunciation and intonation.
(3) The third stage is an oral composition which the student records on

tape. There are three such exercises spaced throughout our 26 units. In each
case the student, is asked to summarize a discussion or comment on a topic he
has just studied in lab class. Ile is encouraged to express his ideas freely, utng
the vocabulary he has just learned. The oral composition does not have to be
very long. The first time, we ask the student to make a one or two-mrnute record-
ing: each suceeeding oral composition is longer. Often, a student will record
two or three versions and then select the best one for the teacher to listen to.
After collecting and listening to all the taped oral compositions, the instructor
sehedides a cepferenee with each eudent so that they can listen to the record-
ing together. talk about error typis (both in phonology and syntax), and discuss

fways for improvement. We re me that these student-teacher conferences are
rather time-consmning. hut s are convinced that they are beneficial to both
student and teacher. The teacher gets to know each student better and. becomes
more aware of individual learning styles, strategies, and problems. The student
benefits fronithe individualized instruction and attention.

DictatImi Another skill we ean help the student develop in the lab is
that of encoding utterances into written symbolswhat is, traditionally known
as -taking dictation.- Cumulative practice of this kind, from short sentences to
longer ones. from simple stiOctures to complex ones, helps the student improve
in the mechanics of writing (spelling, punctuation, capitalization, contraction.
etc. ). And student performance in a dictation exercise may be an -indicator of
overall proficiency or a clue to certain language problems.

1 ad
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We want the dictation exercise to be a learning experience for every stu-
dent. Slow students sometimes get fnestrated and discouraged if they don't have
enough time to write; therefore, we. try to pause long enough between sentences
so that the slow students will not tw discouraged and the fast ones can still feel
some challenge. We generally read each sentence two times; if a sentoece is
significantly longer than what the students are used to, it ;s read three times.
The length of the pause between thea first and second r':lings is determined
by asking a native speaker to write the sentence twice. We have found that if
a native. speaker has enough tin' to write the sentence twice. then the pause
shouhl be long enough for the. foreign student to write the sentence at least
once. During and after the second reading, the student can fill in what he missed
the first time..

Note-Taking and Outlining. Because the majority of our students at the
English Language Center are. learning English in order to pursue a course of
study at "some Amerkan university, we feel that helping them to develop their
note-takMg and outlining skills is a very important goal. We build the two skills
on a base. of information provided by two lectures specifically designed for us
by Dr. Hobert Geist. an MSU facuhy member. In the first lecture, Dr. Ceist
disensses note-taking. makes specific suggestions for taking notes in English.
and introduces the. student tti -some conventional abbreviations. In .the second
lecture. he discusses outliningillustrating all of his remarks with examples from
his previous lecture on note-taking. The Outlining unit includes a handout which
gives !ioth a topic outline and a sentence outline for the lecture on note-taking.

Actii:d skills des elopment begins on a very small scale: students are asked to
hsten to about two minute's of dialogue from the American Country Music tape
and fill in a single. detail aftee each of the six key words on the worksheet, This
is obtiously very easy, and the students are usually quite successful. Each sub-
sequent note-taking exorcise is in sonic way more difficult. Also, as the note-
taking eiercise itself becomes harder, it is also integrated with outlining. For
example. in one. exercise the student take notes by filling in a skeleton outline.
for one major segnwnt of a lecture. As this type of note-taking/outlining exercise
pmgresses.through our series of units, the outline covers more of the lecture or
bee,mtes more complex, or the. student is provided with less infornultion on the
worksheet. The. final exercise is a combinatiem of: note-taking and outlining: the
student listens to an entire lecture. and takes notes in outline form.

Useful Expressions. Included throughout the entire series of tapes are
exercises which introduce the student to idiomatic expressions, multiple-word
verbs. and preposition combinations.

We have developed a special format for the treatment of idioms and
multiple-word verbs. First, the. student listens to a definition of the expression:
second, two or three examples of usage are cited and then repeated by the
studentthe first example always coming from the text; third, the teacher stops
the tape. while students fill in the blanks in a set of sentence's, using the ex-
pressions just studied; then, the teacher begins the tape again, and the students
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hear the correct answers and repeat both the expression and the sentence in
which it is used; fourth, for homework, the student is asked to write sentences
of his own using the expressions.

In exercises which focus On preposition combinations, the student first hears
series of sentence's from the text which contain the preposition combinations

to be studied. These sentences are printed on the student worksheet, hut the
prr sition is omitted in each case. The student must listen to the sentence as
it given on tape and write down the preposition he hears. After all the sen-
t. have been read, the correct answers are given and the student is asked
to repeat each preposition combination.4 After the students have finished this
first part of the preposition exercise, and heard and repeated all the correct
answers, the instructor stops the tape while students fill in the blanks in an-
other set of sentences with appropriate prepositions. As the answers are then
given on tape, the student is asked to repeat the preposition combination and
the completed Scatence.

Conclusions

(1) Responses from both our students and teachers have been very favor-
able and indicate that the format goes a long way toward better meeting the
needs of our university-hound students. We hope to be able to objectively
measure the effectiveness of this material and have some empirical research data
to report in the near future.

(2) The program is most successful when both students and teachers Iv-
ceive adequ;th. orientation. Students must know how to use the machines, what
is meant by various instructions on the tapes, and how and when to use the
printed- materials whi6 accompany the tapes. Teachers must have a working
knowledge of both their master console equipment and that used by students;
they must know what the machines can and cannot do. They must also under-
stand fully the rationale behind the program and the main objectives not only
of the tapes as a whole but also of the cumulative exercises in each skill area.

(3). The teacher-student conferences arc extremely vital. They are an im-
porbMt aspect of our approach to the development and evaluation of oral
production skills. Just as significant, however, is the opportunity for a one-to-one
exchange without the constraints of the language tab setting.

(4 ) Although these tapes constitute a self-containtzd program of instruc-
tion, it has .become increasingly clear that correlation: with other parts of our

Here is an example of what appears on the student worksheet:
I. Before the Civil War, advertising consisted . small paragraphs.
2. Benjamin Franklin emphasiied the rewards derived. . . using a product.

The teacher's script for the ahove e.ample would indicate that the following is recorded on
tape:

I. of
Repeat: consisted of (Pause)

2. from
Repeat: derived from (Pause)

A



102 Teaching and Learning English as a Second Language

total intensive language learning program is both possible and advantageous.
Specifically, we. have found that these materials can be correlated with the
advanced level writing classes. Lab units such as Note-Taking and Outlining lay
the groundwork for further skill development in the writing class; topir.s intro-
duced in lab can be the focus of discussion and written assignments in writing
class; the style., organization and methods of development used in lab texts can
be analyzedand criticizedin writing class. These ate just a few of the pos-
sibilities.

PART H: PRODUCING YOUR OWN LAB MATERIALS

Who

Who is best prepared and equipped to write language lab material's? Who
should test and evaluate theM? Who can most influence their success?

The language lab materials described in Part I represent many, many
hours of writing, revising, rem:ding, editingand much thought and discussion.
Professors, instructors, graduate assistants, and lab technicians contributed
various kinds of expertise. Bui the most crucial element has been the con-
tributions of ESL teacherstheir combined intuition, observations and experi-
ence.. For obvious reasons, those who are not ESL teachers and have not had
previous teaching experience in an ESL language lab setting are at a distinct
disadvantage when it comes to writing lab materials for ESL students.

The writing of new lab materials is a major undertaking in itself. But it
is only the. first step in the development of a workable lab program. The
second step is the initial usi. and evaluation of the materials, for the purpose
of answering questions such as the following: Does the information provided by
the materials meet the needs of the students? Are the exercises appropriate to
the students' level of proficienCy? Are the instructions adequate? Is the tape
recording clear? Is too much r too littleexpected of the student2 of thet
teacher? Are the exercises ,sequ need appropriately? Do the written materials
coincide with the taped materids? Did the typist omit a linea vocabulary
choicean excicise? Did the technician forget to splice out a coughor-forget
to splice in a replay of the text? ..

The answers to these and other such questions may he found by a simulated
"rem-through" of the lesson by the writer and/or editor. Or a classroom teacher
may actually use the materials in a real class and report back to the script
writer. Ideally, however, the ESL teacher who has written the material and an
ESL teacher ,who is in a position to use the material should together try out
itch lesson in an actuai lab class.

The language lab teacher must play an active and very significant role
if the completed materials are to be effective. Too often, ESL teachers, both
the new and the inexperienced, feel that lab class is an "easy" teaching assign-
me t. Such teachers reason that "all you have to do is turn on the tapejust
presk a few buttonsyou don't even have to draw up a lesson plan-p-everything
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is done for you While it may be true that the language lab lesson is carefully
planned and wr:tten ahead of time, the lab teacher must be as familiar with
the teacher's script as if he had written it himself; he must know when and
where to stop the tape; he must judge the extent to which he can alter or adapt
the lesmatand whether or not. depending on the situation, this will help or
confuse his studeots. he must devehy efficient and effective ways of eliciting
student feedback during the limited times when the tape is stopped; he must
make quick decisions as questions are askedshould he answer individually or
tune in the whole class; he must develop a sensitivity ,which passes beyond the
glass wall that separates him from his students and the earphmes and switches

-which connect them; he must develop excellent monitoring skills and keep
accurate records of each student's progress. He must fully realize that one of the
most important lines in the teacher's script is the one which reads. "Stop tape.
Check ilerfonnance and answer questions." Above all, he.. must remember that
henot the tape or the tape-recorderis the teacher.

What

Although we have every confidence in the rationale on which our advanced
level lab program is premised. and although we strongly feel- that the format
of our lab lessons is,unique, we still realize that our particular materials may
not be appropriate for all types of ESL students and protgrams. However, we
do feel that both the rationale and the format may be adapted according to
particular needs and at various levels of ESL instruction.

There are numerous possibilities for adaptation. Here are just two sugges-
tions. ( ) ilhose interested in developing ESP (English for Special Purposes)
or EAP ( English for Academic Purposes) lab materials might select appropriate
base infonnation ( lectures, readings. etc.) and then use the exercise formats we
have described to develop particular skills within the focus of the ESP or EAP

, area. (2) Those in need of lab materials for other levels of ESL instruction might
adapt the format amordingly. For example, the staff at our English Langtiage
Center hopes ,to be able in the near future to begin work on a set of lab tapes
for our Mtermediate level students. Lesson and exercise formats will be similar
to those for our advanced level 'materials, hut instead of basing the materials
on speeches, dialogue's, and lectures. we will base the intermediate materials
on a book of readings for intermediate ESL students.

How

Time and space do not allow us to relate in depth the procedural do's and
don't's we. have followed in developing our Own lab program or the changes

( would make in these procedure's given the luxury of hind-sight. However.
et e will attempt a few suggestions:

( I Man ahead. You should have in mind, from the beginning, an overall
plan as to the purposes, limits, scope, length, sequencing, etc. of the materials
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yeal are boilding. As you plan, keep in mind the facihties and manpower with
which Wit lime to work. As soon as possible, establish basie lesson and exercise
formats. In tact, it may provt helphd to set up a typing guidenot only for the
typist, but for eseryorie involved in script writing.

(2) Be piepared to re Asc.. Even with expert planning. revisimi is inevitable;
there are bound to be some problems and situations you vouldn't have antici-
pated. But revise with care and caution. Don't make revisions on an isolated
basis. It's better to take the titne to make one major rmision that will hold up
Owe to make:several quick and expedient revisions that don't address the basic,
overall problem.

(3) Keep tip-to-date records of what you have and have not-done. For
example.: a) Use a whmr-coded card file system to keep track of all vocabulary

idieaus. multiple-word verbs. preposition combinations, primunciation
items. etc. treated iii the exercises. (You might also include glossary items and
vocabular% dunces or distractors.) (b) Keep a file folder for each unit or lesson.
hichuh. copies of all drafts: when revisions are made, note themand the
reasons for making them and the date the changes were actually made. (You
might want tem draw op and duplicate a routing chait or check-list to accompany
each folder.)

(4) Share ideas at every stage. You need feedback from everyone: teachers,
students, technicians. recording artists, typists. Here are some specific proce-
duies we found helphd: k a) Consult several references when writing definitions
for voCabulary iteuees. nmitiple-word verbs, and idiomatic expressions. We regu-
larly consulted the dictionaries and handbooks listed among the references at
the end of this article We found that the Oxford Dictionary consiste:utly gave

.simimler, more concrete definitions. but care most be taken to distinguish dif-
ferenees in Aalieric,m and British usage. (b) Consult at least one other teacher
and or script w titer before: -you finalize rough draft or a revision. (c) When
tajws :teal printed materialS for a p euhir unit are ready for a trial run,
actually use them in a real class. Ask he teacher for comments. Better still, sit
in on the class worsen. and make How. of student and teacher reactions, tech-
nical problems. mistakes. misunderstanding or nnsinterpretati6n of instructions.
perform:nice levels. pauses that are too long or too short. etc. (d) Even when
the materials are in "final': form, continue to provide channels for feedback.
We bae tunnel it helpful to attach blank note paper to the inside of the file
fillet( rs in which our master teacher's scripts are stored in the lab: thus. teachers
can easily %%lite imutes abemit problems, mistakes. etc. which they encounter as
they use the tapes.

t liemose recordilig artils with care. While it is hoped that the speeches..
dialogues, awl lectures will provide a sampling of Americ..n dialects and speak-
ing styles, the language esecises themsekes should be recorded by native
speakers whose voices are pleasing and clear on tirpe. (Sometimes an audition
is !leveled ) We prefer to record each lesson with two cmitrasting voices, one
male and one female. NI) that no one %like dmninates the entire tape. so that
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voicaN &aft "wear our before the end of a recording session, so that the tape.
dews not Lawlor numotonons to the students, and so that we. can signal changes

cxereist's ot* parts of ewrcises with a change in voice. We _have also found
that it is extremely helpful to hate a third person present at each recording
session to direct the recordingsomeone to make sure the script is followed.
to make on-the-spot decisions regarding changes, to record such changes in
writing on a master script, to evaluate volume level and voice quality, to judge
the lengths of pauses.

(6) Enlist the help of lab technicians svho -have the patience and the
technological ability to do the recording and editing. Good .technicians can
save. you'inally hours of extra work.

(7) Be prepared to edit. First of all, technical flaws and human mistakes
are inevitableaud glaring cm tape.: they cannot be overlooked. Second, tuning
can he crucial. Pauses which are either too long or too short can bore or frustrate
students. Also, an exi.rcise which on estimated to be 4'3(r but actually took
914' to record is probably going to throw off the. timing of the entire lesson;
you'll have to shorten the exercise or adjust or omit some other exercise.

(S ) Be aware that developMg lab materials requires creativity, tedious
attention t) details, and a sizeable investment of time, energy, and patience.
But the experience will be. rewarding and the team work can be fun. As Wilga
Rivers has pointed out, "The uses to which the laboratory can he put dt advanced
levels are limited only by the imagination, resourcefulness, and enthusiasm of
the teacher- ( 1968, p. 339).
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The Miscue-ESL Project

Pat Rig%

ttate University of New York at Albany

This is a preliminary report of some of the results aud implications of a study
which analyzed the oral reading miscues of four groups of ESL speakers:
Arabic. Navajo, Samoan, and Spanish. Results to date suggest 1) there maybe universals in the reading process itself; and 2) one's first language does
not determine one's reading proficiency in ESL. The 2nd, 4th, and 6th
graders whose reading was analyzed were able to read two complete, difficult,
unfamiliar stiiries each, and afterwards to discuss those stork's. Several factors
seem to affect the varying proficiency with which they read and talked about
the stories: the ESL proficiency of the readers and the syntactic and semanticdifficulty of the text appear to be the primary determiners of the subjects' 1comprehension of the materials.

The Miscue-ESL Project was a lengthy, in-depth study of the ESL reading
of four language groups, 'The project began in 1973 at the Reading Miscue Re-
search Center, Wayne State University, under the direction of rennith S. Good-Man; this paper is a preliminary report of some of the major findings.' The
Mimic-ESL Project was ptompted by the results of an mile- study (Goodman
and Burke. 1973) in which the miscues of children from Nj, 4th, eth, 8th, and
10th grades were analyzed.

One of the major points of that report was that the reading process was
the same for all subjects, regardless of race, age, or reading proficiency. That
is, all the subjects clearly tla cc Laing systems-graphophonic: syntactic,
semanticand dearly followed the basic process of sampling from these systems,
predicting, and confirming. There was wide discrepancy amoug individuals as
to how effectively and how efficiently this process was carried out, but the
process itself did not Aliffer from, individual to individual. The resujt prompted
the questitm, "Are there universals in the reading process?"

As a first step, the question was restricted to English, and ,rephrased as
"Are there universals in the reading process when the reading is in English?"
Four groups of subjects, children in 2nd, 4th, and fiith grades whose first lan-
guages were not English. were selected. These groups spoke: respectively, Arab. ,
Navajo, Samoan, and Spanish as their first language. The Arabic speakers Were
recent immigrants, primarily from Lebanon,, to an urban suburb of Detroit.
The area in which many of the Arab immigrants live is under the shadow (and
the smoke) of one of the world's largest industrial plants. About half of the
The final report will he aVailable early in 1078 from Dr. Goodman at the University ofArizona, Tucson, Arirona.
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children at the school from which our subjects were drawn spoke Arabic, accord-
ing to the school principal. At the time the data were collected, only one teachet
spoke Arabic; he taught a small ESL class. Many of the stores and restaul ants
in the 'area offer Arabic specialities, and many of the -signs outside and within
these places are written in Arabic. This area is somewhat bilingual in ihe sense
that two languages are used Zay many of the residents daily.,

The Navajo-speaking subjects were residents of a boarding school run by
.the Bureau of Indian Affairs in the Arizona desert. None of the teachers' spoke
Navajo, although some of the teacher-aides did. The school was physically
isolated froth both Navajo-and English-speaking communities. There was no
bilingual program, and the only ESL program was a cursory one in 1st grade.
'The children were members of two mono-lingual 'communitiesNavajo in the
summer, English in the school year.

The Samoan-speaking subjects were recent immigrants from American
Samoa to an urban, polyglot communityHonolulu, Hawaii. They were acquir-
ing a dialect .of ESI:, Hawaiian-Creole, where the data were collected. They
livedNin a housing project close to their school; the school had no bilingual
program and a very small ESL program.

The Spanish-speakert were born in the small ranching community (popula-
tion about 2,000) in east Texas where the data were collected. About a third
of the school and the community are native Spanish-speakers. 'Mere are a
few Spanish signs on grocery items, menus, and store windows. The commuaity
is partly bilingual in the sense that two languages are commonly used by many
of the people, though with varying degrees of fluency. The school these subjects
attended had no ESL classes, and 'at the time of data collection, the schOol
was just beginning a .bilingual program in the first grade. None-cf the subjects
in this study bad had a bilingual program; few had had formal ESL training.

With the exception of some-older Arabic-speakers, who had attended school
in their native land, and were literate in their language, all of the subjects in
this study had received all reading instruction in English. English was the. sole
medium of instruction in all the selected schorils.

The four groups were chosen for their diversity. They were ail ESL-
speakers. but they were dras%n from urban and rural communities, bilingual
and monolingual communities, native American and immigrant groups, Indo-
European anti non-lndo-European language bacl:grounds, from groups Who
had a long history of written literate and those who had none. If the study
showed that the reading process was basically.the same for each group, despite
these wide differences, then the suggestion that there are universals in reading,
lit least in English, would he supported.

Ten "students from each grade, 2nd, 4th, and fith from each group were
chosen, but 'not through statistical sampling. At each school, teachers were
asked to choose the "most average" readers from their Classes, that is, the
students they considered. the most average for their class in that school. It
became apparent immediately that the teachers were selecting their best readers;
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and so the instructknts to the teachers were changed. They were asked to list
their telt best readers amt their ten worst readers; ten subjects were then drawn
fram those not listed in either group. Each subject read two stories, one on
one cLy, the sectmd a day or two later. (A list of stories each group read is
included as Appendix A. The students were instrueted to read the story with-
out any assistance. arid when they hid finished the story, to tell the researcher
everything they could reowniber about the story. The reading, done orally,
and the retelling were both tape-recorded. All data weft colket,.-d by researchers
trained by Dr_ Goodtnan at the Reading Miscue Research t 'enter, and all data
were sent there for analysis. Four subjects from each sub-group of ten were
selected for analysis, primarily on the basis of the clarity of the tape-recording,
to a lesser extent on the basis of other factors, such as gender or further in-
fonnaticm about the sobject. For rxample, one subject who could not be usd
had liven ataracterized by his teacher as a recent immigraot from Lebanon
who spoke Arabic at home. but actually the boy had been born in Modesto.
California..of a Brazilian mother and Lebanese father, and they spoke Portugese
at linme.

The reading and retelling of these 48 children, on two stories each, was
analyzed using the Coodman Taxonomy. The Taxonomy is deseribee and ex-
pLined in detail in Allen and Watson's Findings of Research in Miscue Analysis
(1976) and will not be explained ,t length l,ere. Basically, the Taxonomy asks
fifteen questions of each deviation front the text, each wiscue. The answers to
these questions are coded in Fortran, and then subjected to various computer
programs.

think the most important thing this study showi is that these children
are better readers than they are usually given credit for. First, they are gen-
erally accurate readers: on an average they made miscues on less than 20% of
the text, reading the other ROI just as it was printed. The- measure of quantity
of miscues that the Goodman Taxonomy uses is Miscues Per Hunched Words
(Mrinv). Mrim is arrived .at by taking the number of different deviatioas
from the text, dividing by the number of words in the text, and multiplying by
100. Identical repeated miscues, such as the repeated substitution of Kecko for
Kcoki are mooted as one miscue: The range of MPIIW for the ESL subjects

. was seven to twenty, their mean MPITW was about ten. The average, then, of
what was read accurately. was 9m, for all three grades. all four groups.

Second. when the children do deviate from the text, they often produce
miscues which make senw in that text. They substitute names, for example,
calling Topa the shark Tabu, calling Mr. Barnaby Itfr. Barnberry. Sometimes
they read contractions as two words, saying lam for I'm. The Goodman Taxon-
omy codes these sorts of miscues, i.e. miscues which make sense in the text,
as semantically acceptable. Table I shows the means and ranges of percent of
non-dialect miscues that were coded semantically acceptable kr each' group:
this includes all three grades and both stories.

Clearly there is a great deal more variation within each group than between

lid
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TABLE 1

Percent of Semantically Acceptable Miscues by Groups.

Group Mean flange
Arabic 36% .. 114%-53%
'Navajo 41% 20%-48%
Samoan 38% , 1.6%-66I
Spa-ish 41% 16/-09i

groups, but the means suggest that, generally, at least a thinl of the miscues,
before eorrection, make sense.

Third, whee their miscues do not make sense, these children often regress
and try again. When a child regresses and succeeds in producing the text
item(s) accurately, the Goodman Taxonomy codes regression as correction.
The measure of quality used by the Taxonomy is a percentage of the miscues
which were semantically acceptablo or were corrected. This figure is called
the Comprehending Score. The next two examples would both he included in
this score. The first is semantically acce.:4able:

Reader: Henry did not have a pet.
Text: Henry didn't have a pet.

Therxt example is semantically unacceptable, but is corrected, so it too
would br included in the comprehending score:

Ty didn'tTdkiii't not
ex Henr have a pet. (Scott-Foresman. 1971.

Rennie Choice, p..1)
The mean Comprehending Scoies for all grades on both stories are: Spanish
ON, Navajo-51S, Arabic-49%, and Samoan-47%. On the average, then, about
hatf of these children's miscues either made sense or were corrected. Again.
differences between individuals within groups were greater than differences be-
tween groups.

The fourth indicator of these ESL-speakers' ability to read unfamiliar and
difficult text is their percentage of syntactically acceptable miscues. The average
for'each group is 55% or higher, and this is before correction. The range within
groups and within grades is high-30% to 68% for Navajo second graders, for
example: tills is another indication of the greater variation within groups than
between them.

The early results of this study, then, do not distinguish any one of the
language groups involved as being better or worse readers of ESL. These results
do show that on the average, these ESL-speakers read accurately; they produce
meaningful miscues; they can correct when their miscues lose meaning; they
are handling English syntax. The ESL-speakers in this study do not differ
greatly from the native English speakers in the Detroit study (Goodman and
Burke, 1973) in any of these aspects, except that their Comprehending Scores
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tend to be shghtly lower. The member and types of non-dialect miscues the
ESL-readers make are much more similar to those made by subjects in the
Detroit study than they are different. To the question, "Are :here universals in
the glinting process when the language is English: we can say. "It looks jike
there are." The focus of this paper, however, is not on what this study tells
us about the reading process. but on what it tells us about the reading of
ESL-speakers.

All the children made miscues which were obviously due to the fact that
Standard English was not their first language or dialect. These miscues were
phonological. grammatkal, and lexical. The phonological miscues were not
coded. That is. the pronuiwiation of teacher as teasher by a Spanish-speaker
was noted on the transcript of the story, but was not analyzed. There are two
reasmis for this. First. control over the phonological system of English gen-
erally scents to follow control over the syntactic system, for both native and
ESL-speakers. so that, although we expected the 8th grade Arabic speakers,
for example, to read this sentence in the passive, we didn't expect them to
distinguish /p, from /b/.

Reader: At last the cartwt was finished.
Teo: At last the carpet was finished. (Famedals's Carnet, p. 12)

Secemd. coding phonological deviations from an idealized Standard English
pnmunciation would not have told us anything about their actual reading.
llow much can one learn about a person's reading by noting how he pronounces
tomato or rodeo?

Graammtieal and lexical miscues caused by inglish being their second
language were coded in the category called dialect. AH dialect miscues are
elided as grammatically ond semantically acceptable, because the-Taxonomy de-
fines "aeceurability' as acceptable within the reader's dialect. Most of the gram-
matical dialect miscues these children made are just what ESL teachers would
expect: inflectional suffixes such as past tense -ed, plural -s, possessive -'s were
not pronounced. A few of the children indicated that they had been instructed
to "sound out the endings." because they prodneed supereorrect dialect mis-
cues: Awarded, stampeded, lookeded. Since some children produced More
dialect miscues than others. and-since we wanted to code an ecinal nuMber of
miscues for each 'subject. the dialect miscues were not counted in arriving at
the total of the first fifty miscues. That is, each child had his/her first fifty non-
dialect miscues coded; with dialect miscues included, one child had 52 total
miscues coded, another 64..

The member of dialect misCiles (ESL-miscues) varied widely from child
to' child. The Spanish-speaking group had a slight tendency to prexhice fewer
dialect miscues than the other three: the average number of their dialect miscues
per hundred words was One, the other groups' averages ranged from one and a
half to two. These differences between groups are not significant. The types of
ESL-miscue.% were similar for each subject and for each group: the large

1. t
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majority of these miscues (about SO%) w4e the substitution of a null-form for
an inflectional suffix; some were the substitution of the base form of .a verb
for an irregular past or participle.

Taking means across grades and across stories lumps together ages and
stories, and perhaps obliterates important differences. A dearer comparison can
be made by looking at one grade reading the same story. All the 4th graders
read "Freddie Miller, Scientist". Table 2 lists three measures of quantity
quality for this grade on this story.

TABLE 2

Sfeasures of Qualify and Quantity of Miscues on
"Freddie Mi Ber".

Comprehending
Group SWIM' Score ItesM1111W

.._... _
Spanish 7.3 587 2.4ts

' Arabi:. 10.6 52% 4.7
Samoan 12.2 44% 5.78
Navajo 18.9 40% 9.08_

The Comprehending Score, the Taxonomy's measure of quality, does not indicate
quantity of miscues, as MPHW does. A measure that combines quality and
quantity is the Residual Miscues Per Hundred Words (ResMPHW); this is the
numher of semantically unacceptable miscues which were not corrected per
hundred scores. ft is inversely related to the Comprehending Score. An ideal
Comprehending Score is !OK an ideal ResMPHW is 0.0. What could account
for the very wide differences between the Spanish and Navajo readers on this
story? The Spimish-speakers do not have much higher percentages of syntactic
or semantic acceptability, indicating that their miscues are not better quality
than those of the Navajos: that is. both groups are making the same types .of
miscues.

TABLE 3

Sloan. and Ranges (4 Ss ntactic and Semantic Acceptability.

Nasaio ,Spanisli_

WWI %lag:it:tic 3(11.0. 581 57%
range i11-721 497.677'
mean semantic. accept 357 35%
twice 227-427 287-397

A comparison of their correction perceatages strongly suggests that at least
part of the answer lies in their ability and willingness to regress and correct.
The Navaios eorrected otAly 71", of their miscues, and only 21 of the semantically
unacceptable miscues were cerrected; the Spanish-speakers corrected 307 of
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their miscues. Moreover, the Navajo 4th graders successfully corrected only 6%
of their partial attempts, the Spanish 4th graders 25% of theirs. A partial attempt
is less than a full word; the correction of a partial suggests that the reader has
recogoized that s/he was miscuing and was able to correct that miscue before
it was completed.

Reader: Poor Free.
Text: Pour Freddie was in trouble again.

The much higher percentage of correction by the Spanish-spfakers, of both
full anti partial miscues, together with the much lower number of MPHW
made by the Spanish-speakers accounts for the large difference between their
ResMPHW and the Navajos'. The Navajos miscued on almost one word in
every five; the Texans made less than one-half that many MPHW. Of the
Navajos' miscues, almost one in every ten words lost meaning and was not
,corrected. This is much higher than the Spanish-speakers' miscues; the number
of uncorrected, semantically unacceptable miscues for them was a little over
one in every 50 words. That is, although both groups made the same type of
miscues. the Navajos made many more, and corrected many less than the
Spanish-speakers.

These figures. MPHW, correction percentages, and so on, do not identify
the underlying causes of the disparity between these two groups. These under-
lying reasons perhaps have something to do with the story itself; perhaps with
the general ESL proficiency of the readers, 1.. hail% with the status and general
use (or non-use) of the students" first langu,,-,. in t! ir schools and communities.

"Freddie Miller, Scientist" is about . ..dy who continually gets
into trouble because of his mechanical anu nemicaf experiments, but who
finally makes his family proud of him b using his "scientific" latowledge to
make a flashlight for his little sister, who is locked in a dark eoset. It seems
to me that the Navajo children at the boarding school are less hkely than the
Texas ranch children to be familiar with the idea of a boy having a chemistry
set, his own workbench in the cellar, or his using a kitchen stepladder to drop
a flashlight through a transom into a closet. Do hogans have transoms or kitchen
stepladders or cellars or chemistry sets? Does the boarding school? I suggest
that, for Navajo reservation children who have been at boarding school for four
years and have not lived in town, reading this story about a "typical" American
family from an old standard basal text is in many ways like our reading
Chaucer's "Prioress's Tale." What the people in the story say and do, their
whole way of life, is foreign. This foreignesi makes it very hard to predict
what will happen in the next paragraph or page. Prediction is also hindered in
some spots by the syntax. This passage, for example, occurs when Freddie's
sister is stuck in the hall closet and Freddie is in the cellar.

.. he heard his sister's voice
"Freddie? Freddie?"
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-Where are your her shouted.
la the hall closet!" came Elizabeth's tearful reply.

His sister's cries grew louder. "Don't leave inn alone.
Wit' dark in here."

The syntax of "came Elizabeth's tearful reply" forces readers to miscue.
One predicts that "in the hall closet" will be followed by a dialog carrier like
"sitid or ".. . said," but there is no real dialog carrier in this sentence.
Instead we have a dlause with inverted order (verb-subject); the verb is an
intransitive one: the heavily modified subject (reply) is not even an animate
noun, 'much less a person's name. In addition, "tearful" usually modifies animate
nouns; here it is metaphorically used to modify "reply:: It's easy to see why so
many readers, native English speakers as well as ESL-speakers, produce: "In the
hall closet," s-, came Elizabeth (pause) tearfully replied."

"His siter's cries grew. louder" is another stumbling block for most readers.
It too is in the position of a clialog carrier, but IS not one. One predicts, "His
sister said" or 'His sister cried" or even "His sister cries," and the grapholihonic
information certainly supports the last two predictions. Some readers produce
"His sister cried louder:" others make a. couple of attempts and then seem to
give up: "His sister cried, cries, sister cried lo-, grew louder." One must be a
very proficierl speaker "of F.SL indeed to get to deep structnre successfully
through such syntictic mazes.

In addition to the unpredictability of the general setting and plot and of
some syntatty structures, there.is the unpredictability of lexical items. When
reading teaXers say a child "knows" a word, they usually mean either, the child
undersjimas the concept behind the word, or the child says the word accurately
when s/he sees it, or both. But in "Freddie Miller," as in most stories, one word
may have more than one meaning. The word allowance, for 'example, occurs
three times in "Freddie." Mrs. Miller tells Freddie, "I want you to save half your
allowance:" three lines later the narrator says, "After the cut in his allowance,
Freddie's chemistry experiments narrowed to those safely outlined in a library
book." (There's another syntactic maze.) And on the last page of the story, Mrs.
Miller tells her husband. "We must make some allowance for experiments that"
do not turn out so well." I wonder how many of the Navajo 4th graders know
the concept of allowance as weekly pocket money; I wonder if any know what
make ailowance for" means. It's true that lexical items are generally unpre-

dictable, but when this unpredictability is accompanied by the-reader's inability
to translate the item into soniething meaningful, then the reader's prediction
will be a very tentative guess, and s/he cannot test to confirm that guess. If
readers don't know the meanings a word has in different contexts and if they
don't get enough context to enable them to deduce the meanings, they cannot
test by asking, "Does that make sense?" The readers are then forced to reply
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On very surface information. or graphophome information, which slows down
the reading and makes prediction even harder.

lu order to lead with any proficiency, enw must he able to predict, to make
a reasonable guess as to what's e:oining next. The basis for prediction is partly
'what's, in the text, but much mon. what's'in the head of the reader, what s/he
knows about the language and the world that the author,is presenting. When
the reader knows little abmit the world being presented, and when the author's
language differs greatly from the reader's, the reader is going to have a 'difficult
time and probably will make many miscues, and he unable to correct them.
The reader cannot correct unless s/he recognizes that a. miscue doesn't make
sense; if nothing s..he's reading makes sense. there's no way of knowing which
oral, responses to the text are OK, and which area. While the world of
Freddie Miller" is not the world of east Texas Spanish-speaking ranch children,

it is even less, I 'think, the world of reservation-boarding school Navajos. The
language of "Freddie", although admittedly difficult in spots for any reader, is
generally closer tp the English controlled by the Spanish-speakers than to the
English of the Navajos. Evidence for this conies mostly F n the retellings: the
Texas 4th graders volunteered lengthy paragraphs wi ni asked to tell every-
thing they could remember about the story; the Arizona 4th grade.4 volunteered
Ont' or two sentencei, sometimes only one or two words.

The Spanfsh-speakers were told before reading that they would retell the
story in Spanish and in English; the Navdjos only in English. What effect might
this open aceeptanee of Spankh have had on the student's willingness to talk?
The Spanish-speakers, like the Arabic speakers. live in a community where
ina4 of the people they know use two languages daily; the Navajo-speakers
come from. homes where Navajo is used almost exclusively, and live in a school
where all the teachers, all Anglos, speak English exclusively. These differences
in the use of two language's indicate two different attitudes towards the cliff-
dren's language, their culture, and themselves. What effect dees this have on
the children? On their reading? This study cannot answer those questions, be-,
cause it did not investigate them. I hope others will.

What this study does answer, or at least begins to answer, are these ques-
thaw: Can ESL readers, many of whom have not really mastered English yet,
read with comprehension? Yes. Is ESL reading proficiency determined by one's
first language? No. Are some aspects of the reading process nniversal? Tenta-
tively. yes.

The Miscue-ESL project has implications for both research and teaching.
More research into the reading process and into seemd language involvement
in the reading process is called for. The results of this study snggest that there
are universals in reading English; are there universals in reading any language?
Sarah Lopez's research 1977 ) with Spanish-speaking subjects reading in Span-
ish suggested that the reading process in Spanish does not differ from the pro-
eess in English. Studies need to be carried out in languages which do not use
the Roman alphabet. such as Arabic, and in non-alphabetic writing systems,

12
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such as. Chinese. *Studies ((reusing on second language effect on reading, similar
to Ow Miscue-ESL project. need to be carried ottf*on different language pop-
ulations.. This research was a descriptive, in-depth study; others using statistical
sampling tedmiques need to be dune, for, although the results of this study
suggest interesting insights, the results ealmot be generalized. Withr growing'
interest in bilingual education and increasing fundings. bilingual educators and
researchers could analyze the first- and second-language reading of a sample
of students in a school committed to a bilingual program, and compare that to
the first- and secimd-languago reading of a sample in a school which has no
bilingimi program.

One of the major implications this study has*for instruction is not in the
results, it seems to Me, but in the collection of data. One hundred twenty chil-
dren were asked to read two complete stOries each without any help and to
talk about what.they had read, and *they did. A hundred and twenty children,
2nd, 4th, and 6th graders. from wide!), different language groups and cultural
groupsevery one of them read two complete, unfamiliar stories without help,
and read them well enough to be able to talk about them. EVen the poorest
reader, one whose retelling score was very low and whose uncorreeted miscues
often destroyed both meaning and syntax, was able to finish his stories and to
relate the major events. A few of the children said that this was the first time
in their lives they had ever read a story all the way through at one sitting;

_they'd never been allowed to before, because someonetwas right there, stopping
their reading whenever they hesitated or deviated from the text. The implication
is dear, I think: our ESL students can read if well first let them. I remember
the reaction I got from a TEk)1.., Workshop wh...1 ' rwed the first page of a
story as it was react by one of the Arahic-speaking Arbjects in this study: the
Workshop participants were almost unanimous in condemning the story as too
hard, and they were aghast when I told them I had allowed the student to
finish the story. all fourteen pages. Most of them, they said, would have taken
away the hard story and replaced it with something easier. Rut the student did
read the whole story, arid her retelling was excellt nt (Rigg, 1977). We do our
students no service when we interrupt their reading in order to correct them.
We are not helping them become good readers by treating reading as an exact
process requiring three peopleauthor, reader, and teacher. It is easy to confuse
reading th reading instruction, hut the two are separate processes and should
be treated so. Reading is what the student does alone, with the text. Reading
instruction is what the teacher does with the students to help them when they
read. Many teachers feel they aren't earning their pay if they're not talking, but
actualh. it's harder work to remain silent when a student hesitates or makes
an error than it is to jump in and read it for him. Allowing the reader to read
without interfering strongly implies that s/he can read, and that the teacher
recognizes that. It also lets the reader develop and use the strategies of predic-
tion, confirmation., and correction, strategies which can be developed only
through reading. In this respect, reading is like riding a bicycle; no amount of
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fonnal instruction can teach one as much as does that first wavering solo down
the driveway.

A sevond aspect of the data collection that can be used in the classrooni
is the. retelling. The studelits in this study were told before they began reading
that they were expected to relate everything they could about the story after
they had finished reading it. This instruction established comprehension as the
purpose oi the. reading. It was tantamount to saying, "You'll have to think about
what yon're reading, because you'll be explaining it to me." The reader who
knows seille will retell must strive to understand the material well enough so
it can be. integrated into a coherent whole for presentation later. Just pronouncing
the words won't do. Instruetors who believe that good reading is a .maivelous
public performative, with every word pronounced exactly right, and with "beau-
tiful espn.ssion.- will want to train the students to he good performers, but
instructors who think good reading is Comprehension of the material will want
to train for vomprehension, not for performance. The twocomprehension ancj
performanceare not automatically and mutually exclusive, hut emphasizing
perfect performance can reduce comprehension. "When you finish reading that
to yourself, tell someone what you read." That is the kind of instruction that
trains fnr comprehension.

Few. if any, teachers have time to listen to every student retell everything
they read, but, of course, the retelling thiesn't have to he to the teacher; it can
be to a classmate. Students who have read the same story can share and compare
their interpretations, those who have read different material can recommend
what they have enjoyed.

A third implication from the Miscue-ESL project for teachers is that they
can use oral reading as a window on the reading process. Teachers can get a

iew of their students' strategies by listening to their students read unfamiliar
texts ;md hy asking themselves, "Do the student's miscues make sense in this
sten- Do the sentences sound like his/her English? Does the student self-
correct ever% thing', even those miscues whieb retain meaning?" I don't mean the
teacher should call up a reading group and have each one read a sentence or
two aloud. that doesn't tell the teacher very much and it's often horribly em-
kirrassing for the students. I mon that once every week or two the teacher can
sit quietly with a student for 10 minute's while s/he reads aloud (without help,
remember ). If the teacher can tape-record the reading and analyze each miscue
later, perhaps using Y. (oodman and C. Iturke's Reading Miscue Inventory
( 1972). so much the butti.r, But even without equipment or extra time, it is
possible to get a rough measure of the student's reading by minting all the
sentences s read, and noting what percent made sense as the student read
them. Y. Coodman. personal communication).

Finally. 1 want to point out a bask. strength of this studyits assumption
that reading is a language-based process of communication. This research did
not ask for recognition of isolated words, nor for "perfect pronunciation" (what-
ever that is) of letter conibMations; It did lint deal with hypothetkal subjects
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or with contrived sentences demonstrating syllogistic reasoning. The Miscue-ESL
project studied real children reading real stories. The methods of collecting and
of analyiing the data did not focus on exactness or on sets of skills, but on '
communication and on .comprehension. A vital assumption underlying this re-
search is that reading should make sense. The implication for teachers and for
researchers is clear.
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APPENDIX A

Author
Publication

Details Book Story

Emmet A. Betts N.Y.: American Around Green Hilts The Big Surprise
C.M. Welch Book Co.. 1963

t'p the Street and
Down

by M. Cartier 36-40

Two New Hats
by E. McWebb 134-38

Beyond Treasure
Valley

Kitten Jones
by R.C. Flowhead 60-66

Adventures Here &
There

Freddie Miller. Scientist
by Betts and Welch

( Book V-3) 61-68

Adventures Herr &
There

My Brother is a Genius
by W.D. Hayes 246-56

(Book VI)

Ira E. Aaron.
et al.

Clenviem... 11:
Sent t-Foreman,
1971

Henry's Choice Henry's Choice 16 p.

Albert J. Harris, N.Y.: Macmillan, The Magic Word Royal Race
Sr., et al. 1966 (Book IV) by R. Eskrklge 356-67

Helen M. Robinson. Clenview. 11: Open Highways Chost of the Lagoon
et al. Seott-Foman.m.

gfi7
(Bonk VII) by A. Sperry 395-413

110.ton: I lottgliton-
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Lessons Learned from Reading a Vietnamese Text:
The Importance ofPre-texts in Second

Language Reading

John C. Schafer'

Reading and Learning Skills Center
University of Michigan

Until recently most linguists in the U.S. studied sentence's isolated from texts
and most literary critics (especially New (ritics) imalyzect texts without
attempting tn explant what properties thir% particular text being analyzed
shared with other texts in the sante genre, or with all other texts belonging
to the Anglo-American tradition. The popularity of sentence-based linguistics
has made it aiffieult for ESL reading teachers to acknowledge that, in orderto read, one must know more than vocabulary and syntax; the popularity of
the New Critics' model of text analysis has made it difficult for them to per-
ceive the value of making studentc aware not only of a text's internal relations
beit also its external relatiemx to other texts in the culture. A new model for
the analysis of texts whid) emphasizes extvrnal as well as internal relations
is briefly described. One axpect of this model, the emphasis on the relation ofa text to pre-texts, is illustrated by an .malysis of a Vietnamese text. The
paper concludes with a discussion of the important pre-texts in American
culture and with the soggesthni that ESL teachers expose their students to
these pre-texts so they can develop the text competence necessary for reading.

The disciplines of rhetorical. literary, and linguistic analysis are becoming
more and more to look like one discipline. Though they remain, at least in
America, administratively conipartmentahied (or departmentalizedin Speech.
English. and Linguistics), rlwtoricians, literary critics, and linguists are now
aft engaged in the same activity: the analysis of texts. The time seems right
far a multidisciplinary approach to text analysis that would draw on the work
that has been done in different disciplines. Siich an approach might impress
researchers with the advantages of cooperation. Since Professor Alton Becker
of the University of Michigan has worked out an approach to text analysis that
Is truly multidisciplinary and that ax ()ids, I think, many of the problems of
other more compartmentalized approaches, I would like to outline his approach
very briefly and illustrate One of its four main emphases, its emphasis on pre-
texts. by commenting on a Vietnamese text. The case to be argued here is
that a knowledge of pre-texts is a cruoial part of the text competence of a pa-__

I would like to thank Professor Alton Becker, Department of IAnguistics, UniversAy of Mohi-can:hose ideas form the basis of the approach taken here, and Professor Joyce Zuck, English
age institute. liakemity of Michigan, who made many constructive suggestions.
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tive speaker. Without this knowledge one can not read as Frank Smith (1971)
and Kenneth Goodman (1973) say a fluent reader reads, i.e., by making pre-.
dietions that are later verified or modified.

But %first some problems of definition. Discourseilanalysis and text analysis
have been used more or less interchangeably to refer to attempts to identify
and describe the structure of units of verbal behavior larger than the sentence.
Discourse analysis has been the more conunoa term in English.speaking coun-
tries while text analysis has been used on the continent of Europe to refer to
the same activity. Although recognizing that discourse analysis and text analy-
sis have often been used interchangeably, Sandulescu points out that discourse
analysis usually refers to "data-centered" approaches to the study of spoken
language while text analysis commonly refers to "model-oriented" approacheS
to the study of written language (Sandulescu, 1976, p. 349465). Widdowson
suggests a slightly different terminological distinction (Widdowson, 1976,
p. 57-58). He recommends that discourse analysis be used to refer to investiga-
tions of the communicative aspects of an instance of language and text analysis
to refer to studies of the formal properties of a series of connected sentences.

Though Sandulescu's and Widdowson's distinctions may be useful, they are
not utilized here because they would seem to lead to a compartmentalization
of efforts, when, as mentioned above. I think a cooperative, multidisciplinary
approach has more merit. I will therefore dispense with the term discourse
and use text to refer to any instance of language, spoken or written, which has
an internal structure and is perceived by the people of a culture to have a be-
ginning, a middle, and an end. Text analysis is the study of such an instance
of language, including both its communicative and formal aspects.

An Approach to Text Analysis

Becker's multidisciplinary approach starts with the assumption that mean-
ing is not inherent in a thing itself but rather emerges from its relations to its
context (Becker, 1977, p. -14). What kinds of relations are important? Becker
says to fully understand a text one mt..,t understand four sets of relations:

1. _The relation of parts of the text to each other: co-text relations. These
are the relations examined by Ilalliday and Hasan who are interested in learn-
ing how eohesion is achieved in English texts (Halliday and Hasan, 1976).

2. The relation of the text-to previous texts, to pre-texts.
3. The relation of the text to the intention of the speaker/writer with in-.

tention defined as "the relations of the creator to the content of the text,Atie
medium, and to the hearers or readers" (Becker, 1977, p. 3): These relations
have been examined by rhetoricians, by speech and text act theorists, and by
literary critics interested in interpretation theory.

4. The relation of the text to the world, to non-literary things and events,
to its context. Context is 4ten used in a more general way to refer to I through
4 above: Becker restrictF its meaning to this fourth set of relations, the rela-
tions that are coninumly called reference by linguists.
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It is the second set of relations, the relation of a text to pre-texts, that I
would like to discuss in more detail. I would like to.concentrate on this set of
relations because it is a set that other text analyzers have under-emphasized.
For example, because they were reacting against historical criticism, the New
Critics had very little interest in this set of relations. Stnicturalist literarY critics
and mociern linguists, because they are interested in synchronic not diachronic
approaches, have also not paid much attention to pre-texts in their analyses.
(For a counter example, see Culler, 1975, p. 131-160.) Realizing there were
other relations to disc ,ver besides historical ones has been liberating for both
literary critics and linguists, but since all texts..speak the past as well as the
present, a text's relations witk former texts are part of its meaning, a part that
should not be put aside in our enthusiasm for understanding synchronic rela-
tions. In this regard it is interesting to compare Labov's work much of which
is a warning that structural systems of the present should not be considered
apart from historical change (Labov, 7.972). jakobson's comments on the Rus-
sian formalists are also instructive. They knew, he said, that "shifting and
change [in the relations between texts] are not only historical statements (first
there was A, and then A arose in place of A) but that shift is also a directly
experienced synchronic phenomenon, a relevant artistic value. The reader of a
poem or the viewer of a painting has a vivid awareness of two orders: the
traditional canon and the artistic novelty as a deviation from the canon"
(Jakobson, 1935, p. 87).

Not only famous linguists but our own common sense as .well affirms the
importance of pre-texts. Vire know, as Becker points out, that any cowboy movie
is in many ways much more about previous cowboy movies than about actual
men who herded cattle in the West. In regard to a movie like Blazing Saddles
'the relation of text to pre-texts is purposely made obvious, but, as Shklovsky
pointed out, "not only parody, but also in general any work of art is created
as a parallel and a contradiclion to some kind of model" (Shklovsky, 1919,
P. 53).

Nor is the situation much different for non-poetic prose. To understand
much of the mundane prose we hear or read we must know more than just
vocabulary and syntax: we must know the scripts, the term Schank uses for
more stereotypic pre-texts (Schank, 1975, p. 4). A script is "a predetermined
stereotyped sequence of actions that define a well-known situation" (Schank,
1975, p. 4). Schank asks us to considir the sequence:

John went to a restaurant. He found a table and ordered a hamburger. Later, he
paid and left.

Sehaok says unless we know the restaurant script we can not easily connect
finditig tables and ordering. The whole script that involves getting a waitress*
(in America ifs usually a waitress not a waiter) attention, a dialogue with the
waitress, the waitress bringing food. etc... has been evoked hut only parts of
the total script ,ue found in the surface structure of the above passage. In under-
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standing a text like the short otie above that evokes a script, the sciipt be-
comes part of the story even when it is not spelled out. "The answer to the
question 'Who served John the hamburger?' seems obvious because our world
knowledge, as embodied in scripts, answers it" (Schank, 1975, p. 10).

A Vietnamese Text
One way 'to be impressed with how important it is in reading to know

more than vocabulary and syntax is to try to read a non-English text oneself.'
In trying to read a Vietnamese text recently I found all four sets of relations
described above to be crucial, but I Will comment here only me the role of
pre-texts. The text I have been reading is a 2086 line narrative poem entitled
Lt!e Van Tien, which was etnnposed in 1865 by a blind Vietnamese poet named
Nguyen Dinh Chien. I started with the following lines which 1 later realized
were a prologue:

_ Text in Qum (Rornzunied script)
A A(1) Trdde eitIn xem chuyen Tay-MMh,

(2) Cii.rn cddi hai ch nhdn tielh eti, le.

(3)..111 ai lang !wig ma nghe,

(4) CP rim viic treide. licrth &.; thlin san.

(5) Trai thdi trung lam dan,

(6) Gai tbdi tiiet hnh ia trau

Translation
(1) Before the ;ight I look at the story of Tav Minh

(2) And muse over the two deceiving words, human feeling!

(3) Attention everybody! Be quiet and listen,

(4) Recollect past mistakes, avoid bad consequences-later:

(5) Men take loyalty/filial piety as your nile,

(6) Women take chastity as the word to improve yourselves.

One ef the dangers of analyzing foreign language texts is that one mistakes
the stereotypic for novelty because everything is new when one first stirts to
read texts in another language. This was what happened to 'ine when I read
Luc Van TiPn. Since it was only the second Vietnamese narrative poem 1 had
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ever looked at, when I read the above lines I accepted most of the information
presented in them as the original creation of Nguyen Dinh Chien. But later
in talking to Vietnamese informants and in reading other Vietnamese narrative
poems; I was surprised to learn that much of the material in these six lines
was stereotypie..lt is stereotypic, for example, to refer to older books as the

, source of information for the story one is to tell, as the narrator does in the
first line; it is stereotypic to muse over the meaning of characters, as the nar-
rator muses over the meaning of the two characters for human feeling in the'
second line (ofterr in fact the same characters are mused about: the characters
for humanity, or feeling, or fate, or talent); it is also stereotypic to state in
the opening lines a general rule of human existence that the present story is to
instantiate, as the narrator does in the above prologue. lf, as Frank Smith and
Kenneth Goodman have suggested, ."the information that passes from the brain
to the eye is more important in reading than the information that passes from
the eye to the brain," and it it is this behind the eyeball Mformation that helps
the fluent reader make predictions that fie later verifies or modifies, then this
explains why I was at a disadvantage when- I .read this test (Smith 1971:. 9;
-see Asti Goodman 1073). I could make no predictions because I had no experi-
ence with previous texts, experiences that. would have instilled in me a certain
set of expectancies A lot of learning to read foreign texts involves learning a
new set of expectancies.

How can we help stydents acquire a good set of expectancies? One thing
that Should he done is to be sure they get exposed to different typei:or texts so
they can develop different expectancies for different texts. We can encourage
students to see co-rwcurrence relations among texts in a particular genre; we
can point out, for example. that most newspaper articles place the most im-
portant information first, that term papers usually have a.thesis statement at
the end of the introduction, that epic poems often bepn in medias res. Many
teachers undoubtedly already point out such things but I think many of us
overemphasize the uniqueness of the particular text being studied and under-
emphasize what it shares with other texts in its genre and with all other texts
in the Anglo-American tradition. Influenced perhaps by the explication de text
approach of, the New Critics, the approach to text analysis inflicted on many'
of us in college literature classes, we treat each reading assignment as a com-
pletely fresh creation. We painstakingly analyze. a text to reveal its internal
relations but say nothing about its external relations, its relations to other texts
in its genre, to other texts in -the culture. In treating the work as completely
unique we give the student little guidance in developing a set of expectancies,
a set oVadvance organizers" ( Ausubel 1968: 148-9), that reading researchers
believe a good reader must have (Rickards 1976).

In my own strti'ggle to rearl this Vietnamese text, I soon found knowing
prior texts involved moil* than just knowing other texts belonging tp the same
genre. It involved in addition knowing texts in otter genres and how these
texts related to the text I was analyzing. To understand LT- %In TiPn, bor ex-
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ample, I found I had to know something about ea dao, or folk poetry, the pre-
texts for most verbal art in Vietnam. Ca dao lines becomes lints in poems and
lines in poems become ca dao, both become pre-texts for each other, in com-
plicated ways only a native researcher could unravel. Compare, for example,
the following ea day with lines 5 and 6 of Nguyen Dinh Chien's poem:

When you enter into this reincarnation.
Men, take loyalty/filial piety, one on each shoulcter,

and fulfill both these duties completely;
Women, be faithful to the rule of chastity;

-Day and night be oreful to avoid any imprrfectim.

But I found there were still other pre-texts besides other narrative poems
and folk poetry that I had to knoW before I could understand this prologue. I
found I h9,d to know- something about the ancient books of China, the Four
Books [Ttl Mtn and the Five Classics 11sIgti kinhj. How are these ancient
Chinese texts evoked? Of teit by a kind of shorthand that takes *some getting
nsed to. In the above prcilogue, for example, the words trung hiPts (loyalty-
filial-piety), line 5, and t4t hgnh (purity-behavior), line 6, eVoke in the minds
of most Vietnamese the whole Confucian ethical system, a system that is de-
scribed in tile Four Booksiuld Five Classics. In saying men shonkl be loyal and
filially pion& and that women should be pure, Nguyen Dinh Chien is not say-
ing that men and women should have only these- virtues; he is recommending
a return to the entire Confucian moral system as a way of restoring order in
the society.

To explain more precisely how ancient Confucian texts .are evoked, how-
ever, it is necessary to discuss a special kind of pre-text, but perhaps text is not
the right word for what I wish to describe. What I am referring to are cer-
tain classes and hierarchies that mediate between old and new Vietnamese texts
(See Table I ). Some pnportant classes are: the three bonds [tarn Mang], the
five virtues [nge7 el:Wog], the three female submissions [tam tokg), and the
four female virtues ftti cracj. Some important hierarchies are the hierarchy of
four occupations and the order of activities of a superior man. The source for
most of these Vietnamese classes and hierarchies are the Chinese Four Books
and Five Classics. For example, the Three Submissions ( III in Table I) are
described in the Classic of Rituals; the order of activities of a superior man
(VI in Table I) comes from the Great Learning (one of the Four Books).

Once I knew about these classes and hierarchies I found I had a very im-
portant set of handles that I could use to grasp many Vietnamese texts. But
it wasn't enough to know only that these classes and hierarchies existed; I also
had to know what their members were, something about the collection of mean-
ings associated with each member, and the shorthand used in texts to evoke
them.

Learning the members was no problem. They are known by most Viet-
namese who will tell you, for example, what the Five Virtues and the Three
Female submissions are if you ask them. These classes and hierarchies are
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TABLE I

%mu-Vietnamese Classes and Hierarchies

Tem cierfug

Sine-Vietnamese

pluifttt

phu :phv

The Three lionds

Vietnamese

cha, CM!
. .

vua
,

ctiongivcr

father/son

king/subject

husband/wde

Ngt7 thdatig

nKn

nghra

tri

tat

The Five Cardinal Virtues

humanity

rightrowiness

knowledge

sincerity

HI Tam toiig

toils phu

tinig ph9

tolig

The Three Submssions (for women)

first to her father

second to her husband

third to her son

IV. Tits dec The row Virtues (for women )

cong work

dung

ngifn

hanh

physical appearance

correct speech

proper behavior

1

V

V. Hierarchy of the Four Occupations

first si scholar

second , ntIng farmer

third eNig craftsman

fourth thu'ieng, merchant

VI. The Order of Arm ult.. of .8 Superior %Ian (gosh') tsh
first In thsin insprose oneself

second ti gia improve one's family

third tri gime make the cot ntry prosperous

fourth Inli thilin h1 make the world peaceful



126 Teaching and Learning English as a Second Language

atts

brought up often in informal conversations as well as forma144ate in Vietnam,
not as descriptions of present behavior and beliefs so much but rather as de-
vices for measuring Tim far present behavior and beliefs deviate from earlier
standards. As pre-texts ties' coultinew to exert an influencerot pwwnt lives.
David Marr has explained how twentieth century books on the proper behavior
of Vietnamese wonwn all begin with a discussion .of the Three Submissions and'
the Four Virtues (Marr 1976). What the writers of these books tried to specify
was how touch a modern Viehiamese woman could deviate in behavior front°

'the tr..01!isunal code summed up by the words Tam tjug t evii.[Three Submis-
simkS Four Virtues].

'More revently 110 Chi Minh attempted to re-contextualize sonic of these-.
Confuci tup classes and hierarchies. In doing so he evoked the prologne to Ltic ,
VeTri Tien and the Confucian Three Bonds. In the prologue to Luc Van TN

'quoted above thc words ?. trung hiPis [loyalty-filial piety] evoke, as I've stud, the
whole Cemfuciaii moral systeM, but more specifically they voke two of the
Three Bonds: vita-toi [kMg-subject] and xha-ron [father-sonl. In the Confucian
system one was loyal [trung] to the king and pious .1.litu] toward one's father.
In fact loyalty to king was viewZ.d as an extension of the piety extendmI toward
one's father. From the point of view of a Marxist revolutionary then, two of
the. Three Winds, king-subject and fath'er-son, ale "feudalistic" and need eitherto be repudiated . as they were at least for a while'in China, or somehow re-
contextualized. which alupears to be what is being attempted in Vietnam. Using
the same words ( trung-hiru ) as the Confocian scholar Nguyen Dinh Chieu, Ho
Chi Minh used to tell cadres: "We must be loyal [truing] to the Party and pious
[hiNj toward the people" [1112i tiung dAg, hiPu cai

Learning the' collectitm of meanings associated with each of the members of
these classvs and hierarchies is a formidable task precisely because these sets
and their membrs have been re-eontextuahzed so many times both i China
and in Vietnam. A somewhat less formidable hut still challenging task that
faced me when I tried to read the poem Lex VPin TA was to learn the short-
hand the authw inset! to evoke these classes :ind hierarchies. Sometimes they
are referred to very explicitly as the Tam (Wag [Three Bonds] or 2Vgi-i Mating
[Five Virtues) much as we would refer to the Ten Commandments or' the
Seven Deadly Sins. I hra no difficulty in understanding what was meant when
these classes or hierarchies were referred to in this straightforward manner,
But to become alert to othpr ways they could he evoked I fomid I had to ac-
custom myself to the deviSes of reduction, parallelism, and binary opposition
in Vietnamese. When writers wish to evoke both the Tam (-thing [Thuve Bonds]
and Ngni thOng [Five Virtues], instead of saying Tam eddng thrlang, they
may reduce this four weird expression and directly oppose the Bonds to the

,Virtues in the compound word Criang-thriNg [Bonds-Virtues). This compound
word then stands for all the moral obligations, including the. bonds and virtues,

For a disothsion 1 the tiifficititie% of defining a word in Vietnamese. see Thompson, Lawrence
1963. "The Emblem t)f the Word in Vietnamese.- Word, 19, pp. 39-52.
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stressed by Confucian doctrine. When writers wish to speak of the entire ethical
system as it applies to both men and women, they pair the virtue ,of loyalty
f truna 'Which was the virtue eispecially but not exclusively for !miles. with the
'virtue of chastity (trinhj, the virtue reserved for females, iu Elie compound word
hung-trinh [loyalty-chastity4.

Reduction, parallelism, and binary opposition in Vietnamese do met oper-
ate just opting the amfucian bonds and virtues. There are Countless examples

Late Van_Tien and in'the Vietnamese vernacular of pairings being used to
refer to non-Confucian categories or quatities. (Table-ehair [i.,:n-gieN is lir-
niture; end-beginning Ichurig-thuy'l means faithful in marriage; mountain-
water tnon-rldad refers to the country of Ilietnam.) Nor are the operations of
liarallelism and binary opposition restricted only to the level of the compound
word; they/ar'e important features of the Vietnamese language at all grammati-
cal leyels,it the level of the compound word as we- have seen above, at the
level of the four syllable idionfatic expression. and at the level a the sentence
(Nguyen Dinh lloa 1965). One gets a suggestion of both parallelism and binary
opposition (in lines 5 and 6 of Nmen Dinh Chien's prologue:

(5) Men take loyalty/filial piety its your rule, .

(6) Wthnen take chastity as the word to improve yourselves.

Binary opposition aad parallelism are also very important devices at higher
levels of Vietminiesc text organization. In the story that follows this prologtke
the. hero Lye Van Tien exemplifies loyitlty and filial piety and the heroine Wu
Nguyet Nga exemplifies chastity, Lye V(in Tfen interrupts his improving him-
self (first in the order of activities of a superior man). which he is attempting
to do by studying for the mandarin exams, to attend to his mother who is dying;
thus he ,demonstrates filial piety. Later he serves his king by helping him put
-down an uprising: by doing so, he demonstrates loyalty to his king. At the
same time Kim Nguyet Nga, the accounts of whose adventures are paralleled
to and interspersed with those 6f Lye \Trio Tien. demonstrates the virtue of
chastity. Thinking that her lover Lye VIII Tien is dead, she takes a vow of

"chastity. deciding to remain pure forever to the memory of the man she had
promised to marry.

Sinologists have commented on the harmonious relationship between paral-
lekstii as the most important feature of the Chinese verbal style and the Chinese
conception of the world as divided between the principles of yin and yang,
yin being the female principle aod yang the male principle, the combination
and interaction of which is supposed to account for all things. But this specula-
tion concerns China not Vietnam. In any event one does not need to turn to
China for sources pf Vietnamese parallelism and binary opposition. According
to the Vietnamese myth ot creation, the ieletnamese people are descendants of
the dragon king Lae Long and the fairy princess Ati Cd, King Lac Long's
mother's home was the realm of water; Princess Au Cd was born and raised
on a high mountain. i'rom their union, the union of the opposites of watet and

a
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mountain, came the land and peoplie of Vietnam. This story is perhaps the pre-
text par excellence of Vietnam and might be compared to the story of crea-
tion, and of Adam and Eve, in Genesis.

:n summary, in order to understand this prologue to the Vietnamese poem
Luc Van Tian I found I had to know, among other things, how this text relatedto other textsto other verse novels 'such as Nht Afai and Ki: Kigu,to ca dao folk poetry texts, to the Four Books and Five Classics of China, and
to certain classes and hierarchies such as the Three. Bonds and the order of
activities' of a superior man.

Pre-texts in American Culture

What are the important pre-texts for texts in American English? Couldthey be discovered and classified and taught systematically to ESL students?
I don't see why not. I've been working on a list that so far includes: the Bible
especially the story of creation, the story of Adam and Eve, the life of
Christ; some Mother Goose rhymes; some fairy talesmaybe Cinderella, Snow
White, and the Frog Prince; selections from the writings of Sigmund Freud;
something wt Puritanismperhaps a biography of Cotton Mather; the Con-
stitution and the Bill of Rights; an Horatio Alger story; Owen Wister's The
Virginian; a baseball rule laook; a first akkhandhook and popular book of
remedies for colds and other common ailments; Emily Post's Etiquette; sayingsfrom Poor Richard's Almanac; and assorted idioms, cliches, and other frozen
forms.

As for scripts, the more pedestrian everyday texts, many are already taught
as dialogues or situation drills in ESL speaking classes. Scripts such as "At the
Restaurant," "At the Doctor." and "Student Meets Faculty Advisor" are partof an ESL teacher's stock and trade. To make these dialogues or situation drills
interesting (perhaps interesting for ourselves) we often introduce deviations andturn them into what Schank calls stories (Schank, 1975, p. 4). Students may
have trouble, however, distinguishing between expected and unexpected be-
havior. There may be some advantage in teaching students first the scripts, to
give them a feel for what is stereotypic, before introducing stories that contain
deviations from the scripts. There may be some advantage in making explicit
the distinction between a script situation drill and a story situation drill, espe.
cially for stiidents studying English abroad who aren't getting exposed to stereo-
typic American situations outside the classroom.

Though one shouldn't expect to find the same type of pre-texts in different
cultures (or in different epochs of the same cultural tradition) one still keeps
looking for them. After becoming impressed with the importance of classes
and hierarchies in the Sino-Vietnamese tradition. I began to wonder if there
were similar pre-texts in the Anglo-American tradition. I came up with the
Ten Commandments, the Four Humours, the Four Freedoms, the Seven Deadly
Sins, the Great Chain of Being. While I knew from previous experience as an
English major that a knowledge of these classes and hierarchies was crucial in

13j
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Piecing together an understanding of the works of English literature, they didn't
.seem to be essential pre-texts for much modern writing. Undoubtedly this is
bfkkcause the role a priori categories play as pre-texts in our society is rather
=tall. Science has deplenished our supply of eternal verities. New Classes such
as Preud's Id, Ego. and Superego come along but soon they suffer the same fate
as the Four Humours. Ethical categories sanctioned by religion last longer but
even the Ten Commandments seem to be evoked less and less these days. Per-
haps the pre-texts comparable to the classes and hierarchies of China and Viet-
nam, and of an earlier England and America, are not a priori categories but
heuristic procedures, problem solving technique's, the scientific method: research
the problem, develop an hypothesis, test it, announce your resultwhich won't
be a lqw but might become a useful way of making sense of things until some-
thing better comes along.

Conclusion

One may ask: Does one really have to know all these things, all four of
Becker's sets ot relations, all of these pre-texts and scripts, to read a text in a
foreign language? Can't one read a text if one knows the writing system, a fair
amount of vocabulary, and sentence syntax? I think one does need to know all
these things. Vocabulary and syntax aren't enough. And I think people in ESL
have known for some time they weren't enough but the popularity of the theories
of linguists who separated form from function and synchronic from diachronic
relations, who took isolated sentences as their corpus for study, who had a very
narrow definition of competence, has, until recently, kept teachers from saying
so forcefully.

Of course there are different levels of mastery: people have spoken of a
cline of bi-lingualism. Undoubtedly there are different degrees of understand-
ing of a text. As teachers of reading, however, I think it may be dangerous to
underestimate the number of things one needs to know to read texts in a for-
eign language. If we minimize the amount of knowledge necessary for reading
we may move our students to a pre-mature closure. They may be encouraged
to think they know enough when they've only scratched the surface. An analogy
could be drawn to the ESL speaking teacher who encourages students to think
they have mastered a sentence when, given a cue from the teacher, they can
mouth it correctly in class. Instead of allowing students to reach closure at a
low level of mastery, we reading teachers should encourage students to develop

'their "behind the eyeball' knowledge (Smith, 1971. p. 68-79), to begin to ex-
plore some of these other areas of knowledge that Becker describes. The hope-
ful thing about the coalescing of the dixiplines of rhetoric, literary criticism.
and linguistics around an interest in texts. as I see it. is that it may lead to an
increase in multidisciplinary approaches to text analysis, approaches that should
help make us aware of the competence we as native speakers pos.ess that en-
ables us to take meaning from Faiglkh texts. This amipetence. which might be
called te.t competence. is certainly broader than Chomsky's grammaticll corn-
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petence and broader also than what many. people have in mind when they
use the phrase communicative competence. With our consciousness raised re-
garding this text competence, we may be able to introduce to students, in more
lystematic fashion; what they need to know to read.
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Shades of Meaning: Sintactic and Semantic
Parameters of Coze Test Reponses

Maeir A. Clarke and Linda Burdell'
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Ooze tests have gained wide acceptance in L2 research and teaching.
Shown to correlate highly with standardized tests of ESL proficiency, they
have been used to elicit L2 research data and to improve students' use of
context in vocabulary and stmeture work. They have also proved useful as
testing &vices. Typically, tests are constructed by deleting every nth word
from a passage; subjects are required. to fill the resulting blanks with words
which satisfy th@ syntactic and semantic constraints of the context. The pur-
pose of this paper is to describe an analysis tool which specifies the linguistic
criteria for judging the acceptabili,y of doze test responses. The tool contains
three categories: syntactic acceptability (SYNAC), semantic acceptability(SEMAC), and semantic change (SEMCH). The code values for each cate-gory are defined and examples are discussed. This analysis evaluates the
quality of errors produced by subjects, and provides insights into the processesused to pioduce responses. Implications for L2 research and teaching arediscussed.

Orfr. ally developed to measure the readibility of prose (Taylor, 1953),doze . have gained wide acceptance in L2 research and teaching. Tests
are typically constructed by deleting every nth word from a passage and sub-
jects are required to fill each of the resulting blanks with an appropriate word.
Cloze tests have been shown to be valid and reliable measures of ESL proficiency
(Oiler and Conrad. 1971; Irvine, et al., 1974; Stubbs and Tucker, 1974) and
they have proved valuable in L2 teaching (Eskey, 1973, Plaister, 1973; Berkoff,
1976).

The optimum scoring method remains a matter of debate. In scoring na-
tive speaker performance the most efficient method is to count the number of
times a subject produces the exact word used by the author (Taylor, 1953; Ran-
kin, 1957). In 1,2 research0 however, the tendency has been to use scoring sys-
tems which give credit to contextually acceptable responses. Numerous studies
have shown very high, significant correlations between exact and acceptable
scoring. Although research indicates that the time and effort required to produce
an "acceptable key do not yield significantly different results, researchers regu-

4e would like to thank Brad Arthur, Ann &akin, and Jack Upshur of the English Lan-guagii Institute. University of Michigan, for comments on an early draft of the analysis toolpresented in this paper.
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larly report.both exact and acceptable scores. (In particular, see Oiler, 1972 and
Stubbs and Tucker, 1974 for discussions of the merits of exact/acceptable scoring
pmcedures.) There are. a number of reasons for reporting both scores. As 01 ler
(1972) pe)ints out, requiring exact-word replacement not only makes test ex-
trenwly difficult for non-native ipeakers, but it also requires insights which
perhaps cminot be considered language skills. in addition, it seems intuitively
justifiabk to give more credit to an individual whose answers satisfy some of the
constraints on a blank, than to one who has ignored all contextual requirements.

In spite of apparcot consensus concerning the use of the acceptable scoring
method in 1.2 research. little' attention has been given to the issue of what
linguistic criteria are to be' used in assessing acceptability. In most cases, the
authors merely state that tests were' scored for exact and acceptable responses,
with little or no mention of the procedure used to arrive at decisions of ac-
ceptability. It can generally be assumed that native speaker judgments were
used. and that ungrammatical responses were rejected, as were responses which
violated the' instructions ( blanks, more than one word, native language
response's). These assumptions constitute valid criteria for scoring doze tests
if the. goal is to astit'%c 1,2 proficiency or if the researcher is. a non-native speaker
(Stubbs and Tucker, 1974). For judgments on comprehension, or for item
anaKses which reveal varying levels of L2 competence, a more sensitive instru-
ment is required.

A few researchers have attempted to develop objective procedures for
evaluating doie tet response's. Darnell's (1970) "Clozentropy" procedure is a
complicated statistical approach which allows one to compare a subject's per-
formance against that of sonw target population. The method is of little value
to the indisidual researcher or teacher who cannot test large numbers of native
speakers to obtain the haseline data, or who does not have access to computer
assistance.. Two other scoring attempts, however, merit discussion.

Bowen (1969. p. 7 t developed a five' point scale for evahiating the doze test
responses of Amharic-speaking Ethiopian students. Eich blank was allowed a
maximum of four points:

4. original word restored or fully meaningful synonym or replacement
3. meaningful replacement, but idiom or grammar slightly strained

suggestiee replac,..ment. but idiom strained or minor grammar error
1. onderstamlable imswer, but unidiomatic repla('ement or strained idiom

or minor grammar point
0 unacceptable answer, or no answer given

It is ease to we' that judgments of "strained grammar" or "meaningfur versus
"suggestive- replacment could vary greatly from investigator to investigator.
In fact. itowcn ( 1969. p. 75) reports that a great deal of scorer-conschation
occurred during the. es :domino of the tests. The' necessity of communication
between scorers reduces the' object',.itv of the' evaluation and subsequently, the
replicabilitv of the' research by dine roit investigators.
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Oiler has developed a differential analysis which to a large extent remedies
the weaknesses of the above procedure (Oiler, 1972; Oiler "Fr al., 1972). The
system attempts to assess the degree of correctness of each response. Five
subjective categories are used:

1: entirely acceptable; something a native speaker is very likely to say
2: contextually acceptable; violates no obligatory or demonstrable restric-

tions but constitutes unusual word order
3: violates no obligatory restrictions in the immediate phrase structure

context but does violate some broader constraint(s)
4: violates obligatory selectional constraints in the immediate phrase struc-

ture context but in some way fits the larger context or could be changed
slightly so as to become fully acceptable

5: violates obligatory constraints and seems unmotivated by any sub-
stantial degree of comprehension

0: blank (Oiler et al., 1972, p. 9)
This scheme allows responses to be categorized as Correct ( 4t's 1812) PartlyCorrect ( #'s 364) and Incorrect ( #'s 5&6). This procedure is more explicit
in delineating the parameters of each category. However, the absence of specific
coding instructions describing and/or giving examples of "unusual word order"
or "selectional restraints" limits the usefulness of the tool for other researchers;the native speaker must establish his own criteria, and the non-native speaker isprovided with no guidelines. In addition, the results produced by this procedure
remain primarily quantitative. Its value as a scoring tool has been demonstrated
(Oiler, 1972, p. 153-157; Oiler et al., 1972, p. 941), but if one wasits to evaluate
subjects' response strategies, or to diagnose learner difficulties for instructionalpurposes, finer distinctions are required.

Our purpose here is to describe in detail a procedure we have developed
for the atialysis of L2 doze test responses. We hope that the paper will betome
a "code sheet" for doze analysis, a practical working document that other L2researchers can use in their work. For this reason we provide detailed discussions
of coding instrucCons and examples. Common coding problems are mentioned
and implications of the instrument for L2 research and teaching are discussed.

Syntactic and Semantic Parameters

As part of a larger study of LI /1.2 reading behavior (Clarke, 1977) we
have been involved in an analysis of the reading strategies of adult ESL stu-
dents as revealed by their doze tr,st performance. For our purposes, "reading
strategy" is operationally defined as a subject's use of context in responding to
a mutilated text. Reading is viewed as "psycholinguistic guessing game" (Good-
man, 1970) in which readers sample graphic, syntactic and semantic cues to
confirm or reject their hypotheses about the meaning of prose. The assumption
is made that doze tests are valid measures of reading ability (Oiler and Conrad,
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1971; Irvine, et al., 1974) and that subjects' errors are systematic. That is, we
assume that an analysis of doze test errors (unacceptable responses) will reveal
the strategies used by subjects in attempting to comprehend mutilated prose.
(This latter assumption is. of course, supported by a long tradition ,error
analysis in L2 research: Corder, 1967; Richards, 1973; Du lay and Burt, 1972).

We found, as we began to analyze the data, that troublesome responses
fell into two ,:ategories: responses which were clearly unacceptable but which
indicated varying levels of comprehension, and responses which seemed ac-
ceptable but which were "unusuar or "non-native". In the first category are
responses such as the following: (Most examples cited in this paper were
produced by subjects participating in the study described in Clarke 1977.
Words in parentheses are exact responses.)

I. Sometimes our (sister ride in it too.
a. sister
b. car

2. It seldem rains and it (never) snows.
a. doesn t
b. always .

3. It (the food) was so good that I (ate) too much during my visit.
.

a. eat
b. fat

4. And all this (the hotel aceomodations) was (not) expensive.
a. very
h. no
c. small
d. few

If the tests are strictly scored, none of the responses above can be given credit,
and the test becomes more a measure of language proficiency than reading com-
prehension. Yet, the responses do indicate differences in comprehension. Re-
sponses lb, 2b, and 4a are clearly wrong; the subject did not understand what
information was required. With the other responses, however, it is not as easy
to make ;t judgment. Responses la and 3a require only minor grammatical
operations to become fully acceptable; sentence 2a requires only a minor change
in the verb ( 3rd person singular to base) and none of the three (la, 2a, 3a)
would seriously affect communication if the sentences were produced in ap-
propriate contexts. Response 4b shows the subject's confusion concerning the
use of function words in the negative transformation, but the sentence would
undoubtedly lw correctly interpreted in conversation. Responses 31) and 4c,d
seem to have some "lexical unity" with other words in the sentences in which
they occur: if one eats too much one becomes fat, and "small" and "few" are
appropriate if unacceptable expressions of degree, given the context.

In the second category (responses which are "non-native" or "unusual")
we have:

S. I
_ (spent) a week in a hotel near the sea.

a. stayed ci. passed
h. was e. lived
c. had f. sheltered

114
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Responses 5a-f el indicate comprehension. All are verbs, properly inflected,
and all fall the "semantic range" of words acceptable for describing a sojournin a hotel Bit '. the responses represent a continuum of acceptability, ranging
from "perfectly ae,.eptable" ( stayed ), through "acceptable, but causing a changein connotation' ( was, Lad, passed) to "acceptahle only in paticular contexts"
(lived, sheltered ). The respon es indicate receptive control of the languageby the subjects, the difference.; among .1te responses reflect differences in thesuhjects' prtalt.ctive command of English.

In oidet to evaluate responses such ar those in 1-5,0we adapted an instru-
ment otiginally developed by K. S. Goodman for the analysis of miscues in oralread'ng performance (Goodman and Burke, 1973, Appendix E)). Each responseis evaluated on .three sets of critert,: syntactic acceptability (SYNAC), semantic
acceptability ( SEMAC ), and semantic change (SEMCH )...FY.NAC and SEMAC
provide an evaluation of the degree of acceptability of a response thus allowing
us to rank unacceptable responses such as la-4d. SEMCH provides an estimationof the amount of meaning change caused by acceptable responses such as 5a-f.Codes and examples are given below-

Syntactic Acceptability (SYNAC)
4: totally acceptable:

1 stayed 4 week in a hotel by the sea.
spent)

3: acceptable in the sentence, the response satisfies sentence level syntactic Con-straints, but violates discourse constraints:
After eating lunch I usually sleep for an hour._

( would )
(The passage requires the past tense./2: aeeeptable only with the following portio) of the sentence: from the responsecm, the sentence is syntactirally acceptable:

The hotel food were very gond.
( was)

1: acceptable only with the preceding portion of the sentence; the sentence is syn-tactically aiveptable up to and including tbe response:Sometims our sister rule in it. ton.
( sisters)

0: totally unacceptable:
It (the food) was %a good that I fat too much during my visit.

Semantic Acceptability (SEM AC)
A: totally acceptable:

I just wrote a hotel asking for a room in August.
( letter )

5: totally acceptaKe if syntactic constraints are ignored; the sentence and/or re-sponse requires minor syntactic changes:
Sometimes our sister ride in it. too.

( sisters)
It seldom rains and it doesn't snows._

( never )
4: acceptable in the sentence; the response violates some passage-level meaningconstraints:

And all this (the hotel accomodations) was very expensive.
(not )
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3: acceptable in the sentence if syntactic constraints are ignored; the sentence
and/or the response requires minor syntactic changes to become acceptable
at the sentence level:

Even on Saturdays and Sundays she domutot work.

2: acceptable only with the following portion of the sentence: from the response
ou, the sentence is semantically acceptable:

At 12:00 1 usually ate speak with friends.
(hiTICI)

1: acceptable onlY with the preceding podion of the sentence; the sentence is
semantically acceptable up to and inchiding the response:

After eating_ there big breakfast, 1 spent the morning swimming.

0: totally unacceptable:
The weather is wonderful blue .

(there)
9: indeterminate: the response seems to fit the context, but it is impossible to de-

tenni. the contextual motivation for it:
(the food) was so good that I fat too much during my visit.

(CO
If a response is coded SEMAC 6, indicating that it is totally semantically accept-
able, it is further evaluated for semantic change.

Semantic Change (SEMCH)
3: Do change: the exact response and the observed response are synonymous, given

the contest:
I stayed a week in a hotel near the sea.

r (spent)
minor change: there is a change in connotation:

I was, had passed a week in a hotel near the sea.
(spent)

or, the response is logical, but changes the meaning of die sentence slightly:
1 lust wrote a hotel asking for a room in Almost.

(letter)
or, no response is provided:

The hotel had a beautiful garden and a large 0 Pool.
( swimming)

1: maior change; the response conveys the author's meaning, hut is "unusual" or
"non-native":

I sheltered a week in a hotel near the sea.
(spent)

Coding Conventions

In order to insure uniformity in coding, a number of conventions have been
adopted.

Spelling errors. Spelling errors require coder judgment about the subject's
intent. While this often involve- "second guessing" the subject, coders can use
evidence providt.d in the rest of the test to make their decisions.

6. Mrs. Brown was very ungry , hut she thanked the policemen and they
(surprised)

left.

Whether ungry is coded as angry or hungry will depend on the subject's ap-
parent language proficiency and reading ability as suggested by his recponses
to the other blanks. We make the assumption that a good reader is less likely
to have produced hungry for this blank than a poor reader. Spelling errors
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AMR.°result in English words are coded as if the subject intended to write
that ward:

7. The hotel food tested very good.

& flow cold you get lost therr?

This convention produces a conservative assessment of the subject's proficiency,
thus reducing the amount of second guessing required of the coder. Tested
twelves codings of SYNAC 4, SEMAC 4; cold receives SYNAC I, SEMAC 1.
It is possible, of course, to rewrite the coding conventions so that phonetic
spelling is taken into consideration. If. for example, Spanish is the native lan-
guage of the subject who produced tested, full-SEMAC credit could be justified
on the grounds that he used Spanish phonology tojpell an English word. A
number of errors are probably not spelling errors at all, but rather results of
learner strategies (Corder 1967, Richards 1973)-

0. The childrens come home from school to eat lunch.

10. 1 thinked that he was a gentleman.
(thought)

The subjects who produced responses 9 and 10 understood what was required,
and used the appropriate inflections. Childrens and thinked are defined as
manifestations of interlanguage phenomena (Se linker 1972), Lind both are
coded SYNAC 4, SEMAC O.

Anomalous responses. We make the assumption that all responses (includ-
ing non-responses and multiple word responses) are motivated by the subject's
use of textual cues. Therefore, multiple words and blanks (0) are evaluated
using the same procedure as are one-word responses. With non-responses, it
is necessary to include the word immediately preceding or following the blank
when judging SYNAC and SEMAC. 1

H. The * gentleman lost his way in the park.kb-
12. By 8:00 the streets are again 0 with people.

erowdecir

Sentence II. is acceptable, of course, but 12 is coded SYNAC 4, SEMAC 2. In
ceding SEM AC, the sentence is read from again; ". . . again with people." is
a possible structure ("The streets are crowded again with people."), so 12 is
judged "act.eptable With the following portion of the sentence". Initial and final
blanks: When blanks appear at the end or beginning of a sentence, a response
cannot receive SYNAC or SEMAC codes of 1 or 2. For obvious reasons, the
following sentences must either be totally acceptable or totally unacceptable:

13. 1 guess that he was a gentleman although only a
(mouse)14. 0 she washes the dishes and cleans the kitchen.

(First)
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Coding Instructions

It is, of course. impossiNe to complet: ly separate the syntactic and semantic
considerations of a piece of prose. But as 4entences 1-4 show, irsponses can
provide evidefiee of comprehension, yet be syntactically malformed. in order
to assess the syntactic acceptability of a response independently of semantic

?acceptability. it is necessary to view .each sentence in the abstract, considering
the elements of the sentence- imd the obligitorrjeatures of those eldments in
,the clauSe siructure. To that end, each response is evaluated as to whether
or not it fit syntactkally into the clause structure of the sentence in which
it ovcurs. The clause patterns of English, in their simple declarative form are:

A. A 2-element pattern
SV The child was' laughing.

H. Three A-element patterns
2. SVC Mary is.kthd.
3. SVA Mary is here.
4. WO Somebody caught the halt

C. Three 4-.4ement patterns
5. SVOC We have proved him wrong.
6. SVOA I put the plate on the table.
7. SVO0 She gives me expensive presents.

(Quirk et al., 1972, p. 343)-

Using these seveL atterns as the acceptable clause structures occurring in
English, the researcher can evaluate the syntactic acceptability of a response
without referenee to meaning. Each word is judged as a member of a constituent
class (i.e.: transitivr verb, plural noun, function word). The question to be
asked by the coder is: "Are there syntactic features which forbid the occurrence
of particular constituents in a particular clause pattemr This procedure occa-
sionally results in nonsense sentences receiving high syntactic coding:

15. We (work) at a gas station after school.
a. go
h. need

While neither 15a or 151) produces a meaningful sentence, only 15b is coded
as syntactically malformed. The clause pattern is SVA(A): go fits the patternSY A A
(We go to the gas station every day.), while need (being transitive) does not.
The meaning ifor lack of meaning) of a sentence is not taken into consideration;
go is coded SYNAC 4 (totally acceptable) and need is coded SYNAC 1 (ac-
ceptable only with the preceding portion of the sentence).

Specifically excluded from SYNAC considerations are selection restrictions,
that is. co-oecurrence limitations imposed by the meaning of the word being
evaluated:

Rules goserning the kind of subject. ()hied, or prepositional complement occuring

1 I
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with a particular verb come under the heading of selection restrictions. They differ
hem ndes of concord, in that they do nut involve two elements sharing the same
feature, but one feature projecting on to another a feature which is necessary for
its meaningful use.

(Quirk et al., 1972, p. 371)

Sentences such AS the following would receive SYNAC 4:
18. The boy dispersed.
17. The walls listened easefully

isperse requires a plural subject, but plurality here is a semantic requirement,
not a syntactic one, as can be seen by' the sutitution of crowd (syntactically
a collective singular) for boy. In sentence 17:.the semantic feature of +animate
is dictated by listen. In giving subjects syntactic credit for sentences such as
16 and 17, the assumption is made that they have recognized the structural re-
quirements for a particular blank, but they have not yet mastered the rules
governing co-occurrence restrictions.

In evaluating SEMAC, judgments of acceptability become more subjective,
but piirtial objectivity is achieved by assessing meaning within a syntactic frame-
work. While it could be argued that word.otder and expressive gestures are all
that is required for communication in English, it is a fact that syntactic features

)carry a heavy semantic load in communication. In addition, if one attempts to.
judge meaning without reference to syntax, the danger arises that the coding
decisions will become so subjective as to preclude replication. For these reasons,
the SEMAC coding for a particular response is not allowed to exceed the SYNAC
coding. Two codesSEMAC 3 and 5designate responses which, except for
minor syntactic error, would be coded 4 ( acceptable in the sentence) or 6
(totally acceptable ), respectively. Coder agreement on the definition of "minor"
is crucial if any degree of objectivity is to be achieved. If coders are allowed
too great a latitude in judging 3"s and S's, the situation is soon reached where
more information is being provided by, the researcher than by the subject. The
definition of -minor syntactic error" will have to be determined within the ob-
jectives of each research project. The definition might include errors in person,
tense, number, and use of function words:

IS. We rides to school in it ever,' day.
(ricie)

19. Sometimes I play tennis.
(played)

_ 's 20. The days are warm arA sunny and the night are cool and clear.
(nights)

21. And all this (the hotel accomodations) was no expensive.
(not)

'Indeed, same researchers argue that meaning cannot he fudged without well-formed syntax:
"The structural organization of a sentence forms the basis for semantic relationships. Mean-
ing . . . is dependent upon syntax. It is the order of the items and the use of inflection that
indicate the meaning relationships of the items. The syntactic order is seyarate from and
can precede the meaning but the meaning cannot exist without the order. (Goodman and
Burke, 1913. Appendix D. p. 37) Most L2 teachers would probably feel that this statement is
somewhat extreme given the communicative resourcefulness of many students.
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There art few concrete instructions which can be suggested for improving
the objectivity of the evaluation of SEMCII. judgments of synonymity or "non-
nativeness" are almost entirely idiosyncratic, and heavily influenced by one's
dialect. Coders need to establish general guidelines, a task which is most easily
accomplishM through discussion of coding decisions. The system is not ideal,
but it dues allow researchers ic arrive at an estimation of response appropriate-
ness.

We have made an attempt to describe in detail the coding conventions and
instructions .necessary for effective use of this analysi; tool. Of course,-it is im-
possible to anticipate all of the coding problems that can occur in doze response
analysis, and there !ire several problems which will have to he solved within
the framework of a given research project. One persistent problem is where to
draw the line. between 'unacceptable" and "acceptable but non-native or un-
naturar. In our research, we have adopted a liberal definition of "acceptable'
because we are interested in assesSing receptive control of the language; for this
reason the eXamples for SEMCH (page 138) contain responses which others
might ham coded as unacceptable.

Another problem conetrns the analysis of respo..ses involving function
words. Often it is impossible to determine the amount of meaning change or
loss caused by the deletion or.insertion of a particle, determiner, preposition,
etc. It is quite likely that the best solution is to adopt an arbitrary coding pro-
cedure and hope thtst the gains in scoring efficiency offset any loss in descriptive
adequacy.

.

A final coding problein -wirth mentioning concerns the number of "minor
syntactic errors- which can be ignored in awarding SEMAC codes 3 al 5. The
solution to this problem also depends on the objectives of the research.

apP
22. After eating lunch I ( would) steep for an hour.

a. went to
b. went
c. go to
(1. go

Responses 22a ci indicate that the -subject understood what the individual in the .

story did after lunch. Went to is fully acteptable, both structurally and semanti-
cally. The other three responses. however, contain minor syntactic errors ( a
deleted particle; an error in tense; both deleted larticle and error in tense). The
resew-. "I, must decide if equal credit for comprehension is to be given for
22h. In Our judgment all three responses should receive codings of SEMAC
5, indicating a basic level of comprehension which is not significantly altered by
syntactic error.

Discussion and Implications

The instrument presented here provides a framework within which doze
test responses can be objectively evaluated. Although a number of decision
points require the judgment of a native (or near-native) speaker. it is hoped
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, that the coding instructions are speeifie enough that a reference text (such as
Quirk et al., 1972) can solw most coding problems. This scoring procedure re-.

quires a substantial investment of time and effort, but it provides a number of
advantage's over other scoring methods.

Meist important is the fact that an objective assessment of acceptability
facilitates replication of research. If a research report contains explicit definitions
of acceptability, other researchers are more confident of their effortf at replica..
tion.

Furthermore, .such a system permits researchers to determine their own
-, criteria for acceptability. If onw is interested in reading comprehension, for ex-
;. ample, risponses coded SEMAC 5 or better could be counted as acceptable.

, In addition, because SYNAC, SEMAC, SEMCH codings produce a profile
of response quality for each subject, it becomes possiblr to conduct error anal-
yses of doze test performances. For example, an analysis Could be conducted
to determine the use of context by L2 learners. One might wanf to test the
hypothesis that Croup X (good readers, or high proficiency ESL students, or
students from a particular language background, for example) makes more ef-
fective use of contextual clues than does Group Y (poor readers, or low pro-
ficiency ESL students, or ESL students from a different language background).
Effective use of context is revealed.0 the .subjects' SYNAC, SEMAC scores. Sub-
kcts who make effective use of context would be expected to receive a higher
pnwortion of SYNAC 4's and 3:st than SYNAC 2's, l's, or fis, ind a hight, pro-
portion of SEMAC 6's, 5's. 4's, 3's than SEMAC 2's, l's, O's, or 9's.

The system also has value in L2 teaching, primarily as a reading diagnostic
tool. A student's performance 'in doze tests can be converted to a profile which
indicates the percentage of responses in each code category. The information
can he used by the teacher in preparation of materials or activities designed to.
Solve problems students are having. A student whose responses are grammat-
ically acceptable hed nonsensical is concentrating too much on the task as a
language test, and needs to be encouraged to attend to meaning, rather than
form. A student whose answers show good comprehension but poor control of
syntax could be provided with supplementary grammar work.

For .teaching purpose's. another code category can be developed by collaps-
ing the data from SYN:M: and SEMAC: context (CONTX). Context used by
the subi'ect to respond to the blankcoding for this category results from a
consideration of SYNAC and SEMAC. (See Fig. 1.)

0: no discernible use of ccmtext
1: weak use of context
2: syntactic over semantic
3:' semantic ov( r syntactic
4: strong
9: indeterminate ( automatic when SFMAC is 9)

CONTX pen»its the teacher to generalize about individual's performance on
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0 1 2 3

SEMAC

4 5 6
1111,

0 0,0 0,1 0,2 0,3 (0.4) 0,5 (0,6) 0,9

1,3 (1,4) 1,5 (1,6) 1,91,0 1.1

2 2.0 2.1 2.2 2.3 (2,4) 2,5 (2,6) 209

3 3.93,0 3,1 3,2 3.3 3,4 3,5 3,6

4 4,0 4.1 4,2 4,3 4,4 4,5 4,6

Figure 1. Coding for CONTX. (Because of the convention that semantic acceptability
for a particular response cannot exceed syntactic acceptability, codes in parentheses
cannot occur.)

doze tests. Students whose responses are predominantly 0, 1, or 9 would benefit
from basic language skills work. Students Whose scores are predominantly
CONTX 2 are too concerned with grammatical appropriateness, and should be
encouraged to take risks, to guess, to concentrate on getting the meaning from
a selection. From the point of view of reading instruction, students scoring 3's
and 4's need only encouragement; their doze test performance indicates that
they are reading with ..mderstanding.

The analysis procedure described in this paper grew out of a need for an
instrument which specified the linguistic criteria of "acceptability" in doze test
responses, and which revealed the processes used by subjects in responding to
mutilated texts. By specifying the degree of syntactic and semantic acceptability
and semantic change of each response the tool allows the researcher to develop
profiles of subjects which can be used in testing hypotheses about ESL reading
behavior, and in diagnosing learner difficulties in the ESL classroom. The de-
scription of code categories and the coding instructions were presented in detail
with the hopes that other researchers would be able to use the tool in their own
invest :;ations.
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Some Issues Relating to the Monitor Model

Stephen Q. Krashen

University of Southern California

This paper is a discussion of several issues relating to the "Monitor Model"
for second language performance. The Monitor Model claims that adults can
both subconsciously acquire and consciously learn second languages, and
that learning is available only as a Monitor, or as an editor of the output of
the acquired system. The ftIllowing issues are briefly discussed: 1) The possi-
bility that acquisition may also be vsecl as a monitor. 2) The conditions for
Monitor uie. It is proposed that performers monitor when they have sufficient
processing time and when they are "focussed on form". 3) Certain results In
studies of grammatical morphemes. It is claimed that the adult "natural order"
for grammatical morphemes is found in un-monitored conditions. The natural
order is not due to the use of one part;cular instrument or modality, and
when a sufficiently large data base is used (a minimum of ten obligatory
occasions per morpheme) there is surprisingly little individual variation and
good agreement between longitudinal and cross-sectional studies. 4) Limits
on learning. Learning is limited in three ways: It is not available to all adcilt
performest, it is in .general applicable to "easy" rules, and it is only available
in eertainesituations. 5) Need learning precede acquisition? It is suggested
that while subh a progression may appear to occur, it is not necessary and
is not an underlying process, 6) The role of the first language. The first
language may serve as a substitute utterance initiator in situations where
little acquisition has taken place (e.g. foreign language as opposed to second
language situations).

This paper is devoted to a discussion of some issues that relate to the "Mon-
itor Model", a general model for adult second language performance. I will not
attempt a complete discussion of all aspects of the model, as details are avail-
able in several places in the literature (Krashen 1976, 1977) and more will be
appearing soon (Krasheri. in press). Instead, I will focus on some specific points
which represent areas that may have been vague and where newer develop-
ments have clarified the interaction between acquisition and learning in the
adult second language performer.

The principal claim of the Monitor Model is that the adult second language
performer has two means for internalizing rules of the target language. One is
languige acquisition, which is very similar to the creative construction process
utilized in both child LI and child L2 acquisition. Research in child language
acquisition has taught us that acquisition is primarily subconscious, not influ-
enced by overt teaching, and is encouraged by simplified input and participation
in conversation ( for reviews, see Cazden, 1972; Brown, 1973; Clark and Clark,
1977). The other process available to many adults is language learning, which

144
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results in conscious representation of pedagogiCal rules. Overt teaching is
thought to be quite useful for learning (Krashen and Seliger, 1975). The Mon-
itor Model hypothesizes that learning is available to the adult performer in sec-
ond language production only as a Monitor, that is, we cin use. conscious gram-
mar only to alter the output of the acquired system.

The acquisition-learning distinction, as I have outhned it, is not new: Law-
ler and Sehnker ( 1971) propose that for rule internaiization dne can "postulate
two diitinct types of cognitive structures: (1) those mechanisms that guide
'automatic' language performance . . that is, performance . . . where speed and
spontier'ty are crucial and the learner has no time to consciously apply lin-
guist, ..chanisms . . . and ( 2) those mechanisms that guide puz2le- or prob-
lem- ing performance . . ." (p. 35). Corder (1987), citing an unpublished
piper by Lambert, also discusses the acquisition-learning distinction and the
possibility that acquisition is available to the adult second language performer,
The Monitor Model makes some very specific hypotheses abotit the inter-relation
between acquisition and learning in the adult, with the main hypothesis being
that learning is used only as a Monitor. In other papers I have argued that this
hypothesis sheds light on nearly every issue under discussion in second language
theory and practice.

One point that has caused some confusion is the fact that the model allows
for acquisition to serve ms a Monitor as well. When native speakers self-correct
in their first, language, as in cases of speech errors, conscious rules are usually
not called upon. Rather, the utterance is re-initiated via the acquired system.
This may also happen with Monitor "under-users", those who generally do not
use conscious niles in second language performance under all conditions
(Krashen, in press). Again, the 'Monitor Model states that learning is only used
as a Monitor. Learning does not initiate performance or underlie second lan-
guage fluency in adults.

Conditions for Monitor Use
A second point concerns the conditions for Monitor use. In earlier papers,

it was hypothesized that learning was available only when the performer had
time, as in written performance: In situations where little processing time is
available, the model predicts that the performer will rely primarily on the ac-
quired system. Again, the Monitor Model is not the first to propose this con-
straint on the application of conscious rules, as indicated by. the Lawler and
Sehnker quote given above (see also Lawh.r and Selinker, 1971, p. 38).

Marina' Burt and Heidi Dulay have pointed out to' me (personal communi-
cation; see also Dulay and Burt, 1977). however, that this condition for Monitor
use is not sufficient: Slow performance is not always Monitored. Bather, it is
hypothesized that Monitoring occurs when the performer is focussed on form,
when he or she is ctmcerned with the "cmreetness" of the utterance as well as
(or instead of ) its communicative function. As we shall see below. Burt and
Dulay's insight clarifies operation of the Model considerably.
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Studies of Grammatical Morphemes
Another point that deserves some discussion is the current state of the art

its the study of the aequisition and difficulty orders for granunatical morphemes
anti the relation oi these. studies to the Monitor Modd. In previous papers. it
was suggested that the Monitor Model successfully predicted the variation in
performance 0:! grammatical morphemes seen in adult studies: When adult ESL
performers produce English under -numitor-free conditions (little processing
time and focus on eemimunication rather than on just fonn ), their difficulty order
for grammatical morphenws is similar to that sewn in child second language
performance ( Dulay and Burt. 1975). The appearance of the child's difficulty
order under these conditions is hypothesized to he the manifestation of the
creative construction process M adults (Aiscussion in Krashen, 1977, in press).
When pencil and paper -grannuar" type tests are used, adult performers can
focus on form and have time to think about specific ndes, and the "natural
order" of grammatical morphemes is disturbed. Specifically, morphemes thatar generally acquired late (not yet learned) and are "easy" to conceptualize,
r learn, rise in rank.

Is the Natural Order tied to the BSM?
Some objections have been raised to this picture. First, it has been sug-

gested that the adult natural order is somehow tied to the use of the Bilingual
Syntax Measure ( Murt. Dulay, and Hernandez, 1975) as an elicitation deviee,
as the BSM was used in the Malay and Burt child second language studies and
in the Bailey. Madden, and Krashen (1974) and Larsen-Freeman (1975) adult
studies. We recently te,ted this possibility by determining grammatical mor-
pheme difficulty order using adult free (unmonitored) speech (Krashen, Houck,
Giunchi, Bode. Birnbaum, and Strei, 1977). The results, given in Table 1, show
clearly that the adult -natural order" is present here as well: Our difficulty,
order cdirrelates quite well with the order obtained using the BSM for both
children and adults. Also, as I shall describe below, we obtained similar results
using emnposition. as has Andersen (1975).

Individual is'ariation: Cross-Sectional versus .
It has also been suggested that there is considerable individual variation

in morpheme orders, and that longitudinal and ross-s. -.;:mal studies do not
always agree ( Bosansky, 1976). In an attempt to &tempi,: just how much
variatiim really exists. I recently reviewed every study available to me where
grdunmatical morphemes were analyzed in obligatory occasions. This included
child 1.1. child L2, delayed LI, and adult agrammatics. It included both grouped
and individual studies, and longitudinal and cross-sectional studies. The com-
plete list of reports consulted is given in Table 2.

Following de Villiers (1974) I only included morphemes with at least ten
obligatory oveasions in a given study. This is an extremely small number, and

originally thought that this would produce large variation; just One additional
correct response. for example., would change a subject's score on a morpheme

15
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TABLE 1

Grammatical Morphemes in Adult Free Speech
(from Krashen, Houck, (ium.bi. Bode, Birtduum, and Strei, 1977)

Morpheme Accuracy
copula .87

.84
s. plural .71
artkle .69
irr. past .67
reg. past .64
auxiliary .56
HI singular .36
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Cunt:I:Mom of free speech order with other studies

Study Ebeitation device Corrdatioo (rho)
Baily et al., 1974 .857"
Larsen-Freeman, 1975 BSM .690'
Dulay and Burt, 1974 BSM .762'_
p.c.: us' ot

TABLE 2
Studies Analyzing Crammatical Morphemes in Obligatory Occasions

I. Child 1.1 acquisition
A. Individual cross s.ectioeut; None
B. Inch% idual longitudinal: Brown. 1973 ( Adam, Eve, Sarah), Curtiss, Fromkin. and

Krashen, 1975 (Cenie ).
C. Crimped cross-sectional de Villiers and de Villiers, 1973. Kessler, 1975.
0. Creamed longitudinal: Brown, 1973.

H. .Child 1.2 acquisition
A. Individual cross-worm& Kessler and hlar, 1977 (Than, three eross-sections).

flosansky, 1976 ( Jorge, 10 eross-wetions, Marta, (leo, Juan).
13. Indwidual longitudinal: Rosansky, 1976 (Jorge.), Ilakuta, 1974 (1.7qtrisn), Kessler

and Idar, 1977 (Than).
C. Chritiped eross.sectional: Dirlav and Burt, 1973, Dulay and Burt, 1974.

HI. Adult 1-2 aequisituni

A. Individual cross-sectional: Birnbaum, 1976 ( Ilet toe ). Strei. 1976 (Gerardo),
Holdich. 1976 ( Hohlich), lios,oisky, 1976 ( Alberto, Dolores).

B. Individual longitudinal: none.
C. Crimped eross-seetuMal: Baih.y, Madden, and Krashen, 1974. Larsen-Freeman,

1973. Krashen, Houck. Ciunehi, Bode. Birnbaum. and Strei, 1977. Andersen,
,1976. Birnbaum, Butler. and Krashen, 1977 (also in Krashen, Butler, Birnbaum.
anti Robertson, 1976. )

IV. Agrammaties

A. Indisithial cross-sectienial: de Villiers, 1974 ( A3,50.14.5,24,6,43 (2 cross-sections))
B. Individual bmgitudinal: none,
C. Grouped eross-sectimul: de Villiers, 1974.
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by ten lwreentage points, Nevertheless, I found an amazing aimnint of uni-
formity across all studies that used monitor-free instruments, that is, in ail stud-
ies where language Was used for communicatkm. It Onnild be Doted that Rm..
ansky 097(3) allowed items to be analywd that appeared in less than ten
obligatory oecasunis for an individual cross-section. This probably accounts for
our different conditsimis, which are based on souse of the same data.

Table 3 lists the particular relations discovered and describes the criteria

TABLE 3

Ordering Relations Among Crammatieal Nforphemes

I. Clear VilSt'S (True at least 901 of the tmw. Data from studies where
each morpheme occurs in at least ten obligatory occasions. Counter-
examples discussed in table four.)

I. INC precedes Irr PAST
2. INC precedes Reg. PAST
3. INC precedes III singular
4. INC precedes FOSS
5. INC precedes AUX
6. PLE'RAE, precedes Irr. pAgr
7. PLURAL preeedes Reg. PAST
M. PLURAL precedes II; singular
9. PLURAL precedes POSS

10. COP precedes Irr. PAST
II. COP precm Reg, PAST
12. CAW tvedt 111 smgular
13. COP precedes POSS
14. ART precedes POSS
15. ART pretl'tk Ill singaor
16. ART precedes Reg. PAST
17. AUX precedes POSS
IS. AUX precedes HI singular
(1 thomgh 9 hotel for all studies, 10 .through
hold for child LI aequisitiim)

IS do not tocessarily

Less dear ease% (true of most studies where each morpheme occurs in
at least ten ob1igati4 occasions, Ex(., where indicated. probability
of relation holding significant by sign trs1).

I. INC precedes ART
2 INC precedes PLURAL
1. PLURAL precedes AUX
'1 PLI*RAL precedes ART (1><.15)
5. COP precedes AUX
6. COP precedes ART
7. ART precedes hr. PAST
S. AUX precedes hr. PAST
9. AUX precedes Reg. PAST

10. ire- PAST precedes HI singular
11 Err PAST precedes Reg. PAST (p. .21)
12. 1rr PAST precedes LOSS (p< 11 1
Numbers I. 3. and 7 hold for child 1.1 arquisition. the otters do not
necessarily bold for child LI acquisition./
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for selection. The vomiter-examples to these generalizations (Table 4) are rarely
"serious": As tabie four indicates, they often fall within ten percentage points,
are items represented by less than 20 obligatory occasions, or are within one or
two ranks where percentages are not given, or come from Uguisu, Bakutds
subject. (Detailed discussion 4 Uguisu will wait for another paper.)

TABLE 4

C.ounterexamplm to Ordering Relations anima CnunmaticalkMorphemes

total instances wnsistent with relatams given in table three =881
total instances inconsistent with relations given in table three 98 (10S)

Analysis of counterexamples:

a. within ten percentage points
b. within twenty percentage points
c. where percentages not given: ow rank difference
J. where percentages not given: two rank differeice
e. studies producing -true- counterexamples (not a-d above):

= 49 (50S)
9

=
= 9

1) Uguisu (Hakuta. 1974) 5
2) Larsen-Freeman (Imitation I) .---- 2
3) Jorge 11 (Rosansky, 1976) 1

4) Dolores (Rogansky, 1976) 2
5) Andersen. 1976° = 1
6) agranmauc individual subjects (de Villiers )b_ = 4

'number Of obligatory occasions not known
*obligatory otvaaiona known to bo more thin 10 but may bo km than twnty

Many of the generalizations hold for LI as well as L2. In general, this
is true of bound morphemes. and this agreement underlies the consistently
positive but often statistically insignificant correlation one sees between LI and
L2 scores when rank order correlations are used.

Figure 1 gives a proposed "natural order" for second language and for

INC
PLURAL
COPULA

AUXILIARY
ARTICLE

I. PAST

1.

R. PAST
. Ill SINGULAR

POSSESSIVE

AMP

Figure 1. Proposed "Natural Order" for Second Language Acquisition and Agram-
matks. (No claims are made about ordering relations for morphemes in the same box)

1 1:4; j
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Broca's aphasia, and was constructed from the relations given lit table three.It is extremely interesting to note that all "Monitor-free" studies using adult
sublects (exeept Imitation I and II; see Larsen-Freeman (1977) for discussion
of 'Imitation I ), show a healthy positive correlation with this onler.' (Table 5)

Looking at morphemes in obligatory occasions does not give us a completepicture of the processes underlying language acquisition (see Anderson, 1977,

TABLE 3
Rank Order Correlations with the Proposed "Natural Oriler"

1. Studies with nine countable grammatical morphemes:
study' rank older con-etation
Matta
Uguisu
Du lay and Burt,
Daly and Burt,
Du lay and Burt,
Do fares
Andersen, 1975
Larsen-Freeman,
Larsen-Freeman,
Larsen-Freeman,
Larsen-Freeman,
Larsen-Freeman,
Larsen-Freeman,
Larsen- Freeman.
Larsen-Freeman,
Larsen-Freeman,
Larsen-Freeman.

1974 combined
1974 Spanish
1974 Chinese

WM time I
BSM time II
Imitation I
Imitation II
Listen I
Listen U
Read I
Read II
Write I
Write II

.82,31

.170
.770
.753
.827
.849
.883
.840
.857
.416
.719
.719
.606
.130

.130
.217
.148

for n :.---. 9, significance at .05 level requires rho= .600 or larger.
significance at .01 level requires rho= .783 or larger.

iCendall W (coefficient of concordance) was computed for those studies containing thesame morphemes in the minimum number of obligatory occasions. For studies with ninemo hemes in common ( Marta, Uguisu, Dulay and Burt, 1974-combined, Dolores. Andersen,1977, and Larsen-Freeman's two administrations of the BSM), W.619. p<.901. For studleawith the same eight morphemes in common (Jorge 7, 11, 18, 20, Krashen et al., 1977), W= .64, p<.01. For studies with. the same seven morphemes in common (Birnbaum, Butter,and Krashen. 1977 Free I, Edit I, Free II, Edit II, Cheo, Alberto), W= .818, p.01.tle Villiers ( 1974) computed a Kendall W of .60 (p<.001) for her individual agrammaticsubjects.
The relationshit._ pmposed in figure one are also supported in Andersen (1977), whoreanalyzed his 1975 data in several interesting ways. Andersen also presents data indicatingsignificant agreement among individual subjects. Additional evidence against excessive indi-vidual variation is Bailey et al. (1974), who found "a high level of agreement" amongdifferent classes of ESL students for grammatical morpheme difficulty order. Each subgroupcontained about ten students.
While all correlations with the "natural order" for Monitor-free stedies are positive, afew miss statistical significance at thr. .05 level. This is occasionally due to unusual per-formance in one morpheme: In Juan, for example, there was very high performance in theIII singular mornheine (1616). In my judgment, this failure to reach significance in everycase is not serionc. as several studies that miss" come quite close (e.g. Cheo) and theeffect is reliable. See Ferguson (1971), among others, for a discussion of the prevalence ofte II errors when such near inisies are analyzed as non-rejection of the null hypothesissAen n's are small, as they are here.
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TABLE 5 (Cont.)
II. Studies with eight countable grammatical morphemes:

study rank order correlation
huge 7 .878
Jorge 11 .615
Jorge 18 .725
Jorge 20 .888
Du lay and Burt, 1973 Sacramento .939
Du lay and Burt, 1073 East Harlem .878
Du lay and Burt, 1973 San Ysidro .885
Bailey, Madden, and Krashen, 1974 .939
Krashen et aL, 1977 .779

foe n = 8, significance at .05 level requires rho = .643 or larger.
significance at .01 level requires rho = .833 or larger.

III. Studies with seven countable gramniatical morphemes:
studs rank order complation
Chao .71,2
Juan 368
Jorge 9 .769
Jorge 13 .862 -

Jorge 15 .728
Holdich .728
Alberto .730
Birnbaum et aL, Free I .728
Birnbaum et al., Edit 1- .802
Birnbaum et al, Free II .557
Birnbaum et al., Edit U .712
de Villiers, 1974 agrammatics combined .880
agrammatics: A3 .955-

A50 .599
A14 .962
A43 time 1 .749
A43 time 11 .755
A5 .837
A24 .768
At3 .805

for n = 7. significance at .05 level requires .714 or larger.
significance at .01 level requires .893 or larger.
(one-tail)

All individual cross sections listed, with the exception of L'iruisu (llakuta, 197a) and noldieb
(110/dich. 1978). and the ogres/kinetics, are from Ronnalty (076).
'All correlations bac* been comedid tor this

Wagner-Gough and Hatch, 1976). Nevertheless, the data presented here strongly
confirms the reality of a "natural order", a reliably occuring order in longitudinal
and cross-sectional, individual and grouped studies of second language per-
formers. Admittedly, it is not a rigidly invariant order, as shown in figure one.
It is also far from random, however.

The task is far from complete in the area: As indicated in table two, more
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data should lw gathered for adults longitudinally. and the effect of Monitoring
Ow morpheme order deserves replication.

How Important is. Learning?

Another central issue .concerns the relative importance of learning and
acquisition. As stated. the model clearly implies that acquisition is central and
learning, the' Monitor, is peripheral. We now have several sods of evidence that'
confirm this position. evidence that learning is limited in at least three importanr
ways: with respect to individuals (-not everyone uses the Monitor in performance,
even when tine is available and they are focussed on form). with respect to
rules ( leanMig may he applicable only to a small subset of the grammr ), and
with respect to situations (it is not used everywhere).

Monitor Under-Urms
.

Some reuent case histories have indicated that many ESL performers are
Monitor "mater-users". that is, they do not, utilize conscious rules under any
conditions. Some of these performers simply do not know the rules, while others,
for some reason, just don't use them. In Lawler and Selinker's terms, this.
inch:des 'individuals who cannot learn a particular verbalized rule . . . (and)
. . imhviduals who can learn such a rule and not be able to apply it with
or`withont time. to do so"-.( p. 39). A particularly interesting phenomenon is the
lierformer who pays lip-service to the value of conscious rules but who neverthe-
less does not use them. Stafford and Covitt (in press.) have pointcd this out in
a recent paper. and present the case of "V", an ESL student who claimed that
"grammar is the key to every language" on a questionnaire. When self-correcting,
however, V admitted that he appeals to his "feel" ter F iglish and does 'tiot use
conscious rules because he simply doesn't know- any. (For more case histories,
,see Krashen. in press. and Stafford and Covitt, in press).

Limitations on Rule. Learning

A second limitation on learning is with respf . rules. Our current
hypothesis is that the Monitor is limited to items tha. (1) have not yet been
aemiked, and are ( 2) in a sense "easy" to carry around as mental baggage. Our
compositifin study, reviewed below, is consistent with this, as are case histories
and error analyses. Errors on such late acquired (in the technical sense) hut
easily cmiceptualired items as the third person singular ending and regular past
ending are typically described as "careless". Students report that they con-
sciously "know" the nile but carelessly fail to apply it ( Du4kova, 1969; Cohen
and Robbins. 1975; Krashen and Pon, 1975). Our subject "P". for example,
( Krashen and Pon. 1973) a linguistics major at Queens College, wrote nearly
error-free English. but omitted such "easy". late morphemes in casual speech.

Difficult rules, it is proposed, are acquired if they are to he performed
correctly in all situation.. Difficulty may be defined in terms of the semantics
or pragmatic conditions for rule application (as in certain aspects of article use;
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see e.g. Linde and Labov., 1975, or Lacksfroin, Selinker, and Trimble, 1973)
and/or in terms of the syntactic operations required, the mental gymnastics, for
rule application. This latter kind of difficulty is illustrated by the' inability of
even fairly advanced adult second language performers in French to produce
sentences like

(1) je ne lui en ai pas donne.
1. didn't give any of it. to him.

with any fluency, as such sentences require a great deal of morment and
ordering of elements. According to texts and syllabi, such .sentences should be
within the capacity of second semester students of French as a foreign language.

Another confirmation of the hypothesis tha adults may only in general
apply conscious learning to certain easy rules in performance is Schlue's recent
MA Thesis, (Schlue, 1977). Her subjects were three intermediate level ESL stu-
dents at UCLA. Here, Intermediate" means a foreign student who is studying
ESL but who is also taking a partial academic load. Such students I. ve "been
through" the grammar, having completed texts such as Praninskas' Rapid Reufek
cti drnglish Grammar. In other words, they are expected to "know' the grammar\
Schlue tape recorded conversations with the* students and asked them to
correct their own errors from the tape. They were thus encouraged to focus
on form and supposedly tapped the Monitor. The students caught about 30%
of their errors this way, or, stateirdifferently, over % of their errors got through!
Thus, most errors survived, even wiun tile students were encouraged to focus
on form and apply consciou.s rules. An interpretation of this result is that the
students simply did not know enough rules co( the target language; their moni-
tored, or learned, competence was only a small portion of what they needed
to correct most errors.

When is Learning Available?

The third limitation on learning is situation. Our current data confirms that
, the conscious grammar is most available on grammar tests, is hardly available
at all in oral communication, and is only used to a modest degree in composi-
tion. Tliis is predictable from the two conditions on Monitor use given above.
Subjects have the most time in grammar tests and are deliberately focussed on
form. Oral speech is usually the mirror image of this situation; there is little
processing time and communication is usually central. The composition situation
illustrates that the focus on communication condition is more potent than the
lack of time (tondition for Manitor-free performance. Here, performers often
have time, but learning makes a modest contribution to performance in writing.
Our reeently completed study ( Birnbaum, Butler, and Krashen, 1977; see also
krashen; Butler, Birnbaum, and Robertson, 1976) confirms this. We asked ESL
students to write both free (write as much as you can in ten minutes) and
edited (concentrate on correet spelling and grammar) compositions. We found
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( 1) the morpheme' "natural order" is seen in both free and edited writing.
an order quite dose to that fotind in oral studies. and

(2) the difference in accuracy between the free and edited tasks, for the
six morphemes examined, was quite small (about six percent). The only con-
sistent change was a clear but mweetacular increase in the third person singular
morpheme. which was not enough to disturb the natural titorphenu. order.
Accuracy was thus only naidestly affected by editing.

Seh)iic's data also speaks to this point. She reported that self-corrections
4110. in free speedi (nem-induced corrections) for her three foreign students, while

helpful in Mcreasing accuracy, only occured on 7.27 of all errors,
From this kind of data we can conclude that when real communic,'.e.a,

or uatural language use is involved, learning is not fully available. Note AR)
that the Sdnile iond composition studies probably overestimat.., Monitor use, as
some of the self-correcticm ma .. have been done on the basis of acquisition, or
by a "feel for eorrectness. Conibined with the two other Monitor limitations
discossed above, this result implies that thr- Monitor is, used only by some
people for some rules and for more artificial language use situations. It is
interesting that s.nne approaches to second language teaching presume nearly
the opposite, that conscious rules are utilized by all performers, for all rules,
;old in all performance.

This is not to say that learning is evil and should not be appealed to
at all. Very snecessful second language performers often have an extensive
conscious knowledge of the target language in addition to advanced acquisition.
They appeal to the Monitor, however. when Monitm use does not interfere
iyith communication, and nse the Monitor as a supplement to correct the output
of their acquired competence. They are thus able, like "P" in .Kraslien and Pon

1975 to achies.e the illusion of native speaker competence in certain situations,
ti% in some kinds of writing and prepared speech.

Does Learning have to precede Acquisition?

A corollary of the above discussion of the centrality of acquisition is that
acquisition need not be preceded by learning. While such a progression often
appeals to exist, several facts speak against a conversim of learning to acquisi-
tion as MI underlt ing process in the development of fluency. 'First, we see an
imptessise raw.te ot syntactic mastery in many non-Monitor users (see the ease
histors of Mug iii Cohen and Robbias (1976) and ether case histories in
Stafford and (*twat in press). Second, the limitation of learning to a limited
number of grammatical rules also implies that adults must acquire some items
iieht from the start. Third. teachers sometimes repoyt that after second language
students are "taught" a complex rule, they discover that they had a "feel" for
the structure .dreadv Students are often pleased to obtain confirmation for
this tacit isnowledge and feel that they have learned something important, but
it is questionable whether they have increased their capacity to perform in
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English by suck conscious rule learning. Finally. if learning had to precede
acquisition, how could ' c explain tlw failure of even advanced stndents to use
certain items twrectly tuider all conditions? -1'", for example, khew the third
person singular rule as well as anyone and bad had years of practice with it.
It had been karned, but not acquired, a good case of .t rule that is late-acquired
(low in buth difficulty and acquisiti)n orders ia the studies listed in table two)
and easy to conceptualim and karn. All this data and these observations become
clear when acqnisition and learning are considered to be independent. each with
it's own processes.

The Role of the First Language

Previemsly published work on the Monitor Model has also neglected the
relationship of the first language to acquisition and learning (for brief remarks,
see Krashen. in press ). The first language fits neatly into the Monitor Model.
and it's role lieconws dear wlwn earlier results and observations on first language
influence are considered. I summarize the relevant findings here:

(1) First language, influence appears to be strongest in complex word
order and in word for word translations of phrases (LoCoco, 1975; Politzer, 1968;
Du§kova, 1969; Richards. 1975; (rmilwrg, 1968).

(2) LI influence. is weaker in bound morphology (references as in (1)
above).

(3) LI influence- appears to be strongest in acquisition-poor environments.
Dnlay and Burt (1974) have demonstrated that LI influence is rare in child
second language. acquisition ( but see below). On the other hand, studies that
report a high amount of first language influence, such as those cited in points
( ) and (r9) above, are mostly foreign and not second language studies, situa-
tions in wlilch natural appropriate intake is scarce and where translation exercises
are frequent. In this regard. it is interesting to note that we can find signs of
first language influence in immersion bilingual programs where input is often
primarily (rom the. teacher and not from peers. First language inflrenced errors
here are also in the domain of word order ( Plann and Ramirez, 1976; Selinker,
Swain and Dumas. 1975).

k 4 ) Consider Newmark's proposal for a mechanism for LI influence (New-
mark, 1966): 1.1. influence is not proactive inhibitim, but is s;mply the result
of the performer beim; -called on to perform before he has learned the new
behavior". The result is "padding, using old knowledge, supplying what is
known to make up fot what is not known". Newmark suggests that the "cure
for interference is simply the cure. for ignorance: learning" (in terms of the
Monitor Model, this would read "acquisition").

What can be. concluded front the above is that the LI may "suf-stitute"
for the acquired 1.2 as an utterance. initiator when the performer has to produce
in !he target language but has not acquired enough of the L2 to do this.

1 6
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It may in fact be the case that the hypothesized domain of acquisition in 12
1)o-formative is the same AA those rules that are most prone to LI influence.
while aspects eit the target language that may be learned (late acquired, easy
to c(niceptilahle. e g. bollixt morpludogy) are relatively free of LI influence.

First lani,,mage influence ni.ey therehire be an indication of low acquisition.
If so. it can be eliminated or at least minced by natural intake and language
use. 'rhi, what pparenth occured in Taylor's ESL subjects, who showed
less first language influence with more proficiency (Taylor, 1975).

Perhaps the "silent period" observed in natural child second language
acquisition ( Ilaktita, 1974. Ilu.nig and [latch, in press) corresponds to the use
of the LI in im-natut.il adult second language performance. The children may
be Wilding tip aceptired competence via input, and several recent studies
(( ary. 1974 Postovsky. 1977) imply that less insistence on early oral per-
form:nice limy profitalde for children and adults.

Fir;t language influence can thus he. considered as un-natural. One could
theoretically poiduce sentences in a second language without any acquisition:
The. first language surface structure can be used with second language content
lexicon inserted. The Memitor mar then be used to add some morphology and
eh, its bust to repair word order where ir differs from the LI. One can only go
so far with this mode. as one is hunted by the competence of the conscious
gr,unitia: and our no..., appeal to it with every utterance. The adult can, how-
ever. pnidtice sentences right away in the target language using this mode,
mid this ma% account for reports of more rapid progress in early stages for
adltits than for children in wcond language performance (Snow and lloefetagel-
fled& in press). It is a temporary advantage, however. Acquisition may be
slow. Imt it is, in the long run, much more useful when langnage is used for
tht. purp,,se (if communicatitm. After all. that's wino: language is for.
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Interference versus Structural complexity in Second
Language Acquisition: Language Universals as a

Basis for Natural Sequencing

Georgette loup and Anna Kruse

University of Washington

A current controsersv in the field of second language acquisition enters
around the issue of whether interfereme or iutrahngual factors roost affect
second language acquisition. The present study examines the factors iespon.
sibk for errors by investigating weenid language aecitiisition of a paiticular
English stnicturethe relative clause. In an attempt to define a potential
natural sequencing for this stnicture, we refer to the reeent linguistk. research
on language universals. Three linguistic hypotheses make predictions as to
which relative clause structures will be easiest for first language learners to
acquire. Kuno (1974) argues that non-center embedded structures will pre-sent less difficulty to the !Lamer than those which are eenter embedded.
Keenan (1972) theorizes that relative clauses with relativized subjects will
be acquired before those with rdativized objects. Sheldon (1973) claims that
relative clauses exhibiting a parallel function with the head noun will be
arquired more easily than those which do not. Though each of the hypotheses
makes different precheticnis voncerning which relative clause stmctures will
present most difficulty to the all three positions are supported with
data from first language acquisition. In order to determine which hypothesis
makes correct predictions for second languag learning, data is collected fromadult learners from s arious language backgrounds. Ilesults indicate that inter-feremv plays a mmimal role and that tlu. language universals defined by bothKeenan and Kuno offer insights into the linguistic behavior of our subjects.These findings, while contributing to our knowledge of the particular pro-
cesses involved language devehpment, also have important implications for
the general theory of language acquisition.

Two questions are %cry central in current studies of adult second language
acquisition. Researchers are asking to what extent a learner's competence at any
given stage is influenced by knowledge of the native language, and the re!ated
question of how closely the adult's acquisitimial stages approximate first and
second language acquisition in children. Hypotheses addressing these questions
were first put forward by Fries ( 1945) Lado (1957) and their contemporaries.
They claimed that all difficulty in learning a second language arose from the
interference effects of the native language and not from any inherent difficulties
in the target language. Fries, in a forward to Lado (1957), unambiguously
states this position:

159
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I t'At Mtn: A let imit 1.inizo.tge th,i,40er erN difficult task hum tram-
un: the tift htte.".114t th itttlithql1% nut id ain, i-o.entiAl difficulty
itt th tr.thlIt's Pt OW ttelk 11.1114tkAgt thcitiwts es Ina pi tiii.it 11% not of the spretai

cir.etvd h thr first lategu.sgr !whits.

Sm.h a nallow s teNs of second latigitai4e acquisition was scam challenged.
Many resealchrts c tot es.unple Pit Citrder. 1971. Numwr. 1971: Richards. 1971;
and Sehnker, 1972) insisted that a variety of factors 1vvre responsihk for the
probknis encommtered itt leainitiv, a seeemil I. nhIe, Intrinsic intralingual corn-
plesities were clainicti to illtittellue a leainer's des elopmental progress to as great
an extent as natise language transfer. Bitbards t 1971 t is clear mat the importance
of both learning satiable.:

hail forth r twin the mother t.,nizue cfrArk A tumor 5i)ttF(t itf difficulty seenod
li.ArteuL: .1!1 MIA! IN hAs provid in locating area,

ourit.iiigmip zi. ititc,tetuthsr. runts li.n.rej . dri finite the strategies cm-
ploeif fu. the leAinet iii Ltittrti.ti.te At'epliNtt Ittn, Anti trittit the mutual interim-rove of
items ition the target Ltrigttage (p. '21.1f

Empirial wink remained to be done to substantiate the newer contentions.
As stiulies attempted to confirm the roh of nitralingnistic factors, the importance
tit intellerence w as doss I .4,r.tdrd. A new acciaint of second language learning
was then pniposed whit h escluded native language tiansfer as a significant
!valuing s AIIANC. Its Citlet Ads OCAtt'S were Dttlity and Burt (1974a & b). Their
position gained creclence as A result of several studies which denumstrated little
evidence 01 interterence in both child and adult I acquisition. One such study.
researched b% Ervin-Tripp 1974), investigates tin- learning experience of
hivslish speaking children ,icipiiring French. Interference COliki not account for
their linguistic behasior in both elicited and spontaneous productions. leading
Fuxin:1'6pp to conchtde that language learners recapitulate mother
tongue acquisition- p 1 I Dulav and Burt 1974a) come to similar con-
clusions after .tudynig the atitusition of English morphology by Chinese and
Spainsh speaking childwit. Morplicine difficulty orderings for the two groups
were established and \sere shown to he highly correlative. findin -sg which argue
ter the 1. system. rather than the I., system. as a guide to 1.. acquisition. This
leads them to relect first language habits as productive predictors of children's
ac(uisition of seCottti 1.1111:sttAL;C syntactic. processes.

Other researchers hace e\tended these results to adult ESI. learners. Cook
( 197:1) discos ers that child first language learners and adult second language
learners produce the same types of errors in imitation tasks invoking English
relatise clause structures. Bailey. Madden and Krashen (1974) replicate the
Dan. and Burt morpheme acquisitim study with adult learners and determine
that a similar difficult\ ordering obtains between both the child and adult L.?
learners.

The issue, howeser. is far from resolved. Thour,h these studies do not attest
significant natise language interference. other studies do. flakuta (1975) in a
case stodv of A Japanese child learning English observes errors in her spon-
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taneous speech whieh he can only attribute to transfer. Ills data include cases
of kxical transfer and es idence for structural avoidance. Ile rejects the thesis
advocated by Du lay and Bort and recenmnends in its place a return to the inter-
language hypothesis which accounts for file leanier's stages of competence
through an interaction of three factors; overgeneralization, simplification and
transfer.

In two different studies Schachter 1971) and Schachter. Tyson and Duffey
( 1976) report evidence of transfer in adult acquisition. Their studies are note-
worthy because they systematically ccimpare subjects from several different
language backgrounds along dimensions which are selected because of the par-
ticular difficulties they are expected to present to each language group. If it is
the ease that the stnicturrs are either randomly troublesome, or difficult for all
(or none) of the language groups, it becomes necessary to reject the interference
hypothesis for these stnectures. It would then be necessary to attribute any
difficulties to the complexities inherent in the structuies. Conversely, should
the predictions be borne out, the interference theory would be confirmed.

Unfortunately the results of both studies art. mixed and do not provide
clear support for either position. In the. first stady Schachter examines only
spontaneous performance data. Sonw expected errors are observed, others are
not. Schachter conclud,-s that avoidance of structural types is evidence that the
structure is posing problems for that particular language group. We contend
that there is no justification for this conclusion. One !WWI' knows why speakers
chocise to express their thoughts using one. syntax rather than another. If mother
tongue interference is playing a role it may be at the syhstic level rather than
the structural level. As oidance gives us no clues as to why a learner might find
that structural type difficult. StudyMg performance, therefore, can on!), provide
limited insight into the learner's level of competence at a particular stage of
acquisition..

Schachter, Tyscm and Diffley acknowledge the limitations of performance
studies in designing a second investigation. They argue convincingly that it is
necessars to gather intuitional data in order to completely characterize a learner's
knowledge at some particular stage. A description of the learner's system which
is based entirely on spontaneous production data will account for only a small
fragment of the learner's knowledge of the target language. This study elicits
grammaticality imignwnts on English sentences from speakers with five different
native language backgrounds: Japanese, Chinese, Persian, Arabic and Spanish.
Unfortunately, the results again are mixed and no firm conchisions as to time role
of interference can be drawn from their investigation.

So despitt an abundance of current research, there are still no firm answers
to the questions posed at the beginning of this paper. Researchers disagree
or, the extent to which transfer influences second language acquisition and the
data present conflicting results. But until we are able to define the role of inter-
ference precisely. it will be impossible to isolate a set of intralinguistic variables
and assess their role in learning. Thus it is necessary to conduct research designed
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to separate interference ...ariables from intralinguistic variables and then deter-
mine the relative difficulty of structures in each group. In ciUng this we not
only shed light on the prdwesses invoked in seeinal langnage learning, but also
contribute to our knowledge of language universals and the general principles
of language acquisttion.

The research we are reporting on focuses on t)i e. irequisithni of the English
relatise clauw In the first portion of the study we investigate the role of inter-
ference, in the Cui mud p.irt we attempt to define a nattwal difficulty ordering for
the stages ot !dative clatlw acquisitnni. The research incorporates two of the
operational priniples ontluted in Schachter (1974) and Schachter et al. (1976).
Suhrects are selected trout a number of very differ.iit language backgrounds. The
native languages ed are Spanish, Persian. Japanese, Arabic and Chinese.
Intuitional tudgments rather tkm spontuwous or elicitcd productions provide
the data base for our investigation.

Research Design

lidative clause structures front our subjects' native languages were com-
pared to Eti4lish along tiair dimensiims, shown in Table 1. A contrastive analysis
,CA) theory of interference .is defined in I.ado (1957) and advocated in
Schachtr 1971 atiSilmrs that we can predict which aspects of a structure
will t...low lw determining where the points of structural contrast lie.
Any thiiiwt ditkrence is expected to impede the acquisition of the structure
alum.; that diuuur u;ott CA further argues that a partial overlap, where one unit
in the runt r !arr.:nage corresponds to two or more units in the target language
will present muuuuiuuu learning difficulty. Table 1 reflects these assumptions by
m0(.0111111:2, the cells tit each column where partial overlap miffs and therefore
where the CA ht% pothirsix .anticipatri4 the greatest number of errors.

(11111cst
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(13.0i..tuon of Brian% Aharg Four Dituensionc

Ittttittil,n
{#,/?1, flni4
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s. rrPh

th.Ift
}It Ilf

icc. Posation Ref Niarker Re! Marker
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. . . . _
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prm.c.e.dec /wad invariable
1,1

f ,ws head ct 'Mc( ittie % Inv :triable
f ,ws head mvariable

)w5 head aht ass uariabb.
fe,fl }wait win/limes ariable

Wr ,bscrt e then that in terms of pronoun retention inside the relative clause,
Chines . .1 tabu' and Persian exhibit partial overlap with English. retaining the
pronoun Itt untie positiuns Imt not in others; while Japanese and Spanish
pattettt like English. Thus we. expect high levels of difficulty from Chinese,
Arabic aid Per.oait speakers within the category of pronoun retention, but little
or no difficulty tor Japanese and Spanish speakees.
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Relative' clauses may either precede their head noun as in Chinese and
japanow; or follow the head noun as in Arabic, Persian, Spanish and English.
We would predict then, that Japanese and Chinese speakers would exhibit the
most errors here.

All of the languages studied except Japanese use a relative marker with th,
relative clause (e.g. En)lish that or who). In English, the marker is often deleted
in the' surface form of the sentence by a rather complex rule. It state's, in gen-
eral, that a relative pronoun may he optionally deleted if the embedded verb
will not then be mistaken as a main verb. Arabic is the only other language
in our group which permits deletion of the relative marker. In Arabic the rule
for deletion is quite different from the English rul and it functions obligatorily.
The relative marker must be used when the antecedent is definite, hut is obliga-
torily omitted with indefinite antecedents. The CA hypothesis predicts that
though speakers fnim all five language backgrounds will have difficulty master-
ing the English nile, the Arabic speakers will have greatest difficulty.

Our fourth category is relative marker morphology. In Spanish and English
the markers are inflected, but according to different inflectional criteria. The
other language's which have markers do not inflect them at least not in their
spoken forms. Therefore. although all five language groups are expected to
have difficulty mastering the English inflectional system, we anticipate more
errors among Spanish speakers due to the partial overlap between the two
languages.

Method

We elicited grammaticality j, aigments by prer,,rifing subjects with a written
list of 36 sentences each containing a relative cla:1-4, structure. Subjects were
asked to judge them as structurally correct or ineenr2ct. The malformed relative
clauses varied along the dimensions specified in Table I and the well-formed
sentences were those to be nsed in the second part of this study, and will be
referred to later in the' paper. The sentences were presented in random order.
Example's of the malformed relative clauses are. listed in Table 2. ( For a com-
plete list eif the deviant sentences used in this study, refer to the Appendix.)

TABLE 2

Sainph. Deviant Sentences

I) Pronoun retention in the relativized position
'The bed which the boy put the shoes under it is in the corner.

2) Relative Clause Preposing
'The eats a big breakfast girl is very strong.

3) Relative Marker Deletion
The girl was last in line didn't get a ticket.
The woman James met is my sister. (Correct in English)

4) Incorrect Pronoun Morphology
Jahn bates which his brother likes.
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The subjects consisted of 18 speakers of Spanish, 16 speakers of Chinese.
IS speakers of Persian. 10 speakers of Japanese and 25 spi.akers of the Saudi
Arabian dialeet of Arabic These 87 subjects were randomly chosen from among
low and michlle intet mediate level students enrolled in English as a Second
Iamgnage classes ;It four Seattle area universities. Subjects wen' instructed to
read the sentences and to place an 'V in front of any that they felt were not
correct sentence's of English They were told to concentrate on the grammar and
to ignore strangeness iii meaning or questions of spelling and punctewtion. There
was no time limit.

Results

The main question we are attempting to deal with at this point is whether
it is latignage group. sentenee type, or a combination of the two that is more
predictive of a karner's performance. In order for our results to establish a
transfer effect, it is necessary that either the main effect of langnage group or
the interaction of language group with particular sentence types be significant
as compared %%all the variation across individual subjects. Table 3 indicates the
mean wore of incorrect responses per cell.

TA 111 3

Analsis of De% taut Sentences: \ lean Score d Incorrect Response%

!Pronoun
itritortoo

N -.- S

i i G.
rosiolu
N = .t

Rel P\ Laker
Appearintee

N = 0

HO Marker
xforphology

(*behest. 49 2 23.4 47.9 24.2
N 16

Japanese .15 25 38.3 22.5
N 10

Arabic 68.5 31 40.7 47.5
N 25

l'er,ia a 17 12.5 37 11.1
N I S

Spanish 17 2 27.8 11.7 43.8
N 18

To es aluate the data, l t used a two way analysis of variance design raocfified
to .creen out title( pia: Vs. repeated measures and nested subiects. so that we
oink! determine whether any group response differed significantly from the
Melo. Irinal variation within groups. We were interested to see initially whether
laugnage group. sentence type, or a combination of the two predicted per-
formance te) anuv event. Significance was set at the .001 level since an effect
was predicted. Our findings show that the main effect of language. group did
wit turn out to Ire significant, neither did the interaction between language
grump and sentence type. Ilowever/we found the main effect of sentence type
to be highly significant. These nimilts indicate that although the main scores
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for each language. groin) ou it particular sentenee type look very different, the
variation among the individual scores was great enough that the differences were
not Mimi's. significant. Thus .iny differences between mean scores for language.
groups on a given senteml. t),pc might well 'disappear in testing further samples.
Since. the interaetion of language group and sentence type was not found to besignificant, we were assured that no pattern of ease for one. language group and
diffieulty for another on .k given sentence type was cancelling out a main effect.
Therefore., we were ssined that the only effect that was significant was that
of language type. The lack of .my signific.mt interaction precluded the necessity
for finer statistical analysis.

Our resultythow that, contrary to the CA hypothesis, sentence type ratherthan native language kickground is the mnst reliable predictor of error. Thequestion then arise.s 'as to why certain oi the struetural.paranwters tested are
more difficult to master than others. In order to answer this question we mustfirst determine whether the fonr sentential categories can he arranged into a
difficulty ordering. To do this, we. totaled the. mean scores of all subjects ona sentence typehaving ruled out the individual language factorand did aseries of difference of means t-tests, adjusting for the same error term as re-quired for the analysis of variance. Significance was set at the .01 level fora one.tailed test. The total mean score for each sentence type is presented inTable .1. The. differences were found to be significantly different enough topermit them to be ordered.

TABLE 4
'rutal !lean SCOW 41f Intlirretl

Poininen
Retention

131.. Position

.17.3s 11.91

Responses Amording to Sentence Type

Rel Marker Ref Ntarker
Aitpearanee Morphology

_

1.12 :30.22

When we. rank order the four structural categories in terms of their relative
cfifficultv. we arrive at the. following difficulty ordering. Decisions concerning
pronoun retention are the. most problematic. followed by questions of relative
marker deletion, relatise markk morphology and relative clause position, in thatorder. We Caul explain the low error total on relative marker position since
fundamental word onier is one of the earliest concepts acquired in learning a
new language. both first and second. negative onmoun morphologY will cause
some learMng diffiei lty. but, in karning to form the. relative clause, the rules
govenung morphological dktribution are the ones given particular attention inthe classroom and are usually practiced and tested until error free performance
is reached. The rule for marker deletiem is complex and optional in English,
tlwrefoic it is not stuprising that our subjects who are not very advanced havenot vet mastered it. What is surprising is that pronoun retention is a problematic
cirea for all laiiguage groups, even those where such errors are not expected.
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Eurt'aerniore. iii t Oknig with our subjects' language teachers we found that
problems of piononn ietention reveler special foi us III the dasstOn111. flow then
can we explain the high ocenitence of eriors in this categoo fttr all language

E L. keetian 1q72.1 argues that premenianal reflexes at the surface bird
are Cola 1111101 I i Matt% lii I gi t.s ges of the world precisely liee:mse they are ,very
natural manifestations ot the underlying logic.d stineture of the lainznage.
Furthei lin We, they air retained at the surface most frequently when ail aid to
comprehensiini is retpiired eine to the struetural &Imply\ ifv of the wiltetwe.
These pronouns tnnetion cognitively to assist ni pereeptnal coding. We prmose
that language learners systematically employ prolunninal reflexes in the lieginning
stages as .i perceptual heuristic to simplify the coding task. lii 1 :t, we have
noticed that ads aneed learners who do not ordinalily do so ill employ
pronominal reflexes (linty naturally whe:n Nelltences reach a certain level of
complexity. as for example: Ikits the Wail who Sally told Ellen her mother
was talking about him."

Keenan 1472b1 has fnrther theorized that there exists a natural ordering
within thr category of proinnin retention, with genitive and preposition object
pronouns the most likely to be regained, and the retention of subject and direct -
()Wet pnniouns the least common. The ordering is based on the cbservation that
in natural language, relative clause formatnm is more natural and hence more
accessible with relative clause subjects and objects than with genitives and pre-
position i)hicets lie has denumstrated that sentences containing relative clause
stritctures binned on these latter two positions are perceived as structurally
more 0.Thiipir. than correspeaiding sentetwes with the re.lative clause formed on
either aihject or direct obiect It would follow then that our subjects would
ae, more readily a pronominal reflex in the less accessible relative clause
posi noi

Since the studs included sentences exhibiting all tour types of pronoun
Mealtime ste tot.ded the scores across Luigi:age for each category aod compared
them to ascertain if subjects did indeed finch it MOW natural to r, ain a pronoun
in the less accessible relative clause positions. The test permitted 174 possi-
bilities hir emir iii each category. Total error cuing for each grammatical category
is presented in Table. 5.

Tidal trot Ctisitit fist Categistivs (4

sithir( t PircUt CII tirct rtutiesttliquAI Olsict t (.4.11Ittl. I'

fi ti 106 Hit

(ibsene that the genitive and prepositiem eibioct ruisititais producec
approsiniatels inie third more emirs than either the snbject or direct .thjec:
positions. .1 diffeirnee of proportion ttest was done to determim. if these dif
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ferences were significant. Significance was found at the .01 level indicating that
the natural flicultv ordering for relatke clause formatiem proposed by Keenan
provides a r Asoto.thir explanation of our ,,uhiects behavior,

-

Testing fo Nonni! Sequences

.1

Sinee the first part of the study was not ahle to locate significant structural
interferewe in the acqinsition of the English relative clause, an attempt was
madv tei locate other factors which might 'account for the karning difficulties.
The second part of this study attempts to ascertain if ;here exists a natural diffi-
culty ordering among ahe various types of relative clause structures, resulting
from the 4trategies learners arc using to process them. If such an ordering can
be shown to exist, we then want to determine to what extent it reflects the
acquisition strategies einplo'ed lw first language learners of English. As we
searched the linguistic hterattere tor possible hypotheses to test, we were sur-
prised to discover that there. were three sueh hypotheses each making conflict-
ing predithons about the saine set of wntences. These sentences are listed below
in Table 6.

TABLE 6
Sentence.. rsed to Fstablisli t 1Nifieulty Ordering

SS .I'he dish which tlt on the floor broke in half.
The picture w huh won the prize is hanging on the wall.

SE) The eater whit h I tottuel on the bus belongs to Susie.
The emicl %shah Bills g,Ase vie tasted gess.d.

OS The. little girl is looking for the cat which rail
TN old woman pecked sonw flowers which were arowina in the patk.
The boys are reaeleng the books which they burrowed from the library.
The 0103 Ate die cookies nhich the neighbors baked.

Kiino (1971) argues that center embedding reduces comprehensibifity caus-
ing relative' clause structures which are center-embedded to be perceptually-
more difficult tkm right branehnig clause's. The perceptual problems of nested
constructions resulting trom a stram on memory capacity were first prediqted
by (hoinsky and Miller ( 1963). In ;elation to first language acquisition. Sldbin
(1971) pr`ediets the. late acquisition of center-embedded clausm, based on his
operating principle. 1) ,which state) that there is pressure to avoid interruption
of underlying linginqa. units. Nfetkuk (1969) observes that sentence final rela-
tive clauses appear first in the. data before center-embedded'ones. In our study
this hypothesis predicts that the sentence types we have labeled OS and 00
.will be easier to procesc.

A smond Inpothesis is dcchiped by E. Keemm (1975). As mentioned
earlier Keenan has establis)ied an accessibility hierarchy for relative clause

-
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structures where those relative clauses with relativi/ed subiects occur higher on
the hierarchy than those with relativiied objects. Ile predicts that the more
accessible relative clauses will be perceived as more natural and hence will he
easier to process and learn In testing doiw with school age children, he found
that retention was better on'relative clause structures higher on the hierarchy.
lit English, Keeitan's hypothesis receives iialependeut support from 'another of
Slobin's prine-iples, Universal DI: It states that stroctures requiring permutation
of elements will first appear in nonpermuted Ions, Menyuk (1969) has ob-
sets eel that the earliest relatise clauses do indeed Appear without inversion.
Keenan's predietion. then, is that the SS and OS se .tence types will be con-
sidered grammatical more often than the SO tyiws.

A third hypothesis is put forth br She !dot Through testing she has done,
Shek Ion has ascertained that children have better comprehension of those rela-
tive clanw struetures where the relative pronoun performs the same function as
the head. The parallel luta cion hypothesis is presented to account for the pro-
cessing strategies children use to interpret relative clauses. It follows from her
hype thesis that relative clauses nhusifesting a parallel function will be acquired
before those that do not. lo reference to this study it predicts that the SS and
00 sentences should be the least difficult to process. These three hypotheses
are summarited in Table 7.

TABLE 7

Summary Of Hypotheses Teste(I

Kuno t :enter Finbedding is pereptually difficult and should by avoided.
Supported by Slobin's ()perating Principle 1): Avoid

t'S. Yi interruptions of underlying linguistic units.
0(5 5(5

2 Keenan. 'Me Accessibility Ilietarchy will predict the order of acquisition:
relate+. e Anises formed on subjects will be easier than those

ss St5 b,rmed rti
( Stworted by Slobin's Unisersai Meid rearrangement

cl underhing word miler.
t Sficht ii I fie Vitally! Function flypothesis refatwe ,st., hen. the

relahsc riNouin has the %awe function as tile IRA will IR' easier
.hquit

t .0 Os

Results

The three fipothieses make predictions coucerning the same set of sen-
tences, him ever, the predictions are cendlicting. Each theory oreqlicts that a
elifferetet pair of relative ,ause structore,; will he easier to process and acquire.
The total number of errors for each seotelice type is given in Table 8. Each
catet4ory permits 171 /nissiiiilit,es for ern r. It c evident that subiects recognized
the moontt of %sell forowd ielatie (taus( s as giammatical.
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TABLE 8
Total Errors for Each Sentence Type

Ss 45 (39%)
M) 30 (26%)
OS 13 (11%)
(X) 26 (2.3%)
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The statistical analysis used in the second part of the study was again a
two way analysis of variants. adjusted for nesting, repeated measures and un-
equal eases per cell. The analysis yielded the following results. Errors accord-
ing to language group wt.re not significant at the .05 level, while errors accord-
ing to sentence type were significant. However, re was no significaat inter-
action.

Errors were then totakd according ipothesis. These figures are pre-
sented in Table 9. A modified t-test was used to determine the significance of
the difficulty ordering obtaining between the pairs as specified in the three hy-
potheses. The Kuno hypothesis was confirmed, the Keenan hypothesis was not.
Not only was the Sheldon hypothesis not confirmed, but the results go signifi-
cantly in the opposite direction of what is predietod.

Kuno

Keenan

Sheldon

TABLE 9

Total Errors by Hypothesis

Easier Harder

:39 (V%) SS = 75 (8n)(X) SO

SS SO
:-...--... 58 (51%) = 58 (49%)OS 00

SS 71 SO = 43 (38%)(X) OS

Our data therefore supports only the. Kuno hypothesis establishing center
embedding as a parameter of perceptual complexity in relative clause processing.
However, we do not believe that our results speak conclusively. Additional re-
search needs to be conducted on this issue. Our testing procedures allow for
reflection on the part of our subjects and as such would be classified by Krashen
(1976) as "slow testing-. Therefore, we are measuring both the acquired and
learned competence of our subjects, as we have no way of factoring out one of
the measures. But it is necessary that a natural difficulty ordering be based on
acquired knowledge alone, if it is to provide a com7arison of first and second
language acquisition.

Conclusion

Our research was specifically designed to test the transfer hypothesis sped-
Red by Lado, Ind it was found to be wanting. With respect to the syntactic
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aspeas of language. Lido confines his aindysis to word and surface morphology.
By and large, the studies which have not demonytrated a transfer effect have
restricted their nnestigations to these. structural paranwters, wink other studies
which clann evidence of interference have extemled the scope. of their research
to include semantic, pragmatic awl stylistic variable's. Perhaps Lado's variables
are not me asiTeTtS of the native language which interfere with tlw acquisition
of a new language Yet Lado's account of interfeience is the only lucid treat-
ment that exists to date. No linguist since l.ado has attempted a systematic
analysis of the linguistic variables in the native language which influence hy-
pothesis formation in learning a new language. hirthennore. to eh ,1 that trans-
fer is a viable factor in second language learning, is it necessary to demonstrate
the intrusion of native language structures and strategies at every point where
a contrast between the two languages eiccurs? If not, then we require a new
hypothesis defining precisely where transfer is expected and an explanation .as
to why it is confined to these aspects of language acquisition. Until such a
theory is developed to tmide our research, we can expect that studies investi-
gating different components of second language acquisition will continue to
come to radically different conclusions about the role of L, competence in ac-
quiring
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APPENDIX
Ntalfonned Tot Sentences

Proneane Retention

Subi: 'Ile boy saw the girl who she hit him.
the girl who she uhased the bird fell down.
The balw which the man is holding it is crying.
The woman saw the man whom she photographed him.

Prep Obi. Tlw girl hom the dog barked at her fell down.
6,1 which the boy put the shoes under it is in the corner.

Poss: We tumid the baby that his mother went away.
The boy that the dog hit his hand is crying.

Rdatwe Clause Preposing

Snhi: I am looking for the in my purse comb.
The rats a lug breakfast girl is very strong.
I be Susan ss rote 3, letter to girl never answered it.
Th, indk spilled on the Martin inst washed floor.

&lath itarier Deletion
Sian: The man liked the baby was smiling.

The girl s is List in h, WO get a ticket.
The woman J.11lles Met I.. my sister.
I ate the food Fred cooked
Correct in English)

Poss: rhe ehilels mother hit him is crying.
helped the No.'s father is sick

11,4e:tile Marker Morpholr.gri

who: I like people which are friendly.
The girl which eliscoen.d the money received a reward.

which: the /wok ss hom you're looking for is on the table.
John threw the ball who broke the window.

whose: [he man which hit I found in the. park visited me.
My brother knows the boy which are was broken.

what: I kept wlio Susan gave me.
John hate; sshich his brother likes.

Oh; :



A Rationale for Discourse Analysis in Second
Language Acquisition Research

Diane Larsen-Freeman

University of California, Los Angeles

This paper intrIlduces diwours analysis as an interesting arid potentially
fruitful appwa to studying second language acquisitimi. Although discourse
analysk Van irt hide a study of both written and spoken texts, the main thrust
of disworw a,i.elsi iii L, acquisition has dealt with the semantic and com-
municative fimctions of spoken utterainvs, the structure of the spoken lan-
guage at the suprawntential level and the Mteractnin of native-speaker speech
speech input with the learner's speech product.

Interesting questions being addressed through application of this new
apprciach include:

I. What is the stnicture of language at the discourse level?
2. flow does L, akquisitnin take place through ciniversational interaction?
:3. What can conversational amtlysis contribute to the optimal age issue?

Until recently, researchers in second language acquisition have focused
their attention on the speech product of the learner. Transcripts of the learner's
speech have been examined for evidence of the acquisition of grammatical rules
which govern the form of particular structures such as relative clauses, plural
markers, propositional negation, etc. The criterion for acquisition has varied, but
basically has depended on the learner's use of a particular structure in an ob-
ligator y context.

From observation on the use of a structure by the learner, researchers would
then infer certain strategies adopted by the learner in the second language
acquisition process. Strategies such as creative construction (Dulay and Burt,
1973), generalization ( Richards, 1971), language transfer (Selinker, 1972) and
others have been pnposed.

While studies conducted employing this approach have made important
contributions to (air knilwledge of second language acquisit;on, researchers have
begun to wonder if by focusing their attention on the use of grammatical forms
in the learner's speech, their perspective might not be too limited.

Wagner-Gough (1975) has pointed out that a learner's production of a par-
ticular stnicture alone might he an inadequate measure of the learner's acquisi-
tion of that structure. She argues that an assessment of his ability to hardle all
the functions of the structure should he undertaken as well. Just because the
learner attaches an "ing" to the main verb following the "be" auxiliary to pro-
cl*icx. the present progressive tense, fUr example, does not necessarily imply that

172
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the learner knows he can use this same form to express an action occurrir.g right
now as well as one that will occur in the future.

Not only has the semantic function of a structure often been oe,glooked,
but the communicative- function of a structure has as well. For ins awe, if a
leanwr prothiees an utterance such as "How are von?" in an appro date con-
text, he is not only perhaps demonstratMg his knowledge of the syr. .ectic form
of WII-Q's and his knowledge that such a form has the semantic snction of
requesting information, but also his knowledge ti, kt this is a gut 'ion often
given the task of opening or imtiating cons .sation.

Indeed, in focusing only upon the structures at the sentential level, we have
perpetrated a misleading simplification of the langnage acquisition process. We
have overlooked the need for the learner to aequire a whole other system of
languagenamely the structural unity that exists at the ( :course level. There
is a system which exists At the suprasentential !evel in both conver-
sation (Sacks. Scheg !off and jefFerson, 1974 ) and in written discourse (Halliday
and Ilassan, 1976) that the learner must also master if he is truly to acquire a
second language.

In addition, it has been suggested that by focusing solely on the linguistic
form of the learner's speech product, we have virtually ignored an important
data source, namely the language input to which the learner is exposed. Since
an examinatimi of the input is important for pointing out additional acquisition
strategies the learner is adopting such as incorporation of formulas (Hatch and
Wagner-Cough, 1974) and imitation or matching ( Larsen-Freeman, 1976). the
input must be consid,Ted as well.

Some researchers would go even farther and say that it is the study af the
interaction of the input and the linguistic product which is most enlightening.
Indeed, in a first language acquisition study. ( 1974) advances the no-
tion that a construction within a child's speedi may at first develop out of a
construction that the. chile. builds jointly with other speakers. Scollon caes each
such exchange a vertie-.1 construction. For example:

Child: kimby
Mother: Wh .t about Kimbv?
Child: dose ( i.e.. "dosed")

Although the child's message is obscure. Scollop proposes that since ahe
adult has taken the child's first utterance as the statement of a topic and has
responded by asking the child to comment, it might be from interactions like
these that a child learns how to produce topic-comment constructions.

Hatch t 1976) suggests this same process might be operating in second lan-
guage aequisition. Rather than a learner acquiring basic syntactic patterns and
then learning how to invoke them properly in iliscourse, Hatch wonders
whether a more accurate portrayal might be that the "learner learns how to
converse, how to interact verbally and out of these interactions syntactic struc-
tures are developed,"
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Thus, a methodology which looks at the semantic and communicative func-
tions of a structure, the structural unity at the suprasentential levd, the input
to the learner and perhaps the input/product interaction might yield some in-
teresting insights that we hate been denied by focusing solely on the forms in
the learner's speech product. A methodology which purports to do just this is
discourse' analysis.

While not all researchers have embraced this new methodoloo, some are
beginning to tackle nnportant questions about second language acquisition using
a discourse analysis approach.

Solite of the interesting questions, as I perceive them, being addressed
through application of this new approach are outlined below.

What is the Structure of Language at the Discourse Level?
Although certain linguists, particularly of the British school (notably Firth

and tialliday) have' Nwit interested in this area for a long time, researchers
from other discipline's have begun to make a contribution. Indeed, anthropol-
ogists. Sacks, Schegloff and Jefferson (1974), have inspired a whole field now
referred to as conversational au alvsis. Using the conversational analysis frame-
work, second language. acquisition researchers, Schwartz (1977) and Caskill
(1977) have been examining ESL lea.ners' conversations to see if the observa-
tiom made by Schegloff. Jefferson ar el Sacks (1977) about native speaker con-
versatient hold for second language le:inter conversation as well.

While Schwartz' study of conversations between pairs of non-native speak-
ers and Caskill's study of the conversational interaction between native and
noti-na'.iv speakers focus primarily on the self and other-corrections made by
speakers in conversations, Keller-Cohen (1977) !tas been investigating the dif-
ferent ways child non-native. speakers attempt turn allocatior's when engaged
in conversation with adult native speakers.

Dealing with conversational data from a uifferent perspectiveArthur (1977)
has condueted I cttl;ly which investigates the' tN pt. of termination-of-conversa-
tion strategies employed by native and non,native spei.kers. WM also inter-
ested in seeing if the' sey. of the speaker influenced t;ie termination strategy
employed.

Codfrev ( 1977 ) has also been attempting to analyze the structure of lan-
guage. at the. discourse level. Ile has, however, chosen to examine the discourse
features pres:.nt in non-native speakei monologue- in English, as opposed to the
interactimial component present in conversatient.

Vanderbrook, Schlue and Campbell (1977) and Celce-Murcia (1977) have
heen employing a -textual analysis.' to detemine the way context, a speaker's
presupposition and the discourse fuen:ion of a structure influence the form of
the structure in discourse. For example, Vanderbrook, Schiele and Campbell
discovered certain conditions when it was likely for native speakers to prrAdce
miinverted yes/no questions in discourse.

From the brief survey of some of the studies being purs'icd under the dis-

st,
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course. analysis rubric, we can begin to appreciate the variety of ways this first
question is being addressed.

RCM Dues Language Acquisition Take Place Through
Conversational At-alysis?

In a first language acquisition study, Cosaro (undated manuscript) found
a great deal of language. teaching occurrnig in adult to child speech. Cosaro
maintains that the adult, consciously or unconsciously, teaches the child about
language and its use through discourse. In Ceisaro's data we find examples of
the adult guiding a child tuning!) conversation by supplying the child with both
a question and an appropriate. answer within a single turn:

Adult: What's that Nlia's got, a horse.?
Child: Horse!

It is not impossible that we k.ould find a similar kind of question and answer
interaction pattern in teacher speech to learners. "From this sort of input the
learner would be able. to induce what he was being asked and be given a rel-
evant reply with whkh to respond.

In both first and second language. acqnisition studies (Sermon, 1974; lIakuta,
1975; !latch and Wagi icr Cou gh, 1974. and Fillmore, 1976) we find reports that
much of the speeeh of the learner consists of prefabricah.d routinespatterns
or formula from native peaker speech which the learner incorporates into his
repertoire. without first analyzing. Au exampk. that we might find second lan-
guage learners adopting from teacher speech input would be the pattern: This
is an NP. If this pattern is frequently occurring in the discourse input to thelearner, it is conceivable that ene learner would adopt and use it holistically
without ever stopping to analvn. the. cemstittients niles comprising the pattern.

Sermon's vertical coortructiems, Cosaro's qiu.stion and answer interaction
and Mcoiporation are but a few of the. possiole means by which a learner dis-
covers how to produce acceptable utteranees front exposure to discourse. No
doubt this particular epiestion le ill he addressed with increasing vigor as the
field evolves.

What Can Conversatkinal Analysis Contribute to the Optimal Age Issue?
Ai one time. or another second limgnage acquisition) researchers have enter-

tained the. thonght that one, all, none. or a combinatiop of the following could .

be used to ..xplain the purported difiennitial veccess between child and adult
learners of a second language.: biological factors, affective factors, .notivation,
time allotment. cerebral dominance ( hemisphericity ) aml learning conditions.

Discourse analysis, too, can possibly shed some. ti,ht in this areaor at
least propose. :mother h pothesis. After surveying data collected by a nunther
of researchers. !latch (1976) )flers the opinion that :he input differences to
children and adults vary considerably, %%Ink. topics rominated to adult non-
native speakers are varied and abstract, .an adult native sneaker does not sug-
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gest topics to a child second language learner fin which the chill has nu
ground iniormation. The topics discussed b% the .edult and chill are very
focused in the. here and now for cshich there are :imply taws from context for
the elnld to discern meaning Thus, the task 4 language learning through dis-
course is presuniabk simpler toi the dtild than the uhilt.

Then, tie. in a recent study, ha,1 ( 1)77 claims that there exist certain
modes of coin ersation III which thy child feainer paiticipates. but the adult
learner is unlikely to espe:.u.twe. S1 't'cifithl Pt consalers language play and
language during plat and suggests !hat in a play situatimt the intense emotional
(innate is one whwh tingla foster learning and prox ide for ample practice which
the adult learner us denied.

m at least thiee atras, use:n(11ns using a discolirse an. sis frame-
wank are making interesting

lit More practical resea relict s such as Dadra (1975 ) have advo-
cated that elm% ersatualal anaksis he exploited in the development of materials
and teaching strategies for the classroom. A inure specific recominendation
comes from Selixt art. k 1977 who feels that it is necessary to look at the inter-
action between second language lemmas to see if they do indeed adhere to
nativedike odes in eon\ ersation thns testing the popular contention that group
work is an climb% e actisity for practicing the. target language..

Theui too, a number of recent studies ( Allwright.. 1975; Fansdow, 1974)
has,. called attention to the. role of teaclwis' cairrections of 'warners' errors in
second language instniction. Although we cannot yet, ur maybe ever, 'at. pre-
scriptive about the optinul strategy of error ciirrection, perhaps studies of the
reaction of the target language speakers to the ,econd language learners' errors
might help us to better undeist.md leyelopment in the learner of an aware-
ness of the norms ot correctness (Chandron. 1977).

As ste tram Unice about techniques whkli initiate and keep conversation
going. Hatch ( 1976) suggests that we might teat fl conversational strategies to
learners. Being able. to engage native speakers in conversation will enable a
learner to gain more exposure te target language and perhaps foster more
positive attitudes tow anis target language speakers: For instance, we could
perhaps instrnet the. learner to talk about a small number 4 topics about which
they are prepared to speak. Along the lines of discourse. strategies, learners
(andel perhaps be tanght the ei.i;itatiial techniquies to get a topic clarified. And
finally, !latch ads ises. learners should be. taught not to give. upthat most native
speakers will usually trx very hard to understaml and keep things going them-
se'ves if the nomnatise speaker appears to be. really trying to engage them in
cot wersatie

While I certainly have not tux erect all tlw areas of second language acquisi-
tion !wing treated threniell discourse analysis, huopefuulh 1 have aceinuplished
what I inteaded---to offer discourse. analysis as an interesting and fruitful ap-
proach to the. stmly of secimil language acquisition from which both research
and practical benefits can lw
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Discourse and Second Language Acquisition of
yes/no Questions

Sue Vander Brook, Koren Schkso anti Cherry Campbell

University of California, Los Angeles

hi this study we examine why see md Linguage researclwrs have trouble deter-
mining when learners Jeep:ire inverted and statement forms of yes 'no tines-
wins. Ve show that the forms of affirmatise yes no questions (inverted or

lstatement with yarwd stress patterns and optionalo ellipsis) and their functions
understaniling cimfirmation. encouragement, information etiit1ttioii. toliie

change, etu.) are dependant upon wfwther the speaker bas a greater or lesser
degree of presupposition of a yey-answer. An :malysis of the yes 'no qnestions
and aivompanving discourw uttered by Spanish-speaking acquirers of En tlish
in hour-long, monthly consersations .with native speakers over a year !how
that it k impossible tn know when 'the mai-Native speaker has internal:zed
the initenelatbnislqt, of form. 'function and presuppositim. C.ifitiOt koOW
if his form.. of Yes n, questions UOI reCtIV Idled the amount of presupposi-
tion he has and therefore. Onie cannot determine whether acquisition has
actually:taken

The purpose of this study IC to examine a problem in second language ac-
quisition research: why is It that se caul language researchers have trouble
determining when leariwrs acquire inverted and statenwnt forms of yes/no
questions':' We use the terms.inyerted and statement form'when talking about
the surface form of a yes no questiim. fly inverted form, we mean those ques-
tams with the auxiliary ehvent (do-support, modals. auxiliary hare or be) pre-
ceding the subject NI'. such as 'Do` mu like artichokes?'. By statement form,
we mean those which have the surface form of a declarative sentence but with
a rising Mtonathm. for exatiqAe. You like artichokes?'. For the sake of sim-
plicity. this study does not deal .vith negative vesfuo questions or tag questions.
(See Bolinger, 1957 for a description of the range of intonation and yes/no
qutstions in English, )

The aequisi!ion 01 a number of different morphemes has been studied in
second hinguage acquisition research in recent years, and it had been assumed
that the, acquisition of inversion in ves,ino questions would follow similar lines
as dr acquisition of other morphemes. As part of a project, carried out at Har-
vard by Cazden. Cancino, Bosansky and Schumann (1974), the researchers ex-. amined nem-native speakers' acquisition of Faiglish interrogatives. it was hy-
pothesized that in both yes:no questions Ira! W11-1uestions a progression from
uninverted to iayerted forms would be bserved. A developmental progression
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of this sort wits haind fur WII-questunis, but no deseleputental pattern could
he diseenied m the acquisition of se. qteestions. The researchers had oper-
ated tender the assumption that los erseon in yes "HO (pirstions was largely op-
tional but that triensposition t it subiect NI) and autiliarv would probably
increase during the course of acquisition without ever reaching IOW Their find-
ings, however, did not support this hypothesis. In fact, the iwreentage Of in-
version thictnated up and down nom session to sessiem. no increase in inversion
WAS evident in'er film', rewarchers cetuchnied that in English, inversion in
yes no qnestions Is not optnatal. lint that it is probably dependent on contextual
and situational sartables. It was felt that if the diwourse conditions which re-
quired inverted and statement hams cettild be defined, then perhaps a devehip-
mental pattern for the. acquisition of yes no questions could be discovered.

Salama ( 1973 specified se% en environments in which statement form eines-
tions can be used. but cenichuled that the production of this form is both a
matter Of idietleet, in that some peel& use it more than Others, and also a mat-
ter of what she calls -mental set-, in that au individual may use it at one time
very free/newly and at another tune s cry infreqtlently.

Schiele k I975 examtned speech data from taped televisieni shows and front
the tianscrtiits of the \Vitae lions(' Tapes. On the basis of this data, she de-
sclope.el in pottiest.. Au ott ss heft the statement form is appropriate and when it
is not. Site then tosted these lopotheses nu native speakers of English. She
toteml that three ot salaina's sesta) categories wrie sufficient to classify all the
statement form piesholic found in her data.

ludepende'itls beim Schlue, as a prelude to analyzing the acquisition of
ves no questritns in English Its a second language learner, Vander Brook (1975)
defintA seam. ins which Cimtrot inverted and statement form
es no p iest ions 'shy ponitrel out that, while Salainds work &fined several

statement tooli qiiestion ens noninents, it did not imliegre.that the environment
can make either the insetted or statement form obligatory.

Yes/No Questions in Discourse

When this studs begatt the intent was to fonitalim the constraints on in-
vet stun iii stiell a ss,is that we could return to the-Ca/den et al, study and see
how insulted and st.itement toms ate acquired. We began by arguing that if
language is rule L!.f is ul !Wei behas it t !Wit thr ChOkr between inverted and state-
ment form sleadd he ssstematic and therehere predictable. Thus wr defined
conditions ttnekr winch, one would espect inverted form and conditions under
which one would espect staiement form, and were able to ac;.ount for a certain
amount of the data iloweser. the rest did mit follow our predictions. If the
hypothesis that all aspects ot language are rule-governed is correct, we had
failed to find the right genet alizations to account for all the data. In this case,
an examination of a larger corpus of natural language data should reveal the
systernativity. On the other hand, the hypothesis itself might be incorrect. in
that case, the choice between inverted and statement tom is nou-systematic
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and a t iie ptiOilaht 01 1(4111 tAiSts. The fat that We perdieted the form in
%MR' eases 5Ott let hC tttt to titattve tuttkr this

A thnd alturnatise %%Inch e support. is that it is not ineatingful to regard
this area of language strietk in terms of systematis itv. Our work shows that the
main factor tilsolsill m determining the Ii ii iii of %es 1k P ipleStiOn Is not binary,
but is best seri, as a cutittlItmin Vt wmild nuke the geurtal claim that when
there ate mut I tittat.% t at tt t otittoitiog a pros.ess iii Lnigliage. mils when the
factors Mr At COMM CIO% of their continuums is it ineaoingful to speak of the
hehasiot ill question as ssstematie or predictable. Iti.cause when they are at
etretlIC etkis, It Is .s It thes ti e're bitlat . When they ate not at the extremes,
a particular bellas to: does mit necessarily reflect a quantifiable canount of the
factors. We hi ye to illustrate this position in onr discussion of Yes/no questions
form below

1nterplav of foreknowledge and relevance. It seems that witat a speaker
sa% s relates to the pre% ions speaker's tatemnre aud is relevant to it in both
speakers' minds. hus a sprakei doesn't say itist tiis thing. or even anything that
niav be related m his mind to what the previous spealer has said, but inakes
sure his nttei ant e ss ill b ii irs ant frimi the pies II Pus caker's siew point too.
This !shod id inaLtinatie indginent of appropriateness is reflected in the form an
utterance takes

Assume tNo speakeis. .1 and B. have just met at a party. They ',hare a great
deal of knowledge and hilly!. about the world and each other. But there are
Pliant- ktaik that thes sl,m't share. To see how this affeets the form of their
utterances. let us assume the follossinv. exchange takes Plaer:

(1 5 .1 MN. litishatil :Ind I ire giting ott \ at'ittittli next week.

B 1 \\heir are sou going:'
tr, sing cluss it Stoith?

3. YOU re going down South?
.1 You ie going doss n South.

First mite that ans of the p..issible utterances BI-3. by repeating a part of A's
statemetit sulneet s erlo ssould anwar to relate to it. But repetirin alone
need not he opiis ;lien( to relevance. III choosing the most relevant response
from BI.1 choice w ill he al, rt%ec. by his 1mo..iedge about A. 'rims if we

olisen ers of this c00% ersation and heard A's statement followed by B1,
we would assume B didn't know the answer to his own tpiestiou Moreover, we
would assume that A also knows that B's knowledge about him does not in-
chute the 41M5 vi to that question. If this is the case, BI is a relevimt response
in both speaker's rituals.

A'' enatisdv, if we hear 11 fonow A.s statement by B. we would he led
to behest' that down South is a relevant place for A to go and that A will think
that dim n South is a relevant place to go. 112 winild thus 'in. rdevant in spite

1dA
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of the. fact that they had lust met if certain facts were shared knowly.dge. This
might be the ease it this cooversatiini hook place iii the midst of winter in a
frigid Northern cit.. and the news is toll eit how people ale fleeing to tire South
to escape the rigours of the oold

If A's statepieut were fol:ossed by B3. or 144 we would believe that B has
an even greater lone:sledge Akita .1, allth that both parties know it. This winild
occur %%Iwo, tor exarnple. B and !kis v had prevP tis cpultal aud they both
know that A wants to s pat the South when the first opportimity comes along. .

In the above eyosition we do Pot mean to imply that only one form (Ill,
2. 3, or I) is necessarily the. mils relesant litterauce iu any given sitnatim. In
Ullne cases, Wino was be ppropriate. For example. where we
suggested B2 etaild tie a lett:sant to folkw A's statement, B1 :night
aiso have been used. this% eser the use of h iii a situation where 114 ssouhl he
apprwriate could outs be done in d' humorous vein with B pretending ignorance.

We has e sinvessioo les edap of enie form to the next as they
related to shared kilos% ledge. It is interesting to note. that there is a parallel
overhip of certain formal properties of these four utteranceS as well: Bi and
112 are similar in that the% are both niverted. 132 and 133 ui that they both have
rising intonation and 113 and 134 io that they are. both statement forni.

Thy remakeder ot this r.nwr will be concerned with the domain of theyes/
r.,.question, that is. thos sit.tatisins .s here a Wit-question or .1 statement would
not be reles ant. %%lieu aqiematise yes, no questions are posed, the speaker has
VarVitti4 &O'er% tel ; vrt amts. that the. interhieutor will answer affirmatively. We
can refer to this piesupposition ot a ye.s answer as a continuum ianging from
low to high.

High presupposition of a lees-answer. Now let us consider sonic' possible
cenwersations between A and B., ni which 13 holds high preslipposittha of a yes-
answer. We will elan me the forms of the question that reelect this presupposi-
tion: and the foiretioni tiles tuIiill in the discourse.

The first is., »P it, s hich B's utteraikee. essentially echo's A*s. the sii-calkd
"echo- question.

(2) A: rep stuebieig poetis this term.
l'cu'rc studying poetrs this term?

We know B nmst !lase Ingh presupposition oi a yes-answer because os ....at A
has just told hien. Thus while B is not :esking for information at all, his otterance
could have other fmtetions. The utterance could lw a means feir II 40 confirm
his understanding of A's statement It could indic..ate that A's statement contains
dew information or that B's pres ions knowledge was contradicted lw A's state-
ment. It could display Ks interest in the information in .A's stateNeent. It could
allow pr encourage A ter continue. (This list of fun;,tions may not be. exhaustive

.aml certainly does not apply exchisively to this form of utterance as a consider-
ation of Wit-questions, embedded questions or statements will show.)

1 13
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Now consider a correspondingly neutral-stressed inverted-form question in
the same situation as above.

(3) A: rrn studying poetry this term.
B: WAre you studying poetry this term?

(The symbol, #, indicates the sentence following it is a grammatical one but
is inappropriate in the particular .discourse in which it is fhown). This inverted
form _Auestion fails to acknowledge A's statement. It signals low presupposition
of a yes-answer when one woul4 expect B to have high presupposition; thus it
is not a relevant response from A's point of view. The intonation contour on a
WH-question also affects the relevance of the particular question to a given
discourse:

(i) A: I'm studying something =usual this term.

B: I. Wbat?
2. What

If we heard A's utterance followed by BI, we would assume B knew A had
spoken but had not :-.nderstood all or part of what A said. On the other hand,
B2, without falling intonation, would indicate that B understood A's statement
It would not however be an appropriate response if there were no unspecified
NP in A's statement 23 is shown below:

(ii) A: I'm studying poetry this term.

B: 1. What?
2. #What.

The inverted form is acceptable if the stress is shifted:

(4) A: I'm studying poetry this term.
B: Are ycru (studying poetry this term )?

(The diacritic, ', indicates the position of nuclear stress, while, ", indicates heavy
or emphatic stress), Here, the auxiliary element carries the main stress. As ob-
servers of this exchange, we know that B has understood A. Furthennore, the
same range of functions possible on the statement form questions in (2), are
equally possible in this stress-shifted inverted form.

The same stress-shift to auxiliary element is possible on the statement form:

(5) A: I'm studyirig poetry this term.
B: You are (sttidying poetry this term)?

As in (4) and (2) above, we know that B has understood A, and the same range
of functions is still possible.

In the statement form, the stress could also have shifted to the subject NP:

(8) A: I'm studying poetry this term.
B: Y6usre studying poetry this term?

1 9
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or Y6u (are studying poetry this term)?
or Yon are (studying poetry this term )?

Again this stress-shifted form indicates that B has understood A, and it may
carry the same range of functions.

In the inverted form, shifting the sfress to the subject NP seems to be re-
stricted to contrastive usage as in (i) and (ii):

(I) A: I know Jane's studying poetry this term, but are yOu (studying
poetry this term)?

(ii) A: Jane's studying poetry this term.
B: And are yOu (studying poetry this term)?

In neither case does B have a high presupposition of a yes-answer. Because we
haven't dealt thoroughly with this contrastive use of stress, we haven't included
it in Figure I.

In addition to the functions discussed with respect to example (2) above,
there is one other that deserves special consideration. Any one of the questions
in examples (4), (5) and (6) can be used to express B's opinions, emotions
and assessments towards A's statements, including doubt, surprise, skepticism,
challenge, disbeLef, outrage or reversal of contradictory presupposition. The
strength of any one of thne may vary. These factors are grouped together
because they are all expressed by varying amounts of phonological changes in-
cluding syllable lengthening, exaggerated intonsttion rise and increased volume.
We. use the word EXPRESSION as a cover term for these factors. Thus the
inverted question in (4) with stress shifted to the auxiliary, when conveying
EXPRESSION, might be read:

(7) ARE:: you (studying poetry this term)?

The facts covered in this section are graphically displayed on the right-most
portion of Figure 1 which shows the acceptable forms of yes/no questions when
presupposition of a yes-answer is high.

Low presupposition of a yes-answer. The form of yes/no questions used to
communicate low presupposition of a yes-answer is different from that used to
express high presupposition of a yes-answer. Moreover, the range of meanings
is restricted when presupposition is less.

First, the actual words used in Ws questions are not the same ones as in
the previous speaker's utterance. None of the statement forms are permissible,
nor are any of the stress-shifted forms ( but see discussion of exam*, (6)
aiPove), and ss a result EXPRESSION cannot be conveyed. The only form we
have found is a neutral inverted form. Situations in which the questioner has
little presupposition of a yes-answer include those where be does not know the
answer and is eliciting information, ('Did you take out the garbage?), polite
commands or requests, ('Would you mind shutting the door?, `Do ru know
what time it is?), topic change or attempts to get the floor, ("Did you remember
the girl who used to live upstairs?), etc. Consider the following example:
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FORMS:

A: ... job opportunities ...
B: Here we are; thanks for

the ride. Uh

A: We just got back from
vacation.

A: I'm studying poetry.

.-
neutral in-
verted (op-
tional ellip-
sis of AUX)

Would you like to come B: Rid you have a nice
in for a drink? time?

.

strew-shift-
ed inverted
(to AUX)

4

B: Ai-e you (studying poetry)?

neutral
statement

..
B: You had a nice time? B: You're studying poetry?

stress-shift-
ed statement
(to subjeet
NP) .

B: YIVre studying poetry?
B: YOu (are studying poetry; ?
B: Y4u are (studying poetry)?

stress-shift-
ed statement
(to AUX)

,

----..i.
B: You ale (studying poetry)?

<4Low
FUNCTIONS:

PRESUPPOSITION OF A YES-ANSWER

information elicitation
topic change
clarification of previous

inappropriately answered
yes/no question

asking a directed question

mE11.1111

1D-.)

HIGH

understanding confirmation
acknowledgement of new or

contradictory information
display of interest
encouragement

EXPRESSION

Figure Interaction of Forms and Functions of Affirmative Yes/No Questions.
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(8) A: . . . job oppo.tunities . . .

B: Here we arc; thanks for the ride. Uh . . .

Would you like cc. come in for a drink?

In example (8) we shall assume A is dropping B off at his home and on the
way they've been talking about job opportunities. As they arri,.e at B's home,
he asks if A would like a drink. In this situation B has low presupposition of a
yes-answer, and can use the neutral inverted form. It changes the topic and/or
asks for information. The same question would be inappropriate if asked in any
statement form or stress-shifted inverted form.

(9) A: . . . job opportunities . . .

B: Here we are; thanks for the ride. uh . . .

#You'd like to come in for a drink? (neutral statement)
#Y6u'd like to come in for a drink? (stress shifted statement)
#You w6uld like to come in for a drink? (stress shifted statement)
#W6uld you like to come in for a drink? (stress shifted inverted)
#Would ydu like to come in for a drink? (stress shifted inverted)

Each of these forms is inappropriate because it makes an incorrect assumption
about what is shared knowledge.

Along with information elicitation and topic change, another function re-
quiring the neutral inverted form is clarification of a previous inappropriately
answered yes/no question. If A and B are conversing under conditions such that
A replies to B's question inappropriately, (such as over a poorly connected tele-
phone or at a loud party), if 13 confinues to ask the question at all, he will likely
choose a neutral inverted form. He abandons any presuppositions carried in
his earlier question.

(10) A: We just got back from vacation.
B: You had a nice time?
A: We got back at 4:30. (inappropriate respf.mse)
11: Oh, but did you have a nice time? (clarification, neutral inverted)
A: Yeah, it was nice.

Number (11 ) below is our last example of a neutral inverted question and in
this case it is when a person is inst-ucted to ask another person a yes/no ques-
tion. The person who asks the directed question acts as though the topic were
new and as if he had low presupposition of a yes-answer. This situation is cre-
ated in a second language classroom or a speech data gathering situation in
which the object is to elicit yes/no questions.

(11) Teacher: Ask Roberto if he saw Cannon last night.
Student: Did you see Cannon last night?
Roberto: Yes.

It would be inappropriate to respond to the teacher's directive with a statement

1 Q
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form (`You saw Cannon last night?') even if the student and everyone else in
the class knew what Roberto did the previous evening, because the whole ac-
tivity is understood to be role-playing, in this case for language learning.

The information shown in examples (8-11) and accompanying discussion
are summarized on the left-most portion of Figure 2. (Again, the list of func-
tions may not be exhaustive and does not apply exclusively to this form of utter-
ance.) Both in function and form, the appropriate question in the low range of
the contintn= differs frorn those in the high range. In p` articular, the words B
uses with low presupposition of a yes-answer are different from those of A that
they follow, while those of B with high presupposition are essentially identical.
to A's. Furthermore, the neutral inverted form required in situations of low
presupposition, is not possible in those of high presupposition, and likewise, the
statement with stress-shifted forms required in situations of high presupposition
are not possible in those of low presupposition.

Intermediate Presupposition uf a Yes-Answer

Now let us consider that part of the continuum where presupposition of a
yes-answer is somewhere between the low and high ranges. These are cases in
which B is iather certain that A will answer affirmatively, not because of what
A has just said as in the high range, bat because of B's beliefs about reality
that he and A share. There are two ways B can phrase this question and they
are illustrated in (12):

(12) A: 1 just got back from vacation.
B: 1. Did you have a nice time?

or 2. You had a nice time?

Note that Ws questions are not a syntactic echo of A's statement and in that
regard they resemble the utterances in the low range.' The neutral inverted
form reflects one function of the low range, that of eliciting information. The
use of the neutral statement form reflects one of the functions of the high range,
that of confirming understanding. This is indicated by the arrows next to each
of these functions, extending them further along the continuum. While in the
cases discussed under the high range. B was warming what A had just said,
in example (12' B is checking an unstated assumption. We believe that B's use
of this form ind.-ates that he has a strong presupposition of a yes-answer, per-
haps from his previous knowledgelabout A, from his experiences with vacations
in general, or from his accumulated beliefs aboot reality. In a sense, the ese
of this form equates -nice time" to "vacation" in A's statement. 'However, we
cannot predict from our own intuitions that B has this equivalency in his mind.

I Note further the problem that this poses for transformational grammars (see Stockwell,
Schachter and Pariee, 1973 ) which would derive ( 12 )2 'You had a nice time?' from an
underlying fo ri 'Did you say you had a vice time?' by an optional transformation, where
'Did you SP:, yoti had a nice time? would be an inappropriate response to A'. utterance 'I
just got back. horn acation'.

19e
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Furthermore, if he used the neutral inverted form, we can only presume that
he does not equate "nice time" with "vacation". We cannot be.certain. Possibly
some 'other factor keeps him from using the statement formnot wanting to
sound presumptuous, for example, or wanting to give a false impression of his
presupposition. Therefore. in this intermediate range of the continuum there
need not be a one-to-one correspondence of form to presiyposition. Further-
more, in this range, it is no longer meaningful to regard the choice of form as
systematic or predictable. Giving a false impression of presupposition would
constitute a manipulative use of language. Thus a speaker can mispresent reality
by tiring one form of a Yes/no question where the other would have been more
truthta We eiu I lustrate this sort of manipulative use of language by referring
to example (1) which involved two speakers who had just met. For convenience
the relevant parts Fire repeated here:

( 1.) A: My husband and I are going on vacation next week.
B: 2. Are you going down South?

3. You're going down South?

We pointed out that the use of B2 would be appropriate if certain facts con-
cerning the hard winter weather were shared knowledge. We said further 'that
B3 would be appropriate if A and B had had previous contact and knew each
other well enough for B to be more certain that A would be going South given
the opportunity. Now notice how B's choice of form can mislead a co-participant
C, who does not knor A, into thinking that B knows A better than he does. B
may think that it is highly likely that A will go South because of the bad
weather and because he wishes to impress C, uses B3, the statement form ques-
tion, thereby sounding as if he has "insider's knowledge". If A responds affirma-
tively, then C may fall for B's little ploy. ( But if A i-eplies that they are not
going South, then B's gamble may or may not succeed. Sue Gass pointed out in
personal communication that C may still believe B had inore knowledge of A
than he does simply by virtue of the fact that B has used a more highly pre-
suppositional form ). On the other hand, if B knows A very well, but wishes C
to think he doesn't, he may use the inverted form which implies less presupposi-
tion of a yes-answer, and he may lead C to think he doesn't know A well.

The statement form is so powerful a conveyer of presupposition that it can
seemingly be used to manipulate the other speaker into giving the desired
answer, even when that answer is contrary to fact. In a series of Doonesbury
cartoons, Ms. Caucus was crushed to find that Andy would not return her ro-
mantic feelings. Andy however, wanted to maintain the friendship. In the face
of knowing that she felt uncomfortable with him, he asked her, "We're still cool,
then?" Ms. Caucus felt forced to respond, "Of course." Then she added, "Go
away." indicating her true feelings (Gary Trudeau, Mirth 10, 1976). (This type
of manipulation is what conversational analysts (Sehegloff, in 1977 UCLA lec-
ture) describe as structuring a first pair part to receive a specific preferred
second pair part.)
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Returning to the distribution of question forms with intermediate presup-
position of a yes-answer, it should be noted that none of the stress-shifted forms
would be possible in example (12):

(13) A: I just got back from vacation.
13: #Y6u had a nice time?

#You had a nice time?
#Did y6u have a nice time?
#Did you have a nice time?

Stress-shifted forms imply that the neutral form is already part of the discourse
which is the case in the right-most portion of Figure 2 where B's utterance re-
peats A's words, but is not the case in the example (13). In spite of a possible
semantic similarity betWeen Ks statement and B's question in example (13) the
words of B's question are not yet in fact part of the discourse mail he utters
them. The fact that the stress-shifted forms are not possible, means, moreover,
that EXPRESSION, is not possible.

This discussion is summarized and appears in the center-most portion of
Figure 1. The whole of Figure I, then, is a graphic representation of the inter-
relationship between presupposition of a yes-answer, form, and function of a
question.

Schlue (1975) tested the claim that statement form yes/no questions are
used to question an assumption or verify a huncl. She found that stress shift
combired with the phonological changes mentioned above which denOte EX-
PRESSION, are very powerful conveyors of high presupposition of a yes-apswer.
Furthermore, the neutral ttatement form also conveys an expectation of a posi-
tive response. Native speakers were asked to listen to a tape containing con-
textualized yes/no questions of this sort:

(14) a. Are you planning to hire another waitress? (neutral inverted r
b. You're planning to hire another waitress? (neutral statement)
c. You're planning to hire an6ther waitress? (stress-shifted stistement)

The subjects were then asked to interpret each question according to the mes-
sage thy heard:

( A) The speaker has little -31. no idea whether the answer will be yes or no.
(B) The speaker has hunch that the answer will be yes, and is testing

that hunch.
(C) The speaker has a hunch that the answer will be yes, and is register-

ing surprise, disbelief, or outrage.

The type represented by (14a) (neutral inverted) received the expected re-
sponse (A) SO% of the time; type ( 14b ) .(nentral statement) received the ex-
pected response (B) 74% of the time; and type (14c) (stress-shifted statement)
received the expected response (C) 97% of the time. (Schlue speculated and
offers some evidence that departures from the expected interpretitions could
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be attributed to various combinations of faulty hem construction and individual
speaker differences.)

Ellipsis of Have, Be and Do-Support

In spoken English, the auxilialies have and be and do-support. often do not
appear in yes/no questions:: Thisis illustrated in the following examples in-
volving second person subjects.

-

(15) You ever been to Sans Francisco?
(16) You gonna travel during vacation?
(17) You wanna go to the store?
(18) You lose something?

When observing the usage of the various forms of yes/no questions in
speech data, the problem arises whether such questions should be considered
as being ellipti.'al questions in inverted form or questions in full statement form.
A question such as ( 17) above gives no indication of the related form.

(19) a. Do you wanna go to the store?
b. You wanna go to the store?
c. You wanna go to the store.

It could be that the auxiliary element, do, has been elided from its initial posi-
tion in the equi..,alclit inverted question (19a). Or it could just as well be that,
the do never appeared at all because ( 19b) is in statement form awns related
to a statement in which do-support does not surface (19c). Consider, however,
the following examples in which there is syntactic evidence to support a claim
that such questions should be considered elliptical inverted.

(20) a. Have you ever been to San Francisco?
b. You ever been to San Francisco?.
c. Yot ever been to San Francisco.

( 21) a. Are ou gonna travel during vacation?
h. You gonna travel during vacation?
c. "You gonna travel during vacation.

(22) a. Did you lose something?
b. Ymi lose somethine
v. *You, lose sonwthing.

If yes/no questioni in statement form are related to grammatical statements,
then the questions ( Mb, 21b, and 22b) above cannot possibly be rdated to
e...tement fonn questions since the related statements (Me, 21e, and 22e) are
ungrammatical. We would argue that the derivation of all such questions should

2 Sehmerling (1973, p. 580) also notes that hace, be and do-support can be elided in yes/no
questions. She discasses ellipsis of the subject NI' in such questions as well. We acknowledge
its occurrewe hut will only discuss ellipsis of the luxiliary element insofar as it relates to
the forms and functions of yel.,/n0 questions presented above.

ti
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be the same, relating them to the corresponding inverted form and not to the
statement form yes/no questions.

There is further evidence to support the claim that such questions are
tonsider the distribution of the (b ) ciuestions in discourse;

it is the same as that OT the (a) questions. (Schlue, 1975 notes this and it haf
repeatedly been substantiated in the work being reported on here.) Consider a
situation in which a wife walks into the living room on a Sunday afternoon and
addresses .her husband.

(23) a. Are you tired of sitting around?
b. You tired of sitting around?
c. #You're tired of sitting aroun3?

-
Both question. (a and b) are appropriate to this situatiOn. The statement form
question (23)c is not used to change topics ( a function represented in the low
range of presupposition ), whereas both the inverted question in full form (23)a
and the question with. the elided auxiliary element (23)b do so. This semantic,
or disesurse-related justification, coupled with the syntactic justifications ,dis-
cussed' above, is a strong indication of the equivalence of these questions to in-
verted questions in full form. They are then elliptical yes/no., questions, with
the inverted auxiliary element elided.

It should be noted that there are no elliptical counterparts for the qtress-
shifted inverted form question in the high range. When the nuclear stress falls
either on the auxiliary or on the subject NP of a yes/no question, the auxiliary
element cannot be elided. Ellipsis of the auxiliary element cannot occur simply
because a constituent in a sentence that carries the stress cannot be elided. Thus
the inverted wiestion in the high range (here example 24) cannot take on a
form as.in (25) without any nuclear stress at all:

(24) Are you (studying poetry this term )?
(25) You (studying poetry this term)?

The following inverted yes/no question is one in which the nuclear-stress is con-
trastive and falls on the subject NP.

(26) I know Jane wants to go to tlie store, bnt do you want to (go to the
store)?

If the do were elided the resulting form would be tbe same as the statement
form of the question. The statement form could equally well be used but it
would represent a different set of functions (those of high presupposition) than
the inverted question above (those of low presupposition). In sum, only the
neutral inverted form questions seen in the Jow range of the continuum permit
ellipsis of auxiliary elements.

Finally, it is still unclear as to whether all forms of have, be and do-support
can be elided in all combinations of variables such as stative/non-stative verb,
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present/past context, first, second/third person, or pronominal/full subject.°
Campbell is currently testing the ellipsis of do-support in yes/no questions to
see which of these factors affect its acceptability among native and non-native
speakers.

Methodology4

The data used in this study were collected by Cazden, Cancino, Rosansky
and Schumann (1975) and are that of two of their six subjects. The subjects wete
natit speakers of Spanish. They were largely free learners acquiring English
by exposure to the English-speaking environment and without formal instruc-
tion. They were visited approximately once every two weeks for a ten-month
period. During these hour-long visits the researchers gathered both sitontaneous
and experimentally-elicited Xpeech.

We began our investigation of the data by independently pulling the yes/
no questions from the even-numbered transcripts. We then evaluated the corpus
independently in the following manner. First we attempted to determine the
question forms a native weaker would use in each discourse environment. Next
we compared our so-calkd appropriate forms with the forms actually used by
the non-native speaker. Then we came together and compared our judgments
and tried to settle on one judgment for each item. Finally, we listened to the
tapes in order to clarify our opinions in different cases.

Second Language Learner Data
Initially during our analysis, some questions and their environments in the

data seemed clear-cut and the evaluation procedure w:is rather straight-forward.
Consider the following:

(27) (E = native speaker, C = non-native speaker)
E: . .! Okay, good. Wanna go we the mummies? (in a museum )
C: WItitt (are ) mummi; ies )?
E: io you:know what a mummy is?
C: N.
E: Well, ifs a guy who died a long time ago. And they keik him all

wrapped up and you can still see him. Sound interesting?
C: xxx xxx xxx xxx
E: Right.

-4.C: Hey, is this a house?
E:, It's a desk. See you put ail the papers in here and notes and letters.

-

This example seems to display the type of question used to reflect low presup-
:

2 Sclunerling (1973, .p. 580) states that ellipsis of the auxihary element is not Tossible with
the pat tense of have and be but that it is possible across all three persons. We, however.

" have not examined enot gh data to be able to support these claims.
John Schumann joined thc authors in the investigatkin and analysis of this data. His help

and guidance are gratefully acknowlt-dged.
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position of a yes-answer. There is previous talk about mummies (equivalent to
the previous talk about job opportunities in the low range) and then apparently
the learner (C) wants to ask a question that changes the topic and/or ellicits
information. To accomplish this a native speaker would use the neutral inverted
form, as did the learner.

The next sequence seems to exemplify the other end of the continuum, that
is, high presupposition of a yes-answer.

(29) E: Did you see that building in Boston? The one that's all glass like
that? I live near there.

C: You live there?
E: Yeah, ne there. Near, aiound, in tbe back.

The learner's question is a near repetition of the experimenter's (E's ) preceding
remark. The learner is likely checking his understanding of the previous utter-
ance. In this case, a native speaker could use a statement form, as did the
leanter.

Difficulties in our analysis procedure firit arose with examples such as the
following:

(29) (discussing camels)
E: And doesn't have, it, drink, it can go two weeks with no water.

See, it drinks alot of 'water and puts it all up hen in that hump
on the, top, and it saves water.

-+ C: Yeal7And it, it, it can eat some gasoline, too?
E: It doesn't eat . . . It'd die from the gasoline.

ilcre the learner's yes/no question is in no way a repetition of a previous utter-
ance by the experimenter. It is therefore not strictly a part of the high range.
But we cannot define the amount of presupposition any further. We cannot know
how strong the presupposition is that the experimenter will agree that camels
can store gasoline as well as water in their backs. His presupposition may be
weak; he may truly be asking whether this information is true or not. In this
environment a native speaker would use a neutral inverted form, thus the
learner's actual statement form would be inappropriate. The learner's presup-
)osition, on the other hand, may be strong; it could well be a logical conclusion
rawn from the information the learner has just heard about the capabilities of

camels, coupled with htrifilor knowledge about automobiles. He would then
have reason to assume that the experimenter will affirm the proposition and he
would be checking that unstated assumption. In this case, a native speaker
wouku use the neutral statement form E S did the learner. In deciding which
question form is appropriate to the discourse environment, it is necessary to
know how much presupposition the learner has about the answer and it is im-
possible to measure that amount of presupposition from the discourse environ-
ment. Without knowing what presupposition is represented, it becomes im-
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possible to determine whetber tL form of the qvestion that the subject produces
is appropriate or not.

Not only can we riot judge t!ie appropriateness of the question in (29),
(and exchanges like eat, cot mmise a.large 'part of the corpus) ne now believe
one =not conclusively Mdge thr appropriateness of the learner's form in (27)
and (ZS) either. It stat:v1 ubove that in example (27) the learner likely
has low presu?position. The main reason for dravOng this conclusion is that the
queotion Used by the leraiier here is in neutral inverted form, which reflects low

.pres4pposition Howt ver, it could just as well be that the learner sees the ob-
ject and recta! does believe that what he sees is some kind of a house. His pre-
supposition ei a yes-answer might indeed be very high and the neutral inverted
form that he used would fail to reflect his true amount of presupposition. In
this case, he wool! have made an error and Cormed his qtiestion inappropriately.
Similarly, the leatner might have had some reason in example (28) to have low
presupposition, e.g., perhaps he did not hear or understand when the experi-
mentor said that he lived there. Maybe the learner rvally did want to ask-a
question eliciting .nformation. If this were the case, he used the wrong form.

The mquire,ng,nt of relevance in discourse permits one to re the form to
get at the amm,1`. of presupposition of a yes-answer in a native speak: of En-
glish. It was on this basis that Figure 2, depicting the interrelationship of ftorm
and presupposition, was developed. With non-native speakers, however, there'.
is no variable that reflects whether the non-native speaker has internalized the
interrelationship of form and presupposition. One cannot know if his forms of
yes/no qUestions comedy reflect the amount of presupposition he has. Thus,
without a means of measuring presupposition independently from form, we can-
not say which form a non-native speaker should use. For these reasons then,
second language researchers cannot determine when the acquisition of inverted
and itatement form occurs in second language learners.
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Conscious Communication Strategies in
Inter language; A Progress Report

Elcdne E. Taron,

University of Wncnington

Recent studies in the field of second-language acquisition on the nature on
"interlanguar" (Se linker, 1972) have made reference to "strategies" which
are hypothesized to be used by the learner in the attempt to both understand
and produc- utterances in the target language. Of particular interest in this
study ;s the nature of the communication strategies of production which are
used by the learner in situdtions where he or she is unfamiliar with, or uncertain
of, the appropriate target language form or rule. This study represents an
attempt to examme such commurication strategies of production in more
detail, using the terminological framework developed in Tarone, Cohen &
Dumas (1976).

The speech production of adults from a variety of first-language back-
grounds, learning English as a second language at a large university, is
examined as they perform a picture description task in both their first language
and the second language, English. The communication strategies evidenced
in their interlanguage are dev -lied, using the above-mentioned terminological
framework; in addition, an appeal is made to the intuitions of the learners
themselves, who are asked to explain why they think they used the strategies
they did. The analysis of the data thus obtained is used to determine the
extent to which various communication strategies can be clearly differentiated,
,the extent to which learners seem to rely on preferred strategies, and the
correlation of such preferred strategies with the first-language background of
the learner, or other learner variables.

The field of second-language acquisition, if it chooses to address itself to
the issue, may be able to pI-ovide valuable insights into the nature of the inter-
relationship of language, cognition and personality (cf. Guiora et al. 1975), The
process of second-language acquisition can, I believe, provide some fascinating
insights into the workings of the mind in the stniggle to communicate meaning
through languageparticularly when we are able to study this strIgle at the
level of the individual. In particular, the strategies i ed for the communication
of a desired concept when the requisite target language (TL) term is lacking,
may provide us with important information about the cognitive organization of
linguistic information.

I report here on a study which is in progress, and which focuses upon such
communication strategies. I would like to outline the parameters of the study,
report on the method of data analysis I am developing, and describe some pre-
liminary patterns which are emerging from the data.
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Tamas Vttradi (1973) has done a study on the nature of what Iv termed
communication strategies". According to Gorbet (1974), Viiradi pointed out

the fallacy inherent in looking only at the form of a language learner's utter-
ancesthe learner herself is aware of her deficiencies in the target language and
consciously attempts to compensate for those deficiencies by using communica-
tion strategies. Varadi uses the term "communication strategy" to mean a con-
scious attempt to communicate the learner's thought when the interlanguage
(-IL) (Se linker, 1972) structures are inadequate to convey that thought. Vitradi's
central point seems ko be that even when the ;earner produces interlanguage
forms which are syntactically correct, she still may not have produced forms
which communicate her intended meaning.

In essence, then, conscious communication strategies are usf-.1 by an indi-
vidual to overcame the crisis which occurs when language structures are in-
adequate to convey the individuars thou ;id. This crisis mayand indeed does
occur when one speaks in one's first language, as well as when one attempts to
communicate in an interlanguage. We have all experienced the situation of try-
ing to "ipt an idea across" for which we somehow 'can't find the words". How-
ever, because the interlanguage is a simplified system (Richards, 1975) and also
a permeable system (Adjemian, 1976), the use of conscious communication
strategies in interlanguage is far more frequentand in some ways far easier
to study, since we have the native language (NL) to draw on as a resource in
determining the learner's intended meaning.

Research on the nature of conscious communication strategies (in Vitradi's
-sense) has relied upon studies in which second-language learners are presented
with a series of pictures and are asked to describe those pictures in the target
language. This technique has succeeded in forcing the learners to communicate
about specific content in the interlanguage, while allowing them considerable
leeway with regard to the way in which they communicate that content. It also
has allowed the investigator to make some assumptions about the speaker

.s in-
tended meaning. Several studies have been done on the nature of communication
strategies. Viradi (1973) isolated three primary types of communication strategy
in his work with adults in Eastern Europe learning English as a foreign language.
Tarone. Frauenfelder and Selinker (1976) (henceforth TFS) independently did
a similar study in Toronto, working with children learning French as a second
language, and found a very similar grouping of communication strategies.
Hendrickson and others are doing similar work in Ohio.

To my knowledge, in these studies the subjects have only been asked to
narrate the stories in the TLbut not in the native language as well. There are

. obvious advantages to having the same subjects perform the same task in both
NL and TL. In order to isolate as clearly as possible the intended meaning
that which the second-language learner is trying to communicatewe need to
know what she rays when using a language code which provides her with as
many language structuresas many optionsas possible. What, specifically, is
the learner trying to say about each picture frame? Having the learner narrate
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the story in the NL helps t.. answer this question. For example, if we have a
picture frame where a learner says in NL, the equivalent of "The coffee spina%
but in IL, "The coffee fall down," we have a fairly clear idea that the learner
is tryIng to communicate in IL a more specific content ("spilling") than she
has the IL vocabulary for. The study I report on here, then, is one in which the
learners perform the same story-telling task in both NL and their English IL.

Subjects and Procedure
The subjects were nine adults learning English as a foreign language at the

University of Washington in Seattle; their first-language backgrounds were
Spanish Turkish, and Mandarin (with three subjects from each NL background).
All nine subjects were at an "intermediate" level of spoken English, although
they seemed to very a good deal in proficiency within that classification. ( As
Larsen-Freeman, 1977, has pointed out, our present inability to find a good
index of development for second-language learners makes it very difficult for
researchers to make reliable statements about their relative levels of proficiency.)
I made a subjective estimate of the learnerc- relative levels of proficiency in
English; the subjects are listed in order of approximate relative proficiency in
Table 3.

The -ubjects were shown two series of simple drawings, and an illustration
from a children's book, and then asked to tell the stories depicted by the illus-
trations, in both their NL and in English. The pictures were chosen to precipitate
a crisis of communication in which the subjects were attempting to communicate
concepts for which they did not yet know ( or were unsure of ) the correct target
language form. The subjects were iecorded as they told the stories. Afterwards,
the experimenter reviewed the task with the subject, asking whether the subject
knew particular forms in English, or asking why the subject used one form rather
than another. The subjects' responses to these follow-up questions were also
recorded. Their responses to the picture tasks in both NL and IL were tran-
scribed.' Seven of the most difficult target concepts have been selected for the
purpose of this report, and the subjects' responses to each image in NL and IL
have been tabulated, as in Table 2.

Data Analysis
The analysis of spontaneous speech data is truly frustrating. The language

researcher is always tempted to reduce language data to measurable entities
which can be counted, graphed and statistically weighed, and yet is always
aware that this very process can distort the data, to the extent that one must
question whether one is still looking at anything remotely resembling language.
One sets up a system to described human behavior, which fits as accurately as
possible what one sees, yet ultimately no system does justice to the reality.
In spite of this, we go ahead and set up systems because, despite their limitations,

' My thanks to Selda Agar and Bob Cornett for their help in tnmslating and transcribing
the Turkish and Mandarin data.
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we need them to help us see those patterns which do exist in human behavior.
Tarone, Cohen and Dumas (henceforth TCD) (1976) attempted to system-

atize a taxonomy of communication strategies. However, it is clear to me that
aay such attempt to establish an enlightening typology of elear-cut mutually-
exclusive eommunicatioa strategies is bound to iur into trouble a.s soon as we
begin to deal with real data. In wrestling with my data, I have found that I
have bad to reorganize the TCD and Varadi taxonomies somewhat. The result
is a system which seems to provide the best tool to make sense of the behavior
of my subjects in this comMunication situation.

One can, I believe, differentiate five basic conscious communication strategies
fairly consistently: avoidance, paraphrase, conscious transfer, appeal for assistance
and mime.2 These strategies are outlined and illustrated in Table 1.

(1) Avoidance. There are several types of avoidance strategies available to

TABLE 1

Typology of Conscious Communication Strategies

Communication Strategy Inter language Target Language

(1) Avoidance
(a) Topic avoidance 0 Mushroom
(b) Message abandonment the water (mumble) the water spills

(2) Paraphrase
(a) Approximation Pipe waterpipe

labor work

lamp waterpipe

(b) Word coinage person-worm caterpillar
jug-worm caterpillar

(c) Circumlocution Something, I don't know what's waterpipe
its name. That's, ah, that's
Persian and we use in Turkey,
a lot of.

(3) Conscious transter
(a) Literal translation He invite other person to drink tiny toasted

each other

(b) Language switch

(4) Appeal for assistance

balon balloon
tirtil caterpillar

What is this? What. called? waterpipe

t5) Mime . . and everybody say [claps everybody
hands) applauds

1 am grateful to a participant (unknown to me) in the TESOL 1977 Convention, who
uggested this catego7 during a discussion following the reading of this paper.
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these learners. Topic avoidance (TFS) occurs Alen the learner simply does not
talk about concepts for which the vocabulary is not known. So, if one is unsure
about how to say "mushroom" in English, one steers the conversation away from
the topic. Message abandonment (a term coined by Viradi, and redefined in
TCD) occurs when the learner begins to talk about a cancept but is unable to
continue and begins a new sentence. For example, in Table A, the learner begins
to say, "The water spills," but instead her voice trails off and she goes on to the
next picture.

(2). Paraphrase. A variety of approaches are subsumed under this caiegory.
I have altered TCD's definition somewhat, and here define paraphrase as the
rewording of the message in an alternate, acceptable target language construc-
tion, in situations where the appropriate form or construction is not known or
not yet stable.3 There are three basic types of paraphrase which I have been
able to find consistently. ( a) The first is approximation (discussed in TCD)
the use of a single target language vocabulary item or structure, which the
learner knows is not correct, but which shares enough semantic features in com-
mon with the desired item to satisfy the learner. Examples of approximation
would include the use of "high-coverage words" (Levenston, 1971) such as
worm" for "silkworm", or "pipe" for "waterpipe"; low-coverage words" (Lev-

enston, 1971) such as labor" for "work"; or approximations which operate at
more or less the same level of generality, but are simply inappropriate, such as
"lamp" for "waterpipe". It is clear that approximation may be a type of over-
generalizationit is often only the learner's concious use of the strategy which
differentiates it from overgeneralization, as that term has traditionally been used
in the literature. That is, the learner knows in usint, approximation that the term
is wrong, but uses it anyway; whereas, in overgeneralization, the learner may Or
may not know the term or rule is wrong. ( h) Word coinage (Váradi's term)
occurs when the learner makes up a new word in order to communicate a
desired concept. For example, Várach reports the use of the term "airbalr for
"balloon", and my subjects referred to an animated catepillar as a "person worm"
or a "jugworm". (c) Circumlocution (Viradi's term) is a wordly extended process
in which the learner describes the characteristics or elements of the object or
action instead of using the appropriate target language structure. (Varadi dis-
tinguishes circumlocution and description, but I found it more useful to combine
these categories.) For example, in describing a waterpipe, a subject in my study
said, "She is, uh, smoking something. I don't know what's its name. That's uh
Persian, and we use in Turkey, a lot of."

(3) conscious transfer may take the form of literal translation or languag.
switch (TCD). Literal translation occurs in this study when a Mandarin speake .
describes two persons toasting one another by translating the equivalent Man._
darin expression word for word: "He invites him to drink," In language switch'
the learner simply uses the NL term without bothering to translate, as, usint

TCD maintain that paraphrase occurs when the learner is attempting to avoid a term;
no longer believe paraphrase to be a form of avoidance.

20J
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"Won" for imicon." I believe, from the data gathered in my study thus far,
that language switch is particularly likely wher. the NL and TL have close
cognates (as, with Turkish "balon" and English "balloon")or, when the
appropriate NL term approximates the desired TL form and/or content in some
way. For example, all three Turkish subjects in my study referred to a caterpillat
as a turtle. The Turldsh word for vatepillar is "tirtir. One can only speculate
about what is going on here. It would appear that when the Turkish subjects
initiallf used the term "tirtil", the experimentor did not reject it outright; she
may have evidenced recognition of the word in some involuntary way which
encouraged the subjects to condi-ale using the term, even though it is clearly
inappropriate. Something in the nonverbal interaction between subject and ex-
Frimentor may, have been at work to encourage language switch in these cases.
Comprze the following bits of data produced by B.L., the first of which shows
language switch and the second of which does not:

a) B.L.: There ate a little animal on the mushroom but I don't know what's
its name. It's turtle? I thir.k it's turtle .

b) B.L.: We call it flare?. What is this? What called?
In the first example, B.L. tests the NL term and decides to use it; in the second
example, she tests the equivalent NL term and rejects it.

(4) Appeal,. for assistance ("appeal to authority" in TCD) occurs when the
learner asks for the correct term: asks the experimentor, any native speaker, or
even refers to a dictionary. For example, B.L. when confronted with the water-
pipe above, says, "What is this? What called?"

(5) Mime refers to the use of nonverbal communication strategies by a
second-language learner. For example, one subject in my study said, "and every-
body say (claps his hands)". That is, it is possible to act out an action in order
to communicate; in fact, this is one of the most basic ploys used when one
is aware of one's lack of crucial TL vocabulary.

It may he helpful in gaining an understanding of the way these categories
operate to examine what was probably the most difficult object to describe in
Englishthe waterpipe in the Arthur Rackbam illustration of the Alice in
Wonderland caterpillar. In fact, this picture frame was atypical in that it
elicited communication strategies in the subjects' NL descriptions. a.s well as

- in their IL descriptions, since some of the objects depicted are rather unusual.
-The waterpipe turned out to be difficult in both NL and in English (see Table 2).
C.T. uses topic avoidance in both NL and IL, refusing to comment on the water-
pipe at all. R.D. uses a strategy of approximation, calling the waterpipe a "lamp"
in both NL and IL; he clearly knows the term is inappropriate, since in NL he
deicribes the catertillar as "smoking" from the 'lamp". C.U. initially uses
topic avoidance in English; when asked later to describe the object, he uses
drcumlocution and finally approximation ("pipe"). B.L. uses language switch
and then appeals for assistance. D.B. uses a form of approximation ("pipe . . .

water"). A.H. uses circumlocution in English to describe the object; interest-in*
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TABLE 2

The Waterpipe Respunses

Learner LI
C.T. Spanish

Interlanguage Native Language

0 0
R.D. Spanish
CM. Spanish

some. laMp O. (later) una lampara
0. (later: This is a bet, bottle, with
a . . . no, tLis is not wire . . . (E: a

tube) a tube. I don't know exactly the
name . . . pipe.

una pips ( a pipe)

B.L. Turkish We call it nargile. Wnat is this?
What called?

D.R. Turkish pipe, water

nargile
(waterpipe)

nargile
(waterpipe)

A.H. Turkish She is, uh, smoking something, I
don't know what's its name. That's
uh, Persian, and we use in Turkeyi
a lot of.

Yaninda bir.. . . oh, I
forgot the Turkish (laugh)
var. (Next to him there
isa

M.R. Mandarin The witch is smoking, in a strange
way.

Neichouyen de yangdz hen
(that smoking form very)

ougwai. Neige yen tung
(strange that smoke pot)

ye hen gugwai
(also very strange)

3.0. Mandarin 0. ( E: Do you know the name of
this?) çs (E: It's a waterpipe) A
waterpipe. jyan shwei yen.

(Called water pipe)

0

M.S. Mandarin A veiy strange machine and some
smoke went out of that bottle, I
mean the originally machine.
(later) E: What sS this?
M: Originally I forgot. I add
something, I say just like smoke
and pipe and connect with bottle.
E: Do you have a single word in
Mandarin that describes this?
M: No. Uh, yes um we, maybe we
have one, ju, just like, uh, do
you know, urn a, a peison there is,
uh, no

E: A drug? Opium?
M: Yes yes. And, uh, do

you know the old, uh, habit in, in
old China?

E: Yeah, yeah. Smoking opium.
NC Yeah, smoking
E: Opium.

jeige duor ( ?) gwandz.
(this thing Pi0e)

jeige gwandz lyanje pingdz
(this pipe connect bottle),

jemma yichwei jyou mausye
(this way blowing smoke

comes out)

m eyen chulai haumyang
chouyen yirmg.

(smoke comes out the same
as smoking)
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TABLE 2(Cootinued)

M: Op ...
E: Opium.
M: How do you spell?
E: 0-P-I-U-M.
M: Is a . . .

E: It's a chug.
M: Is a kind of, plant?
E: Mm'am. It's a poppy.
M: Opium.
E: a poppy plant that grows and

the flower is very briglg.
M: Yes, yes, oh.
E: Opium.
M: Oh. Yes, we, we have one called ...

Mandarin is ye pien yen.
(opium Pipe)

enough, he forgets the correct term in Turkish and resorts to message abandon-
ment in his NL. M.R. uses circumlocution to describe the action in English.
J.O. uses topic avoidance in both English and Mandarin; when asked later for
the English word, she again does not respond. Interestingly, when she learns
the correct English term, she translates it literally into Mandarin, using conscious
transfer in reverse. M.S. uses the strategy of circumlocution initially to describe
the waterpipe in both English and Mandarin. The role of the communication
strategy of paraphrase in the negotiation of meaning is perhaps best observed
in the exchange between M.S. and the experimenter which is recorded at the
bottom of Table 2. The zommunication strategy being used is circumlocution
as the learner names a series of items related to opium, and hence to Nvaterpipes;
the function of the strategy seems to be to engage both M.S. and the experi-
mentor in a joint negotiation of meaning which resembles a gamt of twenty
questions.

A preliminary examination of the data shows definite differences in the
learners' overall approach to the storytelling task. C.T. and R.D., whose pro-
ficiency levels appear to be very similar, and both of whom speak Spanish as a
NL, perform very differently in this regard. C.T. tAls her stories quickly in both
NL and TL, and is content not to provide much detail. In contrast, R.D.
elaborates on the pictures at great length in b: th NL and IL, with frequent
appeals for assistance in IL and commentaries on his own progress (such as,
"God, will I ever learn Englishr). R.D. seems to use his imagination more,
creating names for the characters and dwelling on the dramatic development
of the storyline. In view of these individual differences in the sheer volume and
nature of the data produced bv the same task, I believe it is doubly important
to elicit data in both NL and IL in order to avoid the error of assuming that
C.T., for instance, is using an avoidance strategy simply because she produces
less data than R.D. We can see that C.T. also pro:duces less data in NL than'

hie
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does R.D.and we clearly cannot alsume that she does so because she is avoid-
ing NL forms or structures.

A sampling of the learners' performance in response to the seven target
concepts considered for the purpose of this report, was used to determine
whether individual learners did appear to prefer certain types of strategies over
others. As I' mentioned before seven different target concepts were chosen, and
the strategies used by each subject to communicate those concepts were tabu-
lated. Table 3 summarizes the preferences of each subject in terms of the five
major categories of communication strategy.

The subjects are listed in Table 3 in what I estimated to be a rough order
of proficiency to English, with M.S. at the top appearing to be most proficient,
and JD. at the bottom. as least proficient. It is clear that, even on the basis
of this restricted body of data, the learners do seem to exhibit decided prefer-
ences for certain types of strategies and not for others. When M.S. does not use
the correct TL form, he seems to rely quite heavily on paraphrase. JD., on the
other hand, uses avoidance strategies much more extensively. B.L. (third from
the bottom ) relies quite heavily on conscious transfer and appeals for assistance.

TABLE 3

Strategy Preferences, Evklenced in Sampling of Seven Target Concepts

Strategy 1 Strategy '2 Strategy 3 Strategy 4

M.S. 0 5 0 0
A.H. 0 3 2 1

CIL 1 7 0 1

D.R. 0 5 2 0
M.R. 0 4 2 4
R.D. 1 4 0 2

B.L. 0 2 4 3
C.T. 2 4 0 0
J.O. 4 2 1 1

Based on these preliminary patterns in the data, I would hypothesize that
individual second-language learners do exhibit conscious communication strategy
preferences. Further, my hypothesis is that a learner's first-languages background
in itself will not bias her towards any particular strategy preference. Bather,
I believe that personality factors may correlate highly with strategy preference.
That is, certain personality characteristics may be tied to a preference for
avoidance strategiesand others to a preference for appeal to assistance. Further,
I believe that strategy preference and second-language proficiency level may
prove to be related, such that strategies of paraphrase could be increasingly
preferred as successful second-language learners gain in proficiency.

My work in this area is just beginning. Clearly, these hypotheses must be
tested from many different perspectives. But I believe investigation in this
area of second-language acquisition will be exceedingly fruitful in the insights
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it will provide into the relationship of personality to second-language acquisit ion
the nature of the relationship of language and thought, and perhaps even pt.( %;de
some insights into the nature of language proficiene
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The Nature of Linguistic Input in Formal Seeond
Language Learning: Linguistic and Communicative

Strategies in ESL Teachen' Classroom Language.,

Stephen J. Gales

Indiana, University

Compared to the amount of research which has investigated the processing
strategies which learners use in first and subsequent lmiguage acquisition,
very Attie attention has been paid to the nature and possible importance of
language input data itself. This has been due, claims Landes (1975), to the
emphasis placed by the nativist theory of language acquisition on children's
innate capacities for language learning and the concomitant devaluation of
the role of environmental (external) factors in language acquisition.

Recently, however, the need to investigate language input data more
fully has been cited for both research in first language acquisition (Campbell
and Wales, 1972; Clark, 1974; Landes, 1975) and studies of natural second,
language acquisition (Wagner-Cough and Hatch, 1975) and formal second
language learning (Henzl, 1973, 1975; Caies, 1976, a,b,c; 1977). -

The study reported in this paper attempted to elucidate further the
nature of linguistic input in formal second language learning situations. In
the study, the classroom language of a group of teachers of adult ESL classes
was investigated for evidence of linguistic and communicative strategies which
might facilitate or otherwise influence the language learning task. Analysis
of the data col!ected indicates that many linguistic and communicaUve strat-
egies typica14P used by adults in their interactions with children in the early
stages of language acquisition are equally characteristic of the classroom
language of ESL teachers.

A recent and encouraging development in research in first and second

language acquisitioq has been the renewal of interest in the role of the linguistic
environment in language learning. For a number of years, many studies of

language learning focused almost exclusively on the utterances which learners
produced and paid little attention to the language directed at them. This neglect
of language input datathik failure to pay attention to the language to which
a learner is exposed--can be attributed in part to the methodological difficulties
of such research, but even more so to the influence of the early nativist view
of first and (as has been inferred by many) second language acquisition.

While the nativist theory of language acquisition continues to enjoy gen-
eral acceptance among psycholinguists and applied linguists, it has been argued
(Landes, 1975) that, the early nativist view at least partially misrepresented

the nature of language acquisition through its assumption that language learners

204
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are exiiosed to random, often- ungrammatical, and essentially unstructured
samples of language to/Ise acquired. This nobon led to the position espoused
most notably bY McNeill (1966) that the. kind o( linguistic input to which a
learner is exposed is basically irrelevant, beeluse it is the learner's innate
pre-disposition to learn language that guides and shapes the acquisition process.
In studies of first and second language leaining,-.the overwhelming- emphasis
has in many cases been on examining the proCesses and strategies employed
by learners as they progress toward a closer approximation of full target language
competence. The abuncnce of "error.. analyses" of second language learners'
utterances bears witness to thi emphasis -placed on learner strategies, to the
primary focus on the language learner and the frequent accompanying neglect
of the nature of the interaction of learner and linguistic environment.

. Recently, however, the argument has been advanced (campbelli 1972;
Clark,. 1974; Candes, 1975), that while the behaviorist claim that 'external,
environmental sources are the sole *detirminants of learning is inadequate
as an explanation of how language is learned, it is equally simplistic to ignore
almost altogether the linguistic-cOntext in which language learning takes place.
This argument is based on an accumulating body of- empirical data which
suggests the following points about the linguistic inpittlo which first language
learners are exposed:

(1) In terms of syntax, the language addressed to children by adults
consists for the most part of amsiitently short, gramMatical sentences. These
^sentences on the whole are transformationa4 simpler, involve far less sub-
'ordination and self-eMbedding, and include a much greater number ef inter-
rogative and imperative sentences than those typical of adult-adult dficourse.

(2) There is a tendency on the part of adults to use a relatively testricted
lexicon when addressing younkchildien. The token-type ratio, winch is a mea-
sure of vocabulary diversit), of adult-child interactions has bocn foimd to be far
smaller than that of samples of adult-adult discourse ( Drach, 1969; Granowsky
and Krossner, 1970).

(3) Characteristic phonological features of the language addressed to
children by 'adults are a reduced rate of speech, clearer articulation, and an
ikaggeration of normal stress and intonation patterns.

These consistent gdjustments in the language addressed to children by
adults ( and this incIntles parents, non-parents, and even older children) have
been characterized by some researchers as constituting a special linguistic
style called "motherest;." It would thus be a situational register deemed appro-
priate for use when the interlocuthr is a young child in the process of acquiring
a language. It should be pointed out, however, that the degree of linguistic
adjustment appears to be geared to either the changing age or the increasing
skills of the child. That is, the older the child, the less radically the language
addressed to him/her differs from that used between adults.

In addition to these linguistic modifications, adults employ a number

21,
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of communicative and/or language training strategies in their verbal interactions
with young children. One of the most salient of these strategies is repetition,'
which is a recurrent technique thought to have potential accelerating effects
on language acquisition. Snow 11972) has argued that repetition increases
processing time, thus increases a child's chances, of processing input. One study
(Kobashigawa, 1969) of first language acquisition revealed that in a corpus
of utterances addressed by a mother to her twenty-six month old son, 15%
of the statements, 35% of the questions, and 60% of the imperatives were
repeated with no lont intervening pauses or activity.

Prodding characterizes instances when a parent (or other adult) makes it
verbally clear that he/she wants the child to say or repeat something. Such
verbal directions typically take the form of "Can you say. . : . r or "Say . . .".
A related device is prompting, in which, for example, a parent will show a
child a picture of something which the child knou, the word for and will ask,
"What's this?" or "This is a what?" Prompting and plodding afford the child
practice in using the language and are thought to have some effect on)anguage
acquisition, despite the fact that, as Slobin (1971) has pointed out, frequency
of repetition sometimes weighs less heavily with children than the perception
of an underlying pattern.

Another general strategy is modeling, which may involve something as
simple as an adult's supplying the appropriate lexical item for a child who
does not know the name of something in a picture. A more complex form
of modeling takes place when an adult expands the child's Utterances. These
so-called "imitations in reverse," which are presumably performed by adults
to check their understandings of children's utterances, have been tilought to
contribute to language development in that they recognize the truth value of
a child's statements at the same time that they demonstrate to the child how
those statements are encoded by his/her speech community at the very moment
when the child is likely to be most attentive to such information. In contrast
to responses to other forms of adult corrective feedback, children's imitations of
adult expansions are frequently grammatically progressive. Empirical evidence
for this was provided by Nelson et al. (1973), who found that syntactic develop-
ment of an experimental group of forty-month-old children was significantly
enhanced by their exposure to expansions which recast the subjects' sentences
by providing a new syntactic structure

Unfortunately, it is premature to make a precise statement of the ways
in which the linguistic and communicative adjustments characteristic of the
'speech addressed to children facilitates or otherwise influences the language
acquisition process. The issue is clouded by the fact that though the relative
amount of adult linguistic input versus input from child-child interactions and
adult linguistic performance heard by, but not specifically addressed to the
learner, varies considerably from child to child within a culture and from

' These categories are from Landes (1975).
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culture to culture, the acquisition p ...ess proceeds at a remarkaliq uniform
-rate. At the very least, we have evidence that children incorporate either
literally or through recombination sentences of units of speech even larger than
sentences into their own linguistic rerertoire from the language they hear
around them, often without lint internally analyzing them and deducing the
underlying structure. Beyond elhat, the provisional assumption that the relative
simplicity and organization of adult linguistic input and the use by adults
of the training stategies just listed have some facilitating effect on the acquisi-
tion process, in that the child may more easily discover, for example, the basic
sentence patterns, major constitue4 categories, and salient phonological features
of the language, does not seem unreasonable.

ri:es the input to which formal second language learners are exposed
through the oral classroom language of their teachers involve linguistic and
communicative adjustments analogous to those which are characteristic of
much of the adult input in first language acquisition? This was one question
which the present study examined. The study was primarily an investigation
of the syntax of the oral classroom language of eight ESL teacher-trainees
enrolled in a Practicum course offered by the Program in Applied Linguistics
at Indiana University.

Three of the subjects were highly proficient nonnative speakers of English
who had had some experience teaching English in their home countries. The
others were native speakers of English whose prior teaching experience war
quite limited.

The subjects taught adult ESL classes as part of the Practicum course
requirements. These classes, which are offered c h semester, meet hourly
four evenings a week for a period of ten weeks. ; n the Fall of 1973 when
the data for. the present study was collected, instr ictit=71 was offered .:t four
different levels. Each of these four levels was tat, two teachers, who
shated the teaching responsibility equally. It shy ,weeti,med that the
subjects were given a great deal of freedom in ni ,ms about teach-
ing materials and techniques (particularly the. f r..e no texts were
used in these classes), curricular goals, and classroom management practices.

Each of the subjects agreed to let the researcher tape three of is/her
classes: one each at the beginning, middle, and end of the ten-week i<eriod.
In addition, the weekly meetings of the Practicum class, in which the subjects
and their instructors discussed general and specific problems and approaches
in teaching English to speakers of other languages, were taped so that samples
of the language which the subjects used with each otheri.e., among linguistic
peerscould be obtained.

From each of the twenty-four classroom tapes, a corpus was selected for
analysis. In each case, the sample to be analyzed syntactically consisted of
the first 500 words contained in utterances containing an independent clause
spoken by the teacher during the actual class period. For the baseline language
data collected in the Practicuin class meetings, the first 500 words spoken in

AN
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sentence-length utterances by a subject to the class as a whole and with the
*class' attention constituted the sample for that subject. For 'both the ;ESL
classroom and baseline del, the non-sentential utterancesfragments, false
starts, attention holders, etc.which occurred in the corpus were tabulated
separately.

The samples were transcribed and analyzed by the researcher. Syntactic-
analysis proaeeded by segmenting the 500-word samples into T-units. A. T-unit
is defined, as "one main clause plus any subordinate clause or nonclausal struc-
ture that is attached to or embedded in it" (Hunt, 1970, P. 4). This unit of
syntactic analysis is objective and easy to compute, and in the last ten yeais
it has gained increasing recognitiori as a far more valid index of syntactic,
complexity than other measures, includifig sentence length. A particularly
attractive feature of the T-unit as an index of syntactic maturity (complexity)
was revealed by O'Donnell, Norris, and Griffin (1967); in their study of syntax
of the oral and written language of klementary schoolchildren, these researchers
noted a close relationship between T-unit length and the number of sentence-
combining transformations required to generate a T-unit. Differential mean
length of T-unit, then, appears to reflect the relative degree to which users-
exploit the transformational resources of English.

Altogether, measuies on six dependent variables -were computed for elm*
sample. These variables were: words per T-unit, ratio of clauses (main and
subordinate) to T-units, words per clause, adjective (relative)oclause per 100
T-units, adverbial clauses per 100 T-units, and noun clauses per 100 T-units.

Table 1 presents a comparison of the means of the subjects' classroom
language and their speech among linguistic peers. The data as measured
by all six dependent variables indicates an overall process of syntactic sim-
plification in the classroom language. The subjects spoke in shorter clauses

TABLE I

Comparison of Syntactic Complexity of Subjects' Baseline (PracticOm Class
Meetings) Languat, and Their Oral Classroom Language

SOURCE OF LANGUAGE SAMPLE

VARIABLE':

BASELINE
(N=8)

ESL CLASSROOM
(N=24)

w/T 10.97 t3.19
c/T 1.60 1.20
wile 6.84 5.10
AD/I00 11.59 2.54
AV/100 20.27 5.33
N/I00 2854 11.16

w/T = words per T-unit
c/T = clauses per T-unit
w/c = words per clause
AD/100 = adjective clauses per 100 T-units
AV/100 = adverb clauses per 100 T-units
N/100 = noun clauses per 100 T-units

2.0
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and used fewer subordinate clauses per Tunit when addressing their students
than they did when speaking to highly proficient interlocutors. Multivariate
analysis of variance performed on the data revealed that the overall difference
in syntactic complexity was highly statistically significant (p = <.0001).

The next step in the analysis involved the comparison of the oral per-
formance of the subjects according to the level at which they were teaching.
What emerges from the data (see Table 2) is an unmistakable and statistically

e)
TABLE 2

Comparison of Syntactic Complexity of Subjects' Oral Classroom Language by Level

LEVEL
wiT c/T

VARIABLE
vile AD/100 AV/I00 N/I00

LI (Beginner) 4.30 1.02 4,20 0.00 0.76 1.60
(N = 6)

1.. (Upper Beginner) 5.75 1.14 5.04 1.46 3.64 -6.92
(N=6)

L. (Intermediate) 6.45 1.24 5.18 2.26 8.40 13.54
(N=6)

1.4 (Advanced) 8.23 1.38 5.98 6.47 8.51 20.91
(N=6)

SII. (N = 24) 6.19 1.20 5.10 2.54 5.33 11.16

significant (p <.0227) relationship between the syntactic complexity of the
subjects' classroom language and the level of proficiency their students.
At any level, the snytax of the teachers' oral classroom lankoage is more com-
plex than at the level immediately below it and less complex than at the level
immediately above it; and this is true for every one of the six criterion variables.

This syntactic adjustment evident in the subjects' oral classroom language
is similar to that found both in previous studies (Henzl, 1973, 1975) of the
verbal performance of foreign language teachers and in samples of adult
language addressed to children. Equally similar was the way in which the rate
of speech and vocabulary diversity of the subjects' classroom language increased
as a function of the level of proficiency of the students they were teaching.

These similarities between adult input to children and the speech addressed
to adult second language learners by their teachers are not suprising. After
all, research by Ferguson (1975) and others has led to the claim that modifica-
tions of the full adult system of this sort are consistently made by members
of a speech community on behalf of all learners of the language, whether or
not the verbal interaction has explicit instructional goals. What is particularly
noteworthy, however, is the presence in the oral classroom language of the
subjects of both linguistic adjustments and the very training strategies char-
acteristic of adult input to children.

Consider first the strategy of repetition. As mentioned earlier, repetition
is an alterreative or complement to linguistic simplification as a means of facilitat-
ing comprehension. It was for this reason that sentence-length utterances which
were exact and immediate-that is, which occurred with no intervening pauses,
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activity, or change of interlocutorrepetitions were marked and tabulated
separately in the analysis of the data. Repetition was used most fre aently at
the two lower levels of instruction, and practically not at all at the adya
level. An indication of how prevklent this strategy was for communication
teaching at the beginner level is'the fact that utterances containing a total o
660 words were exact repetitions. In tither words, more than 20% of the subjects'
sentences were repeated in exactly the same form. Thus, at the beginner level,
students not only heard input which was far less syntactically complex than
that directed at more proficient students, but also had in general more time
to process that input.

Prompting and prodding are strategies which can also be observed at the
lower levels of formal classroom language instruction. These strategies, how-
ever, seem, even more so than repetition, to be very transitional devices, and
their use is predictably restricted to those classroom activities which involve
naming concrete objectsi.e., to th f... initial stages of instruction.

A more important classroom strategy is modeling, which was accomplished
through two complementary but very different procedures. The first involved
the use of fragments. If a subject asked a student a question" and the student
made an appropriate and syntactically complete response, the subject would
often supplement the reinforcement of that response by repeating the crucial
lexical or other item in the response. For example, if a student answered the
question, "Bow did you come to class this evening?" by saying, "I came to
class by bits," there was a tendency to respond, "Yes, by bus." Again, the strategy
was most evident at the lower levels, which proceeded much more frequently
than the more advanced levels through long series of short, teacher-initiated
question-answer drills.

The alternative modeling techniqueand the strategy which was most
evident at all levelswas teachers' expansion of students' utterances. The stategy
was often purely communicativei.e., whet, 'f was used to check comprehension
but it served equally often, and again .ti _idly at the lower levels, as a
pedagogical strategy. The most obvious pase of this was when a student re-
sponded to a question with a single word or phrase and the teacher expanded
the response into a full independent clause.

What implications can reasonably be drawn from the similarity in linguistic
adjustments and communicative/training strategies of the input data to which
first and second language learners are expose. i? First of aP, the observed "train-
ing sessions" which result from the use of theFe strategies in a teacher's verbal
interactions with his/her learners would be a major and identifiable criterion
distinguishing formal from unstructured or "natural" second language learning,
situ in the latter these strategies would presumably be considered less fre-
quently employed by speakers of a language whose contact with a learner of
the language has no explicit pedagogical goals.

Again, there is additional support for Corder's (1967) position that the
burden of proof remains with those who argue that first and second language
learning proceed in a fundamentally different manner. This is not to suggest

2 2
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that there are no differences between first and subsequent language learning.
One difference already alluded to is that many training strategies begin to be
abandoned relative earlyperhaps too earlyin formal second language learn-
ing. And obviously, if we judge solely by the criterion of the relative percentage
of instances on which first and second language learnen attain full competence
in the target language, there is a quantitative difference involved. However, just
as a number of studies of second language learning have demonstrated that
learners use processing strategies very similar to those employed by children
acquiring their first language, we now have evidence, however prelimintay, that
the organization and presentation of the input with which they work is not
unlike the primary linguistic input which children hear.

Another implication arises from the relationship between the perceived
proficiency of the learners and the nature of their teachers' oral classroom
language. Elsewhere (Caies, 1976c), I have discussed the need for examining
linguistic input as a factor in the development of transitional stages of com-
petence or "interlanguages." Let me simply suggest here that as regards second
language learning materials development, the principle that language drills
should involve sentences which are increasingly longer and syntactically more
complex (Steglitz, 1973) is indirectly validated by the findings of the present
study. In view of the fact that teachers gear their own spoken language and
communicative strategies to the proficiency of their students, the claim that
grading a series of oral manipulation drills from easy to difficult by itself leads
to an "artificial" exposure to the target language is not defensible.

A final and potentially the most immediately important implication of the
relationship; of the data from the present study to the linguistic input in
first language learning is a revised notion of what is natural and what is artificial
about formal (classroom) second language learning. Many of the kinds of
foreign language classroom activities closely associated with the inductive or
"audio-lingual" approach to language teaching, as well as many of the con-
comitant teaching procedures, are not at all different from the kinds of language
training sessions which adult linguistic input provides children with. At the
early stages of formal second language learningat the period when students
are traditionally provided the training in skills acquisition which is thought
to be essential to more creative, sophisticated uses of the target languageadult
language learners are asked to repeat (this is equivalent to the strategies of
prompting and prodding), have items repeated for them to facilitate processing,
are given verbal signals to imitatethis is equivalent to modelingand often
have their responses expanded by their teachers (which constitutes a reinforce-
ment of the truth value of their response as well as a model of how that
response is fully elaborated in the target language). There is nothing inherently
artificial about these activities, at least if we judge by their role in first language
acquisition. What makes them "unnatural," and perhaps more than anything
else provokes dissatisfaction, is that these drills, these training strategies, are
too often semantically divorced in every way from the classroom surroundings
or the, students' experience, past and present. Then they are unnatural and
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uninteresting. But this is no more necessarily the case in formal second language
learning than it would be in first language acquisition.
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Acquiring a Second Language in an Immersion
Classroom

Sandra Mann'

University of California, Los Angeles

This paper is a report of an investigation of the acquisition of some Spanish
morphemes by some native-English-speaking children who are acquiring
their second language in an immersion classroom where Spanish is the sole
medium of instruction. The investigation consisted of a cross-sectional test
of the children in grades one through four, all of whom began the program in
kindergarten. The objective was to study their acquisition of agreement rules
for article-noun-adjective gender and number, and for verb person and num-
ber. While these agreement rules are not crucial for communication, they are
extremely important if the children are to achieve native-speaker proficiency
in Spanish.

No definite trend of improvemiut across grades was round in the acquisi-
tion of morphemes. With both the noun modifiers and the verbs, the children
overused the forms of highest frequency, overextending them to the forms
of lowest frequency. The systematic nature of their errors, along with their
lack of definite improvement across grades, points to the development of a
classroom dialect peculiar to Spanish Immersion students.

The reasons for their lack of progress are probably not cognitive, as
these forms are mastered earlier by native-speakers. Instead, the persistence
of these errors is attributed mainly to the large amount of incorrect peer
input from thSfr English-speaking classmates. To a lesser degree, peer group
pressure may also argue against native-like mastery of these forms. It seems
that children who acquire a second language in an immersion classroom de-
velop a classroom dialect of the language.

Recent research has shown child second-language acquisition to h6 an
orderly, prediL table process, in many ways similar to first-language acquisition
(Dulay and Burt, 1972, 1973, and 1974 a & b; Ervin-Tripp, 1974 ). However,
these studies deal with second-language acquisition in a natural setting; that
is, the child acquires his second language while living in an area in which the
language is widely spoken natively. This situation is called "absolute immersion.'
Second-language acquisition in a "total immersion" situation, as is the case when
a child is educated exclusively in a second language to which he has little or
no exposure outside of the classroom, is the focus of this paper.

In a Culver City, California, elementary school in 1971 the Spanish Im-
mersion. Program (SIP) was begun. English-speaking kindergartners receive
all of their classroom instruction in Spanish. The aim of the program is to

I My thanks to Evelyn Hatch for her comments and suggestions on this paper.
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produce English-Spanish bilinguals. At the time of this study (February, 1976),
ten children of the 1971 pilot group were in their fifth year of the Immersion
PthgraM, and a new group had entered the prop:am each year; thus, there
were five SIP levels, kindergarten through fourth grade. This program has been
the object of considerable research. (See (ampbell, 1972; Cathcart, 1972; Broad-
bent, 1973; Flores, 1973; Boyd, 1974; Lebach, 1974; Waldman, 1973; Plann,
1976.)

The linguistic aims of this program are that the children should, while
maintaining "normal progress in the maturation process of their first language
(English). . . acquire native-like proficiency in speaking, understanding, read-
ing and. writing Spanish" (Campbell, 1972, pp. 87-88).

Research oa the pilot group in both the second and third years of immersion
demonstrated that their acquisition of the agreement rules for article-noun-
adjective gender, as well as subject-verb person and number, was as yet in-
complete ( Flores, 1973; Boyd, 1974). For instance, "ayo va a la hallo" and "las
niiios quiere comprar los frutas" were typical utterances. While utterances such
as these enable the children to communicate, a mastery of the agreement rules is
essential if they are to achieve the goal of native-like proficiency in Spanish.

The purpose of this investigation was to conduct a cross-sectional study of
the SIP children in grades one through four to measure their degree of mastery
of article-noun and noun-adjective agreement, as well as subjective-verb person
and number agreement in the present. tense.

The Subjects

The subjects were twenty-four SIP children from grades one through four,
all of whoM entered the program in kindergarten. Three girls and three boys
were selected randomly at each grade level.

Materials and Procedures

Due to the number of students involved in this study, elicitation methods
were used exclusively to gather data. Four tasks were used: (1) a puzzle,
(2) a story telling task, (3) a repetition task, and (4 ) a re-telling of the story
used for the repetition task.

The testing was conducted between February 10 and 25, 1976. Each subject
was tested on all tasks within a one-week period. All instructions were given
in Spanish, and each child's performance was tape recorded.

A puzzle whose pieces were pictures of very familiar objects in various
colors was used to test gender and number agreement of definite articles and
adjectives with singular and plural masculine and feminine nouns. There were
twenty-four pieces, twelve masculine and twelve feminine, half of which were
singular and half of which were plural. Each child was given the puzzle frame
and a sheet of paper with pictures of all the pieces. The child was instructed
to ask the experimenter for each piece pictured on the paper and then place
it in the puzzle. For example, the child had to ask for the yellow dogs ("Quiero
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los perros amarillos"), the orange turtle ("Quiero la tortuga anaranjada"), and
so on.

A story telling task consisting of eight pictures was used to elicit relatively
free speech data. The child was instructed to look at the -pictures and tell
the story.

A repetition task in story format with accompanying pictures was included
to insure the appearance of all relevant data and facilitate comparison across
subjects.

The story re-telling task immediately followed the repetition task; the child
was given the accompanying picture book and told to look at the pictures and
tell, in his own words, the story he had just repeated.

A binary method was used in scoring each obligatory context; a morpheme
was either correctly supplied ( +1) or incorrectly supplied or missing (0). For
each morphological form under consideration every child's score (the percentage
of correct uses of the morpheme based on the number of obligatory contexts)
on each of the four tasks was computed. The grade level averages were then
found, according 'to two -systems used by Dulay and Burt (1974b), the group
score method and the group mean method. The group scores and the group
means for each morpheme were ranked in decreasing order for each task and
for each grade level to yield an accuracy order. To give an overall picture of
the children's performance on each morpheme, two scores were also computed
for each grade level based on the combined results of all four tasks. Thus,
for each morpheme, an overall group score, the average of the four group scores
on the four tasks, was found, as was an overall group mean. These overall
scores were also ranked in decreasing order, to reveal a general picture of the
accuracy sequence.

Findings
Definite Articles. in the findings on the four forms of the definite article a

definite accuracy order was discernible for the children in grades two through
four; this pattern, for both the group score and the group mean, is the same
on each task as well as on the overall scores based on all four task scores
combined ( Fig. 1). Highest accuracy was attained on the masculine plural
form ("los"), followed by the masculine singular ("el"); feminine singular
(la") was next, and feminine plural (las") was lowest. The accuracy order
of the first graders, unlike that of the childr.m in the higher grades, varied
from task to task; also, the first graders' accuracy order based on the combined
scores of all four tasks differed from that of the children in the three higher
grades. Their overall order was first masculine plural, next feminine singular,
then masculine singular, and finally feminine plural. In comparing the combined
scores of the three highest grade levels, a trend of improvement on each
=Theme can be seen across grades, although, unfortunately, this trend could
not be statistically tested since some children at each grade level managed to
use fewer than the required three instances of each form.
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Across all four grade levels, the only form to reach the traditional level
of mastery, 90%, was the masculine plural. On the group score and the group
mean, the fourth graders achieved 98% and 100% accuracy, respectively, and the
third graders 91% and 89%, respectively. These were the only groups to reach
this level, and on both the overall group scores and group means the masculine
plural was the only definite article to reach the 90% level for any grade.

Indefinite Articles. In the use of the masculine and feminine singular forms
of the indefinite article ("un" and "una"), the masculine was the form of
highest accuracy at all gade levels. Oa all tasks except the third graders' story
retelling task, it exceeded the 90% acquisition criterion. On the overall scores
(Fig. 2) the fourth graders scored lowest on the masculine form by a few
points but highest on the feminine form. The feminine form never approached
the 90% accuracy level.

Adfectives. For the four adjective forms on all but the second graders'
repetition and retelling tasks, the children had highest accuracy on the mascu-
line singular form. With only two exceptions (the first and fourth graderk
repetition task), the two masculine forms were always of highest accuracy and
the two feminine forms of lowest accuracy. The overall accuracy order for
grades one, two and four was masculine singular, masculine plural, feminine
singular, and finally, feminine plural, while the feminine singular ranked lowest
for the third graders, below feminine plural (Fig. 3).

In comparing across grades, for the masculine singular form the fourth
graders scored highest followed by the third graders; the overall group score
for the first graders was slightly higher than that of the second graders. (In-
sufficient data made computation of a group mean for the first graders im-
possible.) With the masculine plural form, the second graders' overall group
score was the highest followed by the fourth graders, then the first graders,
and lastly the third graders, although these differences were not statistically
significant on the puzzle task when an ANOVA was run. For the two feminine
forms, there was a general tzend of improvement across grades, although in
the one task where it was possible to run a statistical evaluation, the difference
across grades was not significant.

For the masculine singular form, both the overall group score and the
overall group mean of the third and fourth graders surpassed Ole 90% acquisi-

. tion criterion. While the secold graders' overall scores were below 90%, the
first graders' overall group score was 90%. Performance on all other forms by
all groups was below 90%.

Verbs. In the findings on the present tense verb forms there was much
variation, both in percentage scores and in sequences across grades and across
tasks. The only pattern of accuracy common to all tasks and all grades was the
consistently highest accuracy of the third person singular form. Also, there was
an increase in the correct usage of this form across grade levels (Fig. 4). In the
overall totals, none of the forms reached the 90% acquisition criterion.

An error analysis revealed certain regularities. With the definite articles,
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errors were generally between masculine and feminine pairs ("er/la" and los"/
las"); thus, the most accurate definite article, the masculine phiral, was the
form. most often substituted for its feminine counterpart, the least accurate form.
The children alternated in their use of the two forms of intermediate accuracy,
the masculine and feminine sdngular. Thus, while errors like pelota" and
""las nifios" were common, errors like "la pelotas" and '9os !lino" were vir-
tually non-existant. These errors indicate an acquisition of number, but not of
gender agreement rules.

With the two singular indefinite articles, the form ofshigher accuracy was
the masculine ("un"); the highest accuracy on ,the feminine form ("una") was
attained by the fourth graders, who correspondingly scored lowest on the
masculine form. This might mean that the fourth graders are making progress
in their acquisition of the feminine form, and that it is temporarily displacing
the overextended masculine form.

With the adjectives, errors with the singular forms were between masculine
and feminine pairs, for instance "una pelota amarillo," or "*una casa nuevo."
In errors involving the- plurals, the masculine sinplar (the form of highest
accuracy) was most often substituted for the masculine plural ("'dos conejos
bianco"), while the masculine plural (the form of second highest accuracy)
was most frequently substituted for the feminine pluial ("tres mariposas
amarillos"). These errors, too, suggest a better mastery of number than of
gender.

With the verbs, the form of highest accuracy, ihe third person singular,
was also the form most frequently overe end, utterances like "ellos dice
adios: and "yo quiere unit" were very .1 mmon.

Discussion

The test results, then, indicated that the children were/still at an inter-
mediate stage in their application of these morphological agreement rules. In
no case were both members of a pair firmly established; rather, high accuracy
of. one form was usuallSt accompanied by Its overextension to the corresponding
form which was, consequently, of Inw accuracy. Further, the children alternated
frequently in their use of forms of intermediate accuracy. As Melanija Mikes
(1967) pointed out, a category can be considered acquired only if the correlat-
ing forms are also correc(ly used. For instance, at all grades the children achie ed
high accuracy levels.of the masculine indefinite article, "un," but it cannot be
considered established because of the low accuracy levels of the feminine. form,
"una." Furihermore, Andrew Cohen (1974) found that the acquisition process
of articles and adjectives, for at lease some SIP students, consisted of first the .,

exclusive use of one form, and later, upon becoming aware of the other cor-
responding form, an alttrnation between the two or even an overextension of
the second form. It is therefore doubtful that any of these forms, even those
of very high accuracy, can be considered acquired.

While the SIP children have not as yet mastered these agreement rules,
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errors are an integral part of the learning process, and a comparison of the
SIP students With other children acquiring Spanish demonstrates that diflicultie,s,
with these morphemes are common to many young Spanish-speakers: Seveial.
researchers (Gonzalez, 1970; Brisk, 1973; Mazeika, 1973; Fantini, 1974; Cohen,
1975a) observed similar errors in the acquisition of Spanish by native Spanish-
English bilinguals in the United States, as did Dato (1970) in the acquisition
of Spanish by English-speaking children living in Madrid. However, while
these are clearly developmental errors, they are more typical of younger Ian-
gu with children the ages of the SIP students, such errors are
either eradicated or much less frequent. In light of the progress of other children
acquiring Spanish, lack of cognitive development does not adequately explain
the SIP children's low accuracy on these forms; this suggests that factors other
than cognitive maturity are involved.

A learner's speedi inevitably deviates from that of a native speaker; his
interium linguistic system, or "interlanguage" (Selinker, 1972, 1975), represents
the learner's attempt to reproduce the target language. Characteristics of an
interlanguage are its mutual intelligibility among speakers, its systematicity at
one particular point in time, the stability of errors, and backsliding or reappear-
ance of errors thought to be eradicated. Selinker (1972) pointed out that inter-
language errors are subject to fossilization:

Fossilizable linguistic phenomena are lingristie items, rules, and subsystems which
speakers of a particular native language will tend to keep in their interlanguage
relative to a partiudar target language, no matter what the age of die learner or
amount of exphmation and instruction he receives in the target language. (p. 215)

This description of an interlanguage is applicable to the SIP children,
particularly those who have been in the program for several years. The lack
of a definite trend of improvement across grades suggests that these morphol-
ogical errors have fossilized. Furthermore, they are not amenable to correction.
The third grade teacher has tried to call the Children's attention to these errors
by orall) correcting them and having them repeat the ixrrection; the fourth
grade teacher has attempted to teach these grammar points more formally,
giving the class explanations at the blackboard and then having the children
do oral drills and written follow-up exercises. However, although the students
seem to grasp the concepts, both teachers admit there has been little improve-
ment in the children's speech. Clearly, these persistent errors lmve fossilized.

'Language learning is a complex process, related both to the child's cogni-
tive abilities and his interaction with his environment. Some of the factors
relevant to second language acquisition, or non-acquisition, include the learner's
attitudes and motivation, his linguistic needs, and the circumstances of his ex-
posure to the target heiguage. In acquiring a second language. a learner's affec-
tive orientation towards the language and its speakers can greatly influence
his learning achievement. Lambert noted that "the whole process of becoming
bilingual can be expected to involve major conflicts of values and alliances"
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(1987, p. 91). The Spanish language in California has less social status than
English, and the children are doubtlessly, to some degree, aware of its inferior
status. If a learner has no desire for greater identification with the speakvrs
of the target language, his motivation, to improve will not be strong (Nida,
1971). While the children have a favorable orientation towards Spanish and
the Spanish-speaking community (Cathcart, 1972; Lebach, 1974; Waldman.
1975), their attitudes towards perfecting their command of Spanish may be
influenced by Sbe language's lower prestige.

The needs of a language learner ahu affect his degree of mastery of a
language. The emphasis in the Culver City classrooms has always been on
communication, and the children's Spanish is sufficient to express their
and understand their teacher. jiin (as quoted in Taylor, 1974) wrote taat a
student's interlanguage is not transitional but rather represents a funcjonal
competence; a learner, having learned enough to fulfill his needs, will stop
learning, and will thereafter always speak an interlanguage with fossils. For
their classroom needs, the Spanish of the SIP students is adequate; any further
improvement at a morphological level may seem unnecessary.

A third consideration in language acquisition are the circumstances of the
learner's exposure to the target language. The exposure time of the SIP children
is abouffive hours a day in school. Outside of the classroom, the children rarely
use their Spanish nor have any contact with the Spanish-speaking community.
Native-speaker models consist of the teacher, occasionally a bilingual aide, and
a few Spanish-spe:.king peers. However, these people accouni for only a small
part of their linguistic input; the majority of theix.j2put-is from native-English-
speaking classmates, themselves learners of the target langitage. Consequently,
the majority of their input, which is considered to be of primary importance
in morpheme acquisition, consists of incorrect peer language. (See Larsen-
Freeman, 1978 a & b.) A related factor is peer pressure. Within the SIP class-
room the children probably want to speak Spanish like the majority of their
classmates, the other English-speakers. These two factors, primarily the large
amount of incorrect peer input, and possibly peer group pressure to talk like
the other English-speaking students are, I believe, the main causes of the SIP
children's low accuracy on these morphemes.

These problems are inherent in an immersion situation, and combined with
limited linguistic needs and, possibly, the lower status of Spanish in the com-
munity, they argue against the SIP children perfecting their command of their
second language. Instead, the end result is that the children develop and rein-
force their own classroom dialect. The fossilization of forms, particularly at the
morphological level wheie, semantic power is low, is perhaps an inevitable by-
product of acquiring a second language in an immersion classroom.

A comparison of the progress of the SIP children with that of the students
in the St. Lambert French Immersion Program (FIP) provides another example
of the emergence of a classroom dialect among immersion students. There are
many similarities between the two immersion progrms. While the FIP children
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haye positive attitudes towards French Canadians ( Lambert and Tucker, 1972),
French is nonetheless the language of a minority group and has less prestige
than English (Lambert, 1967).. The FIP students, outside of school, seldom
use their French and have little or no contact with members of the French-
speaking community (Selinker, 1975). These children, like the Culver City stu-
dents, have made remarkable progress in their second language (see Lambert
ane Tucker, 1972); however, the FIP children have many grammatical difficulties
in common. with their SIP peers. They make more errors than native-speakers
in their French production, particularly errors of gender (Lambert and Tucker,
1972). With the verbs, the children pick one form (the infinitive) and overextend
it to all cases ( Selinker, 1975). Thus the FIP students, too, have developed a
systematic interlanguage, complete with fossilizations of forms of low semantic
value. Their difficulties with gender and strategies of overgeneralization are
similar to those of their SIP peers.

These findings seemingly contradict those of other second language acquisi-
tion studies which found that the errors made by child language-learners were
developmental and eradicated over time (Dulay and Burt, 1973; Ervin-Tripp,
1974). However, those subjects were acquiring their second language in natural
situations and in the presence of a variety of native-speaking peers. This may
be the crucial difference in the two situations; in an immersion classroom, with-
out sufficient contact with peer native-speakers, children's errors seem to fossilize.
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The Relationsh0 Between Self Esteem and the
Oral Production of a Second Language

Adelaide W. Heyde'

English Language Institute
University of Michigan

The first part of this article focuses on a review of the literature and theoret-
ical aspects of self-esteem including definitions, testing, and research relating
self-esteem to learning. The second part proposes a study using two groups
of subjects (one learning English; the other, French/Spanish). The research
will exp!ore the relationship between the three levels of self-esteem (global,
specific, and task) and the oral production of a second language. It is hy-
pothesized that: (a) Global self-esteem (GSE) scores, specific self-esteem
(SpSE) scores, and task self-esteem (TSE) scores will intercorrelate posi-
tively, with TSE scores most closely correlated with performance on an ex-
temporaneous speech; (b) subjects with high self-esteem (HSE) will receive
significantly higher scores from their teachers on their oral performance than
subjects with moderate or law self-esteem, and HSE subjects will rate them-
selves higher on their oral performance; (c) SpSE measures will have a stronger
relationship than GSE measu-es to predict performance on the extemporaneous
speech. Samples of global, specific, and task measures are included. The paper
contains a brief summary of a pilot study conducted in April, 1977. The con-
clusion discusses expected results, limitations of the study, and suggestions for
further research.

For some time now, linguists, psycholinguists, and psychologists have been
in arch of the characteristics which comprise the "Good" or in some cases the
". language learner. Researchers have tagged his speech steps through con-
tr.stive analysis, interlanguage, and a variety of affective variables such as
motivation, empathy, field independence, integrative motivation, attitudes, and
others. Although no coMplete and accurate explanation exists of how a person
learns a second language, we know that a variety of affective and cognitive
factors inteiact to effect the acquisition, the use, and the output of a second
language. Errors in second language output are attributable to one of three
factors: I. the absence of the nile in the learner's cognition; 2. the presence
of the rule in the learner's cognition and failure to apply it due to a non-affective
factor (i.e. incomplete information about the rule and its use, insufficient time

I wish to thank H. Douglas Brown, W. Thomas Schornalcer, John A. Upshur, and the Good
Language Learner Research Group for their support and encouragement in my undertaking
of this project.
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to process and use the nile, etc.); 3. the presence of the rule in the learneis
llognition and failure to use it due to interference from one or more affective
dates. The present study focuses on an exploration of the third factoraffective
variables, particularly, one type of attitude, and its relationship to second
language output.

Attitudes can be clissified into two categories: external and internal. At-
titudes, as Lambert and Gardner (1972) use the term, are external in nature.
External attitudes refer to those evaluations which the learner directs towards
factors outside himself (e.g. the worth of the second language, of the second
language's culture, of his native language, of his native culture, etc.) Internal
attitudes, on the other hand, refer to those evaluations which the learner directs
towards factors inside himself (i.e. his competency, his ability, his self-worth).
Within this study, another term for internal attitudes is self-concept or self-
esteem. Self;concept is the sum of one's attitudes towards himselfthe evalua-
tion of what a person feels he is.

Both internal and external attitudes effect motivation and behavior. Research
by Gardner and Lambert (1972) shows the relationship among external attitudes,
motivation, and second language behavior. Their term, "integrative motivation",
refert to the learner's desire to be a part of the culture of the second language
community and his positive attitude toward the people and language of the
second culture. As for internal attitudes and their relationship to motivation
and behavior, Barksdale (1972) suggests that self-esteem is a precursor to
motivation (i.e. I must feel confident about my ability to survive a change in
my life in order to risk the process of changing my behavior, personality, lan-
guage behavior, etc.) Furthermore, Bills (1951) suggests that our desire to
maintain and enhance the consistency within our value system (self-concept)
motivates our behavior. In addition, Miskimins (1973, p. 32) suggests that
what a person does "depends on his self concept. Thus an adequate account of
motivation requires getting at the manner in which persons treat themselves."
If we acquire the view that we are undesirable, worthless, or bad, we tend to
act accordingly (Fitts, 1965, p. 1); or if we feel that we can't speak a second
language, or if we feel that we don't have the ability to learn a second language,
our language behavior will act accordingly. In short, the level of self-esteem may
either block or facilitate the cognitive domain in its application of the rules
and thereby affect the second language output.

The relationship of self-esteem to second language bf.havior can be de-
scribed using Krashen's (1971) Monitor Model. Krashen distinguishes between
acquisition and learning by describing acquisition as a subconscious process
and learning as conscious process occuring as the result of a formal learning
situation or self study (1977, p. 153). His diagram (1977, p. 154) shows the
acquisition process occurring subconsciously before learning. Learning, acting
as the Monitor. is the conscious application of acquired rules to second language
output before speech occurs.

The model, he claims, explains the discrepancies found in research between
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attitudes and aptitude. Attitudes (p. 158) are subconscious and related directly
to acquisition. Aptitude, however, relates to Monitor competence which is why
the effects of aptitude appear in tests which encourage monitoring. The model
can also explain the interaction between self-e:teem and second language out-
put. Self-este im (an internal attitude) is subconscious and relates to the
acquisitional side of the model. Its interaction with subconsciously acquired
rules may either facilitate or block the Monitor's competence in its conscious
application of the rules and thereby affect second language output

To date, no known research has been done relating self-esteem to second
language behavior. Brown (1973), suggests self-esteem as one of several areas
of needed research in second language acquisition.

My focus in this study will be on the relationship between a student's
self-esteem (also referred to as self-concept) and his oral production of a'
second language. I have chosen to focus on the oral production of a second
language rather than on other skills for two reasons. First, current research by
Richard Tucker on affective variables has shown that affective variables mote
closely relate to a student's oral production and listening comprehension than to
reading and writing (presentation by Richard Tucker, University of Michigan,
April, 1977). Furthermore, Gardner and Lambert (1972, p. 130) found that a
relationship exists between integrative motivation (an affective variable) and
second language proficiency, "especially in the oral-aural features of proficiency."
This phenomenon seems natural to me since speaking is an active skill which
requires risking evaluation by others of the speaker'.; grammar, pronunciation,
language facility, and often personal worth. Second, my work with students at
the English Language Institute has led me to believe that a student's evaluation
of himself and his speech has an effect on his oral performance. I would like
to explore my observation further.

Theoretical Framework

The purpose of the present study is ( a) to focus on the relationship between
self-esteem and the oral production of a second language and ( b) to experiment
with different measures of self-esteem.

The study of self-esteem requires the consideration of these three aspects:
an adequate definition of the term; the relationships among self-esteem, academic
performance, and attitudes; and measures of self-esteem.

Definitions. Rogers (1951) and Coopersmith (1967) define self-esteem in
the following ways. First, Rogers (1951, p. 136):

The self concept or self-structure may be thought of as an organized configuration
of perceptions of the self which are admissible to awareness. It is composed of such
elements as the perceptions of one's characteristics and abilities; the precepts and
concepts of the self in relation to others and to the environment; the value qualities
which are perceived as associated with experiences and objects; and goals and ideals
which are perceived as having a positive or negative valence.
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Furthermore, Rogers states (p. 191) "behavior is consistent with the organized
hypotheses and concepts of self-stmcture." Coopersmith (1967, pp. 4-5) defines
self-esteeth in the following manner:

By sa-esteem, we refer to the evaluation which the individual makes and cus-
tomarily maintains with regard to himself; it expresses an attitude of approval or
disapproval, and indicates the extent to which an individual believes himself to be
capable, significant, sucessful, and worthy. In short, self-esteem is a personal judg-
ment of worthiness that is expressed in the attitudes that the individual holds
towards himself. It is a subjective experience which the individual conveys to others
by verbal reports and other overt expressive behavior.

Coopersmith states further that overall self-esteem is essentially resistant to
change and remains fixed; unless the person actively moves to change it through
therapy or some other conscious effort. However, self-esteem may vary across
various areas of experience and according to age, sex, and other role defining
conditions Our sources of self-esteem are our personal experiences with our-
selves, others, and our own independent judgments of the external world.

Therefore, we can say that self-esteem is an assessment or evaluation which
we make of ourselves and our abilities. We express this feeling towards ourselves
in ways consistent with our verbal me- .:.!es and overt behavior. Our self-con-
cept may vary according to various sa.Aations and tasks which we perform.
Certainly my own self-concept is higher in situations where I am speaking
English than those where I am speaking French. We can identify five external
frames of reference of self-esteem (moral-ethical, physical, familial, personal and
social) and three internal frames (identity, self satisfaction, and behavior),
( Fitts, 1965).

Furthermore, we can also distinguish among three levels of self-esteem:
global, specific, and task. Simpson and Boyle (1975) refer to global self-esteem
as the individuals evaluation of his overall worth as a person. Specific self-esteem
is evaluations made in certain life situations (social interaction, work, education)
or those based on particular aspects of the individual (personality, intelligence,
etc.) The third level is task self-esteem or the individual's expectations/evalua-
tions of himself in task situations. The relationship of task to specific to global
self-esteem is hierarchical with task as the base and global as the apex of the
self-concept triangle (Shavelson et al., 1976, p. 413).

Self-esteem and its relationship to academic performance. Research on
self-esteem has typically been done within the realm of psychotherapy ( i.e.
"before and after" testing of clients in treatment) or in terms of classifying
normal and abnormal behavior. However, growing research is being done relat-
ing self-esteem to the fields of learning and education. The following are three
bmad areas in which such research is occurring: self-esteem and its relationship
to the prediction of future performance; self-esteem and iZs relationship to
academk performance; and self-esteem and its relationship to motivation and
attitudes. Fitts (1972) reports a rather complete account of work relating self-
esteem to predicted future performance, academic performance, and attitudes.
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He and his colleagues have done extensive research using his self-concept
measure, the Tennessee Self Qmcept Scale (TSCS), to predict the future per-
formance of a wide s 'ries, of populations including child care workers, blind
college students, the Adicapped, school dropouts, and even pczatroop trainees.
His results :tow that self-concept, as he measurer, it, predicts who will continue
in various baining programs and who will Ferform well on the job cnce train-
ing is completed. furthermore, work by Brodkey and Shore (1976), using an
original personality t st based nr. the Myers-Briggs style statements and u-ing
the Q-sort technique, showed that their test was strongly predictive of good
and poor Language study behavio: as judged by language teachers. Although
the Brodkey-Shore test was not defined .s a self concept test, but rather as a
personably test, t utiliies a variety of personality factors, including some which
are classifi Ible as self-concept characteristics.

In rotating self-concipt to academic performance, Fitts (1972) reports that
work in the area of self-concept and academic performance shows that the stu-
cient's concept of self is a significant variable (p. 43). However, when relating
self-concept to more narrow or' .eria, such as achievement tests and grade point
average, he has found the relationshi:a is neither clear nor conclusive. He also
states that specific self-perceptions are better predictor of grades and achieve-
raent test scores than his general measure. Simpson and Boyle (1975) found that
essentially global self-esteem was unrelated to predictions of performance and
to actual performance. On the other hand, specific self-esteem (in this instance
defined as educational and intellectual esteem) was more closely related to and
predictive of actual performance than global self-esteem and that task self-esteem
(collected before and after a mid-term exam) was the most predictive of actual
performance.

In relating self-esteem to affective variables, Fitts (1972, pp. 36-42) reports
research that shows a relationship exists between self-concept and factors
affecting academic performance (attitudes toward school and teachers, assuming
responsibility for learning, motivation and goals, morale and satisfaction with
sehool, class participation, discipline problems, dropout rates, -school failures,
etc. ) He concludes that a person with a healthy concept (1972, p. 43) is "apt
to use his intellectual resources more efficiently and this may be a critical
factor in his achievement if his intellectual resources or educational background
are borderline. Otherwise his self concept seems to be more closely related to
the noncognitive aspects within the academic setting."

Measures of self-esteem. There are three major techniques used to measure
self-esteem: direct self-evaluation; self-ideal discrepancy scoring; disguised self-
evaluation. Briefly, direct self-evaluation asks the subject to either agree, dis-
agree, or remain neutral on statements which are favorable/unfavorable to him-
self. The self-ideal discrepancy asks the subject to rate himself as he feels he is
and as he would like to be. Self-esteem is inferred from the similarity of the
two descriptions. The third type is a disguised self-evaluation which requires
the subject to evaluate an aspect of himself (i.e. handwriting, picture, voice)
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which is distorted so that he does not consciously recognize the source of the
stimulus. Self-esteem is measured by the similarity of ratings between hi; self
rating and the distorted rating. A more descriptive review of the theoretical
assumptions, characteristics, validity, and analyses of self-concept measures ap-
pears in the following sources: Wylie (1961): Taylor and Reitz (1968); and
Robinson and Shaver (1973).

Definitions and Hypotheses

For the purposes of this study, I have chosen the following definitions
16,1 adaptations from Rogers, 1951; Coopersmith, 1967; and Simpson and Boyle,

1975) and hypotheses.
Global self-esteem refers to those evaluations of our worthiness which we

consciously make of ourselves. Such evaluations are consistent with our belief
system, our verbal behavior, and our nonverbal behavior. Facets of global self-
esteem which will be evaluated are the moral-ethical self, the personal self,
the f-milial self, the physical self, the social self, identity, self-5:aliezction, and
behavior. Subjects of high global self-esteem will be operatkeally defined as
those scoring one standa : deviation above the mean or above the 82 percentile
on the total positive scale of the Tennessee Self Concept Scale. Subjects of low
self-esteem will be operationally defined as those scoring more than one standard
deviation below the mean or below the 18th percentile. Furthermore, each
group of subjects will be cross checked for high self-criticism scores which
indicate inflated total self esteem scores. Their scores will be deleted from the
population.

Specific self-esteem refers to evaluations subjects make of themselves in
situations where they are using English and to evaluations they make of individ-
ual aspe7ts (i.e. language learning ability, intellectual ability).

Task self-esteem refers to evaluations subjects make of their performance
before and after an extemporaneous speech in English or in French/Spanish.

My hypetheses are the following: 1. Global self-esteem (GSE) scores
will correlate plsitively with specific self-esteem (SpSE) scores and specific
self-esteem bcores wiil correlate positively with task self esteem (TSE) scores.
2. TSE scores will be most closely caudated with performance on an extem-
poraneous speech; SpSE scores will be less closely correlated with performance
on an extemporaneous speech; and GSE scores will have the lowest correlation.
3. High self-esteem subjects (HSES) ss ill receive significantly higher scores
from their teachers on their oral performance than moderate esteem subjects
(MSES) and MSES will score significantly higher than the low self-esteem
subjects (LSES ). I also anticipate that HSES will rate themselves higher on
their oral performance than MSES and MSEE. will rate themselves higher than
LSES. 4. SpSE measures w have a stronger relationship than GSE measures
to predicted perfonnance on the extemporawous speech.

Although research in the area of self-esteem and language acquisition ap-
pears to be non-existent, similar research in a related field (self-esteem and
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performance in a psychology class) by Simpson and Boyle (1975) showed a
relationship between the three levels of self-esteem and performance on a mid-
term exam. Using students enrolled in a college psychology course, they showed
(a) global self-esteem related positively to sp, cific self-esteem and that specific
self-esteem related positively to task self-esteem; (b) that task self-esteem
was the most closely related to performance on a mid-term exam, specific self-
esteem was less closely related, and global the least closely related; (c) that
high esteem subjects received significantly higher scores than mid esteem subjects
and mid esteem subjects had higher scores than low esteem subjects; and (d)
that specific self-esteem scores had a stronger relationship than global self-esteem
scores to predicted performance.

Pilot Study

During the spring of 1977, I conducted a pilot study exploring the relation-
ship between global and specific self-esteem and the oral production of English
as a Second Language. Subjects were students enrolled in levels 150 and 160
of the intensive course at the English Language Institute. Hypotheses included
the following: (1) global self-esteem (GSE) would correlate positively to
specific self-esteem (SpSE); SpSE would be more closely related to teacher
and self ratings of oral productionthan GSE ratings; (3) High self-esteem
subjects (HSES) would receive higher teacher oral production ratings than the
mid self esteem subjects (MSES) and the MSES would receive higher scores
than the low self esteem subjects (LSES). In addition, HSES would rate -their
self oral production higher than MSES and MSES would rate themselves higher
than LSES; (4) total self-esteem scores would be predictive of the "goat"
language learners of a y population as well as the "bad" learners as rated by
teachers and themselves on their oral production.

The global self-esteem measures consisted of a single-item self-esteem scale
and an adaptation of the Sherwood Self Concept Inventory (Robinson and
Shaver, 1973). The specific self-esteem measure consisted of a single itelp which
asked subjects to rate their language learning ability on an eight point scale
that used good and poor language learning ability as anchor points. Oral prod e-
tion ratings were obtained through teacher and self ratings.

Results showed some indication that the two levels of self-esteem, global
and specific, appeared to be somewhat related and that there may be a tendency
for specific self-esteem to be more closely related to oral performance than
global self-esteem. In addition, high self-esteem subjects' received higher oral
production ratings from themselves and their teachers than the low self-esteem
subjects. Finally, the results showed a tendency for specific self-(Iteem to he
more closely predictive of oral performance than global self-esteem. The results
of this study are inconclusive since my population was small ( tq 15) and
data was collected for only two levels of self esteem (global and specific.)
This research shows the need for further investigation in th- area of self-esteein
and the oral production (4 a second language.

21.1
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Proposed Research

My proposed research deviates from that of Simpson and Boyle in the
following ways. First, the two studies have different populations. Theirs focused
on 0.1ollege students studying psychology while mine focuses on adults (college
age and older) learning a second language. Second, their study deals with two
types of specific self-esteem (intellectual and educational ) while mine focuses
on a wider variety of self-esteem areas.

Figure I presents a model of the Simpson and Boyle study.

Global Self-Esteem I

1

Specific Self-Esteem

Life Situations

Academic

Educational

1

Aspects of the Individual

Intellectual

Task Self-Esteem

Before an exam After an exam

Figure J. Levels of self esteem as defined by Simpson and Boyle (1975).

Through the use of the subscores of my global self-esteem measure and the
addition of measures particular to language learning, I am expanding this model
to include a wider variety of specific self-esteem factors (see Figure 2).
Global self-esteem is a combination of several kinds of specific self-esteem
in my model. The general topic of specific self-esteem consists or evaluations
made in life situations and those based on certain aspects of the individual.
For the purposes of this study, life situations will be concerned with only the
two areas of community interactional and academic related situations. Third;
Simpson and Boyle divide their population in to thirds in order to obtain equal
numbered high, mid, and low self esteem groups while my three groups will
be divided according to their distance from the mean. Fourth, Simpson and
Boyle do not use the self criticism scores and defensive positive scores of the
Tennessee Self Concept Scale in their study while I intend to include them in
my study. The self criticism score serves as a cross cheek on total self-esteem
scores by indicating which scores of the population are inflated due to defensive-
ness and a need to look better on paper for the researcher. The defensive posi-
tive score serves the same purpose on a more subtle level. Fifth, my study
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Global Self-Esteem

Specific Self-Esteem
i

Life Situations Aspects of the Individual
I 1 I

Community Academic related

I

1
intellectual language physicalInteractional

I learning

Use of Use of Educational ability

1-

second language second
outside the language
classroom inside the

classroom

moral social Personal
ethical

Behavior Identity
(This is how I act) (This is what I am)

Family

Self Satisfactio4
(This is how I feel

about myself)

Task Self-Esteem

before after
speech speech

Figure 2. Levels of self esteem examined in the present study.
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ainfains a population from a variety of cultures learning one of two languages:
English or French/Spanish (one language to be specified before the study
begins).

Subkets

Subjects will include two groups of students. Croup I will consist of stu-
dents enrolled in courses in English as a Second Language during 'Term I, 1977,
at the English Language Institute. The tests will be administered to students
enrolled in levels 140, 150, and 160. In order to complete the Tennessee Self

:NConcept scale, subjects must have at least a sixth grade reading level. I intend
to administer the Stanford Achievement Test for Reading, Intermediate 2 in
order to determine which students .do not have at least a sixth grade reading
level. Those subjects who have not attained the appropriate reading level will
not be included in the study. Additional samples of ESL learners may be drawn
from similar institutes. Group II of my population will consist of students
enrolled in the beginning level (101) of French or Spanish at the University
of Michigan during Fall of 1977.

Self-Esteem Measures

Global Sdf:Esteem. I intend to use the Tennessee Self Concept Scale (Fitts)
to measure global self-esteem. This scale consists of 100 statemer s which the
subject marks on a five point scale ranging from completely false (0) to com-
pletely true (5). -There are three internal frames of reference: identity, self-
satiSfaction, and behavior which relate to these five aspects of self: moral-ethical,
physical, social, familial, and personal. In addition, self-criticism scores will he

'.....computed to weed out subjects who have, inflated their self-esteem scores.
The test-retest reliability for the various subscores of the Tennessee Self

Concept Scale falls in the range of .70 to .90 for American adults, age 12 and
up (Robinson tmd Shaver, 1973 ). The test-retest reliability for the total positive
Self-esteem scores is .92 for the same population. Evid-nce so far shows no need
to estah.ish separate norms for age, sex, race, or other variables (Fitts, Manual,
1965, p. 13). Furthermore, Fitts (1971) reports the norms for other cultures
seem comparable to those for Americans. Unfortunately, he does not report the
reliability 3eca ea for other cultures.

Specific Self-Esteem. To measure specific self-esteem, I intend to use five
statements based on the following: two life situation .statements pertaining to
English use, one related to language learnin:7, ability, :led one ipiestion each
related to educational and intellectual esteem taken from the Simpson and Boyle
study. The twe ...stions related to intellectual and educational self-esteem
had a test-ret.. . reliability of .84 and .81 respectively over a two month period
.of time. Copies of the questionnaire are attached. The other specific self-esteem
items (physical, moral-ethical, familial, personal, social, self-saiisfaction, be-
havior, and identity) are subscores of the Tennessee Self Concept Scale with

21k;
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test-retest reliabilities over a two week period of time of .87, .80, .89, .85, .90,
.88, .88, and .91 respectively (N = 60 college students).

Ta.sk self-esteem. I intend to use two measures of task self-esteem. Measure
one will ask students to estimate the judges' score of their oral production before
they have given an extemporaneous speech. Measure two will aslc them to
estimate the judges' score of their oral production after they have given the
speech. Both measures will use a severt point scale ranging from 0 (not native-
like) to 7 (near nativelike). Copies of the questionnaire are attached.

Oral Production Task and Ratings

Oral Production Task. The oral production task will require students to give
a two minute extemporaneous speech on his choice of one of two topics: 'Three
places I would take a Foreigner to visit in my country" and `My plans for ten
years from now." Eah subject will have approximately three minutes to prepare
his speech before presentation. The presentation will be recorded on cassettes.
Sheets for the task are attached.

Oral Production Ratings. I intend to collect three different ratings of
student oral production of English and French/Spanish; a student self rating;
a combined teachers' rating; and a rating of a speech sample by three judges.
The self rating scale will ask the student to rate his oral production on a seven
point scale ranging from near nativelike (7) to non nativelike (0). Samples of
this and tL other rating scales are Attached. The teacher rating scale will ask
the teachers to rate their st4dents' oral production on a seven point scale rang-
ing from 7 ( near nativelike) to 0 (non nativelike). Teacher scores will be
averaged in order to obtain the teacher oral production score. Three judges,
all native speakers of English or French/Spanish depending on the population
being judged, will be asked to rate a two minute segment of ete student's
extemporaneous speech. The judges' rating scale will be the same as the self
and teacher rating scales. Their scores will also he averaged.

Analysis of Results

I plan to use the following statistical measures.

I. The multiple regression technique will account for t'ae different levels
of learning among subjects in my sample. Learning refers to the knowledge stu7
dents have of the language. Those scores falling above the regression line will
indicate high self-esteem and high oral production students and those falling
below, the low self-esteem and low oral production students.

2. Independent "t" tests and product moment correlations will be run to
reveal what, if any, sex and cultural differences occur.

3. A factor analysis of the correlation matrix using the principal components
method with a varimax rotation will extract those factors accounting for the
variance.

4. Multiple product moment correlations will eveal that the patterns of
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relations among the viirious levels of self-esteem ( both between levels and
within levels) are as predicted.

5. A one-way analysis of variance performed on the oral production task
scores, the teacher scores, and the self oral ratings of the three esteem groups
(high, mid, low) should reveal significant effects of the various measures of
self-esteem.

6. A one-way analysis of variance performed on the predicted scores of
the high, moderate, and low esteem groups on the oral performance task should
reveal significant effects for at least the specific self-esteem groups.

Implications of the Results and LiMitations of the Study

I anticipate the hypotheses to be supported and the result to have appli-
cation to futher research in the area of self-esteem and language acquisition.

Two limitations of studies involving affective variables are the tests used
and the discrepancy between the language of the test and the language of the
students. This study has both limitations. I have tried to choose the best avail-
able measures for self-esteem. The Tennessee Self Concept Scale, which ac-
counts for !he global measure and seVeral areas c the specific measure, has
been used in numerous studies (Fitts, 1965) ar.1 appears to be the best estab-
lished self-esteem test ( Robinson and Shaver, 1973). The intellectual and edu-
cational specific measures have respectable test-retest reliabilities. The new
specific items (language use inside and outside the classroom and language
learning ability) will have test-retest reliabilities established prior to the collec-
tion of data.

The second problem of this type of study is whether or not to translate the
tests into the native language of the subjects. Translations of the Tennessee Self
Concept Scale exist and norms have been established for some of the language
groups to be used_ in this study; however, as in any written text, there are prob-
lems of translation equivalence. Fitts (persona! communication) points out the
problems of translating the true meaning of idiomatic expressions as well as
the problems of translating the appropriate cultural meanings and the social
desirability of items. Furthermore, once the test has been translated, measure-
ment problems of norms, reliability, and validity must be considered. To date
only the Hebrew version of the TSCS has been thoroughly tested enough to
provide valid and reliable results. I have chosen, therefore, to use the English
version of the scale. By limiting my population to subjects who are in the higher
levels (140, 150, and 160), I have tried to choose a population that can read
and understand the scale without the need for translation. Moreover, a portion
of the populen (the subjects studying French/Spanish) will be adult native
speakers of English and will not have problems with the language of the test.

The results of the study will relate to other research being done with affec-
tive variables at the University of Michigan and will contribute to a more com-
posite picture of the good or poor language learner. Additional research might
examine the relationship between self-esteem and motivation and to relate self-
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esteem to the learning. of other second languages. Eventually, I hope this re-
search will be applicable to the development of methods of increasing students'
self-esteem, especially at the specific task levels, and thereby improve their
oral production of a second language.
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APPENDIX A

SPECIFIC SELF-ESTEEM QUESTIONNAIRE

Student Questionnaire

Name Level_

Language_ _ _ . Country.
Instructions: Place an "X" on the line which correctly answers the question.

I. Generally, how do you rate your ability to learn a language?

Section_

239

0
Extremely low Extremely high

2. Generally, how do you feel about yourself when you speak English in the class-room?

0
Very bad Very good

3. Generally, how do you feel about yourself when you speak English outside the classroom
(i.e. in the dorm, at the store, with American friends)?

7
Very bad Very good

4. Generally, how do you feel about your intellectual abilities?

0
Very bad

7
Very good

5. Generally, how do you feel about your edtwational-academic abilities (in classes and
other situations di:. y related to your education)?

0 7
Very bad Very good

B. How do you rate your overall proficiency of English?

_
0 7

Not Near
nativelilce nativelike

7. How do you rate your speaking ability of English?

7
Not Near

nativelike nativehke
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APPENDIX B

Student Speech

You are to choose 1 of the 2 topics listed below and give a short, 2 minute speech on it.
You will have 3 minutes to prepare your speech. You may make notes in the blank space
below.

My plans for ten years from now
Three places I would take a foreigner to visit in my countiy

APPENDIX C

Student Task Questionnaire

Name_ .. Section.. _

Language.. LeveL._ _

Country

What score do you feel the judges will give you on your speech?

7
Not Near

nativelike nativelike

NOTE: The same form will be used before and after the speech is given.

APPENDIX D

Judges Rating Sheet
Instructions: Listen to each short segment of speech and then mark the student's level of
oral production on the scale at the tight of his name. A score of 0 means that you feel the
student's oral language is non nativelike and a score of 7 means that you feel the student's
language is near nativelike.

Student's Name Oral Production Rating

0

Not
nativelike

7

Near
nativelike

APPENDIX E

Teacher Questionnaire

Instructions: Please list your students alphabetically in the column on the left. Rate their
oral production (speaking ability) in the column on time right. Please return to Adelaide
Heyde as soon as possible.

Student's Name Oral Prodnction Rating

_
0 7

Not Near
nativelike nativelike

2 5 41.



Diary of a Language Learner: An Introspective
Study of Second Language Learning

Francine M. Schumann and John H. Schumann

University of Colifornia, Los Angeles

It is now well-known that success in second language learning (SLL), par-
ticularly in the environment where the target language is spoken, depends to
a large extent on the learner's attitude, motivation and cultural adjustment.
Especially important is the resolution of such inevitable problems as language
shock and culture shock. In the past these social-psychological aspects of
SLL h been examined in cross-sectional studies in which language learning
by I. groups has been studied. What has been lacking have been in-depth
Ion, anal case studies examining the social-psychological variables in
SLL uy Individuals.

This paper reports on the first stage in the development of a methodol-
ogy for conducting such longitudinal case studies. Two adult second language
learners kept intensive journals during three identical language learning ex-
periences: as begieners attempting to acquire Arabic in North Africa, as
intermediate ;earners studying Persian at UCLA and again as intermediate
learners acquiring Persian in Iran. In the journals the learners recorded their
feelings and reactions toward the foreign cultures, the target language speak-
ers and the methods of instruction. The detailed records of feelings and
reactions contained in the journals indicate that for each individual there are
personal variables that can either promote or inhibit SLL. In this paper such
personal variables are identified (i.g. nesting patterns, transition anxiety, re-
jection of teaching methodology, maintaining a personal agenda in language
learning). In addition, the authors discuss the use of journals not only as a
technique for examining the social psychological aspects of SLL but also as a
possible vehicle for facilitating the language learning process.

This paper addresses itself to the study of individual language learning
experiences in order to see what factors affect the individual's progress. The
authors are both the subjects and the researchers in this study. The raw data
for the study was collected in the form of a diary. Below, the authors attempt
to present their rationale for this type of study followed by a step by step ac-
count of the procedures used in writing the diaries and the results thus far ob-
tained from initial investigation of the data. These results are in no way com-
plete; therefore, this is a report of work in progress. Further analysis will hope-
fully provide additional insights into an individual language learner's learning
strategies.

It is slowly being ri cognized that success in second language learning
(SLL), particularly in the environment where the target language (TL) is
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spoken, depends to a large extent on a variety of social-psychological variables.
In the past these variables have been exasnined in croXs-sectional studies, often
using factor-analytic techniques, in which language learning by large groups
has been studied. In these studies only a limited number of variables have been
examinedthose which can be measured and those for which measurement in-
itruments exist. Therefore, what is said about SLL of a particular group is only
true of a group of individuals. Within that group each individual has his own
social-psychological profile of learning. What has been lacking in SLL research
have been in-depth longitudinal case studies examining the social-psychological
profile in SLL of an individual. This project is an attempt to provide such re-
search. It addresses itself to the study of individual language learning ex-
periences to see how various social-psychological factors affect an individual's
perception of his own progress.

If, one takes a global view of epistemology, one can see that traditional
psychologies of the East (such as zen, yoga and sufism examine a phenomenon
by having individuals experience that iThenomenon. One learns things by going
through an experience and by observing oneself during that experience. In
Western psychology, particularly in experimental psychology, the experimenter
rarely observes himself. He observes others undergoing a particular process and
uses various kinds of data-gathering procedures during this period of observa-
tion. Breaking away from the methods of experimental psychology, the authors
have focussed on self-observation as a research tool and a source of scientific
data.

The opportunity for a self-observational study of SLI. presented itself when
the authors spent two months during the sunmwr of 1976 in Tunisia and an-
other two months during January and February of 1977 in Iran. Also included
in the study is their participation in an intennediaw Persian class at UCLA
during the fall of 1976. In Tunisia they were learning Arabic at the beginning
level. John studied Tunisian Arabic in a class which met one hour a day, and
Francine studied Modern S' Idard Arabic in a class which met four hours a
day. The instructional program lasted six weeks. In Iran they pursued the study
of Persian at the intermediate level, working on their own without formal in-
struction. Both of them had previously spent three years in Iran in the Peace
Corps.

In order to document what actually was involved in their attempts at learn-
ing these second languages. they decided to experiment with the use of diaries
as research instruments. The plan was to ker., detailed journals of all cross-
cultural and linguistic events which each of them perceived as relevant to their
SLL. To prepare themselves for this task they attended a journal workshop at
UCLA during May of 1976. The format for this workshop developed by
Ira Progoff (1975) and is designed to train the participant to examine his life
experience from approximately twenty different perspectives and then to inte-
grate them into a unified whole. The workshop was ireful in that it provided
the authors with a sense for the various ways a journal can he used to dam-

j
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ment and understand an experience. However, in the actual research they did
not attempt to rigorously follow the Promoff format. Instead, they found it more
suitable to record daily events and the thoughts and feelings related to them in
a log-like fashion, paying particular attention to cross-cultural adjustments and
efforts made and avoided in learning the TL hoth in and out of class. Because
the diaries must be as candid as possible and entries are uncensored, they are
essentially private docunwnts. Therefore, for the study this raw data was re-
written by each subject keeping all relevant detail but eliminating highly per-
sonal entries. Thus, the data for the project is reported in the following form:

I) The story of Francine's language learning experience in Tunisia, at
UCLA, and in Iran, and

2) The story of John's language learning experience in these three places.

Each of these stories is preceded by an account of the history of the au-
thors' involvement with second languages. It was felt the value in writing these
historical accounts would be in providing a more total picture of the authors
aS learners by showing what languages they had studied or come in contact with
during their childhood, adolescence and young adulthood.

A phenomenological analysis of the data was used to determine what social
and psychological variables enhance or inhibit SLI.. In conducting this phe-
nomenological analysis, the first qnestion asked of the data was what it revealed
about the social-psychology of SLL that was not known before. This approach

-ot very productive. There was nothing substantial in the data that was'
to. / new. The question was then reformulated to ask, what the data told the
subjects as individualLs about their language -learning. Each of them then went
through their own data and tried to identify the important variables in their
language learning. lt was felt this approach was very productive because it re-
vealed idiosyncratic patterns :if behavior that seriously affected their language
learning and that had not been specifically identified as mportant in previous
studie -. of the social-psychology of SLL.

II: research such as this which is both clinical and phenomenological, results
,..annot be displayed in a series of figures and tables. Nevertheless, the authors
have attempted to sketch out some of the things they have learned about them-
selves. Howev,T, due to constraints of space only a few of the authors' observa-
tions can be presented here. A detailed report of this research including both

_ the data and analysis will lw available in F. M. Schumann (forthcoming). Below
Francine describes three of her behavior patterns followed by John's descrip-
tion of three of his.

Obsession With Nesting

In both the Tunisian and Iran journals, it is dear that in order for me to
be able to devote the time, energy or emotional .nvo.vement refpired in lan-
guage learning. I must first feel content in the place I ant living. \Iv surround-
ings must he orderly, comfortable and have my imprint on thew identifying
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them as my home away from home. I devote days to putting my nest in order
leaving very little energy or even thought for anything else. If I am frustrated
in my attempt to build a suitable nest, it will have a negative effect on my
pursuing any creative endeavor such as language learning.

In Tunisia, I was totally unable to fulfill this nesting instinct. We lived in
a 300 year old building in the medina (the Arab part of town near the souk).
I was never able to adjust to the lack of hot water, comfortable furniture and
a suitable place to put away my belongings. I was also frustrated by the con-
stant layers of dirt blowing in and having to put up with a strange type of bug
in the house that iittacked us all summer causing us to look like smallpox vic-
tims throughout our stay. The result was that I felt alienated from and hostile
towards my environment, and these emotions usurped my energies such that I
rarely could direct any to studying Arabic the entire time we lived there.

Again this nesting instinct was an issue with me upon our arrival in Iran.
Fortunately, the accommodations there lent themselves to my fulfilling this in-
stinct and doing so within a reasonable period of time. Because we lived in a
hotel. I was free of cleaning responsibilities and the room was put in order for
me daily. The furniture both accommodated our belongings and was comfortable
and even provided a very suitable work area. Thus it was only a matter of
unpacking and deciding on convenient places to put things away. Within a week
of our arrival I was content that things were to my satisfaction. I was then
able to begin to direct my energy to the task of studying Persian.

Withdrawal From Learning Due to Nonacceptance of the Teaching Method
A rigid adherence to the audio-lingual method was followed in my Arabic

class. The TL was used exclusively as the medium of instruction. Weekly lessons
included full page dialogues llowed by approximately 6-8 pages of drills. No
translations, grammatical exp)anations vocabulary lists were given during
the lessons nor did the text provide me with these supports. In class students
were forbidden to write anything down to aid them in remembering, to copy
words or sentences off the chalkboard, to look up things in the text or to con-
sult with fellow learners for clarification. The rule was listen, repeat and respond
over and over for four hours. The sole source of the language was the teacher.
I hated the method. My anger bred frustration, a frustration wi:,-h I acutely
felt as my goal was to be a star performer in class, and I found it impossibk
to be so under these circumstances.

Instead of resorting to a solution which \\ uld allow me to cope with this
learning environment and learn in spite of the iiethod. my reaction was to re-
ject it and witLiraw from learning. This withdr,wal ww, !radual and displayed
itself in a variety of ways. Some days I would assume ..h a lnw profile in
class, making no attempts to participate, that only my physical pi once allowed
that I was indeed a member of the group. Other days this withdrawal took the
fonn of my eutting-up during the lesson. Eventually the withdrawal led to my
leaving class early, walking out on exams and on some days not showing up at
all.
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Motivation for Choice of Language Materials

The subject matter and packaging of language materia/s have a strong ef-
fect on whether I will make use of them as learning resourees. I had decided
that in order to advance in the acquisition of Persia,, it was necessary for me
to learn to read the language. A wide selection of reauing materials for students
of Persian does not exist, especially if one is working on a program based on
self-instruction. The materials that were available to us for this task were the
elementary and intermediate Modern Persian Readers published by the Uni-
versity of Michigan. These materials contained reading selections mainly from
newspapers. In the elementary book, the text is presented in Persian script on
one page and in phonemic transcription on the facing page. Each selection is
accompanied by an extensive vocabulary list. The book is really quite suitable
for self-study by someone who has a basic knowledge of spoken Persian. How-.
ever, I found I could not study from these books because I) 1 found the subject
matter boring (for example, the arrival of the West Cerman minister of agri-
culture at the Tehran airport, what government officials met his plane and what
was said to welcome him), and 2) because the book itself was unattractive.

In Tehran they sold books for children in Persian that had fantastic art
work. It was this art work which greatly attracted me, and I decided I wanted
sto learn to read using these children's books. John said 1 shoukIn't waste money
on them as they contained no vocabulary lists or transcriptions (which he liked
in the Michigan readers) and therefore, all my time would he spent looking up
words in the dictionary and mispronouncing a good part of what I read. Finally,
at the end of the first month of our stay John agreed to try some.

To my delight we had enormous success with them. The stories were so
entertaining that they ted to a much greater effort learning to read than did the
Michigan readers. In fact, studying now becanw that part of the day that we
looked forward to as a special treat. The illustrations greatly aided our under-
standing of much of the action. We underlined words which we were unsure
of and later consulted an Iranian friend about their meanings. An added bonus
was the insight these stories gave us to Iranian culture (for example, the bond
of loyalty and friendship among children, the stories that are revealed in the
designs on Persian caipets, and the awe and respect the Iranian child ha.s for
the grandfather.) In sum, had I not been so drawn initially by the btautiful
art work we might never have experie»ced the success or pleasure of learning
to read that these children's books ultimately provided.

The following are factors that John perceived as affecting his language
learning:

Transition Anxiety

The Tunisian and Iran experiences taught me that I am most vulnerable to

culture shock during transitions: i.e. entering the foreign country, leaving it
and changing residences while in that country. 1 find that the details of these
transitions (making reservations, buying tickets, getting to the airport, going
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through customs, finding a hotel, m \ring to and setting-up an apartment) are
emotionally draining and anxiety provoking. Once I am there, I am quite con-
tent (even in the absence of many creature comforts), but when I begin to
anticipate the next transition, the emotional stress starts again.

I found one reasonably effective way to control this stress during travel to
the foreign country. Enroute to Tunisia and during the first week or so after
arrival, I devoted every free minute to working my way through an elementary
Arabic reader. On the way to Iran I kept myself occupied by working through
a low-intermediate Persian reader. I believe these were productive solutions be-
cause they allowed me to learn more of the language while dealing with the
anxiety. Learning more of the language gave me a sense of satisfaction and ac-
complishrr nt that went a long way toward counter-acting the anxiety. This
approach, however, did not work when leaving the foreilo country since during
departures, I did not feel motivated to study because I wouldn't be needing the
language back in the United States.

The Desire to Maintain a Personal Agenda in Language Learning
I diseovered that I like to have my own agenda in second language learn-

ing. In other words, I like to do it my way. However, I also found that my
agenda is often in conflict with the teacher's. Since the teacher's agenda is the
standard for the class, then my not following it is failure in the eyes of the other
class members. In order not to look like a failure, I have a tendency to com-
promise my agenda in the direction of the teacher's. For example, in Tunisia,
the teacher wanted the students to memorize the dialogues perfectly. I felt that
to learn them that well was unnecessary and that it required spending time that
could be put to better use in other language learning activities. But, If I did it
nry 'ay and did not memorize the dialogue as perfectly as possible then I would
be frustrated and embarrassed because my poor performance would be judged
by the class according to what the teacher wanted the students to accomplish
and not what I wanted to accomplish.

My desire to pursue my own agenda was somewhat more successful in the
Persian class at UCLA. There the teacher occasionally asked the students to
write, but I was only interested in speaking and reading, not writing. In this
class I could choose not to do a writing assignment both because I was an
auditor and because the teacher was flexible enough to allow it. If on occasion
I were forced to write (e.g. during an in-class vocabulary quiz), my failure at
this task would not bv public, it would simply be between the teacher and
myself. Therefore, I would not be embarrassed and could stick to my own lan-
guage learning agenda.

As a result of my desire to learn a language my own way, I find I like low
key teachers who don't demand too much. What I want in a teacher is someone
whom I am confident in, who is an able guide and resource person, but who
is flexible enough to allow reasonable latitude for me to achieve my own lan-
guage learning goals.
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Eavesdropping vs. Speaking as a Language Learning Strategy

As a general learning strategy, I prefer eavesdropping to speaking as a way
of getting into a language. Some people learn languages by being very socially
out-going and by talking with TL speakers. I prefer to get input by listening
to the TL without having to become involved in a conversation. This tendency
manifested itself in several ways. lit han I enjoyed listening to the radio, watch-
ing television and participating in events where I could hear people speak with-
out having to speak myself. Thus, at faculty meetings, at certain social gather-
ings and while observing classes that were conducted in Farsi, I listened as
attentively as possible and wrote down words which I did not understand. Later
I would learn the meanings of these words by looking them up in a dictionary
or asking a friend. I do not think this strategy excludes having an integrative
motivation. In my case, it was a natural outcome of being integratively moti-
vated, but shy. Unfortunately, most language teaching methods do not allow
thk\approach. I was able to employ it in Iran where I was learning on my own,
but I could not use it in Tunisia where I was taking classes.

In conclusion, having asked what the diary study taught them about their
own language learning, the authors turned once again to the original question:
"What has the journal study revealed about SLL that wasn't known before?"
They now think the alsswer is that the journal has revealed that there are nu-
merous PERSONAL variables (a term suggested by Amado Padilla) that affect
the-acquisition of a second language. These personal variables, to name .but a
few, are issues such as those described above:

1. nesting patterns
2. reactions to dissatisfaction with teaching methods
3. motivation for choice of materials
4. transition anxiety
5. desire to maintain one's own language learning agenda, and
6. eavesdropping vs. speaking as a language learning strategy

Previous research identified and investigated psychological variables such
as attitude, motivation, language shock and culture shock (Gardner and Lam-
bert, 1972; Schumann. 1975); social variables involving dominance patterns and
integration strategies (Schumann, 1976): cognitive val fables relating to cogni-
tive development (Rosansky. 1975; Krashen, 1975) and cognitive style ( Naiman,
Frohlich and Stern, 1975); and personality variables such as tolerance for am-
biguity, sensitivity to rejection, introversion and extroversion (Naiman, Frohlich
and Stern, 1975). What the authors believe this research reveals is that there
are PERSONAL variables that interact with all of the above in patterns that are
idiosyncratic for each individual.

To further explicate this point of view the authors offer the following anal-
ogy. They suggest that language learning be seen as analogous to the operations
of a pinball machine. The machine is the total language learning situation. The



248 Teaching and Learning English as a Second Language

knobs represent the social, psychological, cognitive, and personality variables
mentioned above. In addition, there are knobs that represent age, aptitude and
instructional variables. The balls represent the learners and embody the sorts
of personal variables that have been described in this paper. As each ball travels
through the machinc, it hits vel tail' knobs and not others. In addition, it hits
certain knobs more than others. The personal variables in each ball determine
the path it takes through the machine and the extent to which it is influenced
by each knob. No ball will exactly duplicate the path of any other ball, in the
same way that no two learners will acquire a second lunguage in precisely the
same way.

The authors would also like to suggest that the journal research may have
some practical implications. Our profession spends a good diml of time in teacher
preparation, teacher training and teacher education. Perhaps second language
learning might be improved by investing some time in learner preparation,
learner training and learner education. It is possible that people such as college.
foreign language majors, Peace Corps volunteers and Foreign Service officers
could use journals to learn abouç the personal variables that promote or inhibit
their language learning. The godi would be for the learners to use the journal
information to minimize the inhi iting aspects of these variables. The learner
education program might include a course in second. language aequirition
which, in non-technical language, would inform the learner of the nature of his
task. The goal of the course would be to dispel myths about SLL which the
learner may hold and which may be counter-productive.

Finally, such -a learner education program could also have a research com-
ponent in which the learners would be tested on as many other relevant varia-
bles as possible, such as personality, cognitive style, language learning aptitude,
hearing acuity, cerebral dominance and ego-permeability. The goal of the re-
search would be to determine the effect of these factors on SLL and then to
find ways to ameliorate them to enhance learning.

The authors add one caution however. As the prof,c-aon comes to recognize
more and more the importance of affective factors in SLL, there is a danger that
language teachers will assume the roles of pseudo-psychologists and language
classes will become group therapy sessions. While an a Ireness of the affective
nature of SLL is essential, we mint be careful not to net:it. the importance of
grammar, drill and the other traditional components of I .se instruction. In
other words, as we adopt new perspectives on language 1..ing and teaching,
we have to be careful not to become excessive in any area and risk throwing the
baby out with the bath water.
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Toward A Situational Curriculum

Bernard A. Mahan'

Universi4 f British Columbia

The curriculum organisation of situational apyrolehes to language teaching
is problematic and its relation to a structural syllabus unclear. It is suggested
that the task of organising a situational curriculum can be made easier by
relating situations to four 'classes': description, sequence, decision-making
and genPralization; and by relating each class to part of the structural syllabus.
Furthermore, the classes have an additional practical value because they
connect with, semantic notions, speech acts, rhetorical categories and certain
teaching techniques.

Many writers distinguish between two major approaches to second language
teaching: the structural approach and the situational approach. There is a clear
and specific curriculum organisation to the structural approach, but the same
cannot be said for the situational approach. Yet the question of the curriculum
organisation of the situational approach is fmportant. There is a recent trend
to increase the emphasis on the situational component in language courses and
those who develop such courses are likely to find themselves facing this question
as a pressing concern. The goal of this paper is, therefore, to present an idea for
organising the situational curriculum which helps to relate together a number
of different elements.

Since the term 'situational' has been used quite loosely in the literature of
language teaching. I will specify the aspect that I will be dealing with by con-
trasting it with some other possibilities. 'Situational' can be understood to in-
clude: a goal of language teaching viz, the students' ability to apply their
knowledge of L2 to real speech situations (communicative competence ); certain
classroom learning activities, e.g. role-playing; a way of presenting teaching
points ( situational presentation ): a way of selecting and organising content in
a curriculum. This last is my particular concern. In the structural upproach
the organisation of the curriculum has two facets: selection, or the specification
of what is to be learned, e.g. a listing of grammatical structures or a statement
of grammatical rules, and gradation, the sequencing of the teaching points drawn
from this specification. While I believe that both facets apply to the situational
curriculum, I will only be concerned here with the selection facet of the situa-
tional curriculum, with the specification of what is to be h arned, or the content
of the curriculum. This means that it will be left an open question as to how
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this content might be grouped into units and lessons for a particular level of
student.

While the structural approach and the situational approach are different,
they do not necessarily exclude each other. Many language teachers use com-
ponents of both. But current practice, blending both, tends to one or the other of
two alternatives: to organise a course around situations and deal with structures
as they arise, opportunistically; or to organise a course around structures and
to choose situations solely to illustrate structures. The dilemma seems to be
that either structures or situations must be dealt with arbitrarily; it is difficult
to organise a curriculum so that both are treated systematically. I will therefore
be concerned to show how a situational curriculum can be organised so that
there can he a predictable relationship with structures.

How is situational course content presently organised? Some current ex-
amples are provided by phrase-books and by orientation courses. Trases en
inglis para defenderse' ( Butovsky & McHugh, 1976) is a good example of the
phrase-book genre. It is essentially made up of a series of topics (e.g. Shop-
ping'). Each topic covers some representative situations (r.g. shopping for food,
shopping for clothes), and a situation consists essentially of a list of useful
sentences and phrases. (In some other phrase-books, dialogues are given.) The
situations chosen are typically oral (requiring both speaking and listening),
face-to-face situations oriented to action (i.e. a purchase is made.) 'Oricatation
Resources' (Butterworth. 1975) is a useful source of information on the organisa-
tion of orientation courses. It lists information materials on various topics (e.g.
Health, Fin:races, Consumerism, Tenancy. Your Child's School) for teachers
working with inmiigrant women to use as the basis for lessons. It is suggested
that the students' needs and inter. ,ts are to determine which topics are chosen

These examples suggest several observations. Firstly, situational course
content is not as specific and limited as might be thought, since it does not
consist of situations per se, hut rather it consists of topics, which are illustrated
by situations which show bow an interaction in that topic area might develop.
Secondly, a selectic,n of these topics can he made on the basis of student need
and interest. Mile this is not as simple as it appears (for a close examination
of issues involved, see Mastai (in progress) ). it is clear how this could be done
in a general way. Finally, since the general approach for the selection of topics
is clear, the question of selection in a situational curriculum can be narrowed
to the question: given any particular topic, how might the content of that topic
be organised in a curriculum?

'Situational activities' are often taken to mean speaking and listening
activities only and to exclude reading and writing activities (an unnecessary
restriction, in my opinion. ) Some ESL curricula in reading and writing have
an organisation which is not a structural organisation. Can a similar form of
organisation be applied 'acmss the skills' to the -ituational material in a topic
area? In Writing as a Thinking Process (Lawrence, 1972) composition exercises
are gathered under logical methods or organisation' (e.g. classification. defini-
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tio») which are largely derived from rhetoric texts. In my view, a number of
Lawrence's logical methods of organisation can be grouped into four classes:

Descriptive class:

Sequence class:
Decision-making class:
Generalisation class:

spatial order, comparison and contrast, classifica-
tion, definition
chronological order, cause and effect
discussion, proposal, refutation
generalisation and specifics

The next step, therefore, is to show how these four classes apply to situa-
tional material in a topic area. Taking the topic of shopping and an example
situation of shopping for clothes represented by a situational dialogue, each
class will be dealt with in turn. For each class ther will be: a statement of
the basis for that class in the elements and relations of typical situations, an
example to show how relevant 'logical methods of organisation' can arise in a
conversationd interaction in the situation; a sketch of a classroom activity
which is intended to encourage students to use the class in a creative fashion
(it should be easy to see how students could use the class through simple, con-
trolled techniques, e.g. using model dialogues); a listing of structure points,
semantic notions and speech acts which might be explored. In this way it should
become apparent how each class can be exploited in a situational curriculum.

1. Example situation: Shopping for clothes in a department store.
Shopper:
Clerk:
Shopper:
Clerk:
Shopper:

Clerk:
Shopper:

Hello.
Good afternoon.
Please show me some size 15 white shirts.
Here you are. (Shows shirts to shopper).
( Decides on choice). EITHER: Thank you, I'll take this one ( Pays. )

OR. No, I don't like them.
Thank you.
Goodbye.

Am.

This situation relates to what follows because it implicitly contains the
basis ( see below) for each of the classes: activities (e.g. 'Shows shirts to
shopper') and other non-verbal elements which can be described, a sequence
of action which can be narrated and analysed, a decision (Decides on choice')
which leads to alternative actions (Either/Or) and which can be explored, and
the assumption of background knowledge of how department stores operate.
llence work with the classes can be developed using a situation like this as a
starter.

Even a simple situation gives rise to a family of possible dialogues and
activities. Since a dialogue is a conversation made up of speech acts, variant
dialogues can show speech act variations of greetings and farewells, opening
and closing conversations, indirect forms of requests (Volk] you show me.. .
offers, refusals, acceptance. . . . Since the incident need not flow smoothly, one
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can explore attention getters ('Excuse me), mishearing ('I beg your pardon'),
corrections ("These shirts are blue, not white'), apologies (I'm afraid we don't
have any'), to name a few possibilities. For the use of flowcharts to c-ploit this
potential, see Mohan & Katz (1977).

2. Descriptive class.

Basis: a typical situation includes participants, actions, objects and a scene
or setting. Dramatisation or pictures show these visually. A:I can be
described.

Examples: shopper gives an identifying description of the item wanted.
Shopper and clerk compare and contrast items. Clerk discusses main
types of items (eT,tv.sification).

Classroom activity: '; ile students reconstruct the description of the situation
as seen initially by the shopper and the description as seen initially by
the clerk. In this way they create the materials for a role-play.

Structure points: NP + BE + NP / Adj. / Prep. Phrase, There + BE NP,
relative clauses, reduced relatives, adjectives, demonstratives, articles;
NP + HAVE NP, possessive pronouns, genitives; spatial preposi-
tions; comparative sentences, the same as, different from, and . . . too,
but.

Semantic notions: existence, attribution and predication, possession, spatial
relations, comparison and contrast.

Speech acts: reference, predication.

3. Sequence class.
Basis: A typical situation is a series of related events and acti( s on a time

line. If there is no discourse, we have an action chain. V i' discourse,
we have a script. These can be narrated.

Example: The clerk's attention is distracted, and the shopper leaves with
the goods, mistakenly thinking that they are paid for. The clerk calls
the shopper back and they clear up the mistake, establishing the
chronological order of events and the reasons for the confusion.

Classroom activity: An extension of the above. Shopper is to be accused
of shoplifting. Students create the events which led up to this. Then
some take the roles of shopper, clerk and floorwalker and the rest
act as the supervisor and interview them about what happened. A
report on the incident is written, combining the interview information.
Simpler activities include narrating the script or action chain and
issuing instructions to the shopper or clerk.

Stnecture points: Prepositions and prepositional phrases of time, cause. and
purpose (at, before, because of);
adjuncts of time 'when', and time duration (today, afterwards, since ).
clauses of time, condition, reason or cause. circumstance, purpose.
result;

2 60
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sentence time relaters (first, rest, earlier, later), tenses; quotation, re-
ported speech; imperatives.

Semantic notions: Time relations between events; conditions, cause and rea-
son; relation of events to present time of speaking.

Speech acts: Report, instruction, explanation (in the sense of identifying
antecedents or intended consequences)

4. Decision-making class.

sis: A typical situation will include intentional actions. Any such action
springs from a decision (although some decisions are more trivial than
others) which derives from a decision situation. The decision situation
can be stated.

Example: The shopper makes a decision to buy or not to buy. This can be
by internal deliberation or can be by discussion. A possible choice can
be offered by a proposal and can Ix. rejected with a refutation. Alterna-
tives can be compared and contrasted and their consequences explored.

Classroom activity: The main decision is whether to buy or not. The students
create the decision situati +n that this springs from. This can be simpler
or more complex, depending on the level of the students. A statement
of a decision situation is the basis for a problem solving activity.
It is worthwhile to mention some decision situation elerm 31ts:
a) Problem-statement of the relevant aspects of the sination
b) Alternative courses of action and their consequences
c) A decision on the basis of:
d) the ranking of alternatives in order of preference, on the basis of:
e) judgments on the alternatives, arising from:
f) the values and goals which are involved

Previous semantic and structural points:

comparison and o-intrast and consequences of alternatives

New structural points:

Problemwhat should I do?
AlternativesI can do either X or Y
RankingX is better than Y
JudgmentsI like I dislike A, A is tc) expensive, A is stylish enough
Values and goalsI must / ought to / need to I want to do B.
N.B. The main structural items here are modals. Mention should be
made of related constructions such as 'it is possible/necessary to do X.
Semantic notions: Ability, obligation. permission, necessity, possibility,
probability, alternation, intention, evaluation, attitudes, motivation.
Speech acts: appraisals, verdicts, proposals, refutations, advice, recom-
mendations, predictions.
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5. Generalisation (lass.

Basis: A typical situation is specific and particular. Hence it is not obvious
how generalisations or general statements relate to it. However, recur-
rent social situations will assume some general knowledge on the part
of the participants. Where ESL students might not have this general
knowledp, some phrase-books and language courses provide it in the
form of orientation information.

Example: Berwick et al. (1977) gives this information for the shopping
situation, in general statements:

a) Classifying storz's (department, discount, specialty) according to
quality, price, and range of goods, and type of service.

b) The allowable means of payment (casb, charge, cheques)
c) The procedure if one is dissatisfied with a purchase.
Specific ease: shopper wishes to pay by cheque. Clerk states a general
rule that two pieces of identification are necessary. Showing a personal
letter, the shopper asks whether this specific item will do.

Classroom activity: Using the general information, the students invent in-
cidents to which the information applies, e.g. choosing the best store
for a particular purpose, returning unsatisfactory goods.

Structure points: relating to general statements (specifics have been covered
previously.)
Zero article in general noun phrases (shoppers may return goods)
Universal and partitive prono.ms and determiners (e.g. everyone, all,
some, any, nobody)
Quantifiers (many, few, much)
Time frequency adjuncts (daily, normally, always, sometimes, never)
Summative and appositive sentence connection (generaP,,, for instance)

Semantic notions: quantification. classes or universals. class itiCosion.
Speech acts: definitions, summary statements, generalisations, rule statements.

explanations (in the sense of giving a general statement which sub-
sumes a particular case.)

The examples above slim that situational materials in a topic area can
be organised under the classes of description. ,equence relations, decision-
making and generalisation. Only one topic was used, but this was for purposes

illustration only, in order to be specific and to make clear the links between
the elements in the curriculum, for my assumption is that these classes will
4pp1y to situational materials in any topic area. Earlier it was said that it was
lifficult to organise a curriculum so that both situ..tions ancl structures were
_reated systematically. My solution has been, not to attempt to relate situations
md structures directly, hut to relate them via the classes: to claim that the
-!lasses can be related to the situations in any topic area and to claim that
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each class can be related to a particular group of structuies. This opens up the
possibility oC working through situations and structures simultaneously, and the
classes emerge as organising centres for a situational curriculum.

As was said above, I have left open the question of how the content of a
situatimial curriculum might he developed into a graded sequence of units and
lessons, but a few comments are in order. In an actual situational curriculum
a range of topics would be chosen and the classes could be explored in a number
of different situations. It is possible that description would occur early, sequence
relations later and the more complex aspects of decision-making later still, and
that generalisation would enter at a number of points. In addition, there would
probably be a cyclic development of the classes, so that the gradation would
spiral through situations, treating the classes in increasing depth of difficulty.
Clearly, the issue of gradation in a situational curriculum is more problematic
than sequencing a number of structural teaching points, and will require further
work.

Support for the claim that the classes can be related to the situations in
any topic area is provided by the example section and the basis section for
each class. The example section merely illustrates how components of a class
can be used naturally in situational interaction. The basis section argues that
each class relates to a typical aspect of situations. All of these aspects are
based on the idea of social actionits elements, its antecedents and con-
sequences, the decision situation it emerges from and the norms and procedures
it corresponds with. The assumption is that social action is fundamental to
situations and that its characteristics form a principled basis for the classes.
(This raises the possibility that there may well be more than four classes. But
four appear to gi . e a sufficiently complex framework to begin with). A standard
objection to the -..soncept of 'situation' is that it is either simplistic or incoherent
and in either eaw is an unworkable foundation for a curriculum. I have sug-
gested that the cencept has a structured complexity that can be exploited in
curriculum design.

What is the practical value of the classes as organising centres in a
curriculum? One point is that they ean be related not only to particular groups
of structure's but also to semantic notions and speech acts. The listings of these
Nit I have given are tentative, speculative but (I hope) plausible. An essential
next step will he to check them by developing and testing classroom materials.
Another point is that the classes show a natural relation to different ways of
stimulating talk in the classroom. Each of the classroom activities suggests this.
Description relate's to ways of using visual material, most obviously in describ-
ing pictures. Sequence is simply developed in strip stories and in more complex
forms of narration: the classroom activity givt for sequence is based on a
'project method technique in which the shidents create 'soap-opera' material
(see Central Committee on English (1970) for a full description of it as an
LI techoiom. and see Morrow & Shaw (1974) for its extension to 1.2 learners.)
Deciskm-,, -king is most deal ly involved in problem-solving activities currently
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familiar in ESL teaching (cf. Kettering, 1975) but its full scope is best seen in
veues clarification techniques (cf. Howe & Howe, 1975). While generalisation
connects with methods which match principles (or riles, or procedures) with
examples, and such methods are used throughout teaching (cf. law, mathe-
matics), it is difficult to find any use of them to promote language activity
specifically. A final point is that the classes parallel the rhetorical categories of
description, narration, argument and exposition. The classes apply to situational
material while the rhetorical categories apply to extended written monologue.
The usefuhiess of this parallel is that it forms a potential bridge between a
situational curriculum and more advanced and academic courses in reading and
writing which are developed around the rhetorical categories (e.g. Lawrence,.
1972).

It will be clear that I have not provided a situational curriculum. Instead
I have put forward a framework of four classes which should help to simplify
ale complex!ty of the task by acting as organising centres to connect a variety
of different elements in a curriculum. The real test of these ideas is whether
they prove useful to those developing materials for the classroom.
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Parameters of Language Syllabus construction

William E. Rutherford

American Language Institute
University of Southern Califo. 'a

There has been a Long standing opposition in second language pedagogy be-
tween those who take (often implicitly) as the fundamental point of departure
for syllabus construction language arganizatim (e.g. Rosenbaum. 1964;
Ritchie, 1967; Rohinett, 1973; Berman, 1975) and those who take communi-
cative function (e.g. Newmark & Bethel, 1968; Currie, 1975; Levine, 1976).
In a sense, both positions are right, in that some students tend to learn
better through focus upon formal aspects of !ie language, others through
focus upon the use of the language. Since typic.ti classes always include vary-
ing mixtures of the two, it makes sense to let the course syllabus be coristi-
tuted such that it meets the needs of both kinds of learners. Ministering to
both, however, requires that the syllabus vompiler be aware of the effects
attention to language form and attention to language pragmatics can have
upon each other. For example, presenting the facts of verb and noun compk-
mentation (i.e. strict subcattgorical restrictions) will forcr the introdnction
of large amounts of vocabulary, much of which can not, for all practical
purposes, be treated in contc-xt. Again, uw of the language for whatever
function will point to grammatical choice; among Nemantically equivalent
structures which cannot be made unless the structi,cs at & already a part of
the user's knowledge. Other interactions touch on such concepts as functional
need, rule accessibility, rule breaking, error, and grammatical choice. Ni,re
understanding of such interpenetrations cam c ontribute significantly io Inc
improvement of language syllabus construction.

Exactly one decade ago, when transformie, vial linguistics was at its most
monolithic and its adherents at their most vot...iierous, there appeared in the
iournal Language Learning an article (Ritchie, 1967) discussing the implica-
tions of generative grammar for the compilatiou of ESL syllabuses. The discus-
sion focused essentially upon the answer to the question, "Given a linguistic
description of the language to be learned, what tasks are to he assigned to the
learner which will provide him with the best opportunity to acquire the in-
formation embodied in that description?" (p. 110. The "information" here is
of course stmctural information, for a few pages later we read that -a course
will be based first and foremost on the syntactic structure of the foreign lan-
guage" (p. 120). Semantic considerations were limited to choice of lexical items
io he plugged into the syntactic framework at any given point and phonological
considerations consisted of pronunciation practice. This arrangement was what
one might term an extreme version of syntactically or.onted syllabus construction.

258
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Such orientation has also been suggested before this time (e.g. Rosenbaum, 1964)
and since then has been assumed in papers by, among others. Robinett ( 1973).
Berman (1975), and Starosta (1976), as well as myself (Rutherford, 1968).
Furthermore, the period of the last decade or so has been one where a number
of pedagogical grammarians have seen fit to publish an article or twoTESOL
Quarterly contains quite a few of thesewhich attempt to adapt for classroom
purposes the latest collection of insights from the malor linguistic fournals. It
was usually assumed that if linguistics had discovered something new about
English. then it was someone's duty to publish a simplified version of it for
language teaChing. More often than not, however, it has been left up to the
teacher to decide what use, if any, to make of these "insights?*

The extreme version of syntactically oriented syllabus constniction never
came close to dominating language pedagogy, however, even at the 1,igh point
of transfermational-generati ye ascendancy. Other, long-standing language teach-
ing traditilns were never affected by it and college and university FSL programs
opted as much for materials with a situation base as for those with a structure
base. Grammar itself was seldom lost sight of, however, and we will return
presently to the ways for pedagogy in which language form and language func-
tion can interact.

The European tradition of syllabus construction has usually taken com-
municative Hnction as its point of orientation (Currie, 1975: Levine. 1976), an
approach supported in thk country by, among others, Newmark and Reibel
(1968). In the extreme version of the functional approach, where models of
language ill use are all that is required. attention to language form is not a
feature of syllabus construction. The role of linguistics in these two extreme's
is thus paramount in one and negligible in the or Yet, it is obvious that
even the extremes cannot totally exclude each othei. Cor exampk. the structure
based program has to involve at least classroom communication of the tasks to
be performed and the situation based program will have to handle in some
graceful way the inevitable classroom questions about language form. But
leaving the extremes aside, we are still left with a great deal of room for
maneuvering. Attention to form and attention to function can affe-ct the class-
room, and be affected by it. in a variety of ways. The variables thth can play a
part include the tenchnicy for individual students for whatever reasons to feel
more comfortable with the emphasis one way or the other and hence to leanu
faster that way; the tendency for at least comprehensive programs to be "com-
partmentalized" in such a way that a form/function dichotomy is implicit in
the very rubric of compartmentalization (at our own American Language Insti-
tute. for example. classes labeled "spoken English," classes lab:frd "structure").
the frequent ext.?ctations of studentsusually those with an academic back.

' One of the healthiest characteristics of the functional approach. bewever, has been O
!endency to look for linguistics for help only when a problem arose which seemed amenable

-o linguistic solution, rather than letting a linguistic analysis serve us the rationale for coil-
Aruction of the entire syllabus.

2 "
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groundthat classroom activity will concern itself with matters of form, and
bewilderment, bordering occasionally on hostility, upon realizing that that's not
always the way we do it.2 Ministering simultaneously to the needs of students
with different learning biases, however, requires that the syllabus compiler be
aware of the effects attention to language form and attention to language func-
tion can have upon each other.

One of the dangers of intense focus upon structure is that language comes
out sounding something less than natural. Unnaturalness in general can be of
various kinds (e.g. incompatible registers: Hi there, your Excellency; illocution-
ary mismatch: Could you tell me what time it is? Yes, I could; artificial redun-
dandancy: Is your name Rick? Yes, my name is Rick; etc.). But the greatest
danger of concocting sentences that uniformly, even ruthlessly, display some
selected syntactic feature is the kind of unnaturalness that arises because the
information-bearing function served by that feature has been lost sight of.
Offenses of this kind often occur when a teacher is bard-pressed to devise en .

exercise focusing on a specific point of structure to be covered in class that very
day. Let's say that for one reason or another it happens to be relative clause
day. Nothing could be simpler than creating two sentences having a shared
noun phrase and letting one be relativized within the other. So on the board,
or in a handout, appear for student enlightenment museum pieces like "The
boy who bought a chicken for his grandmother doesn't like peanut butter" or
"The bicycle rider struck the salamander whose tail the eat bit off." What makes
such sentences still bizarre even with an invented context is that the relative
clatAes don't seem to be doing anything, performing any function. The linguist
Susumu Kuno, in a recent study (Kuno, 1976), has shown that a relative clause
must he a statement about its head noun and that violation of this principle
automatically explains some of the deviance which previously had to be ac-
counted for through the so-called coordMate structure contraMt (Ross, 1967).
Although the example sentences I cited come dose to being deviant in this way,
total unnacceptability is the only label for an example like this one, where a
comparative construction has been relativized:

'The bicycle rider struck the little boy who Afary is taller than.

(This example and others like it were recently used as part of a test to determine
non-native speaker comprehension of relative clauses.) Here the relative clause
is in no sense a statement about the little boy; yet in a purely formal sense the
sentence would have to be judged granimatical. There is a matrix S (The bicycle
rider struck the little boy), a constituent S (Mary is taller than the little boy),
and a shared noun phrase (the little boy). and for purposes of sentence con-
coction these conditions are all that is requirckl. Kuno explains, however, that
when clauses like this occur we have what he calls a conflict of empathy focus:
We are led to empathize with "the little boy," the shared NP in the main clause

.'Eyen Newmark (1968), in arguing against structurally based syllabuses, cites the students
"craving- for formal generalizations.
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but are forced to empathizi simultaneously with "Mary," the subject but not the
shared NP of the relative clause. Hence the oddness. My/point is that with
preoccupation with language form for whatever purpose, it is easier than one
may think to fabricate language examples which do not just igubre but actually
violate principles of languages function. Possible ways to avoid such a pitfall
would be to elicit other native -speaker intuitions about the items intended foi
classroom use, or to supply the items with some kind of context, or better still
to lift samples from actual language, all of which of course becomes increasingly
time consuming.

One of the commonest language terms in general use is the word "grammar."
Now "grammar" in no sense means the same thing to all people. To a school
child, grammar is- likely to be viewed as a proscription device most frequently
brought to consciousness by the familiar adult admonition "Watch your gram-
mar." To the American public school system, gran'mar usually represents a
collection of informally stated, empirically unverifiable "rules" the learning of
which is designed to bring about student speech and writing patterns more in
line with establishment norms. To the faculty at many contemporary linguistics
departments. "grammar" signifies the integrated systems of syntax, lexis, and
morphology, and to the transformationalist grammar will be synonymous with

;language" itself.
The term "grammar" is no less familiar to the world of language pedagogy,

as we all know. And there are various ways of subdividing the substance of
pedagogical grammar: frequency of invocation, amount of required mental
baggage, communicative function, amenity to intra-lingual explanation. etc.
What I would like to call attention to, however, is a distinction between, for
lack of better terminology, lexical and non-lexical grammar. By this I mean
grammar the learning of which is tied to the learning of large amounts of
vocabulary, and grammar whose principles can be grasped independently of
a specified lexicon. Lexical grammar focuses upon, among other things, those
lexical items ( i.e. nom. verbs, adjectives) that in Chomsky (1965) carry a
feature indicating . ,eation of a rule of strict subcategorization. Non-lexical
grammar, which e nbraces many of the major syntactic processes of English.
is not tied to a specific lexicon. It is not necessary, for example, that the shared
noun phrase of matrix and constituent be of a certain class or type in order
for a relative clause to be grammatical. Relativization, therefore, is an example
of non-lexical grammar. Non-lexical grammar also includes such areas as nega-
tion, interrogation, comparison, concatenation, the tense system, etc. Lexical
grammar takes in complementation with its strict subeategorial restrictions on
verbs, violations of which give iise to errors like *1 avoid to smoke, °I wonder

_that how is it possible. °I hope coming again. etc. Other syntax that falls within
lexical grammar are the phrasal verh system with its long lists of verb + Particle
and verb + Preposition, derivational morphology with its long lists of noun-verb-
adjective correspondences (expect expectation 'expectant, prefer prefer-
?axe preferential), and topicalization, a subdivision of whichactive vs.
passive--As built upon one property of a large number of verbs, viz, transitivity.
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To attempt to teach the principles of these various instances of lexical
grammar would necessarily inundate the student with massive amounts of as-
sociated vocabulary, which for all practial purposes cannot be treated in con-
text. 1 am reminded of those structure-based texts that "wrap up" the phrasal
verbs in a single unit or that lay out a large group of sentence-combining
exercises utilizing he rules, say, of English complementation.

Complement tion and its associated vocabulaty will need to be spaced
out, doled out a little at a time, so that each vertot noun or adjective + com-
plement can be hooked at together. Another reason for proceding in this way
is that the selec on of complementizer is largely a principled one and the matter
oi the learner s choosing correttly need not in any ease depend entirely upon his
rememhering sonic otherwise arbitrary strict subcategorization restrictions on
long lists of verbs, nouns, and adjectives, since, as shown by the Kii.arsky's
(1968), these restrictions can to some extent be predicted from the meaning of
the lexical items themselves. The question of whether many more syntactic
phenomena are actually controlled by mm-syntactic factors is being given more
and more attention these days. Kuno, at the end of his relative clause article
(1976) cited earlier, writes that It is time to reexamine every major 'syntactic*
process and every major 'syntactic' constraint from a functional point of view,
to find semantic explanations for its existence in case the syntactic characteriza-
tion holds, and to find a deeper and more accurate semantic generalization in
case the syntactic facts are simply superficial and 'almost correct syntactic
manifestations of nonsyntactic factors." (p. 438)

Structural generalizations for pedagogical purposes don't always have to
be couched-in structural terms, much less linguistic jargon. There is a split, for
instance, of ambiguous English indefinites (e.g. a handkerchief) into specific
( I'm looking for it) and non-specific (I'm looking for one). One very effective
way of calling aUention to thisat least at the intermediate levelwithout

)requiring any ment l gymnastics is to tell the story of the famous demographer
who gave a lecture on the world population explosion. In order to emphasize
the seriousness of.jbe situation he pointed out to his audience that somewhere in
the world a woman gives birth to a child every thirty seconds. With that a man
in the audience rose with clenched fist and shouted "We must stop that woman!"

Some of the Aeon strips in the daily newspaper frequently derive their
punch through exploitation of a fact of syntax. Noun phrase reference deletion
was the focus one day for the "Crock" strip, which always has a Foreign Legion
type setting. In the first two frames a coiporal hands pencil and paper to a
legionnaire -prisoner in solitary and says "The commandant .%ants a written
apology for throwing his cat in the mashed potatoes." In the third frarrie the
prisoner starts writing "Dear eat . . ."

The cartoon and story devices just mentioned highlight the application of
niles which are relatively formal and some v. hat complex. niles which would
mnstitute somewhat cumbersome "mental baggage" for the student to carry
around in his head. As such, these devices would seem to marl( small areas

C.
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where structure and situation nearly overlap, where attention to one need not
occur at the expense of the other.

Occasionally the cumbersome rule or rules--and these are usually real
finguistic mles- can he restated, at h ist in part, as a "pedagogicar rule, what
I (all a "ntle cif thumb." Rules of thr.orb seem to he formulated most aften as
statements of co-occurrence, which are perhaps the least difficult kind to
ronember. In this category I would include not only the various kinds of rules
of agreement and concord hut also those more aptly expressable as relationships
and compatihities: the co-occurrence requirements of certain time adverbials
with certain %.erb tenses. for instance. One example of an extremely simple rule
of thumb extractabk from an immensely complex bit of grammar has to do
with thr)recognition of such determiner errors as "Who has telephoner' and
1 have m read hook." The rule is that a count noun in th singular cannot
stand h).1' itself. It has to occur with a determiner: "a, the, my, your, this, that,

any of these, . . but something. Application of taw rule doesn't
guarantee that an appropriate determiner will be chosen but 1: will at least
ensure that gie !WM! !ER's not go unaccompanied, which is one of the commonest
errors made bc learners of English whose native languages are non-Indo-
European.

The applications of many ruks serve some kind communicative purpose,
as is known. it also happens that the calculated mis-application of a rule
earl also serve a purpose, and we see this most often in the world of graphie
ads ertising Nhere deliberate rule-breakirg is designed to do nothing more
than catch the eve and attract attention. ("Suddenly the fastest way to Earope

illSO the r.Aanfortablest."Pam Am). One of the most fascinating ways of
focusing classroom attention on language form while developing a situation
which is far from artificial or contrived is to have the class take a close look
at the ungrammatical adyeitising that has a method to its madness. Let me
turn hack again hrictly to NP-detenniner co-occurrence. Some time ago "Leo's"
Itmehrim toe-ats elisplaved a.foll page magazinr ad showing a sandwich a foot
high and filled with IA'O's products. The caption at the bottom read "Leo's
chicken and turkey makes a great sandwiches." In the students' animated dis-
cussions about what idea w.es supposed to he conveyed by purposely wrenching
the internal structure of the noun phrase, unconscious attention was drawn to
the correct «vort urrenee titles and the students reinforced their understanding
of sex eral basic determiner rules in English without it being driven home in
crane usu m heav v-handed fashion.

Choit;e vif form is vacuous if it serves no communicative purpose and func-
tion is a Oa autifli4hc% COOclut V. ithOtit the' formal means to implemc it. From
the stataipo:nt of silabus compilation then, the area where form and function
interact nn,t (lowly is what Widdow srai has lal.rled "usage." if I understand
hi,: term corre-ctiv %Vance Chafe I976:2S) Neitthl call it "packaging.- the
arrangement of language «mtent in such a wav that the hearer or reader can

a mininmtn of e ffort or difficulty. However, choice of packaging
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for a student presupposes that the forms of the choices are part of his knowl-
edge of English.

Now the focus of classroom attention upon alternate ways of saying or
writing things is nothing new. In textbooks new and old, exercises abound in
which th .,. student is required to say or write a sentence in some semantically
equivalent but syntactically different version. The term often used in the instruc-
tions for such exercises is "transform." Courses are frequently laid out in such
a way that the student is "exposed" first to the so-called "basic forms, then to
the various ways in which such forms can be, as it were, "transformed" or
combined. After an ample amount of sentence-level work of this kind the activity
that usually follows is that in which the student freely expresses himself, whether
in speech or in writing. But this iree expression, even if grammatical violation
is kept to a minimum, invariably produces a kind of jarring effect, where in-
dividual sentences appear awkward not singly but only in the context within
which they've been placed. The student has been taught different ways of saying
or writing things, so it is not necessarily the case that he doesn't know it's
possible for an English sentence to assume a certain shape in a particular
context; it's that he usually doesn't know 'P. ...ere are reasons for preferring
one shape over another, in that context c any other.

One of the best informal statements of the criteria by which grammatical
constructions are deemed appropriate or not is to be found in the last chapter
of that monumental volume by Quirk, Greenbaum, Leech, and Svartvik, A
Grammar of Contemporary English (1972). Very briefly, those grammarians
point out that there is a general tendency in English to let "old" or given
information come early in a sentence and "new" or salient in.ormation come
late, the so-called principle of "end focus." Parallel to this is another tendency
to put "complex" constructions last in a sentence, the so-called principle or
"end weight." Furthermore, since what is complex---especially, for example,
surface vestiges of underlying sentencesis extremely likely also to be new
information, the two principles work with raCier than against each other. Sup-
pose, for instance, one had just written the sentence "Kinesiology serves a useful
purpose" and the next idea was to be a statement of that purpose. From the
standpoint solely of content, that purpose might be expressed either as:

In order to learn bow to analyse the movements of the human body we
study it.

or:

We study it in order to learn how to analyse the movements of the human
body.

The criteria of usage just mentioned would of course require that one ex-
press the idea by choosing the second alternative rather than the first.*--
3 Noti .e here also how a principle of discourse automatically explains a factor of sentence
arrangement that would otherwise have to he reduced to grammatkal terms: that generally
speaking anaphoric elements make for "weak" endings of sentences. Cince by definition
anaphora cannot represent new information, it will u.ually not occur at the end of the
sentence.
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For language teaching materials then which feature the bringing of matters
of language structure to the grammatical consciousness of the learner, it is
not enough simply to present to the student the various syntactic forms in
which any particular meaning can be realized ( active vs. passive, for example);
it is necessary also for the student to know that in practically any linguictic
environment the choice among these related grammatical forms is not arbitrary,
and be should know enough of the principles of sentence arrangement (i.e.
usage) to be able to make these structural means appropriate to his rhetorical
ends (i.e. use). The materials writer needs to be aware, however, of how the end
and the means cut affect each other, becaus:- the extent of that awareness will
be reflected in the quality of his product.
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Causes of Failure and Conditions For Success in the
Learning and Teaching of Foreign Languages

Peter Strevens

Cambridge University

Learners are more than walking language acquisition devices: the extent of
their success in learning a foreign language depends on achieving the max-
imum fit between many interlocking variables, some more important than
others. The roots of these variables lie in some cases in society, in other
cases in the teaching profession, in others within the individual learner. 'Suc-
cess' or 'failure' must be seen in relation to pa ticular learning/teaching aims,
but some factors can be identified as restrictions on success, or as conditions
that maximise it, in general.

Among the strongest reasons for failure are: unwillingness to learn;
certain physical and administrative i apediments; insufficient time for learning
and teaching; unrealistic aims; a false relationship between the nature of
teaching materials and the professional standards of the teachers who will
use them; gross incompetence in the management of learning. Less seriously,
learner expectations may be low; teachers may be inadequately prepared in
various ways.

Success is most likely to be achieved with willing learners; when phys-
ical and organisational impezliments are removed: when teachers are ap-
propriately trained. An analogy will be drawn with intensive Care Units in
medicine. The foregoing analysis will be applied to some different types of
foreign language learning/tea " situations.

This concept of success . failure derives both from studies of 'the
whole learner' and from a model of the learning/teaching process. Achieve-
ment is highest when skilled teachers are encouraged by society and their
profession to cherish willing learners.

A characteristic of the language teaching profession is its enormous diversity
and variability. Teachers of languages throughout the world are numbered in
millions: learners of languages are counted in scores of millions. Hundreds of
languages are involved, either as the target of learning or as the mother tongue
of the learner. There are great numbers of different aims and objectives, different
rates of intensity, different methods and materials and styles of learning, different
levels of proficiency aimed at. And there is an equally wide range of results,
from total failure to learn, to rapid and easy achievement.

Attempts in the past to overcome the variability of learners' achievement
that is, to counter the lack of success of individuals or groupshave tended
to concentrate on finding blanket solutions. We have justified our changes of
direction hy saying such things as: The method must he wrong% or 'We need

2110
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contrastive analysis': or 'We ought to lice language labs': or 'We ought to stop
using language labs': or 'We must rely on linguistic theory"; or 'We must change
our allegiance from one linguistic theory to another': or 'We must change our
classroom organisation': and so forth. Yet none of these changes brin,c;s about
the overall improvement in learning that we assume it should produce, even
though some improvement is often observed in some cases.

The purpose of this paper is to suggest that single, blanket solutions cannot
be achieved. A close analysis of reasons for failure to learn, and of the condi-
tions in which success is most often obtained, reminds us that while all human
beings can be regarded as walking language acquisition devices and to that
extent can be assumed to possess a universal potentiality for learning languages,
their success in actually doing so in a framework of organised learning and
teaching depends on very much more than this: it depends upon achieving the
maximum harmony between a large number of variables, whose precise im-
portance differs from one set of learning/teaching conditions to another.

In discussing the problem I shall begin by briefly considering the nature of
'failure' and 'success', after u Lich I shall suggest that a number of strong recur-
rent reasons for failure in ainguage learning zan be identified, as well as a
number of strong recurrent conditions for success. I shall conclude by suggest-
ing that these sets of factors have more than conversational or anecdotal signif-
icance because they derive from a theoretical model of the language learning/
teaching process.

The Nature of 'Failure' and 'Success' in Language Learning
Used in a general way, the terms 'failure' and success' are imprecise and

emotive; they gain force by being related to specific aims. The mw precisely
we can state the targets of achievement for specific courses of learning and
instruction, the more accuracy we can give to these terms 'failure' and 'success'.
For the sake of argument I shall assume in what follows that teaching is always
given a precisely-specified set of aims and targets, and that what we are re-
ferring to is the extent to which these are attained in the time devoted to them.
Furthermore, since 'failure' can be regarded as 'negative achievement' and

as 'positive achievement', I shall use the term achieven,ent henceforth
as the general !abel.

There are, in fact, three different kinds of failure and success: the achievement
of the learner, the achievement of the teacher, and the achievement of the
system within the learner and the teacher come together.

The achievement of the learner is the extent to which (a) he reaches his
potential optimum rate of learning, and (b) he achieves control of the particular
linguistic, functional and communicative devices that make up the aims of his
learning programme. Normally, language teacht_rs have concentrated on th-
second of these sub-divisions, i.e. on the learner's terminal command of the
sub-set of the lanp.tge he was seeking to learn. But :n a deeper sense the learn-
ing/teaching process seeks (or should seek) not only to implant the terminal
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aims within the learner but also to activate his capacity to learn, and to do so
at his optimum /earning rate -that is, at the fastest rate that he can sustain
for the required period of learning.

The achievement of teachers is often measured by their record of examina-
tion passes among their pupils. This may be a convenient public index of
pedagogical success, but in relation to the fundamental processes at work,
examination passes are rather trivial. More importantly, the achieve-Tient of the
teacher is the extent to which he or she achieves the optimum malt :gement of
learning. To consider teaching as *the management of learning' e ibles us to
incorporate under a single concept both the learner's and the t acher's con-
tribution to the learning process. This definition also accepts ai and every
approach, method and technique: it is neutral and non-specific as to .-thodology.

The achievement of the system is the extent xo which it pen t' and even
encourages the learner and teacher to ieach theiA best rate of ac ievement in
their respective roles. The 'system' includes (a) the sociolinguistic consensus
such factors as the popularity of a particular language, and the social status of
learning and teaching languages(b) the efficiency of the organisation and
administration of education, awl (c) the particular sch 4 or other framework
(including arrangements made for evaluation and assesr.nent) within which the
teacher and the learner come together.

It is my strong belief that each of these three kinds of achievement has
an indispensable role to play in the total learning/teaching process. Let us
consider an example of each: an unwilling /earner can cause failure in his OWfl
achievement, in spite of a grd teacher and a harmonious system, though equally
an energetic and sophisticaed learner can sometimes achieve success in spite
of a poor teacher or a low-grade system; an incompetent teacher can prevent a
learner from achieving success, but equally a good teacher may overcome learner-
resistance or organsational faults in the system; a poor system can frustrate
the efforts of leanier and teacher alike (for instance, by allocating insufficient
lesson time) but equally a well-designed system can often compensate for the
less well-trained teachers or indifferent learner. .

To summarize: Success and failure can be re-stated as positive and negative
achievement; they are b-st considered relative to specific aims; they re!ate in part
to the learner, in part to the teacaer, and in pert to the system wittin which
the learning and t ching occur.

Given this frame of reference for discussing achievement, we can ask a
crucial questim: whether any particular circumstances are frequently associated
with failure or success. I believe that two sets of such factors can be identified.
and these will now be described.

Strong Recurrent Reasons for Failure

1. Unwillingness to learn. The ettitude of the learner towards the task of
learning spans a range from tot-.1 unwillingness through passive neutrality to
positive enthusiasm. There are many different reasonspersonal, social, psy-
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ehological. etc.for a learner's state of willingness, and a skilful teacher can
often increase its extent. But the unwilling learner usually fails to learn.

2. Learner's expectations are too low. Many learners, especially adolescents
and adults, conie to language classes convinced that they will not succeed. The
reasons for a negative self-view are many, and often they can be modified or
changed into high expectations by a skilful teacher; but low expectations are a
serious impediment. I have recent experience of two examples: (i) a university
student whose course required her to learn Spanish informed us thrr. she was
unable to learn languages. In spite of patient and caring teachers, her view of
herself remained inviolate for sever:4 months: she learned virtually no Spanish
Then suddenly after about five months she started to make good progress. But
she found it so difficult to accept this falsification of her predictions about herself
that 7.he preferred to withdraw from the course rather than go on learning
Spanish.

A major French oil tanker company is sometimes required to send a captain
to take over a ship with an English-speaking crew, at short notice. Courses of
up to 100 hours are arranged, but these non-academic learners do not believe
that they can 'learn English' in that time, so they begin the course with expecta-
tions of total lack of success. Except in extreme cases, the !earners' expectations
of their own success are based very closely on the opinions expressed by their
teachers. It is therefore possible by careless talk to blight the achievement of a
learner; equally it is po3sible by encouragimient to bring about considerable
improvement.

3. Unrealistic aims. These are generally a fault of the system rather drin
of the learner or the teacher. A glaring example of this factor is the commercial
language school that advertises 'You can speak Enelish in 24 hours'. But man v
school language programmes make presumptions about the learners' terminal
achievements which, as teachers themselves often acknowledge, cannot in fact
be reached by the a verage pupil. The learners generally know thiss:u&nts are
very sensitive abe-7, such mattersand thus unrealistic statr"nents of aims on
the part of the teacher or the system trigger low expetations on the part of the

11.arner. thereby turning them into self-fulfilling prophecie,:.
4. Offset teaching. This is a special case of unreahstie aims. It occurs,

not infrequently. when karners re expected to learn the lanage but in fact
the teachers are required to teach something different. Thre examples ale; (1)
when literature is taught in the belief that this will thereby tea..h Me language
but before the learners have the necessary command of language to follow a.,,d
understand; (ii ) when linguistics is taugL s a ±ititute for teaching a com-

_mand of the language; (iii) when a largely oral English course is reqinred to
be taught by teacheis who have nc effective command of the spoken language.

S. Physical and tirganisational impediments. Obvious examples are: fatigue.
heat or cold, noise or distraction. Weary learners learn little; weary teachers
:each little, Great heat or cold or other physical diseomfoits reduce the rate of
learning; excessive noise, whether from other , or city triffie, or monsoon
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rain drumming on corrugated iron roofs. makes language learning nearly im-
possible; the classroom which overlooks a swimming pool, or is the constant
target for the Principal's visitors, detracts the learners. Other examples include
overcrowding, lack of premises, books or equipment, examination neurosis,
absenteeism on the part of the learner or the teacher.

It is essential to note that all these impediments are ultimately avoidable.
Unfortunately teachers are inclined to accept such impediments as acts of Cod,
as features of the universe which are to be borne with fortitude but are not
susceptible of in,provement by human effort. But in fact they are nearly always
the man-made consequences of poor organisation or educ.ational policy. In some
ways language teachers are more inclined than others to put up with these
impediments. Our colleagues who teach science, or woodwork or other crafts
do not tolerate conditions in which they are prevented from teaching their
subject: and neither should we. Very often these difficulties are tolerated for
far too long by teachers who fail to realise that it is an essential part of a
teacher's duty to campaign, individually and collectively, for the removal of
such impediments. The campaign may take a very long time, but it should never
be abandoned.. In these matters the teachers know best: it is essential to their
prob7ssional integrity that they should never acquiesce, except temporarily, in
the continuance of physical and organisational impediments to learning and
teaching.

O. Insufficient time for learning and teaching. This deficiency relates to
the total quantity of time for organised instuction, and its rate of intensity, as
well as the overall duration of courses. Some courses, particularly 'service' lan-
guage courses"English for the engineering students" for exampleare allocated
by course administra Irs ludicrously few total hours of instruction. Or courses
are persistently taught so thinly, say 3 or 4 hours per week, that learning is
almost guaranteed to be equally thin and inadequate. At the other extreme,
some courses with a rather small syllabus content are taught over periods of
6, S. even 10 years: teachers are usually well aware that after the first two years
of school instruction in a language there is a strong tendency for standards to
decline, not to improve, with all its consequent disillusion and frustration for
teachers and k.ffners alike.

7. Gross incompetence in teaching. Although standards of entry to. Wattl-
ing are improving, and standards of teacher training are improving even more
rapidly, there still exist numbers of language teachers whose management of
their pupils' learning is incompetent. The teacher whose personality 'turns off*
the learners; the teacher with an inadequate command of the foreign knguage;
the teacher without the necessary instructional techniquesthese are so*ne of the
most obvious examples. These are defects of the teacher, but ako of the educa-
tional system that tolerates them, and the teaching profession should continue
to campaign for their eradication.

8. When ihe teachers/materials equation is not solved. rite higher the
general standard of the teachers, the less important are the course-books and
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other teaching materials. But when the standard of teachers is low, as it in-
evitably is for a time in conditions of rapid expansioti of education, then the
standard of teaching materials assumes great importance. This is what is meant
by 'the teachers/materials equation'. Insufficiently-trained teachers working with
poor materials face a considerable handicap. When this occurs it is a defect
of the system, for whose remedy a three-way collaboration is necessary, between
publishers, administrators and teachers.

9. Teachers inadequately prepared. As the standards of initial teacher
training continue to rise, world-wide, the crux of this problem falls increasingly
upon the older teachers who may not have profited from present-day standards.
The problem is especially acute when a major change takes place, in approach
or methodology, which the teachers who are products of earlier stages of devel-
opment may not be aware ofor may not accept. An example of this has
recently occurred in Britain, where the introduction of French in the primary
school has faced severe difficulties in some areas because of the unwillingnesr
of some secondary school teachers to adjust to the change in their intake of
pupils. Here it is the system which may need to persuade and re-edit( ate the
teachers in order to permit the continued achievement of the learners.

These, then, seem to nw to be the most frequent strong recurrent reasons
for failure. All of them are avoidable, though some require major changes of
administrativ? policy. Now let us turn to strong recurrent reasons for success:
i.e. conditions which seem regularly to be associated with higher levels of
achievement.

Strong Recurrent Reasons for Success

1. Willing learners. Enthusiasm for learning is a great asset, and one wich
teachers can nurture in their learners. Most individuals vary from time to time
in their degree of willingness, often as a result of emotional ups and downs in
their home life. It is a central component of good teaching that the teacher
should be aware of these changes, sympathetic to their and continually
seeking to cajole and encourage the learner upwards to his optimum willingness
to learn.

2. Learners see the relevance of their learning. It is only I : a fairly short
period in childhood that human beings willingly learn without caring why they
should do so. It may be that one of the inherent difficulties in school language
learning is that a:: they approach adolescence children cease to learn insouciantly,
without caring or knowing why, and start to expect clear and valid reasons
for continuing to give their willingness to learn a language. Rates of achievement
are 117, ntly improved when learners know am: accept the reasons for learning.

3. Learners' expectations are high. A belief that one will learn is a power-
ful incentive to actually do so.

4. The tarvt language has good standing in the community. It is a socio-
linguistic truism . hat learning and teaching an unpopular language is a difficult
task. By contrast, when the foreign language has a high status or is taken for
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granted, achievement tends to be high. (This is a variable over which the
t:nicher has little control, as learners' attitudes tend to be established before they
Awl to learn, along the lines of current popular opinion and prejudice.)

5. Physical and organisational requirement are met. Two different types
of provisions have to be considered. The first relates to the absence of the
impediments noted earlier: fatigue, extremes of temperature, etc. The second
concerns the actual provision and the efficient working of all necessary buildings,
plant, equipment and aids. At first sight this may seem trivial. Yet there are
countries where the slow construction of school buildings creates huge classes,
where textbooks are prescribed but are not actually received by the teachers
of the pupils, where tape recordings or language labs exist but have long since
irretrievably broken down for lack of skilled technicians, where overhead projec-
tors have been supplied but cannot be used because it is toa costly to replace
lamp bulbs, where even blackboards are almost illegible through old age and
desuetude. Although such shortcomings are trivial they deeply affect the morale
of the teachers, and through the teachers affect the learning prospects of the
learners. But where the educational system is well-ordered, well provided and
efficiently maintained, learning rates tend to be highall else being equal.

0. Realistic aims, accepted by all. It is self-evident that the establishment
of aims which are realistic should improve the climate of learning and teaching.
But it is also necessary to state that these aims should be known to, and accepted
by the teachers as a whole and enlightened public opinion in addition. Other-
wise one is preparing the way for failures such as those mentioned in relation
to some areas of primary school French in e.ngland.

7. Suitable syllabuses. The syllabus is potentially the most important single
pedagogical formuLtion to bear upon an), learning/teaching situation. We might
define the ideal syllabus as a statement of aims, approach, content, sequence ane
preferred methodology for a given set of learners aad teachers. With so many
elements to be incorporated within a single formulation there are many oppor-
tumties for inadequacy. Yet our understanding of the principles of syllabus
design has recently been revised, extended and modernised in ways that now
make it possible to provide, for any course in learning and teaching languages, a
formulation of great potential benefit. When this is done it can be a major source
of guidance and support for the teacher, and through the teacher, a major in-
fluence upon the learner's progress and achievement. (This is an area where
Britain tp s specialised in recent years. An example of the most sophisticated
work is to be founded in the 4 volumes of The F'dinburgh Course in Applied
Linguistics (Oxford University Press, 1974-1977; when: nitimate value of'
applied linguistics, as far as TESOL is concerned, n as lying in its use
for specifying the inost suitable syllabw for a given set of learning/teaching
requirements. The work of Pit Corder, John Trim, Henry Widdowson, John
Munby, among others also contributes to this variable.) A suitable syllabus, in
current terms, provides a head-start towards higher rates of learning achieve-
ment.
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8. Intensity of teaching relatively high. Although virtually no research has
been carried on the subject, there is widespread belief among teachers who
have tried it that an increase in the intensity of teaching leads to a more than
proportionate increase in the rate of learning per unit time. There seems to
be a lower limit of around 5 or 6 hours per week, below which the learning
yield per hour drops off drastically. The range of intensity from this 5-hour
point up to another and rather different borderline, at around 20 hours per
week, seems to constitute what one might call the normal range of intensity.
'Norma here means that few alterations of method are required because of
increases in intensity: above 20 hours per week there is some experience that
special precautions need to be brought in, to guard against fatigue, bor.dom,
too-long contact with the same teacher, and other technical difficulties. If the
necessary precautions are taken, successful learning at intensities up to 40 or
50 hours per week, sometimes even beyond, have been reported. Within the
'normal' range of 5-20 hours per week it is widely accepted that the learning
yield per hour increases directly with intensity: i.e. more learning takes place
in 20 hours of instruction when it takes place in one single week than in 20
hours when they are spread over 4 weeks. Perhaps part of the reason for- this
is that the lower rate of intensity includes four weeks of opportunities for for-
getting. The assertion being made here is that rates of achievement are im-
proved by higher rates of intensity in teaching awl learning.

9. Teachers have a high level of professional competence. This may again
seem self-evident, except for those who deny the need for any intervention in
the learning process. But what I am referring to is something quite specific,
though difficult to describe. If we consider the full range of professional train-
ing as a language teacher it is beginning to look as if a quantum jump in
effectiveness in the management of learning takes place at a particular point
a point which relatively few teachers have reached until recently but which
is becoming increasingly common. In Britain, at least, this watershed point is
generally associated with an opportunity for int -mive further professional
training following some 7 to 10 years of experience (e.g. typically in a one-year
Master's course in Applied Linguistics or TEFL /TESL). Some rare, gifted
teachers achieve this out of their own personal resources. At all events, it seems
that a process of in-service professional maturation slowly takes place in the
mind and understanding of the practising teacher, at the end of which the
opportunity for some months of intensive thinking, reading and discussion pro-
duces a fresh burst of competence, confidence, and morale. This applies to
teachers from any country, not just from Britain or the United States. I have
no hesitation in maintainiug that teachers who have achieved this professional
regeneration become exceptionally well able t,, maximise the progress of their
learners.

10. Teachers cherish learners. The verb to cherish appears very rarely in
the literature of language learning and teaching. Its use here implies that the
best teachers know thei. pupils, encourage them, show concern for them, find
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out their interests, discover their learning preferences, monitor their progress
with a sympathetic eye, unravel their difficultiescherish them as human beings
engaged in a collaboration of learning. There is a rough analogy here with
Intensive Care' in hospitals, where tbe patient is constantly watched by skilled
professional people whose first concerti is to help the patient to want to live.
We are concerned not only with helping oar learners to learn, but with en-
suring that even when they experience great difficulties they still want to learn.

Of all the strong recurrent reasons for success, this last is the most im-
portant and the most effective, and when it occurs it is frequently associated
with the high level of professionalism referred to above, since it is normally
teachers at this level who are not only best able to sense the learner's im-
mediate needs but also have the broad range of professional skills to enable
them to compensate in some degree for deficits elsewhere in the total learning/
teaching situation.

The Methodological Status of the Conditions for Success

In this final section of the paper I wish to show that these inventories of
important factors, and especially the phrase 'teachers should cherish learner;
are not simply pious assertions and exhortations to virtue, but that they have
an 'intellectual status in relation to a model of the language learning/teaching
process. Methodologically speaking (by that I mean in terms of ordering an
argument, not in terms of teaching technique) there is a parallel between a
phrase like 'success comes when teachers cherish learners' and an expression
in, say, theoretical physics, such as e = nie. The methodological parallel is that
in this phrase, as in the expression in physics, each term needs to be expanded
into a complex state:nent, the various statements having complex inter-relation-
ships, all of which haVe meaning in reference to a theoretical-model.

St, let us expand each term of the phrase 'success occurs when teachers
cherish learners'.

(i) Success comes. . . . must be re-written as 'maximum rates of achieve-
ment in the learning and teaching of a foreign
language are typically produced . .

(ii ) when teachers re-write as 'when skilled and devoted teach-
.

(iii) cherish. .. .

(iv) learners. . .

ers . .

here we need to restore a deletion which hears
upon the requirements of the social situation
which alone makes these events possible: . .

are encouraged by society and their. /profession
to cherish . .

re-write as 'willing learners'.

The statement now reads, in its expanded form:

Maximum rates of achievement in the learning and teaching of a foreign
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language are typically produced when skilled and devoted teachers are
encouraged by society and their profession to cherish willing learner&

But this is only Ahe first stage of expansion of meaning. The statement still
embodies many prelsunpasitions which are made explicit in the theoretical
model from which this statement derives.

I say 'derives' dehberately, for the following reason. The question of
reasons for failure and conditions for success has interested me for over twenty
years, but after trying in vain for half-a-dozen years to see a pattern in the
complexity of language learning/teaching events I put the question aside and
turned instead to a (Efferent issue, the ,iaboration of a model of the proeess.
My reasoning ,was that if we could identify the absolute minimum elements in
the process of learning and teaching languages, and could show the principal
inter-relationships between them (i.e. if we could develop a model) then per-
haps we would be better able to understand what is happening in language
learning, and beat. better able to answer the question about conditions for
success. And so it turns out.

An Outline Model of the Language Learning/Teaching Process

In order to explain why the development of a model has made it possible
to identify the most important factorsout of the whole diversity of LL/LT
for failure and success. I will briefly outline the nature of the model and its
principal elements.

Figure 1 depicts A model of the process of learning a language with the
mediation of a teacher: it is thus not concerned with first language acquisition.
(This is not to deny any connection between acquisition of the mother tongne

land learning a subsequent language: it is merely to say that mother tongue
acquisition is not the focus of attention in constructing this model.) The process
is seen as origie-....ting in two related elements: the first combines the socio-
linguistic situation with administrative actionif you like, it brings together
the public will that language should be taught with the provision for teachm
to be trained.and employed for that purposewhile the seLond element brings
in the professional resources of language teaching: teachers of languages in a
given country do not exist in a vacuum, they are part of a world-wide network
of centres of knowledge, and they draw on the resources of linguistics, psy-
chology, social theory, educational philosophy, etc. (In case anyone should
ask what place linguistics has in the model, my reply is that it has an important
place in this second element, as one :Tmong several crucial contributing dis-
ciplines.)

Next the process feeds a group of several elements, all concerned with
different aspects of teaching. The first of this group of elements on teaching
defines the miaimum qualities of the teacher; the second deals with approach
the ideology, as it were, of language teaching; the third relates to methodol-
ogy and to the whole gamut of instructional techniques; the fourth of them
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relates to syllabus; the fifth to materials; and leading into all these is a seventh
element defining teacher training. There is also an element dealing with evalu-
ation and assessment as a feedback mechanism for the learning and teaching
process.

Between the end of" the block of elements- concerned with teaching and
arriving at the final element, the learner, the process goes through two variable
filters or selectors. The first of these selects the appropriate type of LL/LT,
according ,t9 parameters such a.s the age of the learner, the type of educational
framework he is within, the level of proficiency he has reached, etc.; the second
selecting element accounts for the various constraints and impediments that we
looked at earlierphysical and organisational.

What reaches the learra-r, then, is the public will backed by administra-
tion, amplified by pedagogical expertise, selected for different types of learning
and diminished by only those impediments, which are currently unavoidable.

And what of the learner? The final elements of the model deals with him
(or her) as in a sense the focus of the entire process, and this element makes
allowance not only for his possession of the universal potentiality for learning
language but also for his individuality, his partkular abilities, deficiencies, ex-
perience, personality.

Conclusion

The conception of failure and success itr language karning which I have
attempted to outline \in this paper is based upon the notion of the whole and
individual !canter, nth just upon the universal hut common characteristic of
acquisition: together with a model of the learning/teaching process. And if I
were asked to abandonthe whole of this paper and were allowed to retain one
single sentence, it woul4 be this sentence: Alarimurn rates of achievement in
.the learning and teaehigg of a foreign language are typically produced when
skilled and devoted teachers are encouraged by society and their profession to
cherish willing learners. \
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Knowledge of results appears to be an essential part of any human leanitig
process, including language learning. Increasingly, the learner of a first or
.seeootl language is believed to progress by the formulation of hypctheses
about the target language grammar, based on the input data received, the
use of feedback to test these hypotheses, and their subsequent refection or
modification. Not surprisingly, therefore, the provision of some sort of feed-
back (error detection and 'or error correction) was one of only two character-
istics found by iirashen and Seliger to be common to afi language-teaching
methods known to be successful. This paper reviews some recent studies of
the ways in which learners in elassmom settines are given- information about
the relative success or failure of their attempts to use the new language.

Options open to teachers when erros oecur are described in the secondpart of the paper, and o model is presented of the decision-making process.
Several factors bearing on these-de2isions are censidered. The model shows,
Among other fhiugs, hew different decisions can sometimes result in overtly
identical teaching behaviours, thereby presenting students, teacher-trainers
and researchers into classroom processes with some tricky problems of in-
terpretation.

Larguege learning as a precess of hypothesis-testing and rule-modifica-
tion is reconsidered in the light of what appears to be a marked lack of
clarity and consistency in teacher feedback. The paper questions the status
of "correc.tion" !if erne as an eveotial characteristic of successful classroom
language instruction.

The purpose of this paper is briefly to consider the importance of the role
of feedback -in any cognitive theory of second language learning, and then to
review some recent descriptive studies of the classroom behaviours of teachers
following learner error, in an attempt to ascertain what the teachers stndied
currently do when providing feedback. will then set out what I see as the basic
options open to teachers when giving feedback on error and describe some of
the factors affecting decisions when choosing among the options presented. In
the absence of any studies of the effect of different forms of feedback on student
learning. I will, clearly. be unable to recommend one decision or series of deci-
sions Over another: I will, however, question the status commonly attributed to

At various stages in the preparation of this paper I received valuable comments from Richard
Allwright, Fernando Castaños, Craig Chaudron, Alison d'Angleian, Patsy Lightbown and Brian
Smith, The opinions expressed do not necessarily reflect theirs, and all errors are, of course,my own.
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so-called teacher "correction" of error as an essential characteristic of successful
classroom foreign/second language instruction.P

The Role of Feedback

In order to learn how to perform even the simplest task people require
infmmation on the success or failure of their attempts at performance. The form
of that feedback can vary greatly. Thus, an infant may learn to coordinate the
movements needed to stretch out its ann in order to pick up an object by seeing
its hand touch the object and by feeling and perhaps hearing the contact made
between object and hand. The function of knowledge of results (KR), too, Cale
vary. Annett (1969) hes observed that its effect on the learner may be primarily
that it provides him or her with (a) information and/or (b) reinforcement,
and/or (c) some form of incentive.

,As language teachers we give tacit recognition to the importance of KR
both by the amount of time we spend informing our students of when, where
and (sometimes) why they have gone wrong, and by the wide range of tech-
niques we have developed for doing so. Krashen and Seiger (1975) found that
the possibility of some sort of feedback, error detection (by the learner) or cor-
rection (by the teacher), was one of only two chara teristics common to all
language-teaching methods known to be successful. By Implication, feedback on
errola by the teacher or some teacher surrogate potentially one of the neces-
sary and sufficient conditions for mccessful foreign/second language learning.
This and the universality of the practice makes it a subject worthy of careful
study; one would like to know whether we achieve by it whet we think we do
and If there are any ways of making the process more efficient.

We are interested in error detection, i.e. KR, rather than the narrower error
correctirm alone, for we are all familiar with the ability of some of our students
obstinately to repeat the wrong answer despite our dogged provision of the
correct one. ft would boost our confidence to know that, even if a learner could
not get an utterance right as a result of our provision of feedback, he at least
knew when he was wrong. For present purposes error 'correction' is too limited
a term for other reasons, describing as it does the (hoped for) result of feed-
back on error, not the feedback itself. Thi3 underlines the importance of viewing
feedback in its proper context, that is following error and prior to further
attempts at correct student performance. What is sometimes &scribed in the
literature as "a correcting move" should be seen for what it is: behaviour h
the teacher which allows the learner to obtain KR, on the basis of which, hope-
fully. it Will be the learner who makes a correrling move. Feedback is designed
to promote correction but is not itself correction. Correction occurs, accordhig

21n this paper an 'error' will refer to (1) any phonological, morphological, syntactic or lexical
deviance in the form of what students say from a standard variety of English which is attribu-
table to the application hy the learner of incorrect grammatical rules, (2) recognisable mis-
construal of or lack of factual information, (3) a breach of rules of classroom discourse, and
(4) a hit of' student language behaviour treated as an example of ( I), (2) or (3) by the
teacher.

.1*

2 ,9 41.
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to the hypothesis-testing model of language learning (see below), when the
learner modifies a rule in his or her interim grammar of the language being
learned.

The shidy of feedback on error is of theoretical as well as practical interest.
Increasingly, the learner of a first or second language is believed to progress
by the formulation of hypotheses about the target language grammar, based
on the input data received, the use of feedback to test those hypotheses, and
their subsequent rejection or nuxlification. Language learning has not always
been viewed in these terms.

Due largely to the predominant influence of neo-behaviourist theories of
learning on foreign language education in many (but not all) parts of the world
during the ig50's and '60's. the importance attributed to ICR was for some time
limited to its perceived role in reinforcing emergent (correct) second language
habits. However, with the re-evaluation of the language-learner's intellect by
Corder, Nemser, Du lay and Burt, Se linker. Richards, Taylor and others, the
role of errors and of feedback on error has taken on a new significance. Of
errors, for example, Corder wrote in his classic 1967 paper:

Errors are isidispen.sable to the learner himself, because we can regard the making
of errors us a. device the learner uses in order to learn. It is a way the learner has
of testing his hypotheses about the nature of the language he is learning. (Corder.
1967, p. 1(17.)

And of feedback. eight years later:

In order to test this hypothesis of histhis is in no sense, of course, a conscious
processhe makes utterances which are generated by his particular interlanguage
grammar at a particular mtmwnt. The behaviour of the teacher or other speakers
of the target language enardes him to decide whether OM/ particular hypothesis he
hay developed is ra/id or not. (Corder, 1975, p. 411. Emphasis added.)

At first sight, far from undervaluing the learner's potential cognitive contribu-
tion to the learning process, the above statement would seem to attribute to
him or her part of the ability of the professional linguist. Corder and others
are careful to emphasise. however, that the hypothesis-testing is in no sense a
conscious process. Nonetheless, it is clear that the way in which language teach-
ers behave following their students' cammission of error is potentially of interest
for any cognitive theory of the second-language-learning process aided by formal
instruction.

Teacher Feedback on Learner Error

Several writers on child language development in the sixties reported the
focus of mothers on the communicative effectivenen rather than on the formal
accuracy of what their children said. (See, e.g. Brown, Cazden and Bellugi,
1969). They were observed to expand child utterances, adding missing functors,
but seenwd to do so to confirm that communication had taken place rather than
to provide qpecific language instruction. Some more recent studies, (e.g. Nelson,
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Carskaddon and Bonvillian, 1973, Moerk, 1976), suggest that deliberate "teach-
ing activities" can play a role in first language acquisition. In spontaneous
mother-chikl interactions in the hOme, Moerk observed such activities as mothers
nuskIling little question arid answer staptences for the child, and what Moerk
calls 'prodding% where the mother urges the child to make some improvement
with "Say X" or "Can you say X?". where X is the model of the construction
she wants the child to imitate. These data appear to argue against an outright
dismissal of negative feedback on formal inaccuracies as a factor in successful
LI acquisitionand, by implication, in L2 learning with formal instrtiction. How-
ever. even with Moerk's data one is struck by the presence of a message-clarifica-
tion element often lacking in second-language classrooms. Further, what appear
to be "latipage-teaching" sequences may not have this function but again that
of establishing ( lack of) communication. Also, showing that mothers do this
kind of "teaching" does not prove that children learn by it, unless, that is, one
is prepared to accept apparent improvement of some kind in the child's %text
utterance as ridence of learning. This would seem unjustified given what
longitudinal 1.1 acquisition studies show about the gradual emergence of native-
like forms errors co-occuring with correct pioduction over periods of several
months. (See, e.g, Slobite 1971.)

In the last few years there have been a number of participant observational
studies of teacher behaviour following errors by second language learners.
They have mostly described the feedback practices of experienced teachers
working with students of differing ages and levels of language proficiency, often
in relatively small groups, and with English or French as the second language
being taught. Some of tLe findings of these studies are reported and discussed
below. Descriptive studies only are considered here as it would seem reasonable
to suppose that the value of the provision of feedback on error, like any other
teaching behaviour, w;11 only be measurable once we have identified what
teachers actually do in classrooms, and can distinguish this from what they are
sometinws imagined to do or are urged to do by textbook writers, teacher-
trainers or the authors of methods hooks.

Teacher reacting moves following learner error have been observed by
several investigators zo lack clarity. In a pioneering study of teacher feedback
on error in oral work. Fanselow (in press) videotaped eleven experienced
teachers gis ing the same lesson on adjective order, ("He's wearing a grey plastic
raincoat:* etc.). Verbal and non-verbal behaviours were analysed. It was found
that, following student errors, teachers often gave more than one form of feed-
back simultaneously. e.g. gesturing "no", rubbing one item of clothing (to
indicate the material from wbich it was made) and pointing to another object
to he described, or savin; "fine" while shaking the head sideways. As Fanselow
points out, even if sttaknts were able to interpret the intended message correctly.
(factually mri..ct answer but with one or more errors (if form), they would be
no wiser as to what %VAS %% rung with their utteiance. Subtle shakings of the
head and \gain" might have meant 1 didn't hear youplease repeat" or "You
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made. a mistake". Swh messages were often given while students were looking
at fellow students, at the. learner who had just.committed the error, at materials,
or anywhere hut at the teacher. Thus. they can have me7.eit nothing to the
learner for being unseen.

Fanselow also found clarity to suffer due to the teachers` frequent use of
the same overt behaviour for two or more purposes. a..phenennenon noted by
several insestigators. Typical is the prinision by the teacher of the model
response. desired if imediatdv after an unsuccessful student attempt at produe
thm. Fanselow offers the following example:

A. 1 T : It's blue. (SAMPLE)
2 SI : It blue.
3 T : It's blue. ( MODEL FOR COMPARISON)
4 S2 : It's blue.
5 T : It's blue. (CONFIRMATION)
6 SI : It blue.
7 T : It's ( MODEL FOR COMPARISON)
8 SI : It blue.

The same teacher utterance sometimes serves as (1) a sample of the target
language. data to be. imitated by the student, (line 1), as (2) a model with
which the learner is supposed to compar his own imperfect response, and, by
implication. an indication that au error has been made, (lines 3 and 7), and ats
(3) confirmation and ( sonw people would say) "reinforcement" of a cortect
response.. ( line 5). In fact, as Allwright (1976) has noted, function (1) charac-
terises everything a teacher says in the target language', `guidance' as to its
nature. simultaneously constituting a further language sample. Teachers some-
times attempt to distinguish overtly identical but multi-functional utterances of
the 'It's blue" variety by changes in intonation, e.g. the use of a rising "question"
tone or the addition of emphasis for case (2) above, (model for comparison),
and/or by accompanying non-verbal cues. From the point of view of lack of
clarity. however, a learner's inadequate grasp of English intonation may often
prevent him from making the same (or any) distinction. Further, even if inter-
pretatiem (2). i.e. "Wronglisten to what you should have said", is correctly
understood, the learner may again be unclear as to which part of what he said
was wrong. Neither the source, nor location nor identity of error has been in-
dicatedsimply its presence. .

Here is another example-3, this time from an elementary level ESL class
for ten-year-okls during practice of adverbs of frequency:

B. 1 T : All together.
2 T & SS : Yes, I always use a toothbrush to brush my teeth.
3 T : OK. David. can you repeat?

_ .

Fitracts from transcripts not attributed to other sources are frmn preliminary data gathered
by the author and Brian Smith of the TESL Centre, Concordia University.

29
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: It's Isms's- eh-
: Yes. I aluays use a toothbrush to brush my teeth.

It's always toothbnish and it's my teeth.
I always uw a toothbmsh to brush my teeth. Marie?

David's possible belief that his second attempt (line 6) was correct will have
been strengthened if be interpreted either his teacher's third statement of the
correct form ( line 7) or the transfer of attention to another student as con-
firmationrreinforeement". Even if he interpreted the feedback correctly, the
obvious disparity between what he is currently capable of and what he is being
stated to produce snakes it extremely unlikely that he was able (a) to remember
what he said. ( b) to do so lime, enough to compare it with what his teacher said,
in order (c) to spot the ditferemes and (d) to modify his future attempts at
production. (Set. Allwrigl.t, 1975a, for a discussion of these and related prob-
lems.) That is. the teacher's feedback may not have been very informative, even
if interpreted by the student as having this purpose at all.

Another often reported source of ambiguity concerns teachers' ase of posi-
tive feedback, usually in the form of praise markers. The next example, concern-
ing feedback on a pronunciation error, is from a corpus of data from four classes
at the University of Essex. where experienced ESL. teachers were working with
adult Vent-meta!, students. It is quoted by Stokes (1975):

C. 1 T : Again.
2 SS : The fifth of January, nineteen seventy-four.
3 T : I think. Enlyees. 1 heard something else here. MB you say it

alone?
The . . .

4 52 The . . .

5 T : The first.
6 S2 No, the ',WI
7 T : Fifth?
8 S2 Rif]
9 T It's very hard to say . . . fifth.

10 S2 : The [f ssi of January, nineteen seventy-four.
11 T : Good.

Notice the nxhmdancy (at least in terms of feedback on the error the teacher
supposes s/he has heard.) of lines 3 to 5. The teacher's communication of the
existence of error ( line 3) is, in effect, an invitation for the student to commit
it again, and is lacking in information as to its location or identity. Of the
teacher's use of 'Cood' in line 11, Stokes comments:

One stisp4sis the approsal in hue II is a measure of desperation on the part of
the teacher. However, the word was used on a miniber of oceasims when the re-
sponse was incorrect. Om. might suggest that -Coot!". at times simply signalled a
boundary marker and did not ea.ry any meaning of commendation. But how does
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the student intelphl rhar Ii p 411.,% rr :vie, reallv mut oinect.
I, hi, 4.1 'nfi.Irtite in hi.. t...1(lici i...11.rliriP It h titu 4.. Out indicates a
4,111 resilltitt IA ill thr Sttl. hilt co Itt linh tik ttli OW ruin."' Oit 1975, p,

I.oftus writes ni the usr fif the "praise markers", "Ctuid", -Fine" and ''OK" itt
more of the Esse. data:

The m.,11 i tik ultNilltffirf 101 thew vely often
iitIvaloil tIt vitt %Mt agril Sri Ini di.it Mi. VMPIN WIt a tumult:ay walker,

Loftw.. In71, SI

In our own (Loa, the same ambiguity occurs with "Yes" and "'Om litn". which
are sennetinws used to interrupt a student, (see. for example, extract B. line 5),
stmictimes to emirate, correctness and sometimes to indicate the existence of
error, then usually ace onipanied by cbanges in intonation. Voice quality, gestures,
facial expresseims or combinations of these.

Another source of lack of clarity is, of course, the sheer linguistic or con-
ceptual comphAitv of some of the feedback teachers give. This has already been
allmled to in the previous discussimi of the teacher reacting moves in extract B,
hues 3 and 7, and extract C. line 3. Most of us are familiar, too, with "explana-
tions" of pe,ints of grammar that can lw ce niceptually taxing evensfor a linguis-
tically unsophisticated nabs(' speaker. Roth teachers and textbook writers
occasienialls add to the student's burden by couching the ideas in metalanguage
more compkx than the point of grammar under discussion.

*The lack of clarity of nalividnal feedback limes is often compounded by
the inconsistrnix in a series of such moves. (It may he, of course , that the
ineenisistency is well-motivated, aC we skill see later.) In some of the lessons
stndied, Ow is treated as erroneous, who is' so treated and how that message is
transmitted sonwtimes appear, snperficially at least. somewhat arbitrary.
ranselow in press) found temlwrs focusing students' attentiem on the omission
of articles (ur alt %diaries in one part of a lesson but ignoring the same errors in
other parts. Stokes f 1973) cites this example concerning the definite article:

D. I S3 : When did von leave Vencynela?
2 S2 . I left Venetuela eh eleventh of January.
3 T Giod.

followed Wei in the came lesson by:

T When was he born?
S2 : Twenty . . . twenty-first of January, nineteen sixty-three.

6 T C.,nie on. Enlyces you missed Si mwthing herr. Just say it over ir
again.

7 S2 Twenty . . .

8 T The twenty-firq.
9 S2 Twenty-first of rebniary, nineteen sixty-three.

10 T Good.
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Stokes wonders what hypotheses the student can he forming. The Prst article
omission was praised ( lines 2 and 3), the second reprimanded (lines 5 and 6).
and the third approved again ( lines 9 and (0).

The same inconsistetwy as to what is treated as error and also as to who
is treated as haying made an error was fou0 by Mehan ( 1974 ) in his study oi
two "orientation lessons" for early primary-school-age children. NIelpn reports
the teacher's insistence on complete sentences for children's response's on some
occasions, her acceptance of incomplete sentences on other!, even from the same
children, and her rejection of the complete correct response on others.

The foil( wing exchange occurred in an ESL class for ten and eleven-year-
okis.

E. 1 T : What are you looking at? . . The T.V.
2 SI : I'm looking at oranges flowers.
3 T : OK. l'm looking at oranges flowers.
4 SI : tifi looking at oranges flowers.
5 T : What is he looking at? Yes eh Peter?
6 S2 : He's looking at oranges flowers.
7 T : Flowers. Orange flowers. OK. David.
8 53 : He's looking at orange he's looking at orange flowers.
9 T : OK. Good. Marie.

10 54 : He's eh looking at eh oranges flowers.
11 T : Orange flowers.
12 S4 : Orange flowers.
13 T : OK. Orange flowers.
14 S4 : Orange flowers.
15 T : OK. AU together. Orange flowers.
16 SS : Orange flowers.
17 T : He's looking at orange flowers.
18 SS : He's looking at orange flowers.
19 T : OK. Very good. You can go back to your place.

The whole sentiency lasted 58 seconds. Student one's erroneous 'oranges flowers'
is accepted (line 3 ) and repeated by the teacher, a non-native speaker, who
temporarily adopts the wrong form herself, followed (in line 4 ) by a second
production of the erroneous version by student one. This, too, is tacitly approved
(line 3) by the teacher's transfer of attention to another student, Peter. who
dutifully proceeds to perform the desired Ttn--.11e's' transformation and copy
the rest of the nwdel sentence ( line 6) complete with error. Whether student
two, the teacher or anyone else in the class notices the difference between Peter's
answer and the teacher's echoed acceptance (line 7) is unclear. The teacher
has now reverted to the correct form and (line 8) student three proceeds to
get it right, too. Marie, student four, does not. Her 'oranges flowers' is the same
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as two efforts bc studcm one and one hy student two which have been accepted
lov the teacher as well as twiddled bv her UMW, 1101Wt'Ver, twrhaps because Of
her hesitant nendititio. it is now rejected hy the teacher ( hoe 11). Marie is
obliged to repeat the cornet t ersion twice. alum, before treatment is traasferred
to the whole class

lt is interestunt to note that, prior to Marie's first attempt at production.
tin ie h,iil been tom Incorrect models lihes 2,3, and 6) and two and a half
right ( hue, 7 am1 s A linguist se orkneg with the same data from an un-
known language would. per)Iaps like Marie'. have hypothesised that 'orange' and
'oranges' were free ariants or that the pluralised adjective was the correct form
becanw it was Ow more liecinent one. Ot course, extract E is (perhaps) atypical
becanw of the teather's numientary lapse. Nonetheless, the presentee of gram-
matical entors in the classroom karner's input data. due to the presence in this
of his h.11ow students' interlingual speech, is the nde rather than the exception,
and has been noted ( e g hr Allwright, 1975a; and in some stu(lies of immersion
programme., e.g. Hann, 197 occasionally to he adopted in preference to the
tuachcr's error free produetion. hi the cattle article. Allwright has discussed the
etaltitude of confheting hypotheses a learner may construe when erroneous forms
are accepted from some students but not from others. Similar cases have been
tuaial lry Stokes t 1975) and Mehan (1974). Loftus (1975) found differential use
of the praise markers. 'OK'. 'C,00d' and 'Fine', in accordance with his (the
teaeher's) perceptioas of students' abilities and personalitien.

The variety of was% in which feedback is transmitted is perhaps less likely
to canw confusitni than some of the other factors noted. Zahorik's study (Zahorik,
19fiS uf Positive and negative feedback by teachers in 15 "content" snhfect
cf.c...rcouns resealed I77i different types, but only 16 of these occurred with any
fiequenc., .1' :o, the kind of feedback given was not found to vary ramlomly but
with grade h . ci. 'lesson purpose, the kind of learning tasks set and the quality of
student respov.e. The kinds of options taken tip by second language teachers--
refiaodeihtig; the c wrect re..pmse. with or without emphasis of some elenwnts,
resetting the task. setting a simpler one, and so onare reflected in the various
category systems nd frattments thereof. funnel in Panse1ow (1977), Anwright

1971a). ( athcart and Olsen ( 1976) and others. Such systems do not show,
howescr. that indisidnal teachers may actually use a fairly narrow vinge of the
optionis lkted in category form in instrunwnts purporting to provide exhaustive
coverage of all teacher feedback behaviours ohser.rd during their creation.

Fanselow ll pies., tumid that teachers entirely avoided sonw possilde eate-
gniries of feedback and that other forms categorised by him were employed by
just a few of the teachers he observed. There was variation, hmveyer, only one
fornio presenting thn right answer or part of it after an error, was found to he
ciannioll to all the teachers studied. This coincides with Cathcart and Olsen's
finding. ni their survey of 21 teadwrs of ESL in CAiforina, that (re)modelling
the correct responises was the most used o ptio m, ( ( :athcart and Olsen, 1976). The
rorhise:.ficoi shown here needs to be interpreted cautiously, however, in view
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of the findiogs coouertnog the multi-faceted use of thk and other overt teaching
lwhas ii rii s Iso. iii 111:irly ESL progranimes. students move from one teachers
to another mith change' of course rt*Crivy instruction fnno more than
enie teatitet witlun a gis tn eourst. They have to learn how :md when eath
teaviisi gis es feedback and to interpret aveordinglv. Nevertheless. there is some
evid..nee that grea ps of teachers. however v:tguely defined, may share character-
istics. In her study f ten female ESL teacht.rs in Israeli secondary' schools.
LUCA% ( Fri) foulld en the qmmtity aod type of errors treated. Native
speakets of highs!r treated more ,eal etrors than :my other kind; :ion-native
speakers treated mote pommiciatioo emirs. in gem.ral, native speakers tended
to ignore more, co treat less imd to disapprove less than did the non-native
speakers. In a stints of a total of twelve half-hour lessons in grades eight and
Moe !iv duet teachers m Vrenelt immersion programmes in Canada. Chaudron
( also le algid tl lir sisterWV in the (greater) relative importance attached
by teachers as reflected in their feedback imwes, to the learning of lesson con-
tent ( sciemv. math. geogn,phy and histoiy) over eirors in the studeuts French,
7.xcept (lasses. where there. was relatively more equal treatment of
gr:mituar and cmitent errors. In this respect, the content subjed teachers were
behaving more. like mothers interacting with children acquiring their 1.I.

l'he data presented need to be. viewed in perspective. Both the numbers of
teachers studied .md the . periods of observation have been small, anti so the
extract. ''"'d .tre Hot iteeessarily representative samples of most teachers' feed-
back pra es or es eu of these teachers' normal, i.e. unobserved styles. Such
gem.ralisa .nis as have hem made. must be interpreted cautiously and should
be understood only as testable h. podium's ahmit classroom language teaching in
general, not as facts about what teachers everywhere do. Further, as discussed
in the section below. much of the apparent lack of clarity and consistency may
be nest that -apparent-----and attributable to sound pedagogical practice.

Optitnis anti Decisions

Sh, etches of recorded verbal classroom interaction like those examined
lose inoch by being takco out of the context not only of the lessons from which

-they (1 I?111 It t of the whole history of the relationships established prior to
those lessons 1,tween the teacher and students concerned. When an error occurs
and is nofitvd by the teacher. he or she. is faced with several complex decisions
the making of st Inch require the careful weighing of many factors often Hot
apparent in the t..aiscripts even of complete lessons. Just some of these are the
teacher's awareness of his or her usual (previous) feedback practices with these
students, and beliefs as to the students' familiarity with them, his/her beliefs as
to their stuvess so far (particularly with the stndent who has just committed an
:..rror) and irereeptiem of the ineasitres' popularity among the students in the.

( includMg. again. the error-making student ). Other factors considered
'include the ohjectis es of this lessem and the course as a whok, the pedagogic
mils at the moinent of error commission and the teacher's perception of the
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likely t outcome of treatment in 'elms of the error-making student's aptitude,
persemality. ability and sot ',merit. status

To take just one 4 these. onsiderations as al example, it is a rare teacher
indeed who is Messed with a atss of studeuts of equal proficiency in the target
lariguage aid equal abil.tv !or learning loon. ef it. Mixed ability groups are.
taken into acount auloog a lot of other va,vs) by the distribution among the
students of e,nestious of different eomplexity and by the acceptance of different
%timelines of perform.nice from them. Student X rarely seems to get anything
right and. 0 that he does not give lip altogether, he is set simpler performance
iasks and gisce itcomagement for almost anything he produces. Student Y. on
the other ham:. has a superior coon:mini of English, picks up new pieces of it
as fast as thev are preseuted to him and can easily become bored if not set
demanding h. ontag tasks. his aims and the teacher's for him are higher; thus,
when he commit. an erroranv erroramid an otherwise near-i-vrfect perform-
ance. he is tril meet of the fact in the knowledge that be will (and will want
to) attato stil Aigher standard of accuracy. This example of well-ioentioned
differential tre:.i.tment. ( resulting from teacher perceptions of just one kind of
individual differences among learners), is one of many potential explanations
of the. inc..aisistencies in the. teacher feedback in, for example, extracts. C, D
anti E.

Figure i iq :I model of the major steps in the decision-making process
teachers go Coough prior to performing some. overt (and so directly observable)
helms nail- following learner error. The remainder of this section is devoted to
a discussion of these. steps and an attempt to show how various factors tan
influence the nuking of the decisions.

'reachers tlo fleet provide. feedback on all errors that are committed. "or a
variety 0; reasons inauy errors go unnoticed; it is only these perceived by the
traeller ...hich serve as input to the deeision-making process. Having noticed an
error. tIn first and. I would argue., crucial) decision the teacher makes is
whether or wet to treat it at all. In order to make the decision the may
141%1' ol.n.urs. ti ) factors with immediate, temporary bearing, such a le im-
portaoce of the. error to the current pedagogic focus of the lesson, the teacher's
perceptnal of the chawe of eliciting correct performance from the student if
neeatie 11,uk is gis en, and so on. Consideration of these ephemeral factors
mi. N. preempted. however, by the. teacher's beliefs (conscious or unconscious)
as to what .1 lalit4ti.tite' is aild how a new one is learned. These beliefs may have
been formed years before the h.ssion in question.

II. the teacher decidos to ignore the error and, for example, to set the
same ot a new learning task, notice that the. overt teaching behaviour c-an be the

that if he or she failed to notice the error at all or noticed but decided
to postpone treatmeet until a later lesson or part of the current lesson. An
obsers ea- will not be. abh. to tell the. difference. except- indirectly through a sub-
seqoent interviw with the teacher. Notr.ion. hbw teachers favouring broadly
indocto or deductive teadling strategies could weigh such factors as pessimism
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about the likelihood of nnproved student performance over the importance they
attadt to th,eir general approaches to teaching languages. and opt for the sanw
reacting move. e.g. rewhing the same task for another student. That is, the same
overt teaching beliavionr could b appropriate at a given moment for either,
despite the different quantity or quality of feedback one might expect under
either basic approach.

Assuming the teacher decides to treat the error in some way, the next
decision concerns when !fere the options appear to be (a) immedi,tc.ly, which
often involves ititerntpting the student, (b) after the (apparent) completion of
the student's utterance, or (e ) at some ft hire time, including, for example, in
the course of a future lesson. Chaudron ( pira) calls (b) and (e) 'delayed' and
'postponed feedback, respectively. There is some evidence in the psychology
literature that the value of feedback decreases the greater the time lapse be-
tween performance and KR, and that KR given verbally by an experimenter
aftvr each response or failure to respond is effective in preventing the normally
observed decline in vigilance (wer time, (Mackworth, 1930). There is, however,
the important question of the inhibiting effect of interruptions, and their in-
evitable conmemivation to the student of the greater value placed by the
teacher on the form as opposed to the content of what he or she says.

In favour of choosing to delay or postpone treatment, there is also some
evidence of the positive effects of what is known as "wait time". lioetker (1968)
found that in classes of above average ability English teachers allowed more
time for students to begin their responses to soliciting moves than they gave
students in below average classes. Bowe (1989), studying science lessons, re-
ported that if average wait time was prolonged to five seconds or more, the
length of student responses increased, as did the number of complete sentences
produced, the confidence of those utterances as judged by their tone, the amount
of speculative thihking verbalised by the children, and the number of children
who engaged in that kind of talk.

In the second lauguage dassroom, !Tolley and King (1971) have described
some innovations they made in the provision of feedback in the teaching of
Cerman to graduate students. Feedback was given on students' success in com-
municating 'content' in the foreign language rather than on the grammatical
accuracy of the forms used to do so. Specifically, teachers were told not to
internipt students trying to answer questions, and when they hesitated in
answering. to say and do nothing (except wait) for, from five to ten seconds.
Only then were they to (a) rephrase the question, reducing where possible the
number of words while consciously emphasising content words over functors,
or ( b) cue the. correct answer using gramMatical variations of a key content
word, or (e) encourage other shident; in the class to 'generate' simple sentences
from the faltering students' incomplete utterances. They were also urged to
expand ungrammatical but meaningful answers in the manner observed in par-
ents interacting with voting children, hut not to demand repetitions of such
expansions. fohlev and King report that in over 50% of the instances they filmed,
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no "t-,irrvutive nwasnrc- roptn-shnL cueing, 'sent, ace generating') was needed.
Simply allowing studeets sufficient time to refornmlate their responses led to
improved perfonnain

!lasing made the decision as to why's to treat errors the teacher then has
three basic options, ( a tt inform the student of the existence of error, (h) to
inform the student of the hm..ation of error, or (e) to inform the student of the
identity of er;or. Choice (b) will entail (a): (e) will entail (a) and (b).Esampks o bvert behaviinirs realising these options might be:

go to the park on Saturdays.
(a) 'T No.

or T Ile go to the park ou Saturdays? (I.r. the stmlent's utterance re-
peated-with rising intimation, probably ammipanied by some non-
verbal cue, such as raising eyebrows.)

(b) T go to the park on Saturdays?
or T Ile what to the park?

(c) T 'Co' or
or T Ion missed the third person 's off 'goes*.

There then follows a dc cisiim as to whether (a), JO or (e) will be carriedout _by the teaeher or bv anOther student or students (column (4)---*WHO'in the figine). There is no obviously recommendable path through columns (3)or (4), even for stiecific types of learners. Civen the abundant posribilities forlack of clarity of f,edback. however, other things being equal, there may be aease (or more attention to be paid to option (c), with, where appropriate anexplanation of the sOltrel` of error. Evidence as to the desirability of peer feed-back is attractive. but this is but one of a variety of considerations affecting
c1101ce anima the options Ut colnmn (4). It might be outweighed, for example,
by knowledge that other students are making the saine error, or that the student
concerned is milikelv/unwilling. e.g. for cultural reasons, to listen to his peersin a ease like this.

Allwright (1978) has presented an 'inductive model incorporating cogni-tions' of the conditions necessary for suecessful learner production of the responwpart of the ( trachm) luitiathm---( student) liesponse(teaeher) Feedback 'se-quence in classroom discourse Ile showed how, following a teacher solicitingmove nd prior to the student response, (two overt behaviours), the learnermust be attending. must believe he has heard the teacher's "question" correctly,that he. remembers and undersLuids the soliciting move, and so on. All of thesefactors are cosert. unobservable, the result of a logical analysis of what the/earning situation described must demand of any learner in cognitive terms. Inthe second part of this paper I have followed a similar approach in suggestingWhat I believe to be the basic decisions a teacher takes prior to the observable
.iet of pros iding feedback on learner error, and have indicated a few of the'actors bearing On those decisiems I have not argued the ease for any particularleeisions ca. series Of decisnnis for the simple reason that, like so much of what
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we. as'teachers io classrooms, there. is little or no empirical evidence rdathig
some. form( s ) of feedback with studelet leaning.

Some stuthc have talked of the success of various forms of feedback in
terms of the extent to which. following them, the learner is observed to in-
corporate some immediate improvement into his next titter:nice. This seems a
questionable Yardstick b s hich to fudge efficacc. It does not fit with what, as
teachers. we know to happen in olassrooms. Students' errors do not by and large
change in such .1 decisive iii.nmer from eme moment to the next. Incorrect forms
disappear giadeially, and then often reemerge later. much as they do in first
language devdopment, they are. not there one moment and gone the. next.
Temporary mrrect ( Unproved ) performance of what Kraslwn. et a) (1977) call
easy- grammatical items. e.g. third person singular is unch.rstandable follow-

ing feedback because suet) items are easily monitorable. At the second attempt.
haying got his message across the first time he spoke. the learner is concentrating
( and specifically being asked by the teacher to concentrate) on formal accuracy,
so improvement should be expected. But what of "hard- areas of grammar, such
as article. usage? A missing or wrongly chosen article is easily incorporated in
art adult learner's speech when he is focusing on formal accuracy, inimediatdy
after feedback. It seems unreasonable to suppose, however, that the learner has
Plastered this cenliplex syntactic domain due to his attention having been drawn
(explicitly or implicitly in the teacher's feedback move) to one more instance
of correct usage after so many previous examples have failed. There sef`Ous tO
exist a danger of confusing the. efficacy of various forms of feedback in terms
of their effect on memitored linguistic performance with their usefulness in terms
of bringing about a lasting modification of the learner's interim hypotheses about
rules in the target language grammar.

Conclusion

Intuitively. the hvoothesis-testing model 'makes sense in terms of adult
karners seeking positive confirmation of hypotheses about the target language
grammar, and this interpretation is supported by work on simplification and
generalizatiem strategic's by Taylor, Richards and others. Richards (1974) on
the other hand, has pointed out that taking the model to suggest tLet learners
seek out negative instances in order to test (in the sense of falsify) their hy-
potheses is comiter-Mtnitiye. People like to discover they are right about things;
not mistaken. Setting out to elicit negative feedback in this way would he an
emotiemally unrewarding task, one that was of low productivity in communicative
terms and a very inefficient manner of achieving anything of use. ( As Richards
observes, learners could, instead, simply ask whether a given sentence was not
in fact rong). Given the unclear, inconsistent and complex nature of much
teacher fe dback on error, as illustrated in this paper, it would 'Aso be unlikely
to work. Yt the. falsification idea seems to be the interpretation one- would have
to hold in I order to suggest, as one or two writers have done recently, that
teachers shild encourage learners to make errors.
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The tole 14 teaeber feedback, whether error% are in :my sense cmninitted
intent ionally or not is clearly %ital. but it may be that not all forms of feedback
are .1. %RA %%( st)int now. think. We know that, like ehikiren. adults can and
der acquire second lanotages outside CLICSMOtlis lItt141,' by eXVOSMV to their usein sitnat.ons inyokintf: erhal interaction for communicative purposes. i.e. withthe aid of little r ito ftbilt).1I "traehing- of any kind, includiny; the -,-orrection" of
atiranitilatiyal forms. What adnit auquirers do und( tedly have access to is
inforinatif al as to the success or otherwise in communicative terms of their
attempts at using the new langnage. that is. they are able to find Oat whether
or not they are succee.ling in transmitting or understanding a message and, onthe hams of thk LtunNiedt.,,v in sonw as yet tmknown way) to work out where

needt.d I would sintgest that the case for what Krashen and
Seliger call error correction ( as epposed to detection) as one of the necessary
conditienis for suecessful second language learning is unproven and will remain
so mail lom;ittiditial studies are undertalsen of the second language acquisitionprocess aided h f m ii t.il instrnetion with differing feedback conditions.

Elsewheie 1976, I have drawn attention to the deleterious effects
on the liattir.th....s of elassroom discourse of, among other practices, the so-called-correction- of ctrors Ilw greater efficiency (if :my) of language instruction
which includes ations kinds of feedback on formal accuracy needs to be tested,but me onyhile c.m pretbably be iniproved by teachers reconsidering the options
available to them and the decisiens they make following learner error. Greater
clarity .md elnisktencv of feedback, at least, must be desirable, if only on thegrounds that if .1 pa) is worth doing, it is worth doing properly. flopefully, further
n'seatch %%ill show whether the fob is really worth doing at all.
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Practice Effect in English Proficiency Testidg

4. Donald Bowen

American University in Cairo
UCLA

At the Awe! it.in UtInTrsitV in Cairo the 12 or 51) forms of the MTELP
(Michigan Test et English Language Proficiency) have been used for sonwIs years As the principal us Ounce to detilmine :idmission to the university
Mitt when special traming in Eughsh is itldielited, to decide on promotion
to the regular university program. It is iniportant to know whether a "practic2
effect- on rvadulluistratune of this test causes an inflation of scores.

Data gathered in the present study, in which 38 students took five forms
of the MTELV, indicates a modest anti statistically minsignifieant mean gain
(about .7 point per adinunstration ), well within the standard error of measure-
Meld. Fhttitlatiteti of means, and [mire so of individual scores (averaging 10.6
points, and with 841 of the sulneets showing a variance of over 5 points),
.mel inconsistency in the directuni of score change. suggest caution in in-
terpreting student competeu hum test scores ahine, with the recommenda-nine that if liossible other es idence. he considered, especially in borderline
eases.

English-curriculmn educational institutions that admit as students non-
native speakers of English have an understandable interest in English-language
proficiency tests. These tests help decide which candidates are linguistically pre--
pared for enrollment. which need special language training, and perhaps which
are so weak in English that the institution would not want to undertake a
special program to remedy their deficiency. Typically the institution admin-
isters to applicants a standard proficiency test, such as the MTELP (Michigan
Test of English Language Proficiency) or the ALIGU ( American I anguage
Institute of Georgetown University) or the CELT (Comprehensive English
Language Test). or employs a simihir locally set test, or asks applicants to pro-
vide scores from a comparable externally administered test, usually the TOEFL
(Test of English as a Foreign Language).

In sonie cases the sante or a similar examination is used in the admissions
action and subsequently to help in the decision to promote students to full ad-
mission status after a period of special training in English-language skills. In
any of these circumstances the institution will be very much concerned with
the validity and reliability of the instrument used. Especially when retests are
given to make promotion decisions, the reliability of the test is very important.
Wrong decisions in the admissions/promotion process cause prohh.ms that are
painful and difficult tu correct; consequently should be ovoided if at all possible.
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The present study addresses a [mildew associated with testing to determine
if prmnotion from special English training program to full student status is
justified. It mvolY es practice affect, the possibility that there is a gain in
measurenient scores that call be attrilnded specifically to test experience, and
that evaluation wore. shonhl therefore lw adittsted upward to allow for this
mechanical gain Mien students are rett sted. Tlw study wax emiducted at the
American t!inyersity m Cairo, where an admissions battery of tests is offered
to all candidats seeking eurolhnent. The b:dtery consists of the MTELP, the
NITAC, and a locally-set written composition test. The equated s:.ores of each
of these tests ane coinbined to product. a pereentage-seale score on which the
dee.isitni to enroll largely depends. It should be pointed out that the American
University in Cairo, usually referred to as AM, is an American-Egyptian
private whiml that uses English as the medium Of instruction in all programs
except Arabic Studies, but that the student body is over ninety per cent Egyp-
tian and to an even higher percentage Arabiwpeaking. Academic success at
At R: is not possible without fluent control of English language skillsboth
written and spoken.

The Admissions Battery classifies applicants into three groups: 1) those
who are. iwrinitted to enroll directly in the freshman year, 2) those invited to
enroll for an nitensive language course (15 hours a week) in-the English Lan-
guage Institute ELI) for up to three terms, :3) those denied admissiem. The
cut-olf points on the scores from the Admissions Battery are:

82-WOdirect admission
63- SI- -enrollment in the ELI
60- 62--a liorderline group who may be admitted io the 1.71.-e program if

they can produce compensating high scenes On the Egyptiaa
Thanawiyya Anima (the national secondary school-leaving exam-
ination). The combined score must be 1.10, which means the can-
didate in the. Admissions Itattery twilight zone must produce the
relatively high Thauawiyya Antma score of 78 to 80.

0 rejected

It may be of senile interest to know what percentages of applicants fall in
the, duce grimps. The relevant data for the. latest group of applicants tested
in September 1476 are shown in Table I. As can be wen from these data, the
number of borderline. athin..sions is yery low.

In addition to its use ii determining enrol:ment. the Admissions Battery
is readminr,teied at the cml of each term to all the enrollees in the ELI. By
the same patte tns of performaiwe (modified by a new factor of teacher evalu-
ation of oy en.i pm, eficiency ). students are passed on to full adnnsSion in the
unisersit% 4.1 an. retained for holier training in the ELI. If the minimum score
of 82 ts riot achieved alter three terms of training, the student is dropped from
the university A student mar, then, take the Admissions Battery as many as
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four timesone to gaio assignment to the ELI and three times attempting tomove out of the EH to regular status as a meiversity student.
Students do not retake the same form of the. Michigan tests a second, third,or fourth time. The; e are some ten or twelve froms available, so they will al-ways be given a toren they haven't had. Understandably, there is keen interestin the test, and active student support can be counted In for any classroom

avtivi(y that is seen as enliancing the. puibability of improt'ed test performance.There is a corresponding diminution of interest in anything that is judged in-different. A few years ago it cc as decided to include the judgment of the teach-ers in the promotion process. based on two faetors, one academic and one
administratis e: 1) A teacher who has observed and evaluated a full term's workby the student is in a very strategic position to render judgment on his compe-tence and potential. ('arried out seriously on the basis of common and agreedcriteria, teacher judgment improves the evaluation process. 2) The administra-
tive emisideration was to eocourage the student to serious participation in classactivities, rather thau hir.ing him succumb to the temptation of believing thathome study. pe)ssiblv with assistanee from a private. tutor, would do more topromote the. likelihood of passing the next administration of the AdmissionsBattery. or call it the Promotions Battery.

.ft is very much to the interest of the University to know a number ofthings about testing and specifically about the Michigan tests. One factor of
considerable. importance is test security. F,very effort is made to insure the pro-tection of the tests, but admittedly there is an enormous temptation for com-profilist.. The problem is keitt within bounds b):` the numerous forms available
for administration and by carefully withholding until the last minute information
on which forin will be used in a particular administration. Still two forms have
been withdrawn because of the likelihood of compromise.

More crucial to the testing program are two other factors: 1) Are the
various forms of the test in fact equivalent as measures of proficiency, and 2) Isthere a karnmg effect inheTent in sitting for the examination?

For the first question AUC has accepted the assurances of the test makers
that if the eepiation formulas they supply are applied to raw scores, the results
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will indeed lu equivalent measures. The scrotal preiblein has been more nagging.
A considerabh local feeling has deele.ped reflecting the belief that retest scores
are itot comparable to original scoresthat the'. student who initially tests high
will he more hkelv to achieve academically than the studeil who retests un
from his original test seem.

The present study was designed to determine if there was any merit in the
assumption that the. practice afferded by taking a test (mild by itself result in
increased scores on subweptent administrations. l was planned and Prranged
to give five tests, all of them forms of the Michigan Test of ENIish ',..anguage
Proficimcv, to students in the secretarial studies program of cic Division of
Public Service of the. American University in Cairo.

The order in which the forms were presented was staggered so that each
form in one of the administration groups oceupied each slot it: die sequence
of five. The groups, arbitrarily numbered, and the secpwnee of forms adminis-
tered to each group are listed in Table. 2.

TABLE 2

Adumostratoons by Croup

Cretup
1 2 3 4

I I: G H
2 11 K I
3 C I 1:
4 K 1: C
5 1 If K
6 I: 1 II_ .

5

7
9
8

Total 36

It will be noted that the groups are of slightly different munbers. Ali groups
startvi out with th u. saint- number of subiects, hut it was not possible to predict
who would finish thc series and who would drop out. The balanced pattern
shown was adopted as an alternative to a set of patterns established by refer-
ence to a chart of random numbers. This procedure had to be abandoned for
the- very practical reason that the raodom-numbers-established sequence fre-
quently sch-dules the same test for administration to more than one group at
a time, and the muuber of test forms available did not permit a duplication of
this kiud. The balanced pattern that was adopted seems satisfactory, and there
Is 110 [MIMI tti belit'Ve' it WaS

A cemfusam of test forties established an unplanned group 6 with .one
stibiect. fie should haVe !XVII in group but produced a unique. sequence
when he did form J on the second administration.

The students in the sample. were seh.eted because they represented a range
of competence and abdity comparable to applicants for undergraduate admission
in the regular Orogram of the university. Also they were in a university pro-
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.gram, but not regular undergraduates who would need to take the test to de-
termine their Own promotion

It was hoped that SO to MO subjects would he induced to sit for the tents,
each test taking a maximum of 75. minutes. The secretarial studies program
enrolled IRS students in a two-year course who were contacted to find out how
many woukl be willing to take the series of tests. Seventy-nine agreed to par-
ticipated and filled out questionnaires requesting demographic data. To en-
courage participation and to provide a measure of motivation (to at least attempt
to match the considerable motivation that regular applicants and students have
to succeed at the tests), participants were first assured that taking the five
examinations would be a significant educational experience that would benefit
thom in their own future*, and in addition they were. offered compensation at
the rate of one piaster for each point they earned on each of the five tests
if they completed the series. This meant a total of tE5.000 could be earned
by a maximum performance on the five tests. (This can be compared to the
modest monthly salary of about R.E30..000 for beginning teachers in Egyptian
public schools.) The compensation offered for sitting for the five tests was not
munificent, but was a reasonable extra dividend for participation.

It wag hoped that the tests could be given in the space of 8 days to minimize
the effect of outside influence, as the participants could be presumed to be learn-
ing English from the secretarial training program they were following. Sessions
three times a week were scheduled and participants were informed that they
could attend any five of the six sessions.

Plans do not always work out as they are originally devised. For the first
administratim of the test only 56 students appeared. There was a heavy dropout
after that, especially among the academically weaker students, when those who
came out of curiosity decided the project was too onerous. They were granted
program time feir the tests, but the alternative, since classes were cancelled, was
free time, which some students apparently value highly. The second session
produced only 26 stndents, the third 32, the fourth and fifth 27 each, and the
sixth 9. At that time only 22 students had taken the entire series of five forms
of the test. This was disappointing, but an end-of-term schedule pattern made
starting with a new group of students unfeasible. Salvaging the project seemed
to depend ou encouraging the students who had taken some tests to continue.
Accordingly. small groups of two or three or four were tested as they could be
assembled until a total of 38 sets of five administrations were accumulated. This
required a period of just over ten weeks. A total of 38 sets of scores is only
about half of the minionno first contemplated. hut that figure was arbitrary. Such
are tia. problems inveilved m experinienting with human subjects, especially when
cooperation depends on good will. At least I am able to take advantage of an
unplanned opportunityto determine if the score movement (up or down)
would be. any different for subjects who took the examinations within a rela-
tively short interval of time as compared to those who took them over a longer
interval.
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'1.c.st of English I .anguage Proficiencythe part of the Arlis
%ions Battery imolst.d ut th...s studyconsists of three subtests: grammar ( !t)
items ). youalndats ft) act it attd icat1111,4 m11)101(.11%1.1'11 f. 21) !trill's five for
each of four reateing passages ). All items are in .1 imiltiple choice format and
were tfTerefore red ciimphiely ettivetv. 'Ile usual ELI AUC sowing ploce
dote was followed, whidi pm% tded genetotts rechecking to insure at'citrat'r. The
test sessiotNerc carefully itnnutored to assure that 110 information passed among
students during the test

.

adtlition to the fk e forms of the Michigan .rrtit. t'at'll student alVI Nat for
a 19 taititilt. taped integrator grammar test is an esternal validation fot their
performance on the Miehigatt 'res.. A further opportunity fur validation is pro-
vided by re turse grades in English and translation for those who sueeessfnilv
finished the acatkinie term.

Mi-atis for the fi i. e administrations of the Michigan Test are gi en in Table
a The N iii all Caw% i% 3S There are five scores for each test, raw scores for the
grammar, ve 'cabolary. and reading subtests. and a raw score and all reputed
score for the total iterformance The test scores eau lw setpwneed by performance.
from linv to high, as sliown in Table 4.
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BY munitting summary data front the scores we can see there is a quite
regular tendency toward gain for etub administrathm, though the gain is cm-
sistaut only in the ease of the reading test. The grammar test skews the results .
which carries over into the raw total and equated scores. Besides being consistent
in gain stores the reading test shows gains that are considerable, with an
interval of .ilmost
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It is possibly releant to ;tote that in the format of the MTELP the readingtest comes tist. and the thief. subtests are not wparately timed. Some examineesmay not sa%e ath.quate amount of tune for the reading test on the earlyatlininistiatools. or thut Ma% bytOOtt tir(*d and, inattentive dear the end of thetest octote t h ain ht. trO (A114114'0.1', !Mt !cam to pace themselves betteron later administrations thus t ;wttet scow.. It ould be argued thateli pacing and toping oith mental fatigue an. precisely the kind of elementsot "test wisdom" that practice effect is concerned with. and that therefore thereadout test residt might well lie the best es idenee of practice effect.
But tlic poijeet concerns the entire MTEI.P. and the cor,sistent improve-ment iii reading stoics is contradicted. mile:ly by the vocabulaiy test and sub-staiitiaiI hi the grAnimar test so that the raw -and equated total scores failto 4105% a ( insistent gaiir. with atimmistratioo four out ot place two slots in theraw total scores and one slot in the eluated total score's. This ought to beenough es idenec to west. as a sk.trning that practice cannot he COMIted On toprothire vain wows, hut some critics might observe that not many prograntparticipank take the test a fourth time. so it might still be a emsistent measurefor most esaminees.

lint are the gains. aside from bring of questionable consistency, suffkientlysignificant that we should recontownd an adjostment of the scores on successive
admiMstrafiems--1 In order to determine if the variance in the sequenced testswas statistically significant, a t-test for related samples was applied to each two
adjacent administrations and to administrations one and five. All failed to show
significance. esen at the .20 level, which very votivincingly demonstrates thatthe small gain in mean scores (which figures to an average of .7 of a point per) caimot lw on to indicate the presence of any learning from theiwtice effect (inderef 'leo when other. non-test-related learning inight possiblytaken place). The statistical test confirms the earlier judgment that thereis signifieant learning from practice.

TO NV(' if the wores for the reading tests alone showed a gain that wasstatisticalls significant. the same t-test for related samples was applied to thefirst and fifth administration scores, where a maximum gain of mean scores hasbeen noted As in the caw of the equated scores, no significance was Mdicated,even at tlw ;7.0 level. It should perhaps be pointed out that the reading scoresare raw. not equated. since the egnatkm formula applies only to the total raw
scores. Nonetheless. form comparisons were well mixed, and there is no reasonto stispeil bias on a scale that would change the significance calculations.From the first to tlw fifth administration there is an interval of just threepoints on the equated scores, but as indicated earlier, this gain tends to fluctuate.Gains tid losses between administrations are shown in Table 5. This sequenve'shows quaracteristic feature uf the. analysis. The score movements, by ad-ministration, tend to fluctuate aniline! a combined mean. If a score in one ad-
jacent comparison rises seinievyliat. the next score is likely to fall. This will he'shown later as a premlineut feature of imhvidual performance even more so

3 Li
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TA:H.F 5
Caqt, arld Lwow,

1 2

# I No

than when comparing means whet(' most score &evil sals tend to be smoothed
Note`that the gain between administrations three and five, not counting fcur,

is only .48.
It would Iw nice if all our decisions could he. applied to average or typical

cases. Then the. statistician could take over and solve our problems. But .almost
no students are average, and many individual cases perform at quite a distance
from the me.uis. flow far should we tnist "average." solutions based on per-
formance means?

In the present st.edy we can look at the movenwnt of scores, up and down,
to we if the change ice scores is consistent for individuals. Thirty-eight inoividuals
each took a sequence of five. tests, which allows us to look at 152 movements.
A tally that indicate.s how many moved up, down, or stayed in one location
between each sequence of two administrations provides information on the
relative consistency of performance by individual csaminees. The key that inter-
prets significance assumes that to be recognized, a movement must exceed two
points, the. approximate standard error of measurep,ent, so:

+ up more than two points
0 no change more than tw.

down more than two pa

The. tally of individual score movement is shown

I -2

+ 0 f.
Is to I 2t)

TABI.F.

111.1wiclu.ti Stnrc etlient%

S

3-4 4-5 ,tals

0 + 0 + 0 --
10 14 17 16 5 60 51 41

It can be noticed that the plusses and minuses fluctuate: from 1-2 to 2-3 the
number of piusscs goes up. from 2-3 to 3-4 it goes down, from 3-4 to 4-5 it goes
up again Not surprisingly the minuses show a converse pattern. On the whole
there. are more. plusses than minuses, though the criteria for a gain on reiesting
might well suggest that the zeros and minuses should lw compared to the plusse;,
in which case the. non-plusses are more numerous than the plusses.

Addinc the nimiher of points involved in the movements up and down
allows us to cakulate the average movement. For the complete data, the number
of ponds op all occasions where gain was registered is 462; the average amber
of points on all oecasiems where loss was registered is 354. The differeale of
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IUS imints. divided by 152 opoortemities for comparison of adiacent scores yields
an average gain of .71 per test, the average. gain figure cited earlier. (This
riguie ignore. the Mros i.e.. fluctuations within two points.)

Since the re were softie retests after relatively longer intervals of time, tho'
opportunity is available to okay a comparison between score movements after
a short inter% al versus a longer.interval. The movements of scores was divided
into two groups: 1) score changes where the retest was given within nine dayc,
Mid 2 ) score rhaoges where the retest was given after twelve or more. days.
( Then. nen. oo intervals of ten or eleven days.) The advantage should lie with
the rcte.sts after longer intervals. sinve the subiects were being instmcted
throughemt the entire period of testing.

Theo. were 130 short-interval.. change.s and 22 long-interval changes, ranging-
from 12 to 59 days. For the short-interval reexaminations, gains of 410 points
exceeded losses of 271 points, prexhicing a difference of 139 points divided by
130 opportunities for change yielding an average. gain of 1,07 points per retest.
For ,the long-interval recyaminathms, gains of 52 points were. offset by losses
of SI poinrs producing a net loss of 29 points, which divided by 22 opportunities
for chaogr yielded an average loss of -1,32 tfoints per retest. (The overall
average eain of .72 then lies between the 1.07 gain for short-interval retests
and th -112 loss for hmg-interyal retests.)

Why should this N. so? Why should longer intervals between testing be.
assoeiated with a loss of points earned in the tests? One hypothesis is that the
practice eilect exists briefly ieftur a test is taken, but wears off in time. Another
esplimation is that there. were too few caws- in the long-interval group to base
conclusions on A third expkination, in cosideration of the need to round up
strays to get riiiitivh cases .to make the study whrthwhilii. is that the not-sa-serionss_ ,stmleots were. Ow dilatory. ones who warren to ne coaxed, and they may not
have taken the testing so seriously.

. This explunation appears to be confirrn't4 et)tirse grades for performance
ni,the S'ecrestaii.d Traiuing program. The mean score in the. rnglish language
course by the. short-interval students was 80.1 (N 20); the mean for the long-
interY'A stodents Was .06.9 ( N 14). The conclusion, drawn from the present
data. wems to be that practice effect, if it exists, is limited 10 serious and high-
perf ormance students. ;end then is held to an average of aboul one percentaiie
point prr wrest.

The moyenient of score dat4 allows one more observation, for The con-
sisteory of ch4gr iii individoals. One can-ask. does a xtudent move consistently

1.iir down) %Own hk-is retested several times. A-consistency tally was made
for all subject.. this time' counting any gain and any loss. The tally is based
first on am- 'sequence of three tests and then on any sequence of four. The
thiretrst sequen('es and the tallieS of score mo*ment are shown in Tatile 7
wo plusses imiicate tywo conseentive score gains on retests. two mirfuses

indicjite ova consecntive score losses; The heading -Other" indicates mixed
perform.nav of gains, losses, or no movement.)
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t

TABLE 7
Consistent (4 M4 swinent., lot Intiniallids

29

2-3-4 :1-4-5
Other ÷ Other 7

6 3 29 5 2 31

Of a total of 114 opportunities only 25 show consistency (17 up and 8 down),
which et institutes an inctinsistency propealion of 75.1%.

Looking at wquences (If three retests is (4%140 tof Ire unbalancill, as shown in
Table 3. Of 70 opportunities. ends, one is consistent through three retests, for an
inconsistency index of 9.7%.

TABLE 8
Setpwnces of Three Retests

. .

1-2-3- I
-f- Other

0 0
_ .

2-3-4-5
Other

0 37

One can easily see that a change in scorestip or downon a single retest
is a poor prediction of another similar change on a further retest. In fact the
chances arc substantially better for a contradictory change, which suggests that
individuals should perhaps not be judged too conclusively on the basis of test
storesat least if test sophistication is suspected as a factor in performance.

To furth4 emphasize the inadvisability of depending too confidently on a
single test to measure language competence, a tally was made of the range of
variation by individual subjects tested. How much variance was there in test
scon-s for the same subject on the five tests? They ranged from a low of two
to a high of 25 points. Hut the average variation was surprisingly high: 10.6
points (with a standard deviation of 550 to show the substantial distribution of
individuals, 67 per rent between 5 and 16 points and another 17 per cent above
16 points). Given the lack of consistency in score movements and the tendency
to fluctuate above and below an individual subject's personal mean, this seems
to offer conclusive evidenc e. of the hazardous position of placing too much Con-
fidence in test scores. Only four individual subjectn varied within the folir points
that would be allowed in a theoretical provision for a one-point gain adjustment
per test administration, and two of those were in the high nineties, with no
room to fluctuate. None of the four went consistently up.

Since the design of the study lends itelf to a comparison of forms this com-
parison was made. Regardless of the sequence in which the tests were taken,
the means for individual forms is as follows. Again N is 38 in ail cases.

Since 'the alphabetical order of the form designations is irrelevant, the list-
ing is based on performance, as shown in Table 9. Scores by Form, low to high,
are shown in Table 10.

3Iu
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TABLE

Ptrforttutul. 'Orme. fr.. Form

(44 VOr in) 'Ram. EvuATED... _
. _. _. _ _ .._4.; 2ota 116:1 7 61 43.84 62.76Ii 21 76 16.01 7.42 .11 21 63.92F 21 19 1711 7.18 15 16 64.89K 21. N 17 2.6 8 15 47.18 63.34

1 .. 20 71 17 SI 8.97
.

47.55 . 63.47
Algeragc ( as met(

rasher ?
2! 1 4 iti TS 7.95 45.8)

TABLE 10

1)3t a Summar,:

I otvest Ihae+t Mean Score Meals Score Interval T of
. IA itwst Highest "arianve

CR C 1 1( , F H 20.61 21.70 1.15 5.5VOC C 11 F 1( I 15.63 17.8.1 2.2) 14.1RD 1:' II C K j 7.18 8.97 1.79 24.9TOT (:F11K j .$3.84 17.55 3.71 8.4KQUA G K J If F 62.70...._ _ 64.89 2.13 3.3

Since sequence, being randomized, is not a factor, presumably the low-
score tests ,are more diflimit and the high-score tests are easier. There is most
variance on the reading tc..ts. considerable variance on the vocabulary test, and
little on the grammar test. Apparently the equation fornr:" are working, since
the variation for the equat:.d scores is reduced to a ma, able 3.3 per cent
(about two-thirds of the 4.8 per cent of variance on the comparison by sequence).
Still this is almost seven per cent if one must calculate the possible range of
error cm scores presented by an individual on two forms of the test.

The intervals and percentages of variation by sequence and by form,
juxtaposed for comparison. are shown in Table 11.

It is interesting that in both sets of comparisons the rt ading section :.hows

TABLE n

Variation by Sequence and by Form

Sequence
Interval

Form
Intempl

MI 1.76 8.7 1.15 5.5
VOC 71 4.3 2.21 14.1
RD 1.63 23.2 1.79 24.9
TOT 3.21 7.2 3.71 8.4
EQUA 3.03 4.8 2.13 " 33
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the most sariance. Roughly: variance by form is as great L.s by sequence. Per-
haps as indicatd earlier this..is because the test, while. taken within a maximum
time of 75 minutes, is not tinted by section, and the. reading section coming last
may be slightk UI tennis ed time allotment. Still ahnost all students finish and
kaye before. the 75 minutes is up. Perhaps there is more guessing or more wild
guessing. ( On one (revaseon I observed a student marking choices on his answer
sheet for the reading test without reference. to the test booklet.)

Grannuar skills seem to be measured fairly consistently by form, but
sorabulam shows considerably more Variation by form than by sequence. Pos-
sibly consistency is more elusive in the open-ended area of vocabulary than in
tile relatively more confined area of structure--at least in the tradition of what
gets tested.

The central qnestnnis of most interest to AUC, and perhaps to other institu-
tions that use the. Michigan! Test, are: I) are the forms equivalent within a
sufficiently narrow t:mge so that equated scores can he relied on to identify
(ompeteney levels. and 2) can readministrations of alternate forms he depended
em for tellable mvasures ot improved competence. The answer to both questions
is a qualified %es. There is always a chance of error in measuring human corn-

and there is a margin of error in the forms of the. Michigan test. But
if this error is small. we can live. with it.

.As alwa% s. it is at the. cut-off points where injustice is most likely. I believe
WC has wisely chosen to rely on additional data in its admissions exam proce-
dure tor the "twilight- /00e' of the near-miss scores first below qualification for
training in the El 1. using as further evidence the performance on the Than-
awis VL Amma. One. minor difficulty is that not all applicants present a Than- .

awivN a Anima score, nal it is not always easy to establish comparable levels
perfoimmter ou the te scores that they do present.

But in addition to the h -flight lone between rejection and ELI there is an-
other cut-off point. the "sunrise" area between ELI and direct admission. Pos-
stbk appltemits ss ith scores of SO-SI could similarly be considered for direct
admisston if other evidence. established the probability that their Admissions
Batter% scores were on the low side of the range f possible measurement error.
PoSsibis atm allullan 01. -Cabo0Se" test could be considered for this decision.

ow possibility would be to add a test like the Integrative Grammar Test
to help make: the deeisions,at the borderhnes. Such a test should be used only
.1% a pn needier(' to resoke questicms of interpretation just below the cutoff points.
not applied to applicants. Perhaps the test should be given only in border-
line cases or should be scored only for their resolution.

Integratke Clammier Test (IGT) is practical for this purpose: it takes
It) !mantes to administer and could be given as a caboose to the aural compre-
heoon test of the Admissions Battery. It has proved to be highly reliable

calculated In the reline Acid form me(hod for 6S6 subjects) and
%alid k r .S7I with grammar subtest of The Michigan Test of English Language
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Proficiency 866 with the NITELP itself, and .812 with the entire Admissions
Battery, cakulated for 632 subjects.'

The ICT was administered to the subfects in the present practice effect
project wine a correlation of .829 between the mean equated total for all five
administrations and the and .571 between the ICT and the grammar sub-
test of the. Nlichigan exam. shown in Table I. These coefficients are. very high,
partkularly since a 19-minute IGT is being compared to over six hours of testing
for the combined five forms ot the MTEI.1).

TABLE 12

Corte-Loons c if ITELP and 1CT

MTELP Integrative. Crainniar Test
CI C2 C3

CR 8540 8682 .8713
EQI' .S269 .81:11 .8294

If the !CT were used as an auxiliary measure to confirm borderline judg-
ments, break points would have to be established. I would suggest that these
be h little- higher them the thean performances of the reference group that have
taken the test in the. past. This performance is shown in Table 1:3.

TABLE 13

rcr f iiii [amt. Data on the. 1( ;T

Mean SI) %mgt. N
Direct Achnission 6-1.9 15.52 17-98 110
E1.1 Acsigniirent 30. I. 14.72 2-77 190
Wire tee! 12.0 10.13 0-51 332

The separation of the means for the direct admissions and the ELI stYdents
2$.S points which is almost as high as the combined standard deviations for

the two groups. I would suggest that the. crucial points be 65 and 40, so the
pattern for assigument would be as shown in Table 1.4.

If such a plan were adopted. it should of onirse ht. monitored to provide.
assmance that it works adequately. If advisable, new forms of the present test
should be pre+duced. And research on other, hopefully improved auxiliary instru-
ments. should be continued to he sure the best current ideas-are being applied
as a dear policy. The ideal auxiliary test, for borderline duty, needs to he
simple, short. practical, reliable, and validi.e., a good test. But it does not

espell'inental grammar test minder deve4opmen: at AUC for the pAst 2 yr..
from -Current Researt..h on an Integrative Test of English (rammar:. BELA; imarnal (Singa-
pore) 7:2; 1)erewher 191'0, 30-37.
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TARLE 14
Suggystett ri,murthn, Test mg Po Itcy tor AUC.

Uncut 1wthtive,la
(*.tear
Iltnttechtit.

F1.1 AAigtillietit
Clear

So) Tv n Sutlie 01)
:WEIL Kitt. 1(4'

Stt- R)0
80-81 651

ti3-8
00-(i2 40 +

need to be .ts elaborate as the more sophisticated instrnment that does the main.Oh of classifying applicants for admission.
In summary, tlwre to be no significant gain from praetice.effect, hut

the readministration of forms of the Michigan Test of English Language Pro-
ficiencv appears to indicate that while there is no overriding evidence to suggest
that the tests are not valid and reliabh% there is enough variation in scores to
indicate that results slandd preIbahly be accepted only as approxitnations to
a alid, actlirate measure of competence. Perhaps this is true for most tests,and a little skepticism is a healthy antidote to blind faith in measurement
instruntents.

Though the NITEL.I' is -functioning satisfactorily in the Admissions/promo-
tion Battery at the Alt wrican University in Ciiiro. individual variation of scores
int retests suggests caution in the interpretation of test scores. It seems advisable
to cmaimie to use other evidence of linguistic and academic preparation for
indging admissibility to AUC, especially the applicants Thanawiyya Amma
storec. wheil these are available. It also seems advisable to utilize other tests
that have proved in experimental use to be valid and reliable, especially to help
interpret competetwe detenniite action in borderline case's. Such a policy
shonhl not only itnprove selection procedures, but should be popular with
applicants. who would interpret the additional tests as an effort to make a more
fair decision.



Using Rater Judgments in the Evaluation of Writing
Proficienty fir Non-native Speakers of English

Karen A, Mullen
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.%rt imcstwati«itt has hurt, made to tletrittliiie the eiptivaletirr of roligtositimi
ratiugs iu iVses% /12 %ei eild-lirig,siage %%wild! profit* uot ()ie hundred ..incl
selenterti twit csa s, speake,s ot visLthsti %%ere asked to Writt a (MVO...RIM)
under einitiolled I eitihti"iel. 1 he %Utile( t% %%I .I' adiltr.trik divided fiat/ sight
L.,iei11111. 11%1' l \ill i ii ill 4 d P'd . ti.,I, !t. welc pairrd to tort!, right sets ofraters. roll 1.:Joilp ot ,,,top,,,,?1,4, \?, ?cad tws ,me ',air of evaluators mid
rated oii file stilis t %%lr:11114 ittotit triicl, .\ twsi faets,1 ;loaf\ sis of variarK;rwas pit ilIicti tt, tt'N't it a .1 sitVittluairt clittrrittitt bytW cull gr011ps and 41siiti.de Lit tl it .44..41 lis. 01 t.,ii.ricr sas pi.t tot MIA! t $ trst lot a sigilifit:int tiff.fecence hi twttit c.ittis 'tt It blii .1 pair Utibiase'd reliability 4.114.lfieiviits were?blued trout the paitittistird ari.sitcv, % stcpwist rgression analtsts %vas per-formed to detet nitric thy Oat it r t cittlit givsic tu eac Is scale lir assessiug overall
plofieieurt mid to di-tritium. it ail four scales were licerssaiy to best irredictthe otall stoles Titt irsolts it this iiiti.:stio,atiiiii show no sit!iiifivalit tidier-
enee milof it; Ow 1.1tIris asi0,ti1'd to the eight iznuips of mailed. alai a sig-
ilifiv.tot chilli? ii., ,thissreo r.,t,?, ,sith??? ;k pair Il le es kit.mr scozgests that
some r.itti pairs ate .1bh t,, ii.i, h eipli\aPeuut. iii thyir itidgiornts, othirr pairsat; prodtIcr 1)..t1hlt I hitt I. 11.thlt lotkiortItS, Acttt \tctIct. pairs proilure Mai^
elpii% alrflt, IWO ritaill I Iliskoile tits "lir isillts sit this studs. Ail %Nisi,' that
althotwil scale tattity. s qcs !at, ilicfils Ail toot si ;des ss ill do better in pre-dieting ths iiter.ill St eit th.iit Ali% three, ..ttly ilvo. or MN Ottizie stale, Fitither-
more. the cesults /Milt At &It thy 1 .it kW*. eiti OW sutakliars' Magi' Seahr play
the he.ISteSt It`15. III Iit tt IIIIIIIMQ the sqerall (0.00% of the composition nd
that r.ihuo.ts eii totilposttionat oig.iiii/atioli plat the le.ist.

In the field of second bouguage testing. one of the skills commonly tested
is that of ss ritmg either ohtectis il in the coutet cif multiple choice
questions or productisch iu the traniework ot a writing task, Objectise writing
tests. most notabls of the t,t pr utchuled ut the TOEFL. have been constructed
to Meet the rctpuremeAts tit rehabil;tv nd t aliditv. Yet omr of the major criti-
cisms is that they do not Aim one to We !IOW a second-language learner or-
gani/es his thoughts cm ;taper ur applies his known socabulary. not does it
indicate how well a !valuer tises III es;ended. tonfied prose the formal gram-
malical rttks he has bruit tateght chapter bv chapter in his language texts. On
the other band. procloctiSe tititig tests have liven critki/ed for their failure
to produce eliable ineasineniruts ot writing skill. Tlik unreliability has been
attributed to tsso sources. the bytes on which the learner is writing and the
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judges win) to:ablate the result These eriticisms has(' been levelled against such
tests given to natke speakers of English. ifinye.er, fnr non-native speakers, the
(WA iliay be different particularb if the criteria to be liwasured are those of
sentence stun:tinr vocabulary usage, fluency of writing and coherence of ideas.
if the purpose of ha%ltig a !carnet of English ss rite is to test his abihty to put
sentences together while ppropriately selecting front his store of vocabulary
and to appb within a set print)l of time the grammatical mks he knows, then
the question of %%nettle! the judges of such writing can assess this and produce
paraild assessments is an nupottant Ottt. Thi purpose Of this paper is to report
the results of it stildS designed to tietelmine if experienced Est. te:ubers, work-
ing in pairs. can come to a mutual agreement concerning the writing proficiency
of Inno mane speakets of Eughsh and to determine the reliability of such judg-
ments. In additnne the question of whether different wts of judges rate differ-
elltlY is posed. Finally. the role radi scale plays in the evaluation of overall
writing proficiency is csainil Specifically, the hypothews are as follows:

I. There is no significmit difference between the ratings assigned by judge
I and fudge 2 to a group of subjects in each of the several scales of
writing proficiency.

2. There is no significant difference between ratings Itssigned by one pair
of judges to one group of speakers and by another pair of judges to
another gnat') of speakers front the sanw sample.

3. The informatitni proviikd by the tour scales together ran predict the
()serail w titing pioticienc% score significantly better titan any three, any
two. or im% single wale.

Experimental Design

To test hspothesis one, a single-fathwr experimental design haying repeated
es Was diust'll `the F-statistic bawd upon the !Ural) Sinn Of squares be-

tween jtidges divi(kd It% the mean stun of squares of the residual variance was
computM to test the lopothesis of no significant difference between judges.
Unbiased t nlieh,ilttv ei)ctficients were calculated based !won the number of sub-
frets, it) the sample. the mittibri of judges witl);n the gump, the mean square
between silinects, and the mean stelae within subjects (Winer. p. 2S7 ). To test
h%pothesis two. a two-fact:ir esjwinnental design having repeated measures on
one tact.r 55 .15 hown The F-statistic based upon the mean mptare between
groups de% lard b. the !man square of snbjects %%ithin groups was computed
to fest the hypithesis of no significant difference among groups. To test hy-
pothesis duce. Idle U.-statistic based npon the increment in the sum of squam
dur to the athlition of a wale-variable di% ided by the residual variance was
calculated bottl a swim tse n't,,Irssitill analysis.

Procedure
Vic puke, stite rvfituttti ft) 1 aft. ts ttii (kV sCaliN of writing

proficient% moot 0% er I...littlish structure, org;illif.if inn of Itiaterial, appropri-
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ateness I Jt soicalndars, *wawa% of wining, mid oserall ii nog profick.ncy. The
%ewes were labelled sernealls ou a ratiog form. Each scale was prewnted in
the Imo of a (totally horilotital hue cuwally Uhlt into live contiguous com-
partments labelled (tom lett to right poor. Nu, good, above average. and
excellent. The judge. writ' Mst I I ;tied to Ina .tti X tO the !Mt best characteriAing
Ow pludirirot., with red tti e.adi cif (a(i y liVt' scales or to plit an X
On the line het Wren hoses it the es idyl ice warranted. A set of guidelines for
deciding what !est.! of imiliciencs to assign was explained to dn judges before
they read the wilting and it ss.is at hand tar reteterier during the evaluation.
For atiatysis, juidgments \sere lutel converted to a numerical value of I poor,

iwtweeo poor and tan, fan, 4 between fair and good. 5 good,
6 between guioul and ,th). iS C S erage, above as erage, S between above
average and ewellent, and eV:Okla.

The Ohierts weregis CO a (Imposition booklet with instructions inside di-
recting them to choose .4 topic troM one of four choices, to phm their ideas for
ten of (Meet,. Mundt's, to de% ehp their ideas using details and examples, and
to consider that their writing ssenuld he evaluated for griunmar, vocabulary,
paragraph utrganitation. t rgical desrlopment, and quantity of writing. Subjects
were allowed an hour for the task.

Judges

I patoctpated ut thy. study. They were randomly paired together
to bum eight groups ni(L.,es welt. graduate students in linguistics. Theyhad.comph.teud ,,,tosrs iii phuunrocs. syntactic and phonological analysis. and
TESL methodology The\ haul all taught ESL for at kast a year. All had been
instructed f in hOel' ti use the ranog form and the guiddines, and they had
participated in such compositiini us aluation beton.. None of the judges had
had :t pies ions .1(1 inalOt ance nit the snbjects whose compositimis they read.

Subjects

Thu. ow. Inindted mid sesentem subjects in this stmly had been referred
to the tloscusity ol Iiis a 1 in ashes Department for a proficiency Vs Ahmtiem
by either the ItItuu.4tt adteesstoth tifficer. the foreign stmlent advisor, or the
studrot's acmlenne aib !stir \lust oi the subjects were new to the university.
\lost had heeti ccferued liecanse then TOEFL.semes were below 550. Some
appeared for ii u.aluation Jose in the course of their few days on campus,
the funeigu stuileot ad\ (sots had (toted a lack of facility in English, although
the TOEFl. s('ow. weir tiot below 550. The purpose ot the evaluation was to
determine %sturdier Winona) mstioction in Eoglish and a reduced academic
program might he cc, ommendeut for the student.

(1.

Re&ults

Table I shows the results of a two-factor analysis of variance having re-
peated measmes um oily factor sepatate analysis of variance and two F-stafis-
ties are leptated lot each scale The F.statistie tor a (fillet-epee bet..Yeen groups
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TABLE I
An Anals,is of Variance of Performance Scores of Eight Croups of Subieets Tested under

Different l'jirs of linNe, on hve Scales of Writing Proficiency.
0-I

mStrurteire Orgiorixat ion
__

2:y =. ....._ ._ .. _ .. .. . ........... _ __ Quantit
cmSourc of Varim we. .11 SS MS F :4,4 MS F SS MS F
1
CU

Between ( ;rimy.. 7 -.4.V-oil s.4937 1.74 70.3541 10.0115 1.s9 106.145 15.1935 2.38*
ZBetween Subje-t, t f 10 ;,;:i. 4711 4.'042 579 . '..::197 5.3111 697.106 6.3954 zVitt !Mu i ;VI Ip- 4,..,1(sd,

I.
=Bet ween 31111ge, 5 7.19s1 os99 1.22 32.0'7 4.0794 4.45" 30.2451 3.7510 5.29" xi%Plotkin tlroup, i-orn,led
MI
=Itemidital (porricif r if 19 70 `Oil .7321 99.s611 .9161 7s. 7517 .7224 ce.
r.-
cr.

Siruree irr % Ittre
-

Between I ;rntip,

Between Subject,
within irouri (pooled)

(if

019

SS

Vriertbularv Overall
. _

MS

30.2229 4.3175 .53

566.3923 :1.1962

47.6729 6.5104 1.35
54s .3565 511310 I..

r.
w
oBetween Judges S 17.57% 2.1974 3.03" 14.2153 1.77(19 3.29**
2wmt.hin (;roupa (poolefic
IDReimidual tpooled1 109 75.9202 .7240 55.7545 .5393

" signeticant itt p < .trf,
"4iguiticant at. p < .01



TABLE 2
Analyst% of Variance no Performance Scores Ione for each of eight pairs of sublects testedunder a different pair of judges) on Five Scales of Writing Proficiency.

e

(711) Soureelti Varvowe df

Strati iire
. _.. ..

NTS F
__

I trgatienition
ts

NIS
------

F- -
Quantity

MS
VoyOulary .0-vend1

F M$ r t.

MS F1 Ite9 f4...yri sabj.-1.1...4 ....

4.69" 7.760 10.47" 6.027 10.30"

7."ptq 11.40..
6.430 7.14" 5.179liefweerifu4g,-.

1 1.760 3.61 3.673 4.0S S .691 7.447' .145 .26 3.130 5.35°

1:v.-4411231 22 .4S% .901 t .404 - . 741 - 5542 16
-

1.67s 2.47 2.529 3,6S" 1.212 1.70 1.136 3.12'

2 Retweets Stibwet..4 11 2 04 I!let wiwii Jake, i .7.. .45 15.111 22.1S" 7.911 9.16* 5.166 11.47" 6.090 16.5o"
ite.O.itod I 1 ...-4.

.675 .765 .712 .363. 3 I4etweettSskiv.1, Os 6.070 5.25" 7.s65 ..10" 9.769 12.70" 5.964 6.75" 6.976 12.17"
11..114Veti JcidgeS 1 .236 .,,

. t c26 .03 5.157 6.71' 7.605 5.61" 1.6S4 2.94

11...ftlend Is . 736 .979 .769 . ss3 . 5734 , Ito weect Subjc6.1, 19 3.993 6.95** 4.636 5.47" 4.972 22.10" 4.575 5.24" 4.967 14.65"
Ito Wevri JrtdR.,,

1 .62 I .09 4.900 75" .225 1.00 .490 .46 . '225 .51
Ne..ultud 19

. ',72 ...17
.573 .2775 Het we..ti Stitlick.t. 10 2.036 I .56 2.101? I .59 3.800 5.97" 2.351 3.20" 2.109 2.32

ItetmalgiJuke. 1 ''' 909 -1 .*k.... g

.727 .55 1.636 2.57 .045 .06 .409 .45

11v-01131
10 1.309 1.327 .636

.745 .9096 1101Nts'il S111.ircts 9 Si 541 14.14" 10.S27 13.0S" 15.672 20.01" 12.472 77.41" 12.672 253.00"
14o m.ss.0 Jailio.,, I .0744 .05 .050 .08 .450 .57 .050 .31 .050 1.00

lie...Hitt:a 9 .6.0 .527 .7S3 .161 ,0507 NI INVt`h SO re'L / 1 3.529 4.9500 5.257 4.59s' 7.041
-
8.19" 3.439 4.05' 4.257 3.806

1114m,qt Judgv 1 1.041 1.35 4.166 3.87' 2.041 2.37 .666 .79 2.666 2.38
11....utual 11 . 7t;!.. 1.075 . 859 .848 1_121

....._ _ . _

8 110werti Subject's 9 2.311 2.36 1.472 2.05 2.800 5.04' 1.561 3.47* 2.050 4.15'
110.14144iJudges 1 .200 .20 4.050 5.65" 5.000 9.00' .450 1.00 .050 .10

Ite...atial 9 .977 .716 .555 .450 .494
Elistufiennt as.t p < " sir .ant at p < .01
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is not significant at the .tri level tor tom of the seaksstnieture. organimion,
vocabulary. and overall proficiency. It is not significant at the .01 level for any
of the five wales. The F.-statistic for a diflenalcv between judges within a pair
is significant at the .01 testi for every scale ewept structure.

in order to ascertain which pairs of judges might be responsibk for pro-
during significant differealues, we II Hist COnsult Table 2, showing the results of
a single-factor anahsis of .ariimee having repeated measures for each of the
five scales and for each of the right groups of subjects. The F-statistic for a
difference between indges structure scores is not significant at either the .05or the .01 kvel. It is signifie.mt at the .05 level for a difference between judges'
organizatimi scores tor bun pairs of judges (groups 2. 4, 7, and 8), between,
judges quantity stores for four pairs ( groups I. 2, :1, and 8). between vocabulary
scores for two pairs ( gronps 2 and 3), and for overall scores for two pairs
(groups I am: I:). For six out t the eight groups, therCis a significant difference
in ratings on ut least one scale, At the .01 level, there is a significant difference
between judges organization scores Cit. group 2. between vocabulary scores for
groups 2 and 3. and for overall scwes for group 2. The F-statistic shows no
significant ditkruncesbet%%ecti indges' quantity scores at this level. Additionally,
there is no significant difference between judges across rating scales for six out
of the eight pairs. Pair 3 shows a significant difference on one scale (vocab-
ulary ). Pair 2 is the most des iant. showing a significant difference at the .01
level for three out ot the five scIdes. This pair perfornwd similarly on an iden-
tically designed experiment invoking scales of speaking proficiency on a ran-
domly wlected group of subjects from the same pool.

The reliability coefficient is a measure of the degree to which an average
Of the raters" scores On a given scale is a good estimator of the subjects' true
scores and AN such indicate.. the percentage of the obtained variance in the
distribution of score.s which may be regarded as variance not attributable to
errors of nwasurement Squaring, the reliability coefficient will indicate the
accuraey of the prediction when the score. assigned by one judge in a pair is
used to predict the wore ttiveit lw the other iudge. Table 3 shows the unbiased
rehahility coefficients for each pair of judges for all scales of writing proficiency.
The coefficients range twin a low of .34 to a high of .99. Table 3 also shows
the relationship between the. F-statistic for a (Iaerence between judges and
the reliability coefficients. Some cases show a significant difference and a high
rt4iabilitv k socalntlary scores in group 3. for example), indicating that the
judges .ere not interpreting the scale in the same way. The scores they assigned
are not equivalent but are closely parallel. There are also cases in which there
is no significant difference betw yen judges scores but a rather low reliability
(structure scores for group 5. fia. example). This indicates that the. judges,_
though showing no overall difference in assigning scores, do not interpret the
scale in any was: consistent with one another across all subjects in the sample.
Where there is no significant difference in indges scores and a high reliability
(group 6 for all wales ), we may infer that both judges are interpreting the



TABLE 3
A Comparison of the F-statistics from Analyses 4 Vanance( from table 2) and Reliability Coefficients of judge Pairs.

Grcottp u

Structure

F r

t trizanitatitoi

F
Quantity Vocabulary Overall

F r,
1 23 3.61 .to 4.0*

_
.x3

-

7.s7' .70 .26 .90 5.35" .872 12 _45 53 22.tme", -.34 . 9.16 .41 11.47" --.32 16.50" .123 19 .32 03 .m7 6.71' .s9 s.61" --
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scales similatly and reaeh al,reement in their evahiation of individual subjectsIn cases where then. is a significant difference hetween judges ami a low re-
liability (as for pair 2 on all waks one may conclude that the judges disagree
anti that tlw coon of measurement on the scales for these raters is sufficient to
reduce the estent to winch mi average ot the two scores couhl be used as an
estimate of the subjec t's true score. lieliahulitv coefikients for four of the eight
pairs of judges are within the acceptable limits of .70 or above on all scales. A
fifth pair is withM arceptabh limits on four ont of the five scales. Three sets of
judges did mit produce acceptable reliabilitv coefficivids on the five scales. The
quantity wale atmears to provide the most uniform reliability coefficients acrossall groups of subjects and raters

As shown in Table .1. the correlation between scale ratings is high. How-ever, a stepwise umitiph. regression analysis reveals that as the variables are

TAM.F. 4
(7orrohtions ot Mettle. on flit. FIvo Scale. of Writing Proftiency.

Seale

.79 .t a

.fI'.!

4 5
t Structure

2 OrgaiaArami,

3 Quantity

4 Vocahular.

5 Overall rr.Ifteierwv

.144

.S2

.72

.K9

.90

.83

.92

added one by one to the et ptation for predicting the overall proficiency rating,vault atldition to the equation significantly reduces the amount of.ainpredieted -%.ariance The variable accomaing for the most variance is addetl first and sub
wquent variabk'e are then included by the satue principle. Table 5 shows theseresults. The beta (Alt fficients in the equation indicate that if the vocabulary
rating w en' increased 1.y one iutit and the other ratings remained constant, thec-tpectrel tbalige us the ocerall proficiency ratinv would lw .36. If the quantity
rating were increascd by isne (aml Ow other ratings remained ('onstant). thechange in the (n-cr.iii rating wonld be .23. Parallel conehisions may he reached
for the influence .4 an increaw in the structure or organization rating on theoverall soar. A unitary in/lease iii the vocabulary rating would produce the
anost (hange In about a third) nd snub an increase its the.organization ratingwould ptoduct the least On about a tatiO. t'llitary increases in the quantity

%tineture scores would change the overall rating by about a fonrth.four ratnigs were Increased by ma'. unit, the ellailLte in the overall proficiency
rating w mid be cr% slightly mote than one mit as well. This indicates that
although the wales are unequally weighted. they hmetitm together in such a
wAtv tket Ow% Noiltice unitais change in the overall score. In addition, the



TABLE 5
A Stepwise BegresAion Arudysis with the Overall Proficiency Scale as the Dependent Variable.

-r-Autrey
SS MS F 0 Bet" S.K.(B) *a. B)Anegremmori
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R-square coefficient indicates that the four variables amount for .943 of the
variance in the overall scores and that the relationship between the four scales-
and the overall scale is very nearly linear.

Conclusions

It is apparent from the results of this study that sonic pairs of judges
adiieve fairly high 'reliability and show no significant difference in scorh ,.! on
all scales. It is also apparent that some pairs of judges are highly reliabw in
their rating although one in the pair is calibrating its judgments consistently
higher than the other. It is also clear that some pairs of judges cannot produce
reliable judgments. Moreover. each of the scales plays a role in the determina-
tion of the overall score. In answer to the hypotheses stated at the beginning,
we may conclude that:

I. There is evidence to reject the claim that there is no significant differ-
ence between, the ratings .assigned by fudges within a pair.

2. There is no evidence to reject the claim that there is no significant dif-
ference in ratings assigned by the eight pairs of judges.

3. There is no evidence to reject the claim that all four scales together Can
predict thc overall writing proficiency score better than any three, or
any two, or any single scale.
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APPENDIX A

COMPOSITION EVALUATION

Name Date

Evaluator

Control over
English structure

Compaitional
Organizatkm

Quality of
Wntbig

AppropriatenessaVocabulary

Overall Writing
Proficiency

Poor Fair Good
Above
Aver. Excellent

APPENDIX B

GUIDELINES FOR EVALUATION OF COMPOSITIONS
:mho: over English Structure

Few, if any, noticeable errors of grammar or word order. Frequent use of
complex sentences.

retry Good: Occasional granmiatical and 'or word-errors. Some use of complex sentences.
;clod: Frequent grammar and word-order errors. Ceneral use of simple sentences.
AUr: Many errors in grammar make comprehension difficult. Use of shod basic

sentences.
oor: Severe errors in grammar and word order. No apparent knowledge of English,
'oinpositiond Organization
oicenent: Well developed introduction which engages concern of the reader. Use of in-
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trnal divisions and trmisiticins. Substantial liaragraphs to develop ideas. Con-
elusion suggests larger significance of central idea.

Very Good. Obvious inclusion of an introduction, though not smoothly developed. Division
of ventral into smaller parts, though paragraphs are le-im on detail. Con-
clusnin restates the central idea.

Coo& intent to dexehip central idea is es ideneed. hit only a few points are men-
tioned. The introduction or conclusioo is very simply stated or may be missing.
itccasional wandoring from topic.
Limited organization. Thoughts are written clown as they mine to mind. No
introduction tit condos:On.

Poor. No org.untation. Nit locus. No doxelopineut No maior consideration of topic.

()utility of Wnting
Kxce-llent. Writing is an eass task Quanta> seems to be- no problem.
Verv Coal: Reasonable quantity ten the hour. Writing flows without much hesitation.
Coml. Enough writing to develop the topic somewhat. Evidence of having stopped

writing at times.
Fair: Nhich time spent struggling with the task of putting down thoughts on paper.
Poor: Very little writing during the hour-long assignment.

Apprepriutencvs of Vocabulary
Excellent: Precise anti accurate word-choice. Obvious knowledge of idioms. Aware of

word connotations. No translation from native language apparent. May have
attempted a metaphoric ow of words.

Very Cond: OccasionA misuse of idioms, but little difficulty in choosing appropriate forms
of words. Uses synonyms to avoid re-petition. Sortie vocabulary probkms may
be dile to translations.

Good. Use of the most frequent!y occurring words in English. Does not use synonyms
to aeoid repetition. Soon- inappropriate word-choices. Uses circumlocutions or
rephrasing when the right word is not available.

Fair. Depe-nds upon a very small vocabulary to convey thoughts. Repetition of words
is frequent. Appears to k translating Great difficulty in choosing appropriate
wool forms

Poor. Vocabulary is extremely limited.


