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TESOL NEWSLETTER
Volumbe XIV Numbers 1-6 (February, April, June, August, October and December) 1980

Edited by John F. Haskell

Abstract:
1. General Information (the State of the Art, Current Trends, Bibliography,

etc.). In keeping with a tradition of dealing with aids to presenting papers
and workshops (see R. Yorkey, 2/79 and Kimball and Palmer, 6/79).
Dubin (2/80) discusses preparing a written paper for .oral presentation.

Current trends in teaching are brought clearly into focus in Ruth Crymes'
(8/80) last paper presented before her death. Other recent developments in
teaching ESL are presented by Yorio (on syllabuses, 10/80) and Goldman (on
teaching Black English, 8/80).

The state of certification and employment within TESL are discussed by
Appelson (4/80), Longmate (6/80), Harvey (6/80 and 8/80) and Past (10/80) who
talks of teacher training programs.

Bibliographies in special areas of teaching ESL are suggested by Allen
(2/80) and where to find materials, by Susser (6/80).

I11. Classroom Practices and Procedures.

In addition to the Crymes and Yorio articles mentioned above, the topic
of general methods are discussed by the Boyds (Notional-Functional, 2/80),
Skilevitch (Suggestopedia, 4/80), Weiner (Total Physical Response, 4/80) and
Tranel (Counseling-Learning, 8/80).

Grammar practices are discussed by Kameen 6/80 and Molhat (12/80).

Problems of reading and writing are covered in articles by Parataud (4/80),
Hank (4/80), Powell (6/80), Larson ang Griffith (12/80), Marquez (12/80) and
Larson and Borodkin (10/80).

Speaking is dealt with in Larson, et. al (6/80), Larson and Schreiber (8/80),
and Larson and Montaldo (12/80). Special topics are covered by Terdy (trans-
itioning students, 8/80), Showstack (principles of language teaching, 6/80),
and Pack and Dillon (peer tutoring, 6/80).

I11. Testing. Leventhal (2/80) discusses noise as a factor in testing,
Ochsner (10/80) discusses teacher training comprehensive exams, and Roth
(10/80 discusses the problems of testing students for placement in bilingual

programs.
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IV. Language and Culture. Martin (12/80) and Larson and Brown (4/80)
discuss the use of print medium (Shogun) and film (The Graduate) in teaching
and learning about language and culture. Larson and Gay (2/80) discuss an
intercultural workshop for teacrhing cultural awareness and Henry (10/80)
discusses mental health problems in the ethnic communitv.

" Teaching in China is discussed by Allen (6/80) and Scott (12/80) and
Refugee concerns are dealt with by Bunch (12/80).

2/80 )

Dubin, Fraida. The Conference Paper as an Oral Script: Writing to be Heard.

Allen, Virginia F. Non-Fiction in the 'young adult' department of the Public
Library.

Boyd, John and Mary Ann Boyd. Adding a Notional Functional Dimension to Listening.

Leventhal, charlotte E. Measuring Intelligibility of Non-native speakers with
White Noise.

Larson, Darlene and William Gay. It Works: A One-Day Intercultural Communication
Workshop in an ESL Program.

4/80
Appelson, Marilyn. Certification in TESL.
Shkilevich, Donna Hurst. Suggestopedia: A Theory and a Model.
Paroutaud, Margaret. Learning English Through the Medium of Poetry.
Hank, Mary Ruetten. Using Short Stories in the Advanced ESL Composition Class.
Larson, Darlene and James B. Brown. It Works: Teaching Cultural Awareness with
"The Graduate."
Weiner, Carol. A Look at Total Physical Response.

6/80
Longmate, Jack. "Turn Over" in the ESL Profession.-
Allen, Virginia F. The Challenge of Teaching in China.
Showstack, Richard. Ten Things I have Learned About Learning a Foreign Language.
Harvey, Gina Cantoni. The Preparation of Teachers of English to Speakers of
Other Languages. '
Pack, Alice and Deborah Dillon. Peer Tutoring Activities for the ESL Classroom.
Powell, William. ESL and Composition: A Report.
Susser, Bernard. Obtaining Teaching Materials.
Larson, Darlene, Ann Larson, Susan Corbacioglu, and Ronald Rogers. For Some
Sparkiing Conversation...
Kameem, Patrick. The Passive Voice: It must be spoken for.

~

J




Page 3

8/80

Crymeé, Ruth. Current Trends in ESL Instruction

Larson, Darlene and Mona Schreiber. It.Works: The Mini-Play: A New Direction
‘iq Oral Proficiency Testing. ) A

Harvey; Gina Cantoni. Establishing ESL Certification in Your State: A Step-by-
© Step Method. |

Appelson, Marilyn. 'An ESL Instructional Supplement: The Volunteer.

Tranel, Daniel D. Questioning in Counseling-Learn}ng.

Goldman, Lorraine. Yesterday's Taboo is Today's Chic

Terdy, Dennis. Transitioning from ESL in the Secondary Level.

10/80
Ochsner, Robert. A Review of ESL Comprehensive Exam$s in M.A. Programs.
Past, Ray. An EXTFP: Ten Years After. S
Henry, Sarah. Tnéating Mental Illnes§ in the Ethnic Community.
Roth, Phillip. Processing of Individuals and Assessment of Students for Possible
Inclusion in a Comprhensive Lau Educational Program.
Larson, Darlene and Thelma Borodkin. It Works: Changing Speaking to Writing
in the Language Laboratory.
Yorio, Carlos. MOdels of Second Language Acgquisition.

T T —

12/80 7

Dunch, Donna. Teaching ESL to Indochinese Refugees: A Report
Scott, Charles T. Some First Impressions of EFL Teaching in China.
Molhot, Garry. Contripqtions of the Definite Article to the Coherence of Discourse.
Larson, Darlene and Donald Montalto. It Works: Overcoming the Fear of a

Foreign Language Phore Conversation.
Larson, Darlene and‘Raymond Griffith. It Works: Rooms
Marquez, Inez. The Meaning of "Blurp" : Teaching Dictionary Use.
Martin, Andreas. Learning JSI. from "Shogun"




THE CONFERENCE PAPER AS AN
ORAL SCRIPT: WRITING-TO-BE-
HEARD

by Fraida Dubin
University of Southern California

Two years ago TESOL Newsletter
(February 1978) published an article by

Richard Yorkey on ‘How to Prepare and
" Present a Professional Paper.” As TESOL
participants get ready for the 1980 Con-
vention in San Francisco, that article is
still an invaluable referencc. In one sec-
tion, the part in which the author com.
ments on the stylistic characteristics of
a paper that is written-to-be-heard—
Yorkey, I belicve, has moved over the
heart of the matter too lightly. Partica-
larly since it is the matter that is most
pertinent to specialists in language. .

In the article Yorkey stated: “A paper
that is to be delnered orally should be
written in a somewhat different stv'>
from a paper that is to be read siter v
This 15 a matter of individual preference
and judgment. Generally speaking, how-
cver, the style may be less formal, with
shorter sentences and with parenthetical
comments. Acknowledgements that usu-
ally appear in footnotes should he worked
mto the text itself ™

Then, in the final part on revision, he
said. “Revise it to be read silently.”

There is nothing in these statemnents
with which one would want to take 1ssue
But do these brief suggestions sibout the
“somewhat different” styles of oral s
written language tell the whole story? [
believe they overlook many interesting
characteristics of wniting intended for a
listening audience. Few pcople, in fact,
consider the paper to be dehvered orally
as a distinct type of writing, indoctri-
nated as we are with the comventions of
expository prose. My purpose is to delve
further into a type of writing I call the
oral script, to point out how it is distinct
from writing intended to be read.

The scparate domains of spoken vs.
written language have been well de-
seribed. While  written form requires
polish” and refincment, spoken language
is characterized by spontaneity. Tn wry
mg one seeks clarity, but morc ofres i
spoken discourse the a1 rapport,
Written language j.c-nppeses  distance
between ai uthes and audience, while
spokcr Luunage onlv flourishes when
the e gs eruprocity. On the other hand,

i prepanng a paper for oral presentation’

he writer strives for the tone of spoken
language, knowing all the time that it
will rot he a suecessful performance f
the script sounds too natural.

For the talk prepared for a listening
andience is neither purely spoken nor
written language. Rather, it lies some-
where on a continuum bhetween these two
poles, containing features of each along

E l{lC’N 2/80

Aruitoxt provided by Eic:

with special characteristics of its own. In
many respects, it is a rare specics in a
culture such as our own in which the
printed word holds authority. Apart from
the conference paper and its sub-types,
only a specialized few come to mind: the
sermon, the political address, the comic

monologue. Not many of us have had

to learn the craft of producing any of
these forms.

Suggestions on how to write a confer-
ence paper for oral presentation may be
beside the point for some. One colleague
pointed out to me that for conferen:es
‘he prepares “a paper for publication” and
then simply n‘iakvs -a few notes on a
3 X 5 card from which to talk. This
procedure may suffice for those seasoned
to standing at™a podium and speaking
without a script, or for professional talk-
givers who, more likely than not, replay
the same matcrial before different auch-
ences But many of us at TESOL Con-
ventions have not had this kind of ex-
perianc.. Or we prefer the sccurity a
fully worked out script in-hand provides
hefore approaching ‘he microphone and
v room full of strange faces.

In developing Yorkey's suggestions, 1
have looked at the following materials:
1) Comments on giving oral talks mn
representative English handbooks—pre-
scriptive beliefs. 2) Assorted published
work for radio, together with examples
of conference papers in which both an
oral and a written version had been pre-
pared by the authors—descriptive data.
3) Characteristics I have noted wlule
listening to effective talks at conference
<cssions—participant observations. These
various sources offer provocative ideas
concerning the phonological, lexical, syn-
tactic and organizational featurcs of writ-
ing-to-be-heard.

Prescriptive beliefs

The following suggestions are fe.. o
two authorities, Barzun and Vool

1. Phonological ¢l tiinnes, “Watch
the sound of vour prose. You will have
to sprak thew sentences, $o you mus. as-
~cmblc words that your tongue can wrap
wwelt around. Avoid the noun plague in
vour compound sentences, or you will be
giving out -tion, -tions, -sion, -sions like a
steamn engine; and remember that s, ce,
sh commg in a row are disagreeable as
well as a possible danger to your delivery
(‘she sells scashells by the seashore’).
(Barzun, pg. 74).
2. Lexical characteristics: “More per-
sunal pronouns (1, you, us, we) are used
in an ora! report than in 1 written report
because the listening auaience is there,
immediately present.” (Wood, pg. 176).
“IJse as few technical terms as pos-
sible, not because they may not he un-
deistood but because they may not be
heard aright; they are not common words

0

and many are alike in sound.” (Barzun,
pg. 74). .

3. Syntactic characteristics: “No listener,
however sharp or intent, can perform the
feat of following by ear and retaining by
memory the turns and twists and factual
contents of a long complex sentence . . .
The paper that is to be read must be
written in simple and eompound sen-
tences and—to prevent monotony—in
complex sentences of the shortest kind.
The heavy work of exposition must be
done by the main clause. Short and Yong,
simple and short-complex must be mixed,
not only for variety but for additional
emphasis, a short simple sentence serving
to clinch a point or, again, to introduce
a new topic.” (Barzun, pg. 76).

4. Organizational characteristics: “Oral
reports have fewer main ideas than writ-
ten reports . . they contain more sup-
portive material . . . thcy have more
transitional matenal . . . to show when a
speaker or writer is leaving one idea and
introducing the next.” (Wood, pgs. 175-
176).
“. . . there is mme nccasion than in
writing to mdicate changes of subject in
so many vords: ‘Now T want to turn to’
... (or ‘take up’ or ‘remind you’). Every-
thing that helps the andience know wherc
they are or what they should be thinking
of viill be gratefully received. You must
therefore observe more than you usually
do the principle of matching parts, the
exact tethering of pronouns and anglers,
and the close linking of modifiers.”
(Barzun, pg. 74).

Descriptive data

1. Radio writ\ing. In an earlier era, wint-
ng for the listening ear was produced
as a distinct form by racho waters.
Although it no longen flourishes, there are
a few ostant evamples such as the Co-
tmnbie Broadaasting System series, ‘The
Odvseey File literally radio editorials.
trom this corpus, which included the
non-drinatic work of Norman Corwin
and the CBS editorials, these character-
istics have implications for oral presenta-
tions.

—Word repetition. While expository
writing frowns on repcating the same
word in a paragraph Corwin frequently
docs just the opposite:

“How twould you like to get up before
an audience of five million people and
introduce yourself? Would you rap on
the edge of a glass with a spoon to get
attention, like this? (Rapping on glass)
Do youn think that would quiet such an
andience? Would you clear your throat
like this? (clears throat). Or would you
try to ride over their noise by shouting
through a public address system the tra-
ditional salutation . . . And assuming
vou got the five million to quiet down.
how wouid vou then proceed to intro-

" Continued on ne¥t page
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duce yourself?” (‘Anatomy of Sound, in
Corwin, 1944. p. 233).

~—Aliterstion: Frequently, words close
to each other begin or end with the same
sound, despite Barzun’s waming about
sibilants: * as though you were a
mshtbuebnllsme. onlyb‘szer (ibid.)

“Good zenith to you, in all zones, in
all islands, in all continents.” (Program
To Be Opened in a Hundred Years’ in
Corwin, 1944. p. 395.)

- “They won it by the weight and the

of steel and flame and by the
blood of. their bodies, and by a violence
never seen before that time; nor, thanks
to them, since that time.” (ibid.)

—Title expansions: In the radio edi-
torials, titles comsist of a catchy phrase
(for example, ‘We're All Plugged Into
the Same Socket” ‘Dying Standards,’
‘Just Plain Kids.") Then the introductory
sentences identify and explain the phrase.
The idea contained in the title is sus-
tained over two m a:‘-um with
only supporting It no new
ideas introduced.

—Short sentences: One reads/listens
to numerous air editorials without ever
seeing/hearing an introductory clause.
Sentences are simple or compound, fre-
quently quite brief,

—Sentence connectors: The and's and
but’s are repeated over and over with
very few examples of other connectmg
material.

~Paragraph length: The numerous
examples of the two, three, or even one
sentence paragraph probably indicate
that paragraph development has little
relevance for the oral script.

2. Oralfvritten versions: Writers are
apt to labor painstakingly over one or the
other version, oblivious to the special
ents of each. However, I was
able to look at two versions in which the
authors had consciously aimed at first a
listening and then a reading audience:
—Intensifiers: For publication pur-

"¢ poses, the adverbials that add extra em-

phasis are frequently crossed out, but the
oral version is filled with words such as:
really, quite, particularly, too, very,
nearly, pretty, awfally, terribly, simply,
solely, etc.

—Pronominal reference: Oral versions
have repetition of titles, proper names,
and, place names rather than pronouns

" referring to previously mentioned items.

—Traffic signals: Oral versions tend to
have many more expressions that signal
what has just been stated and what will
follow: (‘T've just listed,” ‘Now, I'm going
to explain,” “‘What comes next is . . ")

—Appeal to senses: At thnu vivid

in the oral version becomes
subduedhthevenimforpﬂnt For ex-
3, ‘cuts, clips, and pastes’ changed

i [Kc

to ‘manages the intricacies of classroom
management.’

Participant observaions

The familiar formula offered for a suc-
cusfulomltalkis "begmwithafunny
story.” But a humorous beginning in
which the presenter catches the audi-
‘ence’s attention needs to be followed
with a listenable script. From my own
observations, I suggest that speakers con-
sider these points:

1. Latecomers and early leavers: Since
latecomers and early leavers are more the
rule than the exception, a good oral
script should take the occurrence into
account. The conventional outline type
of organization does not fit an audience
made up of many who will not be present
for the entire presentation. Building up
to an ending in which the main points
are only summarized in the closing min-
utes may be lost on one-third of the
audience, just as announcing only at the
beginning what will be said during the
talk loses unother third. 1 prefer a
madified cyclical plan in which the same
point is made three or four times in the
script but in each cycle it appears in
slightly different language and from an
altered point of view. So, instead of an
outline of main points (plus supporting
details) such as A, B, C, D, one uses a
plan of Al, A2, A3, A4, A possible cycli-
cal plan is the type where a main point
is illustrated by three or four long, nar-
rative-style examples.

9. The handout: An. effective accom-.

paniment for an oral script gives a quick,
visual cue to the presenter’s plan. Some
listen better when they write, so make
the handout sparse, allowing space for
people to take notes if they wish. In ad-
dition, the handout can provide biblio-
graphical references that will be useful
after the conference; tell the audience
that the piece of paper is a “take-home.”
Providing too much detail often draws
people’s attention from the speaker. If
the handout must contain technical in-
formation, ‘statistics, graphs, etc. try dis-
tributing it at the end of the session.
3. The wind-up: If you want questions
and comments, guide the audience’s par-
ticipation by seeking their responses to
your questions. This technique tends to
ward off attention seekers who may try
to dominate the session with long-winded
comments or even hostile questions.
Finally, try monitoring the sessions
you attend at TESOL/San Francisco for
good oral script writing. It is likely that
the effective presentations will contain
most of the features cited in this article.

Baraun, Jacques. 1075, Simple & Direet: A
Rhetorlc for Writers, New York: Harper &

Row,
Columbia Broadeasting System., (no date) ‘The
Otyssey Filo’ (audio-tapes),

.' g 6

1042, Thirteen By Corwin,
New York: Henry Holt & Co,

Corwin, Norman,

1044, More By Corwin, New York: T
Hanry Holt & Oo. 2
Wood, Nancy V. 1078. Reading & Btudy Skills.
New York: Holt, Rinebart.
Yorkey, Richard. ‘How Tn Prepare And Present ;e
& Professionsl Paper’ TESOL Nswslstier. —
XI11:2 (Feb, 1078). pgs. 34, '
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NON-MCTION 1N THE “"YOUNG

+ ADULT" DEPARTMENT OF THE

PUBLIC LIBRARY
A virtually untapped resource for
ESL and basic ESP/EST
(high sclicol & adult)
Samples selected and annotated
" by Virginia F. Allen

While fiction found in the Juvenile
of libraries i
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neglected in ESL classes.
also stimulate discussion
basis for oral and written
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1 textbooks to give
ientation to Science, So-
ies and other subjects taught in
secondary schools. Adults leaming En.
for Special Purposes (ESP) or
English for Science and Technology
(EST) can leamn from such books the
English terms related to key concepts
in their respective fields.

£
I}
;

E

accessible,_free, to most ESL teachers.
Many who teach one or two students
in quasi-tutoring situations just put the
book into the students’ hands and sit
with them while they go through it,
supplying help when needed. In larger
classes, the material is used by individ-
uals or small groups capable of working

hdepende'nﬂy while their classmates

author, while single, adopted a child
and later married and had a “natural”
child. Deals with the who, whomi,
why and how of aoption—new?con-
cepts for many ESL _students.

Clubok, Shirley. Knights in Armor.
N.Y.: Harper & Rov., 1969. Full-page
8% X 11 pictures give flavor of me-
dieval chivalry, as English-speaking
people grow up idealizing it (but
many ESL students have not). All
but advanced ESL students would
need Teacher’s help in reading text,
but it would supply useful back-
ground for history classes. Sample
sentence: “Chivalry required that
knights be brave, loyal, and just,
speak only the truth, be fair to their
enemies, help people in distress, pro-
tect women, and show mercy to the
weak and defenceless.”

Kelly, James and W. R. Park. The
tunnel builders. Reading, Mass.:
Addison-Wesley, 1976, Each page
contains large pictures (most are
colored) and simple text, e.g., “Some
tunnels go through mountains. Some
tunnels go through buildings. Some
go under streets. Tunnels even go
under rivers.” Though this is simple,
the tone is not condescending, and
the text is informative, even to teach-
ers. E.g.: “Sometimes roof bolts are
used to hold up the roof of tunnels
built through rock. The roof bolt is a
long steel rod. . . . [Note that the
basic vocabulary of construction, in-
dustry and.engineering can be leam-
ed from such a book.]

Macaulay, David. Underground. Bos-
ton: Houghton Mifflin, 1976. Tells

[ m e, T

serves the people living there. Text
too detailed and too technical for
most ESL students (and even for
their teachers) but an excellent. vo-
cabulary builder for EST professionals
and engineering students, who could
work on it in small groups. All ESL
classes could use the fine pictures for

May, Julian. They lived in the ice age. .
N.Y.: Holiday House, -1967. Intro-
duces anthropology, history, geogra-
phy, social studies through good illu-
strations -and a narrative describing
life on this continent 'a million years
ago, and how-life has changed. Some
pictures show children exploring fos-
sil areas, etc.; otherwise fine for
adults as well as young students.
Sample: Some scientists think the

end of the Fourth Ice Age
was a time of great storms,
with volcanoes erupting.”

[Note strategic use
of spacing to facili-
tate reading.]

Razzell, Arthur G. and K. G. O. Watts.
Circle and Curves. Garden City, NY:
Doubleday, 1968. Richly illustrated
text introduces science and math con-
cepts & vocabulary (helix, ellipse,
circumference, etc.) along with prob-
lems and experiments. E.g., outlines
of an apple, an egg, and a new moon
are shown, beside the question: “Is
thisacircle?"'l‘henahrgeo ’
with the same question. Next comes
the definition.

Rey, H. A. Find the constellations. Bos-
ton: Houghton, Mifflin, 1976. Though
Rey is best known as author of the
Curious George books for young
children, there is nothing
about this text. It tells more than

ties for peer-taught group
where one student acts as leader.
Sketches and cartoon-type text in
margins also teach useful vocabulary;
e.g. ,“What's lunar?” “Comes from
luna, Latin for moon.” Excellent
background for science classes in the
mainstreain.

Tressett, Alvin, The hf;ﬁ:ﬂ.f' pg_’ng. guY
Lothrop, Leo & §| 1870. -
tifully illustrated narrative tells how
beavers made a pond, and how the
pond changed “slowly, slowly, year
by year.” Useful vecabulary of na-
ture, basic ecology. For junior and

. Continued on page 20




'NON-FICTION IN THE LIBRARY

Continued from page 15

senjor h.s. or for group work in adult
classes. .

Taborin, Glorina. Norman Rockwell's

) book. NY.: Crown (Har-

" mony) 1977. Not strictly “Young
Adult” because Taborin uses Rock-
well Sat. Eve. Post pictures for teach-
ing young chidren the numbers. But

** never mind that, Ignore the page
facing each 8% x 11 picture. Use the

* pictures themselves to teach vocabu-
lary of human relations and of En-
glish-speaking culture—also to elicit
oral English and to motivate group~
composition writing. Years age ESL
teachers avidly collected Sat. Eve.
Post covers by Rockwell, now long
out of circulation. This book makes
that gold-mine accessible again,

Another real find is The How and Why
Library of Child Craft (Chicago: Field
Erterprises Educational Corporation,
1976). Volume 8, How We Get Things;
offers a whole year’s work in basic
ESP/EST; other ESL teachers could
sample its contents, which include The
Things We Wear, Getting from Here to
There, What's Economics—also how
erasers are made, what's under the
manhole cover, and much more. Brief
passages of simple text, with many illu-
strations (mostly photos of contem-
porary life). Sample: “In the middle of

some streets you will see a round, flat
piece of iron. It is a manhole cover.”

Readers who are discovering useful
Young Adult Non-Fiction might share
their findings, following the format illu-
strated here. I think it wouid be great
if TESOL could collect a hundred or
more such entries, classify them accord-
ing to the content fields represented,
and publish the lot as a way to help
ESL students prepare for coping with
the mainstream.

Proposed additions to the list might

. be brought to the San. Francisco con-

ference, or mailed to me.




ADDING A NOTIONAL, FUNCTIONAL
DIMENSION TO LISTENING

Jobo R. Boyd/Mary Ann Boyd
Hlinots Stéka University

Like many of our colleagues in ESL,
our classrooms today reflect the trends in
humanistic education explored and de-
veloped in the 1970°s. From the writings
of Stevick, Gattegno, and Curran among
others, we have been led to restructure
our classes around student leamning
rather than around teacher teaching.
And upon placing the emphasis on the
student, the question of student needs
and the uses he will put to: the language
he acquires becomes paramount. In this
learning environment, notional/func-
tional ideas—ideas of language learning
as the acquiring of communicative com-
petency in the language—woud seem to
be particularly relevant.

How can a teacher make a student
centered class a notional/functional one
as well? We have been working toward
answers to this question and find that
our search is causing us to modify our
approach in the process. As we moved
toward a student centered approach to
language learning during the past few
years, we freely acknowledged our deht
to the Silent Way, in particular to the
twin goals of teacher silence/student
talk and of teacher concentration on the
student while the student concentrates
on the language. Thus our classes al-
lowed for ample student-student inter-
action and student choice in and correc-
tion of utterances while we as teachers
retained control of the content of the
talk and to a large extent to the struc-
tures employed through pictures, realia,
etc. Within this environment our stu-
dents were able to develop the necessary
linguistic criteria to judge the gram-
matical correctness of both their own
and others’ speech.

For a time we were well pleased with
the results we were seeing in the class-
room. In comparison with earlier meth-
ods we had used, stemming from more
orthodox teacher centered philosophy,
the students responded better, seemed
more involved and more interested and
grew to depend on themselves and each
other instead of turning automatically to
us for confirmation. However, as succeus-
ful and satisfying as this approach was,
it seemed that our students still did not
possess the necessary competence to
communicate effectively in real life situ-
ations. Thus we were philosophically
“ripe” for what notional/functional the-
ory was saying.

In particular, we turned our attention
to the skill of listening: how it is taught:
and for what purposes it ir learned.
Listening is often listed first among the
our language skills and its importance

in relation to the development of speak-
ing skills is never doubted. However in
looking at how the skill of listening is
developed in many ESL classes includ-
ing our own, it became readily apparent
to us that most if not all of the time
devoted to listening is spent in improv-
ing the ability to comprehend factual
content, As students develop listening
skills they become better receivers of
the language—a nécessary and impor-
tant competence to acquire. But the lan-
guage they are “receiving” is descriptive
factual information. Although this is im-
portant, from the standpeint of notional/
functional theory, the ability to under-
stand the function of the message being
“received” is equally important. And it
is competency in understanding the
communicative function that must be
developed to enable the student to use
the language appropriately.

Within our classes we had been plac-
ing too much emphasis on descriptive
speech; i.e., the students were always
talking about something. The students
listening to this descriptive speech came
to develop the criteria to discern correct
grainmatical structures but were left
without the opportunity to develop a
corresponding criteria for the analysis
of the function or use of language in a
given setting. As long as our students
continued to listen to each other or to
a teacher setting artificial patterns, not
enough real language with all its varied
functions and for all its various purposes
was being heard to develop an aware-
ness of the language appropriate to a
given conversation.

In attempting to translate this to class-
room technique, we are beginning to
change or at least augment conventional
listening activities to bring in a func-
tional thrust as well. Since mast present
texts devoted to listening comprehension
focus almost exclusively on comprehend-
ing factual content, different kinds of
activities are needed to focus on the
function. Among these would be several
types of exercises with information miss-
ing or with the potential for misunder-
standing such as one-sided telephone
conversations, jigsaw listening, role plays
and strip stories.

What all of the above activities have
in common ,is that they strive to bring
real language into the classroom. In a
discussion of real language, a distinction
can be drawn between authentic lan-
guage samples and realistic language—
authentic language being actual re-
corded speech while realistic language
is the attempt to replicate authentic
language for study in class; ie., role
plays, skits, dialogs. Each has its ad-
vantages and also its problems for use
in the classroom. Yet only language that
is within real contexts (or facsimiles
thereof) and spoken for real purposes
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can be said to contain a functional focus.
And only after the student has heard a
significant amount of real language will
he begin to develop criteria for choosing
appropriate language in response.

Moreover, within these activities stu-
dent listening and student speaking are
intertwined just as they are in commu-
nication situations outside of the class-
room. In addition, these activities have
another feature to argue for their inclu-
sion in an ESL class. While the students
are listening for clues and responding
they are also engaged in unraveling a
puzzle or in clearing up ambiguity. Thus
their focus is on a task rather than on
listening and responding per se. And
that is exactly the focus that students
will need to bring to the communication
demands of the world outside of the
class. This new dimension on the value
of listening is what we are taking from
notional/functional theory and putting
to use within the classroom.

MEASURING INTELLIGIBILITY OF
NON-NATIVE SPEAKERS WITH
WHITE NOISE

by Charlotte Ellson Leventhal
The Ohio State University

The white noise, as designed by
Bernard Spokky, et al,, (1968) is con-
sidered a valid instrument to measure
the overall English proficiency of non-
native speakers. Spolsky tests the stu-
dent’s ability to receive messages which
have been >distorted by adding back-
ground static to Englisl, sentences dic-
tated by a native spcaker (Gradman
and Spolsky, 1975). A simila. but re-
versed procedure was used as part of
a dissertation on noa-native English
pronunciation. This researcher, unlike
Spolsky, attempted to measure oral in-
telligibility with the white noise rather
than test 2ural comprehension.

An attempt was made to establish an
intelligibility score for each subject with
two measures. Subjects read aloud a
series of unrelated English sentences
from the Tenplin-Darley Test of Artic-
ulation. They also answered questions
in an interview about their language
learning history. The first measure was
the student’s rating on the six point
Foreign Service Pronunciation Rating
Scale. The criterion for the second
measure was to be the point at which
the subject’s pronunciation was judged
to be intelligible as the white noise
level was gradually decreased. Two
raters were making independent judg-
ments.

During the pilot study of the project,
however, it was determined that rater
understanding of the spoken sentences

Continued on page 20
17
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MEASURING INTELLIGBILITY

Continued from page 17

through the noise was not so mych a
factor of pronunciation as of individual
voice quality. Voices which were less
intelligible regardless of pronunciation
were raspy, husky, hoarse, throaty,-
breathy, muffied, muted, falsetto, soft,
and/or Jow. Clear sharp voices were in-
telligible much sooner as the noise was
reduced. The correctness of English
pronuncistion was a minor factor. The
raters were obliged, therefore to elim-
;nte the white noise test as a method
measuring intelligibility.

As Spolsky demonstrated, having for-
eign students listen through white noise
to a single, well-chosen speaker in order
to measure overall language proficiency
is a valid testing procedure. Having
foreign students speak through noise to
a rater, however, seems not to be a
valid testing procedure unless voice
quality is the aspect of oral language -
being tested. -

The results of this study suggest that
teachers consider voice quality when
making evaluations of student pronun-
ciation in classrooms where the acous-
tics can produce interference similar to
white noise.
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Edited by Darlene Larson
New York University

A One-day Intercultural
Communication Workshop
in an ESL Program

by Bill Qay

Division of International Progrftms
_* University of Southern Califotnia
) and President, NAESA

T

At-the American Language Institute
at the University of Southern California,
as in most ESL programs, we try to
provide special activities outside the
classroom for our students. These ac-
tivities take many forms, but a recent
experiment turned out to be very spe-
cial. On a beautiful Saturday in No-
vember a class in cultural geography
from Cerritos Community College vis-
ited our campus for # one-day Inter-
_cultura!l Communication Workshop
(ICW). There were approximately
seventy students—thirty-five Americans
* from Cerritos College and thirty-five
foreign students from USC, give or take
a few. Each group had its own cohe-
siveness, since all the Americans were
from a specific class and all the foreign
students were from one ESL program.
It was not difficult, therefore, to make
some preparation for the ICW. The in-
structor froin Cerritus College talked to
her students about the different cultures
that would be represented, and we
talked to our ALI students about com-
- munity colleges and commumity college
students. All of this preliminary discus-
sion was general; none of the students
really knew specifically what to expect

in an ICW.

In the preliminary mcetings both
groups of students were asked what
their expectations were. By far the over-
whelming idea was that we woulu get
together and talk about our different
cultures, traditions, and life styles. Most
of the students figured that the day
would be spent in classroom-type ses-
sions. Nevertheless, they were inter-

of the foreign students do not have

~  close American friends, they felt that

this would be an opportunity to begin

some friendships and at least get ac-

quainted. Since Cerritos College has

very few foreign students, the Ameri-

cans were excited about meeting our

studerts and about visiting the USC

campus. All in all, then, it was an ex-

citing prospect. The ‘ollowing detailed

outline of one workshop might be a

. source of ideas for activities that could
be repeated in other ESL programs.

Q@ 3:30-9:30 Donuts and coffee and in-

ERIC
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ested; some were excited. Since many -

formal introductions. The students from
Cerritos College arrived together in a
bus at USC'’s Student Activities Center.
Most of the USC students had already
app-ared and were waiting when the
bus arrived. After some hesitation at
first, the students began talking to each
other, and before long some lively get-
ting acquainted was taking place. Six
teachers from ALI who had volunteered
to assist with the day’s events were a
big help getting the initial conversation
going and helping with the activities
during the rest of the day.

Just before 9:30 I announced that it
was time to get started and asked that
everyone take a seat on the floor. I be-
gan by telling everyone that we were
there for an Intercultural Communica-
tion Workshop arrd asked them to comn-
ment on the meaning of thosc three
words. In the few minutes which fol-
lowed there were comments on attitudes
toward other cultures, on the meaning
of communication, and on expestations

* for the rest of the day. I had decided

not to spend much time talking that
day because I wanted 1t to be a day of
activity for the participants, so 1 merely
mentioned in passing that we were not
there to study other cultures but to
mect people and make friends. (I won't
go into the purposes for intercultural
communication workshops here. Those
of you who are intcrested might read
Samovar and Porter, as well as other
publications now available concerning
intercultural commumication theory and
practice.) My statement that we were
here to meet pcople and make friends
was a gross understatement, of course,
because I thought much more than that
would result by the end of the day, as
indeed it did. However, dclincating all
the goals of the day scemed unneces-
sary at the beginning and superfluous
at the end.

9:30-11:00 In order to get the stu-
dents to relax and mingle, we began by
playing somc theater games. They scem
rather trite when described on paper,
but they accomplished their purpose.
First, everybody lined up alphabetically
by the first letter of his ar her first name.
Since most of our ESL students were
at the intensive level in ALI, this was
an interesting experience. But it was all
in good humor and turned out to be a
real ice breaker.

Second, they were asked to line np
by the length of their hair. Those of
you ‘who know me will understand
when I say I was first in line. But a
Japanese student was a close second.

The ALI instructors had inet with me
over dinner several nights before and
decided on some of the day’s tactics.
One of the decisions was that we would
divide into six groups for most of the
day’s activities so that the people in
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tach group would get to know each

" other fairly well. We formed these

groups by asking one American and one
foreign student to pair up and stand to-
gether. Next, they got together with
two other couples; in other words, three
couples as a unit. Last, each group of
six was to choose aud stand with an-
other group of six. Since v.¢ didn’t have
quite seventy-two students, a couple of
the groups had fewer than twelve, but
that didn’t matter. This process of
grouping took a few minutes and was
good for getting people to move around
and talk to each other.

Once the groups were formed, we
began activitics that kept. these groups
n tact for most of the rest of the day.
I asked each group to spend five min-
utes deciding how to build a people
machine. At the end of the five min-
utes, cach group in turn built a people |
machine for the cdification of the other
groups. The actual building had to be
done in complete silence. The most
imaginative of all was the group which
manufactured a windmill, but a close
second was a human typewriter.

The participants were asked to form
a circle within their respective groups
and sit down on the carpet. Each per-
son, one by one, was then asked to give
his first name and tell a lie about his
rcason for coming to the ICW. For ex-
ample, Hiroshi said, “My name is
Hiroshi. I cune here to get married.’
Then number two was to introduce
Hiroshi, “tell why hc came, and then
give his "her name and tell why s’he
came. So, for example, Juane said, “This
is Hiroshi; he came here to get married.
My name is Jane; T caine here to play
tennis.” Number three wauld then have
to introduce Hiroshi and Jane andG then
him ar herself. By the tiine number
twelve had his turn, you can iagine
the challenge. Ity a good way to get
better acquainted.

11:00-11:45 Up to this point the ac-
tivitics might be classified under the
“intercultural” part of an Intercultural
Communication Workshop. The next ex-
crcis¢ would De classified under the
“commumcation” part. All the foreign
students in cach group were asked to
carry on a conversation in their native
language, and the Amcricans and other
foreign students were asked to try to
guess what the conversation was about.
It was all right to use gestures, but no
English was permutted. The purpose of
this activity, of course, was to point ont
how language can he a means of exclu?
sion. The forcign students thought that
the Americans were really learning a
lesson until T asked the Americans to
uct together for a few minutes to think
of a topic and then to talk about it in
gibberish. The excreise was fun, and by

Continued on next page

b}




IT WORKS

Continued from page 31

the end of it, everyone realized a lot
abeut communication.

Next the members of each group were -

asked to form “pairs, sit on the floor
facing each other with hands on the
floor touching fingers, and look into
each other’s eyes in complete silence. I
knew this would be awkward but I
didn’t know just how awkward. Most
people could not hold wut. There was
much squirming and looking away. I
think it became almost unbearable for
some, so I didn't let it go on very long.
I asked them to talk about themselves
for several minutes, and then they re-
formed into groups to tell the rest of
the group what they had learned about
their partners.

It was time to move around a bit, so
two activities followed which allowed a
. lot of movement.~ I asked everyone to
close his gyes and mill around silently,
occasionally touching someone else’s
face at the same time he touched his
own face. Touching was brand new to
some.

We then spent twenty minutes square
dancing. One of our teachers had
brought a record player and square
dance record. She gave directions and
called the dances. This tumed out to be
a lot of fun with no object whatsoever.

By the end of the square dancing it
was time for lunch. Everyone had been
asked to prepare a lunch, preferably one
which contained some typical food of

o

the home country. We then went out-
side, sat around in groups, and shared
our lunches. This was a time to get into
some informal discussion about aay-
thing, and that’s exactly what happened.
In addition, a real estate company pro-
vided a hundred frisbees, twenty of
which are still atop the Student Activi-
ties Center and eighty of which were
taken home. )

1:00-2:00 After lunch we returned to
the meeting room. I talked a little bit
about trust and friendship -and about
what had happened so far during the
day. I then asked each group to talk
about wha. friendship and trust meant to
them as individuals. Apparently, enough
ice had been broken during the morning
and they had gotten to know each
other well enough to feel at ease, be-
cause the discussions got underway im-
mediately, and everyone seemed inter-
ested. ’

2:00-2:30 We again went outside the
building, this time in pairs, for a trust
walk. One partncr was blindfolded and
the other led the way. Once outside,
the partner who could see guided the
other around so that he touched things
and other people. After ten or fifteen
minutes 1 announced that they should
change roles so that everyone could get
a feeling of the trust walk,

2:30-3:00 We went back into the
large meeting room and sat down, this
time not in groups but anywhere. It
was time to wind things up. We talked
about the day and what it had meant.
The responses wefe entirely positive,

)
and those of us who had planned the
day were happy. For the very last ac-
tivity we formed a very large cizcle and
clasped the hands of the persons -on
either side of us. Then one of the Amer-
jcans led us in a very effective chant:

Listen, listen to my heart song,

Listen, listen to my heart song,

I will never forget you; I will never
forsake you,

I will never forget you; I will never
forsake you.

At, the end of about five minutes of
chanting, I said “goodbye,” and the
planned activities were over. The good-
byes took longer than we ‘had imagined
because people were making plans to
get together again and were exchanging

phone numbers. I heard one foreign

student say to an American, “Do you. >

live lonely?” ‘meaning, of course, “Do
you live alone?”, The American caught
on to the mistake immediately, but

smiled and said, “Yes, wouldn’t you like

to visit me sometime; I am often lonely.”
And indeed, many of the students really
did get together again. There was, for
example, a follow-up party at the home
of one of the American students from
Cerritos College. I'm sure I'll never
know exactly how many are still get-

‘ting together. Most of our students have

told us that the ICW meant more to

them than anything they have experi-

enced in this country so far.
REFERENCE

samovar L. A & Porter, R ¥ Intreultural
Communteation A Roade s Wadsworth, 1952



SUGGESTOPEDIA

. Conth ued from page 11

selves and eventually conduct the exer-
cises themselves.

° In most other suggestopedic classes,
relaxation and reduction of tension is
also brought about through ‘mind-calm-
ing’ techniques. ) , .

Similarly, techniques such as ‘Early
Pleasant Learning Restimulation’ (re-
membering pleasant and successful leain-
ing iences) which contribute to the
state of infantilization, can be done in
the language of the students.

One technique which has been quite
effective, contributing to better student
involven.ent and attention, is the ‘Fan-
tasy Trip’. Being able to ‘take’ the child
to tar-off lands, or become a famous per-
son, frees the mind from the everyday
routine. All of the above techniques
could effectively be used with students
at more proficient language levels; if En-
glish is the only language used in the
classroom. Otherwise, they can be con-
ducted in the student’s native language.

At the initial presentation, or the ac-
tive concert stage, the students have in
front of them a series of pictures (of in-
terest to the students; things from the
child’s world) with the text written be-
neath it. The pictures should be graphic
enough so as clearly convey the mean-
ing of the written words. Usually the pic-
tures are numbered so that the students
are easily able to follow the text. As I
read the sentence, the studerts’ attention
is focused on the picture, o the words,
and on my presentation. The music is
played in the background. I usually read
each sentence three times and use many
facial expressions and gestuves, along

- with variations in the tone of my voice.
I read the text in conjunction with the
rhythm of the music. Lozanov claims
that the use of rthythm affects the phys-
jological processes and facflitates the
suggestopedic process. It helps to create
a particular attitude and promotes
greater memory retention.

Many times the texts are quite lengthy,
with as many as 30 pictures and up to
50 new vocabulary word, presented in
one session.

Also, during the initial presentation, I
encourage the students to associate the
words presented with something already
familiar to them. I accomplish this by
providing examples of imagery and as-
sociation of vocabulary words that are
already known to them. For example,
‘meat’, you eat mest, mm—meat, etc.
Other associations can be made: through
gesturing, facial expressions, and through
pantomime. Eventually, the students
would select their own associations. I can
recall on more than one occassion, my

(" lents calling out words in their native
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languages that sounded like or reminded
them of the Englisih words. Experiments
show that when associations and mental
processing occur that performance and
memory retention improve.

Tiroughout this time, for the most
part, the students remain quiet (unlike
their A-LLM counterparts) and attentive.

Following the active segment is the
passive concert stage. The students are
directed not to concentrate on the text
or materials, but rather to sit back, relax,
and attend only to the music. Calm and
soothing music is selected. (Lozanov
states that during the active stage the
music should be more ‘emotional’ and
during the passive stage more ‘philo-
sophical’.) Again they remain quiet as
the text is read one more time, and again
adapting the rate of speed of the present-
ation to the existing rhytkm of the music.

The next tvo or three sessions are de-
voted to practicing the material, the
vocabulary and structures, that have
been presented during the concert. It is
at this point that the teacher can utilize
other valid techniques. There are some
invaluable techniques which I feel in-
corporate the total person, may tap the
reserve capacities, and involve physical,
emotional, and mental processes, and
thus stress communicative competence.

Carolyn Gragham has developed a
most fascinating tool fr effective lan-
guage leaming called “Jazz Chants”,
Jazz Chanting is based on the natural
rhythm of the spoken language and its
relationship with the beat of jazz.

Total Physical Response, or TPR. uses
vommands which involve physical move-
ment.

Rold-playing is a technique advocated
by Lozanov. The students act out the
dialog or text from the previous day. It
is especially during this activity that the
students attempt to use the language m
seemingly real situation.. Thcy begin
conversing in the new Jang . ge. Accord-
ing to Earl St vich “ictelling stories, ver-
batim ot 17 wme’s own words, improvising
variattons ot a memorized dialog”, con-
tubute to tue student’s depth of under-
standing.

How should student errors be dealt’

with? Lozanov emphasizes that “Mis-
takes made jn conversation should not be
corrected immediately, but a situation
should be created in which the same
words or phrases or similar ones are used
by other students or by the teachers
themselves. Not only in this phase, but
during the whole course the students
should never be embarrassed by the mis-
takes they make. That is why the correc-
tion of mistakes is considered one of the
most important things in the art of giving
suggestopedic instruction.”

To reach an‘ even deeper level eof
cognition, I have found the use of ‘attri-
bute cards’ to be a highly efective tool.
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The cards are designed to elicit from the
students various attributes of objects and
vocabulary words, attributes such as
color, shape, size, function, number,
group, place, etc. The cards themelves
are simply drawn symbols that represent
certain attributes. For example, a rain-
bow represents color. Squares, circles
and triungles represent shape, etc. Ques-
tions are asked about the word so that
the student must further process it. To
exemplify this technique, the shape card
is held beside an object (or picture)
which depicts a particular vocabulary
word, like ‘table’. The student responds
by saying, ‘The table is rectangle’, etc.
Again, the level of difficulty, in terms of
the type of attribute requested, may be
increased as the proficiency level of the
student increases.

Other never-endirq and fdrever popu-
lar techniques include games, songs, and
art projects. All can be used effectively
during the practice stage to reinforce the
content of the formal presentation. Of
particular value are games which incor-
porate the whole person and simultane-
ous use of both hemispheres of the
brain.® (* The left hemisphere processes
verbal and mathematical reasoning, while
the right processes the more creative
abilities such as appreciation of art and
music. )

There should be an emphasis on sen-
sory exp®rience, i.e. touching, smelling,
and tasting, hcaring (non-verbal), and
sceing, whenever applicable. As the stu-
dent’s proficiency level increases, include
drama and expression of ‘gut level” feel-
ings, intuiting, imaging, divergent think-
ing; activities which contribute to whole
person learning. activities which allow
the studemis to express themselves and
become more creative in the process.

The modifications that 1 have made in
order to make the Method workable in
my situation, are not extremely different
from some of Lozanov’s original ideas.

Lozanov also advocates the use of as-
signing the student a new and occupa-
tion, so that s/he comes to assumne the
r..e of that person. It is his contention
that the student feels less inhibited in
making errors, since s/he recognizes the
crrors as being made by a ‘different per-
son’,

In terms of physical room arrange-
ment, Lozanov’s ideal class set up in-
cludes 12 students (six boys, six girls),
with the classroom itself containing soft
and unobtrusive lighting, open circle
chaise lounge chairs, and a separate stage
area. Tlthough my classrc»m was lacking
such luxuries, ] attempted to keep it as
bright and cheery as possible. Setting up
a class with the ideal number of students
was also difficult for me to arrange.
Whenever feasible, I would try and in-
clude other students (both non-native
and native-English speaking) to partici-

- Continued on page 14
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SUGGESTOPEDIA: A THEORY AND
A MODEL

v Donna Hurst Shkilevich
+  University of Colorado, Denver

Current trends in second language
learning and teaching include interest
particularly in humanism and the hu-
manustic approach. Among the methods
that fit beneath the ‘humanistic um-
brella’. various recurrent themes are evi-
dent. Many of the hasic tenets of Sug-
gestopedia, or the Lozauov Method, are
compatible with those of Charles Cur-
ran’s Counseling-Learning and Calcb
Gattegno's The Silent Way.

It seems obvious that the cstablish-
ment of a pleasant and trusting environ-
ment certainly will both increase leam-
mg and make it more enjoyable as well.
To promote this environment, there must
he warmth. secunty, and understanding
between teathot—mnd learner and among
the learners theralves, Once trust has
been established, anxieties are resolved
and thus more effective leaming takes
place. Once the learner is relaxed both
phwsically ¢ «d emotionally, s he begins
to feel more comfortable with making
errors and begms to focus on real com-
munication.

One principal theoretical element of
Suggestopedia, i.e. the establishment of
authority. Les with the learner's pereep-
tion of the teacher.

We influence their attitudes, affect
their motivation, and contribute to their
total development as individuals.

The Lozanov Method, or Suggestope-
dia. is based on:ths principles of wak-
ing state suggestio.. and how they can
be applied to accelerate learning. Much
of the theory and many of the philoso-
pbics of the method are ‘quite esoteric.

Recent studies conducted show that
suggestology, or the sciencc of sugges-
tion, is an effective psychotherapeutic
method particularly in the treatment of
many illnesses, in reducing pa’., curing
skin diseases, and even in treating can-
cer. It has also been shown to affect al-
most every other commumicative process.
Suggestopedia has been developed
mainly to mcrease the reserve capacities
of the bram (1c. that 90% unused por-
tion) to improve memory ability. It
dealy with lcarning at both conscious
and unconscious levels and m activating
the hrain globally.

There exist four basic truths behind
the Lozanov Method; first, the human
potential is far greater than we realize
and this potentigl can be tapped right
within the classroom. Partly, this can be
accomplished by incorporatinz the use
of both sides of the brai+. simultaneously
to involve the whole person in learning,
and involving both mental and emotional
activitics—a system based on an overall
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approach. Another factor involved in-

cludes harmonizing with exsting bar-
ricrs, or overcoming those negative sug--

gestions and feelings on the part of the
learner, while maintaining compliante
with them. By giving constant praise and
encouragement and fostering a pleasant
learning experience, the barriers can be
dealt with.

Second, the m  d functions within the
belicf system it considers true. That is to
say, teacher expectations play an im-
portant role in the learner’s behavior.
High performance will result from high
expectations. Pygmalion experiments
show that teacher expectations caused
children to gain significantly on 1Q tests
(Ferguson, 1976 and Claiborn, 1969).

Third, one is subject to suggestion,
hoth direct and indirect, both conscious
and unconscious. (Examplcs of indirect
suggestion include the cffects of body
language and even the clothes that we
wear.) Our suggestibility, or how prone
we are t suggestion, depends on various
factors. Lozanov discusses ‘suggestive
readiness’ which varies from person to
person’ and nhom moment to nioment.
Studics show that younger peoplc arc
more suggestible than adults.

Fourth, one learns best m a positive
and relaxed atmosphere. The atmosphere
that affords the learner the best is one
that fosters enjoyment. Physical and
mental relaxation between teacher and
learners result in maintaining positive at-
titudes, which in turm affeet the inter-
nalizatien of subject matter. Encourage-
ment and praise, along with proper
verhal and non-verbal communication,
and the use 7 classical music (which
will be di- '-ter) with its subcon-
scious  cffe create a pleasant
learning expernuce. Again, we can sec
that these truths ascribe to basic human-
istic principles.

To implcment the method, certain
theoretical elements must be put into
practice. Lozanov emphasizes the im-
portance of establishing authority, by
first estahlishing respect. The teacher’s
sugeestion and unobserved messages
which are constantly in play, are first
perceived by the leamer’s unconsrious
mind and are processed down to the
conscious level; the teacher’s facial ex-
pression, tone of voice, attitude towards
the students—all of which constitute
signals directed toward the unconscious
may he more directly responsible for re-
sults achieved hy the students than the
actual logical presentation of the mate-
rial taught.

Once authority has been established
and maintained, the child-like state, or
infantilization, can occur. The process of
infantilization involves creatively return-
ing the individual to an earlier time, a
time which provokes feelings of trust and
security. In terms of the child, there

seems to exist greater attention and spon-
taneity which result in a greater ability
to me:norize and internalize the material.

<The learmer becomes less concerned

-about making errors since inhibitions are
lowered.

The ‘concert pseudopassiveness’, or
concert state, can now take place. The
mechanisms of authority and infantiliza-
tion come into play. Any barriers can be
easily overcome. A state of relaxation
occurs. The mind becomes ostensibly in-
active. It becomes highly receptive to-
ward learning. Rather than attending to
memorization, the leamer becomes in-
volved 100% with the music. (The music
played is classical in nature, having a
4/4 beat, with no overwhelming rhythm,
instrumentation, or words.) The whole
brain becomes activated. The musical
beat smooths out the transference of in-
formation. It is during the concert state
that the actual language lessons are
presented.

I have experienced success in in-
corporating a modified version of Sug-
gestopcdia in my English as a second
language class. (Lozanov has modified
the method many times himsclf, and is
continually adapting and changing as
a result of further studies.)

A basic tenet of Suggestopedia is be-
hef in ity pedagogical value to produce
cffective achievement, both cognitively
and affectively. It has been suggested
that wc have to start from our own
roots and have to develop the Sugges-
topedic Method n our own style; that
we should consider different cultural
aspects and different  cducational sys-
tems.

The teaching model presented here is
one that I have found to be effective in
teaching children English as a second
language, using a modified suggestopedic
approach.

My first task is to establish an atmo-
sphere which is conducive to learming
under relaxed conditions, an atmospherc
m which the students feel secure and
comfortable with me, and with one an-
other as well. In addition to smiles and
touches, every day prior to class activi-
ties, we do a series of exercises designed
to relax and to make the students more
comfortable. Specifically, these involve
tensing parts of the body, usually work-
ing from the toes on up, then relaxing.
I stand in the center of the room and,
as the studcents observe, I demonstrate
the tensing and relaxing and verbalize
what is taking place. The next activity

wvolves having the students extend their
arms over their heads and touch their
tocs, four or five times. Following that
we breathe in, hold until the count of
four, and brcathe out, again four or five
times. The students quickly became fam-
iliar with the routine and in a few days
are calling out parts of the body them-
Continued on page 13
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Are Your
Secondary
and Adult

ESL Students -
Learning to
Read English ,

Successfully?

Look at the latest concept in reading labs...I/CT's
" Reading, Listening, Learning (RLL) Center.

The RLL Center is a multimodal, multimedia sys-
tem that provides a motivating, challenging learn-
ihg environment for mature ESL students of any S
linguistic background.

‘It develops:
" e Visual-functional and perceptual skills
¢ Efficient left-to-right directional attack

¢ An extensive sight word vocabulary in
English

¢ Effective decoding approaches

¢ Rapid word recognition and association -

¢ Reading comprehension and study skills

¢ Improved listening comprehension in English

For additional information, contact the I/CT ESL
Programs Coordinator.

@T INSTRUCTIONAL/COMMUNICATIONS TECHNOLOGY, INC.
. 10 Stepar Place ¢ Huntington Station, New York 11746
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SUGGESTOPEDIA

. Conth ued from page 1{

selves and eventually conduct the exer-
cises themselves.

* In most other suggestopedic classes,
relaxation and reduction of tension is
also brought about through ‘mind-calm-
ing’ techniques. ) U

Similarly, techniques such as ‘Early
Pleasant Leaming Restimulation’ (re-
membering pleasant and successful leain-
ing experiences) which contribute to the
state of infantilization, can be done in
the language of the students.

One technique which has been quite
effective, contributing to better student
involvement and attention, is the ‘Fan-
tasy Trip’. Being able to ‘take’ the child
to tar-off lands, or become a famous per-
son, frees the mind from the everyday
routine. All of the above techniques
could effectively be used with students
at more proficient language levels; if En-
glish is the only language used in the
classroom. Otherwise, they can be con-
ducted in the student’s native language.

At the initial presentation, or the ac-
tive concert stage, the students have in
front of them a series of pictures (of in-
terest to the students; things from the
child’s world) with the text written be-
neath it. The pictures should be graphic
enough so as clearly convey the mean-
ing of the written words. Usually the pic-
tures are numbered so that the students
are easily able to follow the text. As I
read the sentence, the studerts’ attention
is focused on the picture, on the words,
and on my presentation. The music is
played in the background. I usually read
each sentence three times and use many
facial expressions and gestures, along

- with variations in the tone of my voice.

I read the text in conjunction with the
rhythm of the music. Lozanov claims
that the use of rhythm affects the phys-
jological processes and facflitates the
suggestopedic process. It helps to create
a particular attitude and promotes
greater memory retention.

Many times the texts are quite lengthy.
with as many as 30 pictures said up to
50 new vocabulary word, presented in
one sessior.

Also, during the initial presentation, I
encouruge the students to associate the
words presented with something already
familiar to them. I accomplish this by
providing examples of imagery and as-
sociation of vocabulary words that are
already known to them. For example,
‘meat’, you eat meat, mm—meat, etc.
Other associations can be made-through
gesturing, facial expressions, and through
pantomime. Eventually, the students
would select their own associations. I can
recall on more than one occassion, my
5~ lents calling out words in their native
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languages that sounded like or reminded
them of the Englisih words. Experiments
show that when associations and mental
processing occur that performance and
memory retention improve.

Tliroughout this time, for the most
part, the students remain quiet (unlike
their A-LM counterparts) and attentive.

Following the active segment is the
passive concert stage. The students are
directed not to concentrate on the text
or materials, but rather to sit back, relax,
and attend only to the music. Calm and
soothing music is selected. (Lozanov
states that during the active stage the
music should be more ‘emotional’ and
during the passive stage more ‘philo-
sophical’.) Again they remain quiet as
the text is read one more time, and again
adapting the rate of speed of the present-
ation to the existing rhytkm of the music.

The next tvio or three sessions are de-
voted to practicing the material, the
vocabulary and structures, that have
been presented during the concert. It is
at this point that the teacher can utilize
other valid techniques. There are some
invaluable techniques which I feel in-
corporate the total person, may tap the
reserve capacities, and involve physical,
emotional, and mental processes, and
thus stress comnmunicative competence.

Carolyn Gragham has developed a
most fascinating tool fr effective lan-
guage leaming called “Jazz Chants”.
Jazz Chanting is based on the natural
rhythm of the spoken language and its
relationship with the beat of jazz.

Total Physical Response, or TPR. uses
commands which involve physical move-
ment.

Rﬂtplaying is a technique advocated
by anov. The students act out the
dialog or text from the previous day. It
is especially during this activity that the
students attempt to use the longuupe
seemingly real situation.. Thcy begin
conversing in the new Ling . ge. Accord-
ing to Earl Stovick “etelling stories, ver-
batim o1 17 “ue’s own words, improvising
variations ot a memorized dialog”, con-
tusbute to tne student’s depth of under-
standing.

How should student errors be dealt’

with? Lozanov emphasizes that “Mis-
takes made jn conversation should not be
corrected immediately, but a situation
should be created in wkich the same
words or phrases or similar ones are used
by other students or by the teachers
themselves. Not only in this phase, but
during the whole course the students
should never be embarrassed by the mis-
takes they make. That is why the correc-
tion of mistakes is considered one of the
most important things in the art of giving
suggestopedic instruction.”

To reach an’ even deeper level of
cognition, I have found the use of ‘attri-
bute cards’ to be a highly effective tool.
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The cards are designed to elicit from the
students various attributes of objects and
vocabulary words, attributes such as
color, shape, size, function, number,
group, place, etc. The cards themelves
are simply drawn symbols that represent
certain attributes. For example, a rain-
bow represents color. Squares, circles
and triungles represent shape, etc. Ques-
tions are asked about the word so that
the student must further process it. To
exemplify this technique, the shape card
is held beside an object (or picture)
which depicts a particular vocabulary
word, like ‘table’. The student responds
by saying, ‘The table is rectangle’, etc.
Again, the level of difficulty, in terms of
the type of attribute requested, may be
increased as the proficiency level of the
student increases.

Other never-endirg and forever popu-
lar techniques include games, songs, and
art projects. All can be wied effectively
during the practice stage to reinforce the
content of the formal presentation., Of
particular value are games which incor-
porate the whole person and simultane-
ous use of both hemispheres of the
hrain.® (* The left hemisphere processes
verbal and mathematical reasoning, while
the right processes the more creative
abilities such as appreciation of art and
music. )

There should be an emphasis on sen-
sory .explrience, i.e. touching, smelling,
and tasting, hearing (non-verbal), and
sccing, whenever applicable. As the stu-
dent’s proficiency level increases, include
drama and expression of ‘gut level’ feel-
ings, intuiting, imaging, divergent think-
ing; activities which contribute to whole
person learning, actwities which allow
the students to express themselves and
become more creative in the process.

The modifications that I have made in
order to make the Method workable in
my situation, are not extremely different
from some of Lozanov’s original ideas.

Lozanov also advocates the use of as-
signing the student a new and occupa-
tion, so that s/he comes to assuine the
r..e of that person. It is his contention
that the student feels less inhibited in
making errors, since s/he recognizes the
crrors as being made by a ‘different per-
son’.

In terms of physical room arrange-
ment, Lozanov’s ideal class set up in-
cludes 12 students (six boys, six girls),
with the classroom itself containing soft
and unobtrusive lighting, open circle
chaise lounge chairs, and a separate stage
area, Tlthough my classrcom was lacking
such luxuries, ] attempted to keep it as
bright and cheery as possible. Setting up
a class with the ideal number of students
was also difficult for me to arrange.
Whenever feasible, I would try and in-
clude other students (both non-native
and native-English speaking) to partici-

. Continued on page 14
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Continued from page 13
pate in game situations and a few other
activities so that more interaction could
take place.

Some teachers might hesitate in using
classical music with children. My stu- -
dents were exposed to it at their first
class session and recognized its use as
part of the class routine. They actually
enjoyed it. I believe the music facilitated
in not only relaxing the students and
making them receptive to leaming, but
actually contributed to better memory
retention by activating right and left
brain hemispheres.

Although the Method contributed not
only to improved cognitive skills, it also

"seemed to have positively affected at-

titude and motivation. students en-
joyed class and were eager to leam,

The Suggestopedic Approach should
be recognized as a viable alternative in
second language learning and teaching,
especially in teaching children English
as a second language. The learmer can
experience a great sense of personal
achievement, thus positively affecting
his/her self-esteem. S/He can
more spontaneous and confldent in com-
municating a new language. The learner
can experience effects on his/her whole
person. S/He can become involved in
real communication; actnally experionce
it. The B: *~arian researchers think, and
rightly so, .hat direct immersion in &
foreign language through the act of com-
munication is one of the major accom-
plishments of Suggestopedia.

The teacher can come to know the
students not only linguistically, but emo-

teacher

tionally as well. In addition, the

recognizes the of the unconscious
mind, of body language, and what they
convey in the total communication
i ; choose intel
We must be to intel-
hgmdybymm.wmof :
current research and its pedagogical ap-
plications. We must be willing to attempt
to use and experiment with a variety of -
techniques in order to our stu-
dents to as many different styles
as possible. By doing s0, we will be ex-
ploring the human potential.

TN 4/%
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SI A i Tox: Provided by ERIC

LEARNING ENGLSH THROUGH THE
MEIDIUM OF POETRY

to us in some distant class-room.
we were very young, perhaps, or when
there was some special festivity coming
up:
“Listen, my children, and you shall hear
Of the midnight ride of Paul Revere”

Sensing that ‘something was missing’, I
added poetry to the class reading-hour
in the following way. I have placed lines
of poetry, or stanzas in an envelope and
have distributed envelopes to the class.
One envelope to a student. As our classes
are rather small, we get to know the str-
dents relatively well when they have
been with us for two or more terms. We
know something of the personality of
each student. Thus, I would never ‘as-
sign’ one single poem to an entire class.
Further, I feel that the quickest way to
assassinate a poem and to kill any pos-~
sible interest is to ‘assign’ it. Do NOT
say: “Now, today you are all going to
learn this poem.” Rather, try to match a
poem or a fragment of poetry to the tem-
perament of your student. One Saudi
student was so deeply moved by the
lines:

“1 think that I shall never see
A poem lovely as a tree.”

that he asked for the rest of the poem.
Incidentally, some valuable lessons are
to be learned from these lines:

The comparison of the adjective, the ad-
verb correctly placed, and the tense of
the verb. All painlessly acquired and
fixed in the memory.

Annther siudent, from Japan, becane
very fond of the line: ‘

“My oandle burns at both ends;”

An engineering student was intrigued by
the poem of Flecker: -
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“I oare not if you bridge the seas,
Or ride secure the crusl sky,”

Perhaps I should explain here that I have
been teaching young adults from a vari-
to be leamed from these lines: the

comparison of the deeedve, the adverb -

correctly placed, and the tense of the
veb. All painlessiy acquired cnd fixed in
the memory. Ancother student, from
Japan, became very fond of the lines:
ety of countries: from Saudi Arabia,
Libya, Iran, Kuwait, Japan, the People’s
Republic of China, Switzerland, Sweden,
#ranice and Latin America. In one class,
X, may have students from six or seven
i t countries.

is the role of the teacher in all
that he or :.e can read
a cassette with recorded
poems and then the student may speak
some lines which al to him. See it,
hear it, and write it. Say a portion of it.
Provide time for discussion. It is true
that: “a poem should not “mean’—but
be.” (Archibald Macleish, Ars Poetica.)
But I am not against discussion. In fact,
I am all for it. If a student asks: “What
does it mean?” We have a good oppor-
tunity here to say: “There is a saying:
‘You cannot go on like that—burning
the candle at both ends . . /" If you
take a candle to class with you the
image is very easily demonstrated and
understood.

For those of us who teach in the
United States, there is a vast supply of
poetry available to us. Why not use it?
I suppose that my colleagues teaching in
New England would naturally turmn to
Robert Frost. Here in Monterey which
is somewhat of a happy hunting-ground
for poetry, we have: Stevenson (R.L.S.),
Robinson Jeffers, Eric Barker, Joan Baez.
Al of these have lived on the Mon-
terey Peninsula and have written their
poetry ‘within the sound of the surf’
What a marvelous opportunity for those
of us whe tgach English to give our in-
ternational students some glimpse of the
_world of poetry in the U.S.! (And at the
same time to give them some of the
rhythm and music of the language.) I
think that we tend to forget that this is
a natural and unmechanical way of learn-
ing. ' g

When we present poetry in class w
are reaching out t» another human’ be-
ing; heart to heart.

“Now that you have spelt your lesson,
lay it down and go and play,
Seeking shells and seaweed on the
sands of Monterey,

Watching all the ighty whalehones,
lying butried by the breeze, )

‘Tiny sandy-pipers, and the huge

Pacific seas.

Robert Louis Stevenson.
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litersture has no place in ESL, I looked
with skepticism at a collection of short
stories I was given to accompeny an ex-
pository composition text in an advanced

freshman composition class for interna-

tional students. At the outset of the class,
1 thought I would have preferred a prose
reader on relsvant modem topics. How-
ever, my skepticism tumed to pleasant
surprise when I found that the short
stories provided excellent material for
class discussions and compositions in
which different rhetorical techniques
could be iced.

The objection to using literature in
ESL has been summed up by Donald
M. Topping (1968:95): “literature has
no legitimate place in a second-language
program whose purpose is to teach lan-
guage skills to a cross section of students
who are preparing for studies or work
in a variety of disciplines.” Even the use
of literature to familiarize second lan-
guague leammers with English or Ameri-
can culture has been rejected by Top-
ping (1968:99) on the grounds that
literature reflects “tradition, a past stage
in the evolution of American culture.”
Furthermore, the problem Gatbonton
and Tucker (1971) refer to as “cultural

filtering,” the judging of a work of litera- _

ture from a different cultural perspective
and hence misreading the intent of the
author, - can be persistent. Certainly my
own experience teaching English in
Peace Corps Swaziland bore this out. A
poem (Thomas 1968) which decried the
takeover of man by machine could only
be perceived as a glorification of ma-

chines in that developing third-world .

country. The problems conmected with
the use of literature in ESL—relevance,
cultural filtering, simplification—have
seemed so persistent and g0 overwhelm.
ing that I had never seriously considered
using any”literature in ESL until I was
given a short story text as a faft ac-

I found, to my surprise, that at least
in one ESL situation, short ‘stories can
work very well. 1 would agree that the
use of literature is probably out of place
st elementary and intermediate levels of
ESL fnstruction where students are still
mastering the basic syntactic patterns of
the linguage and have a fairly limited

:lnmhuhry\lwmnldnhoquuﬁmmme
ERIC 400

in some English-as-a-foreign-langua
situations. My form Il (tenth grade)
students in Swazilend simply did not
have either the language facility or cross-
cultural sophistication to understand the
intent of the poem mentioned above.
Howeer, on the college freshman level,
we are generally dealing with students
who have had years of English study
and who have obtained quite a high
degree of proficiency in the language.
According to Zamel (1976), the lan-
guage skills being taught in an ESL
freshman composition class are essen-
tially the same as the skills American”
students are learning. This is true, she
says, because second language learners
by this time have developéd the com-
petence necessary to communicate
through composition. Furthermore, many
of our students have already spent sev-
eral years in the United States, where
they have been in constant contact with
American culture. As a result, they have
developed a certain degree of under-
standing of our culture and of cross-
cultural sophistication. Cultural filtering
should not present a significant-problem.
Also, these students are generally older,
more studious, and more mature than
their American freshman counterparts.
They have already formulated ideas
about the world and consider their ideas
important. These .students, I believe,
can profit from reading short stories and
writing about them.

In most freshman composition courses,
the main focus is on development of
writing skills using different rhetorical
techniques such as cause/effect, example,
definition, and comparison/contrast. The
freshman composition class which 1
taught used Robert G. Bander’s second
edition of American English Rhetoric
\1978) as its basic text. The Bander text
gives short passages as examples of the
rhetorical techniques being studied.
However, it does not have longer pas-
sages which would prompt class discus-
sions or composition topics. The classic
problem for the composition teacher is
to devise composition topics which both
interest and challenge all the students
ard of which they all have knowledge.
In most freshman composition courses,
some sort of prose reader, often contain-
ing quasi-professional or popular articles
on current todizs like pollution or popu-
lation control, is used for this purpose
(e.g. Jacobus 1978, Baumwol! and Saitz
1965. Hirasawa and Markstein 1974).
Instead of this type of reader, I used
Jean A. McConochie’s 20th Century
American Short Stories (1975), which
contains nine modern American short
stories. to accompany Bander. McCono-
chie (1975:xi) did not simplify the short
stories buk chose thcmu:lon tl:,e criteria of
recognizéd literary quality, brevity, and
culhfrn nd linguistic accessibility to

)
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non-native speakers of American En-
glish” I found that this collection of
short stories worked well to provide com-
position topics while allowing practice in
different rhetorical techniques,

The short stories were beneficial for
several reasons. First, since literature has
the quality of being universal, the short
stories aliowed us to deal with human
problems. In our class discussions we ex-
plored questions about the essential na-
ture of human beings, what is common
to all of us. In the American university
system, many international students feel
cut off from and misunderstood by Amer-
icans. Class discussions allowed students
to voice some of these feelings, focus on
them, and perhaps gain some perspec-
tive on them. For example, in Jesse
Stuart’s story “Love,” the father kills a
beneficial snake on his farm just because
he hates all snakes. This led to a discus-
sion of prejudice, war, hate and love.
This helped students in my class to un-
derstand, at least philosophically, some
of the adverse reactions which Americans
displayed toward them and which they
had about Americans.

Then, in the writing assignments, a
student can take an essentially human
problem and analyze his own feelings
and attitudes. Since he is drawing from
his own experience, the problem of not
having knowledge about the subject, as
might occur on a topic about pollution,
does not come up. Further, hecause he
is expressing his own personal feelings
about an issue, the student tends to see
the topic as important, gets involved in
it, and will spend a good deal of time
on it According to Zamel (1976:74),
“The act of composing should become
the result of a genuine need to express
one’s nersonal feeling, experience, or re-
action.” Although writing about Amer-
ican students, Fenstrmaker (1977:35)
makes the sume point when he says
“The literature based course offers stu-
dents excellent practice in writing about
subjects of rcal substance from the
perspective afforded by genuine in-
volvement.” 1 found that the topics
which required students to draw from
their own personal attitudes and philos-
ophy were perceived as “real,” mature,
worthy of their time and effort, while
the topi¢s assigned out of the text, on
say comparing two universities or two
cities, were perceived as mere exercisos:
The opportunity to write about personal
values and beliefs, especially when so
many ESL students are otherwise study-
ing science and engineering, affords
them a useful release mechanism.

The danger in writing about personal
valies and feelings is prOduzitrmnl
theme which is a string of gen
tions and familiar platitudes. Because
we had read the short stories, the stu-
dents had something specific to react

Continued on next page
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Edited by Darleno Larson
New York University

" TEAGHNG CULTURAL AWARENESS
WITH THE GRADUATE

by James B. Brown
_ East-West Center Culture

Learning Institute

Elaine was still trying
to catch her hreath.
She turned her face to
k;.ki;e“ him”veml
moments sat ing at
him, then she reached
over and wol;’his hnnlg -
‘Benjamin?’ she said.
“What.
The bus began to move.

For several weeks my students—En-

‘ glish majors at a Japanese university—
had. been reading The Graduate, by
Charles Webb. We had read about the
infamous Mrs. Robinson and about
Benjamin’s bumbling courtship of her
daughter. We'd Jeen Mr. Braddock for-
bid his son, to see Elaine,
and had sympathized with Mr. Robin-
son when he broke off a 17-year busi-
ness reiationship with Mr. Braddock
and decided to divorce his wife—all on
Benjamin’s account. At last we came
to the final chapter: Carl Smith is going
to marry Elaine in a Santa Barbara
" church. Benjamin shows up at the wed-
ding at the last minute. “Elaine!!” He
punches Mr. Robinson in the face, grabs
Elsine, attacks the bridégrocm, and
™ Bnally manages to exit after threatening
to bludgeon a clergyman with a bronze

author writes in a specific social, enltural
and historical context. As English lan-
guage teachers, many of us do introduce
literary texts into the classroom, and in
50 doing we are setting up an interaction
of two (or more) cultural situations, the
one embodied in the text and that or
those of the students.

Chapter onc of The Graduate begins:

Benjamin Braddock graduated from a
small Eastern college on a day in June.
Then’he flew home. The following eve-
ning a -party was given for him by his
parents,
An American style party is described,
with highballs mixed in the dining room
and guests walking freely about the
house. Benjamin is congratulated in the
American idiom: Mr. Terhune shakes his
hand, “Goddammit I'm proud of you®;
Mrs. McQuire is “thrilled to pieces”. Ben
gulps downr a straight bourbon, while
Mr. Terhune just “sips at” his drink.

Vocabulary, expressions, and American
drinking etiquette can be handled by ex-
planation. One-sided explenation, how-
ever, fails to take into account student-
material interaction. Unless student
reactions are brought out and worked
with, the all-too-typical separation of the
learner and the materials js maintained.
Seeking, then, to overcome.this separa-
tion, I-used a brief senterice completion
exercise, with the frame, ‘I wonder why
—— 7 This quickly produced

q;nestions such as, .

I wonder why none of Ben’s friends are
at the party?

—couples are there together?

—people are walking all ove:_the house?

. —Ben’s parents are having this party?

—Ben is being so rude to everyone?

The students explained that no Japanese
parents would organfze a graduation
party, that parties at which the guests
are primarily couples are rare, and that
living room t> dining room to kitchen
mesnderings - would be very much
frowned upon. In these explanatiors, the
students were talking about their own
culture as well as talking about a type of
cultural behavior they would never en-
counter in Tapan.

“Language learners often have a ten-
dency to separate language and activity,”
writes Richard Via in his English in
Three Acts (p. 56),! referring to how
new student actors memovize their lines
then recite them without accempanying
movement. We might extend this to,
“Langusge learners often forget to see
lsnguage as activity”—language occurs
in a specific situation and is produced by
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people who are acting both verbally and
non-verbally. The problem is thus one of
finding a technique which will enable
students to feel language which other-
wise exists only on the printed page.
Via proposes just such a technique,
which he calls Talk and Listen, Origin- °
ally used by actors as an aid in learning
scripts, it is effective in helping one to

-communicate rather than recite. Talk and

Listen lifts language out of the materials,
bringing it closer to the studemt by
getting him or her to actually use it in
talking to fellow students and in lstening
to them. How does this technique work?
Prepare cards containing a natural ex-
change between two (possibly three)
speakers. From four to ten short lines are
best. Each card has the lines of only one
speaker, so that a student must listen
carefully to his or her partner. For exam-
ple, here are two sets of cords which I
used, the lines coming from chapter one
of The Graduate:

#1

Mrs. Pearson: Benjamin? I'm just speech-
less.

Benjamin: . . . R
Mrs. Pearson: Golly you did a fine job
back there.

Benjamin: .

#1

Mrs. Pearson: ...

Benfamin: um-hum. -

Mrs. Pearson: . . .

Benjamin: I'm sorry to seem rude, but
I'm trying to go on a walk right now.

#2

Mr. Robinson: Ben, how in the hell are
you? You look swell.

Benjamin: . ., .

Mr. Robinson: Say, that's something out
in the garage. That little Italian job
your old man gave you for graduation?
Let’s go for a spin.

Benjamin: . . .

Mr. Robinson: What?

Benjamin: . ..

Mr. Robinson: Well sure. But I thought
you'd take me for a little spin yourself.

#2

Mr. Robinson . . .

Benjamin: Pm fine.

Mr. Robinson . . .

B:iamln: Here're the keys. Can you
work a foreign gearshift?

Mr. Robinson . . .

Benjamin: Do you know how to operate
a foreign gearshift?

Mr. Robinson . . . .
Benjamin: I can’t right now. Excuse me.

N novel has ever recorded genuine
spoken English. The dialogue in The
Graduate is surprisingly close to real
speech, however, with short sentences,
ellipsis, and reliance’ on intonation, is
- ¢ Continued on page 25
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particularly appropriate tor Talk and
Listen. You needn’t copy directly from
a text, but should feel free to make
changes. This may mean breaking up
sentences which are too long for a
spoken utterance, for instance. The Talk
and Listen exchanges should present co-
herent discourse units which can stand
by themselves.

The students work in pairs, posi- -

tioned so that eye contact is readily
made. The student who is going to
speak looks at a line, reads it silently,
then looks up at his or her partner and
speaks, reciting, as much of the line as
can be remembered. The card can be
referred to as often as necessary, but
not read aloud. When speaking a line,
rye contact is maintained. The partner
Juring this time 1s listening, not looking
at the card.?

An interesting observation which can
be made here is that just as a literary
text need not be treated with any of
the traditional tools of hterary study, a
drama technique need not be used only
in producing a play. Talk and Listen,
relaxation exercises, mime, and other
drama techniques can profitably be
added to any language teacher’s reper-
toire.

To further intensify the leaming ex-
perience, I coupled the Talk and Listen
cards with the use of a tape recorder.
After the students had practiced their
hnes, they were given a small cassette
tape recorder with a microphone which
could be held by hand. There was an
on-off switch on the microphone. The
first student to speak would hold the
mike, turning it toward the partner
when s he spoke. By using the switch,
pauses which occurred when one part-
ner had to stop and check the card
were cut out. The recording then al-
lowed me to work more easily on pro-
nunciation and intonation in a manner
which benefited the whole group. Sec-
ondly, when students heard themselves
speaking the lines, it gave them even
more of a chance to cxperience their
utterances as language in uge, versus
“only lines in a book”.

The payoff ot the Talk and Listen and
tape recorder exercises came after a re-
flection period, when several students
were able to clearly express that they
had felt uncomfortable in speaking
Benjamin’s lines. You may recall that

" earlier someone had asked, “I wonder

why Ben is being so rude to everyone?”
Rudeness 1s very much a culture-bound
notion, and the boundaries of rudeness
are drawn differently in different cul-
tures. Still using the Talk &nd Listen
cards, I asked the students to alter Bra-
ja:nin’s responses so that, for them, they
<
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were no longer rude. Many of the
changes reflected Benjamin’s age, the
fact that he was younger than any of
the others at the party being extremely
important to a Japanese. A second re-
flection pericd revealed that the stu-
dents now felt more at ease in speaking
the revised lines. It should be noted
that these lines took into account their
perception of the situation and of what
would be appropriate language in it.

One can focus on feelings such as the
above as well as other aspects of lan-
guage in use with another approach,
Values Clarification.? Although the goal
of this approach and its strategies—
interviewing, rank-ordering, forced
choice, values continuuin, and sentence
completion—is often stated  helping
students to choosc and act on their own
values, my aim in using Values Clarifi-
cation with The Graduate was to help
the students become more aware of
cr ss-cultural interaction, so that they
would be able to use Enghsh success-
fully in a variety of situations. Charles
Wehb wrote The Graduate against the
backgroumd of a specific social and cul-
tural context, and the language, actions
and decisions of his characters reflect
that context and are given coherence
by it. Yet much of this language and
many of the actions were considered to
be “strange”’, “crazy” and even incom-
prehensible by my Japanese students.
I'm not speaking here of Benjamin's
eccentricities, hut of aspects of the hook
which a reader with an Amenican cul-
tural background would find to be ecx-
pected, normal, in short, aspects to
which little attention would be paid.

Benjumin is having an affair with
Mrs. Robinson, Elaine’s mother. Much
against Benjamin’s will and Mrs. Robin-
son’s wishes, he is forced by his father
to invite Elaine out for an evening. He
takes her out, bhut 1s rude to her, em-
barrasses her, and when she finally he-
gins to cry and asks to be taken home,
he . . kisses her! He later that evening
declares, “Elaine? I like you. I like you
so much.” Love at first sight? Head
over heels in love? Later, when Mrs.
Robinson reveals her affair with Ben-
jamin in order to prevent her daughter
from sceing him, Elaine is consternated
But Benjamin? Then after he had been
home for nearly a month and Christmas
had passed and the new vem had started
he decided to marry Elaine.

Granted, even American readers
would be surprised by this plot devel-
opment. Yet snap decisions concemning
marriage are hardly alien to American
culture. The case is altogether different
in Japan, and my students’ reactions
here were ones of surprise, incredulity,
even laughter. To enable us to reflect
on these reactions, I introduced a rank-
ordering exercise: “(1) Rank the fol-
lowing in order of importance. accord-
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ing to their influence on Benjamin’s
decision—the opinion of his family / the
opinion of Etaine’s family / love / the
Robinson’s social posi.on /etc.; (2) If
you were Benjamin, what would be
most important/least important for you?

(Same items.)” The students felt that
for Benjamin, considerations of family
and of what people might think ranked
low, whereas for the great majority of
the student: themselves, family was
ranked as first or second in importance.
A failure *to explore the students’ re-
actions here would have undermined
further reading of the book, as Webb
has built the plot on a panoply of
American chches, including the roman-
tic tradition (“love will out”), fuli-steam-
ahead individualism, and the ever-
popular happy ending.

"1 next tried to show my students that

the perception of cultural differences
works both ways, by having them read
a selection from Developing Reading
Skills, by Hirasawa and Markstein, “We
Japanese”.? I told them that there was
something m this text which I found
to be hard to understand, and asked
them to try to find it. After twenty
minutes, the statement I had in mind
otill hadn t been mentioned: The speaker
in the text, a Japanese, talks about how
his mwriage had been an arranged one
and explains that he agreed to marry
his wife , .-
hecause she is from a good family and
1s healthy and well brought-up. She s
a good wife. and after we had been
married for a year or so, | became fond
of her.
No one thought this might be the state-
ment, because it was so normal. (A
group of ten Japanese men) all mar-
ried, with whom I also did this exercise
agreed that each one of them could
have made a similar statement.)

Talk and Listen and Values Clarifi-
cation were used at many other points
throughout the book. The amount and
varicty of English language activity and
learning experienees preduced support
my belief that “IT WORKS!” I would
like to explain, howesver, that this study
of The Graduate was not undertaken
as a “this-is-the-way-it-is” teaching of
American culture. The underlying peda-
gogical motivation was quite different.

‘Cultur¢’ has many definitions, each
valid in its own domain. Literature has
long been seen as Tulture, with capital
‘C'—one of the stable, tangible, trans-
portable and purchasable produ.ts of a
given group. This type of culture has
its place in language study, bet in using
the expressions ‘cultural contest’, ‘cross-
cultural interaction’, and ‘cultural dif-
ferences’ in the above, I have used ‘cul-

Continued on page 28 ~
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ture’ in a rather different sense. ‘Culture’
can be used to réfer to the common
way of life of a social"group. That com-
monality is based on shared beliefs and
knowledge, often expressible in terms of
values, by which behavior it organized.
It is on the basis of culture in this
«ense that the behavior of individuals

s anticipated, considered to be positive

or negative, norral-or anomalous.

This .culture is a powerful factor in
the classroom. We must take into ac-
count the cultural backgrounds of the
teacher as well as that or those of the
students. Very importantly, considera-
tion must be given to the cultural con-
texts n which students are or will be
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A LOOK AT TOTAL PHYSICAL RESPONSE

(TPR)

The Total Physical Response (TPR) is
an approach to language learning devised
Ly James Asher, a psychologist at San
Jose College, California. The TPR
method claims to produce rapid, non-
stressful and effective language learning
using a strategy that achieves accelerated
listening fluency in the target language
of the student. This is achieved through

the mode of synchronizing language lis- -

tening with body movements.

TPR 1s an approady, derived from the
strategies of children leaming their first
language. Children acquire a high level
of listening ability for English long be-
fore they are able to say their first words.
They can follow simple and complex
commands before these words are
spoken. Asher (1972) believes the child’s
listening comprehension;-if not only f3r
superior to his speaking, but is alsp crit-
ical to the development of speaking. He
believes this is so because the brain and
nervous s\stems are  biologically  pro-
grammed to acquire language in the
sequence of listening before speaking
Therefore, in TPR, the first stage of
training focuses upon only listening, fol-
lowed by an action. Of the four language
skills: listening, speaking, reading and
writing, Asher believes listening has the
most positive transfer to the abuve areas,

The learning strategy is to let the stu-
dent listen to a command in English and
iminediately follow with the physical
action. For example, the teacher gives the
command, “stand up”, and along with the
teacher the students stand up. Briet
utterances are used at the beginning,
but as Asher claims, the “morphological
and syntactical complexity” of the com-
mand can be increased to:

Stand up and walk to the door.

Stand up and walk to the door and open
it.

Many experiments have been con-
ducted (Asher 1964, 1969, 1972, 1974)
to examine the questions of whether: 1.
all linguistic features of the target lan-
guage can be achieved with TPR, and
2. will there be a positive transfer from
listening to the other 3 language skills
areas. The findings were encouraging.
Most of the grammatical features of a
language can be utilized in the impara-
tive form; also listening has a positive
transfer in the areas of reading, writing
and speaking,

What accounts for this technique’s
effectiveness is believed to be the action,
which facilitates and accelerates the com-
prehension of language learning. Asher
(1964) found that the action was ex-
tremely important in the retention of
manv complex utterances, even though

by Carol Weiner
" Northeastern Hlinois University

there was a long interval between the act
and the retention test. However, Asher
has tested and also found that if the
students attempted to learn listening and
speaking together, their comprehension
decreased. L .

Many other methods use the impara-
tive drill, but only in TPR is oral produc-
tion delayed until language comprehen-
sion has been developed, as responding
physically seems to produce long-term
memory storage.

For those interested in learning mote
about this method, Asher has a film

called, “Demonstration of a New Strat-

»¢gy m Language Learning”, which 1s -

available from the film library at the
University  of California, Berkeley. In
this? film he shows how three 13 year old
*boys show fheir understanding of com-
plex Japanese utterances after only 20
mmutes of traming. It also shows reten-
tion after a delay of one year. Asher also
has a book titled, “Learning Another
Langnage through Actions” (1977) Los
Catos CA, Skv Oak Productions.

Asher, James (1964) “Toward a Neo-Field
Theorv of Behavior.” Journal of Human-
istic Psychology 4:85-94.

(1965) “The Strategy of TPR, An Applica-
tion of Learning Russian”. Interna-
tional Review of Applied Linguistics
in Language Teaching. 3: 291-300

(1972) “Children First Language as a
Model for Second Language Leam-
mng”. The Modemn Language Jour-
nal. 56-133-137.

(1974) "Leaning a Second Language
through Commands.” The Second
Field Test. The Modern Language
Journal 58: 24:32,
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using their English. If, as is the case
with Japanese, the students will mainly
be speaking with members of other cul-
tures, including those whose members
are not native speakers of English, then
a central pedagogical goal will be one
of developing. an ‘awareness of the ex-
istence of cultural differences. Given
such an awareness, the likelihood that
such differences will become hin4rances
to successful communication in English .
1s reduced. The type of teaching which
has been exemplified above with The
Graduate 1s a definite step toward the
attainment of this goal.

) 'Richard A. Via, English in Three Acts
. gon)olulu: The Uuiversity Press of Hawaii,
1978).

*For further explanation of Talk und
Listen, see English in Three Acts, pp. 16-24,
alsa: Via, “Talk and Listen,” English Teack-
ing Forum, 15, No. 2 (April 1977), 22-24.
. 3S. Simon et al., Values Clarification: a
practical handhook of strategies for teachers
and students, (New York: Hart Publishing
Co., 1978). For a brief description: Mary
Taylor, “Values Clarification in EFL,” Cross
Currents (Autumn 1978), pp. 130-140.

* Louise Hirasawa and Linda Markstein,
Developing Reading Skills: advanced (Row-

ley, Mass.: Newbury House Publishers,
1974), 49-51




"TURN OVER" IN THE ESL
PROFESSION

by Jack Lortmate
Seattle Pacific University

Many things about the TESL fleld
happily suggest growth and stability. For
one thing, the TESOL organization ex-
perienced a 12% growth in membership
last year, indicattng that more and more
people are employed in ESL and con-
sider themselves ESL professionals.

But the brillant growth has to be
viewed in terms of the numbers of
traned and experienced ESL teachers
who give up the field because of the
instability they see for themselves by

staying in TESL: the low pay and low .

status, infrequent cost of living adjust-

a
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ments, etc. Is there any reason to rejoice
when twe. ty new le come into the
Bel;l if ten or #fteen bave just given it
up

This o t “tumn over” might seem
to be a geous for some; more
trainees imply more university teacher
trainer positions. But such “advantages”
are far outweighed by the deleterious
effects on all, inclu(i;ng the teacher
trainer, of having a field that is in prac-
tice transitory to other fleids. Training
individuals for short-term careers is as
futile as training people for jobs soon to
be taken oyver by machines. The security
of everyone at every level is threatened
when a field’s fundamental personnel are
being forced out. To quote an astute col-
league: “Every time another colleague
leaves, the profession takes a step back-
wards. Training ESL teachers for 5- to
10- year careers is not cost effective and
no profession can afford to continually
lose proven, competent members.”
(Bogotch, 1979)

Is the dead-endedness of TESL .nd
the attrition of TESL people inevitable?
Some might say yes., There is not much
hold on the market teaching English in
~n Fnglish speaking country. And, after
], teaching itself is a field notorious for
low pay. But the low status is more the
result of a lack of uniform standards and
bargaining organizations. Of course, the
field is represented by TESOL, a thriving
organization, But only as of the San Fran-
cisco Convention, with the Resolution
dealing with health and lifc insurance
for uninsured members and the excellent
8-point Resolution on employment issues,
has TESOL hegun to address these issues
that are indeed as primary as academic
Oligs,

Making TESL a true career woull
benefit not simply those employed in
TESL. Our country would be served
since the fleld is an important instrument
for confronting social issues. What is the
future of the Indochinese refugee, the
Hispanic groups, and other non-native
speaking immigrant or resident popula-
tions in the United .:ates? If being on
welfare is their calli:x, then learning En-
glish take: on the importance of a mere
pastime or hobby. It is entirely appro-
I .iate, then, for ESL instructors to be
acknowledged as hobbiests. If, however,
we are sincere in assisting these groups
to lead productive lives in our country,
and to achieve self-sufficiency and adap-
tation, then the ESL teacher must be al-
lowed to relate to the field as much more
than just a hobby. He must be allowed to
have security in his profession.

REFEFE.ENCES

BRogotch, Ira “Befors You Quit . * Reprinted
in the TESOL Newaletter, Decomber 1979,
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THE CHALLENGE OF TEACHING |
CHINA ’

)
by Virginia French Allen

"What counts most is what we leam
after we know it all.” This text, which
I first saw on a notice-board outside a
Califomia church, has helped launch
many a graduate course and in-service
workshop. Yet is can apply equally well
to overseas teaching experience, as
Francis Shoemaker and 1 discovered
during our recent weeks in the Peopl:'s
Republic of China

Between us, during our long careers,
my hushand and 1 had logged a farr
number of contact hours with teachers
and studen’s abroad. We thought we
knew a lot about the satisfactions to be
derived from educational missions
other countries. But-the PRC in 1980 1s
not just another coumtry it s «n English
teaches's paradise,

There. after many vears of being de-
prived of opportunities to learn the
Lutgnage, people are mcredibly eager
fur Enghsh, and for links with American
life. In Wuhan (a city of four million
on the Yangtze River) the large lecture
halls where we ~poke were jammed each
day, even during the Sunday sessions
that wer: mserted mto the program at
the last minute. Near-riots occurred dur-
ng the distribution of our handouts,
while members of the audience scram-
bled for copies. Everywhere we were
beseiged by voung men and women who
sought help with passages underlined in
their books, begged us to write inspira-
tional messages along with our auto-
graphs, and camestly inquired what
they conld do to learn more English
fast.

Our hosts worried that the constant
barrage of questions was making us
“work too hard.” They kept trying to
fend off the masses of students who sur-
rounded us on stairways, in corricors,

Continued on page 6
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CHINA CHALLENGE

Continued from page 1

after lectures and during intermissions.
Little did our Chinese colleagues under-
stand how sweet such enthusiasm was
to us!

Francis and 1 formed half theteam—
jestingly dubbed the “Gang ofti'our"—
who had been invited to Wuhan by the
president of Huazhong Inst..ute of Tech-
wology. The other members of the team
were Frank Sutman (Director of Tt mple
University’s MERIT Center) and Fugene
Ching (Professor of Fast Asian Lan-
guages and Literstures at the Ohie State
University) We were there to conduct
teachier seimmars  (though seminar was
4 musnonmer considering the size of the
groups—250 to 500) and also, in fact
mainly, to work ont a plan for long-term
cooperation between the Huazhong In-
stitute and onr two American univer-
sities.

As China'’s counterpart to M.LT , the
H.LT. is destined to play a nwjor role
in the modernization of the country. In
addition to its work in forty specialties
(ranging from shipbuilding to electronic
engineering), the H.LT. has nine re-
search centers. The spacious campus has
facilities for accommodating an antici-
pated tripling of its present enrollment
of 8,000 during the next few years. Al-
most ilmediately, more faculty will he
needed—especially facnlty able to help
students with the English  textbooks
which are used extensively in science
and technology courses.

We were told that no adequate sonrce
for those additional teachers exists in
China beyond the H.LT.s own campus:
the Institute mwust tram its own. Tenple
and Ohio State are to assist by sending
groups of Americans trained in TESOL,
to help the Foreign Language Faculty
at the H.LT. preparc teachers of En-
glish. The plan calls for preparing a
larger number than may be needed at
the Institute, since many who are to
1cceive the training will doub..ess be
lured away to other jobs in tourism,
business and industry.

Temple and Ohio State are currently
recrutting teachers for the summer of
1980, in addition to nwre than a dozen
who have already signed on. The group
will stop in Demver in mid-June for o
three-day orientation session to he held
at the newly founded Spring School,
which specializes in ESOL activities.
During that time Francis and T will
share what we learned from our experi-
ence in Wuhan, They will then proceed
via San Francisco and Hongkd -g for a
10-week term in China (the last two
wecks to be spent in touring points of
cultural interest—one of many fringe
benefits offered by the H.I.T.) Travel
to and from China will be the respensi-
bility of the American teacher (approxi-

mate cost $2.000) but the People’s Re-
public will provide for all maintenance
and internal travel, including the two-
week tour, for which regular tourists pay
an estimated $3,000.

The summer program will be 1t the
first phase of the project  Amcrican
TESOL specialists will .ho be needed
at Huazhong Tnstitute of Technology for
the school vear (either one semester or
hoth sesesters, as the applicant prefers)
durg 1980-81 and for subsequent years
as well. The students will be Chinese
university teachers (and prospective
teachers) who will want ato improve
their own English while bringing them:
selves up to date on TESOL method-
ology.

I you arc seriously interested in
teaching in China, write and enclose
full vita to Dr. Eugene Ching, Depart-
ment of East Asian Languages, The
Ohio State University, Columbus, Ohio
13210 (Tel. 614-422-5816).

A knowledge of Chinese is not re-
quired. The Institute wou'd be glad to
include Chinese Ainericans in the pro-
gram if they hove a ative speaker’s
comunand of English and have had
TESOL training and expericnce.

The quality of the experience await-
ing Americans who teach in China can
he seen in this excerpt from a letter we
have just received from one of the
voungest H.L.T. students, aged 21:

“I am ready to take any hardships su long
as | can gain access to success. Bat I am at
my wits' end what to do. Francis Bacon says
in liis On Studies, ‘Some hooks are fo he
tasted, others to be swallowed, and some
few to be chewed and digested.” But T don’t
know what to taste, what to swallow, what
to digest.

“Without your imstructions, I am afraid
I cannot get to the access to snceess in spitce
of my will. I sincerely hope you will en-
lignten me on what to learn, how to learn.
.. 1 consider mysclf a pupil of yours, who
has not paid any fees, but won't yon feel
spiritnally rewarded when 1, a Chinsse stu-
dent, nnder your instructions, become suc-
cessful?!”

That is the challenge of the PRC in
the 1980s. It < indced an English
teacher’s dreamn.
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Richard Showstack
Tokyo, Japan

now many fine professiona!
taining articles by and for
lauguage/ teachers about,language leam-
mg. Unlfortunately, however, there are
rarely any articles printed by..and for
language learners about language learn-
ng. |
In tl;e process of studying three for-
eign lahguages over a period of eleven
years in five countries, and of teaching
English as a foreign language for five
years ‘in three different countries, I-be-
lieve 1 have leamed some valuable things
about learning a foreign language. There-
fore, from the point of view of a lan-
guage learner, I would like to pass some
of these ideas on to other foreign lan-
guage leamners and teachers.

1. Studying a language is not the same
as learning a language.

There are millions of people all over
the world who study foreign languages
but there are very few who actually
leavn to use a foreign language. The rea-
son for this is that most people study a
foreign language the way a geologist

. studies a rock: they try to crack it open
and break it into smaller and smaller
pieces until they are left with a handful
of dust and little else.

Unfortunately, many language teachers
do not know the difference hetween
studying and learning a foreign language,
for it is far easier to help a student to
study than to make sure a student learns.
The primary goal of language education
should be to help students to learn to
use the foreign language, not only to
help them to study it.

2, Most people do not know how to
learn a foreign language.

Since most people study at most one
foreign language, it is not surprising that
most language students are not cxperi-
enced in how to learn a foreign language.

For example, most language students
fall into the trap of assuming that all
that is necessary to learn a foreign lan-
guage is to do what the teacher assigns.
Or they fall into other learning patterns
that are not really useful in improving
their language ability.

All beginning language students
should be given training in how to learn
a foreign language.

3. Most people do not know how to
teach a language.

Here I am not referring to people em-
ployed as language teachers but rather
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to “people” in gencral. When confronted
with someone who does not understand
what he is saying, the layman will adopt
one of the following strategies:

a) He will repeat what he has just
said again, exactly as he said it the first
time.

b) He will repeat what he has just
said, but more slowly or more loudly than
the first time.

¢) He will repeat what he has just
said, but will rephrase it in the simplest
possible way.

d) He will try to communicate the
same idea using completely different
words.

e) He will give up attempting to com-
municate completely.

From the point of view of a person
trying to improve his ability in the for-
eign language, none of these strategies
is as helpful as the last alternative:

f) He will say the same thing again
but will explain the second time, what
he was saying and how it means what
he is trying to communicate.

If this last way were the way most
people reacted to someone who does not
know their language well, foreign lan-
guage leamming would be much easier.
However, most people do not have the
time or the sensitivity to react this way.

4. Presentation of content should be in
as many modes as possible.

Different students learn things in dif-
ferept ways. And each student needs to
learn some things in. one way, other
th’ in other ways. The language
teacher should try to “bombard” the stu-
dent with language experiences from as
many different directions as possible.

For example, to teach new vocabulary
to students, they should be exposed to
it in reading, writing, listening and
speaking practice as well as in posters,
films, etc. And even though two books
may teach the “same thing”, different
books teach the “same thing” in different
ways.

If he is exposed to the “same thing”
in many different ways, the language
student has a better chance of getting
a permanent mental “hook” on the con-
tent which will fix it in his mind forever.

5. It's easier to learn labels for mean-
ings than meanings for labels,

Essentially, words are only labels for
bundles of meanings. If a student al-
ready has the understanding of a certain
meaning.in his head, it is relatively easy
for him to learn one way, or several
ways, this “meaning” is labeled in a
foreign language.

Unfortunately, most foreign language
teaching is done in exactly the opposite
way: a student is presented with new
vocabulary or structures which seen

2

completely arbitrary to him, and then he
is asked to associate several meanings
with these vocabulary words or struc-
tures.

This latter method is by far the easier
way to teach a language but it is not
necessarily the better way to leam a for-
eign language.

8. The actual process of learning a lan-
guage is invisible,

Learning takes place when a new and
invisible connection ade in the brain
which establishes a relationship in the
brain between two previously unrelated
external pieces of information, These con-
nections have aiready been made for
one’s first language but new connections .
must be forged for a foreign language.

‘What we normally recognize as lan-
guage leaming is only the observable ex-
ternal evidence of this learning. Because
language leaming is invisible, a teacher
cannot directly “force” a student to
learn. And, likewise, a language teacher
should not be satisfied merely with lead-
ing the students to exhibit “language-
like” behavior.

Rather, the teacher should design ac-
tivities that force the students to make
these new connections in the brain, the
one thing in leaming a language which
a student cannot do for himself. For
example, the student should be led to
experience things which force him to
think in the foreign language, to relate
things together which he has previously
not related with each other.

Of course, th's is a much more strenu-
ous proces~ for the language student
than mer speating what a teacher
says or filn ¢ in blanks, but it is also a
much more effective way of learuing a
foreign language.

7. Many short exposures are better than
a few long exposures to new information.

When you are exposed to something
new, your brain has two reactions: first,
it realizes that you have been exposed
to something mew; then it tries to analyze
what the new thing is. In order to “leam”
something, these two processes must be-
come automatic and effortless.

If you are exposed to something ten
times for a short period, then your brain
tries to do both of these processes ten
times. If you are exposed to the same
information only a few times but for a
longer period each time, your brain has
more time to analyze it but gets less
practice in connecting the two processes,
and whatever “learning” that takes place
is likely to be less permanent. -~

Therefore, the teacher should try to
give the students as much language ex-
posure and practice as possible without
worrying so much at each point whether

Continued on next page
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. Continued from page 7

the students are “leaming” each specific
new piece of information. The brain i§'a
marvelous organ which, if given enough
¢xposure, can process enormous amounts
of new information. Language teachers
should take advantage of this ahility as
well as the brain’s ability to analyze
selected bits of new information.

One more point which language teach-
ers should constantly remind themselves
of: most people can leam much faster
than most people can teach. Therefore,
the language teacher should try to keep
up with the students” ability to leam
rather than force the students to slow
down to the pace of the teacher’s ability
to teach.

8. A student who does rot use the lan-
guage is no different from a student
who cannot use it.

Imagine a person who practices piano
for ten years but never performs for anv-
one else’s ears.

Likewise, imagine two. linguage stu-
dents. One has studied a foreign lan
guage for ten years, “knows” it perfecth .
but never uses it. The other has studied
it for two vears, constantly makes mis-
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takes, and uses it daily. Which one is the
better language learner? Which one i
the kind of language user a language
program should try to produce?

Too many language students are led
tv believe that a language is something
to be used in the language classroom,
but not in real life. In the final analysis,
howerer, the language classroom is only
a practice area, and practicing a lan-
guage is less important than actually
using it.

9. You'll nsver play better in the real
game than you do in practice.

Football coaches know this. So do
srchestra conductors.
Unfortunately, however, too many k-

guage students {and teachers) are con-

tent with “alinost” learning something in .

class, and assume that the student will
perforin up to his ability when he needs
to use the language in real life. This
rarely is the case, however. If a stu-
dent performs something 90% well m
the structured. comfortable, sympathetic
enviromment of the classroom, he will
surely perform no better than this (and
will probably perform worse) in -eal life.

Therefore, the language must, in a
sense, be “overlearned” in class if it 1
to be used correctly and comfortably m
real life,

ol

10. Learning a foreign language is usu-
ally not the most important thing in a
person’s life. ¢

Language teachers too often forget
that language learncrs are people first
and students second. They have other
things on their minds besides language
learning, such as paying the rent, eating,
drinking, slecping, and loving.

This mistake is easy to make, how-
cver, for the only time the language
teacher normally comes in contact with
the language leamer is in the elassroom.
Therefore, the language teacher tends to
see the students only in their role as lan-
guage learners, und, of course, a lan:
guage barricr hetween the teacher and
the students does nothing to break down
this misconception.

Also, the language teacher most likely
has conuuitted his life to language teach-
ing whereas most language students want
to get over with the tortuous task of
learning a1 foreign language as quickly,
and with as little effort, as possible. This
difference of perspective should be kept
in mind.

In conclusion, let me reiterate that 1
think that more emphasis should be
placed in the future on studving lan-
guage leaming from the student’s point
of view rather than merely from the
teacher’s point of view. I hope that this
article will serve that end.
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THE PREPARATION OF TEACHERS
OF ENGLISH TO SPEANERS OF
OTHER LANGUAGES

By Gina Cantoni Harvey
Northern Arizona University
Chair, Committee on Schools

& University Coordination

School systems serving students of
limited English proficiency must now
comply with federzl laws by implement-
ing one of several possible models of
bilingual instructicn in the elementary
grades; at the secondary level, however,
a school may adopt an ESL program as
an acceptable alternative to bilingual ed-
ucation, unless the local state law re-
quires the bilingyal approach for both
.elementary and secondary grades. Since
English is an essential component of in-
struction in both the bilingual and the
second-language approach, it is appro-
priate to ask who will be responsible for
teaching it, and what steps can be taken
to insure that the task is assigned to an
adequately prepared professional.

Usually the bilingual teacher will be
expected to teach both in English and in
the students’ native language. It is
hoped. but cannot be taken for granted,
that in teaching English the bilingual
teacher will follow an appropriate sec-
ond-language approach instead of relying

exclusively on materials and methods .

suitable for native speakers of the lan-
guage. Howevef, not all hilingual teach-
ers have had training in second-language
pedagogy: not all universities include
ESL methodology in their requirements
for a degree in bilingual education.

In some schools bilingual classes are
taught by a team consisting of a bilingual
teacher, responsible for instruction in the
students’ native language, and an English
teacher responsible for instruction in En-
glish. This approach provides a viable
solution to the need for bilingual educa-
tion in schools where there is a scarcity
of certified bilingual personnel, as it frees
the bilingual teacher to provide instruc-
tion in the students’ native language to
more than one class. It is again hoped,
but not taken for granted, that the team
teacher responsible for instruction in En-
glish will not be just a traditional Lan-
guage Arts or English teacher but a
trained teacher of ESL.

Obviously the need for special training
in teaching English to non-native speak-
ers applies to persons.teaching in second-
ary schools that ~tomply with federal
legislation by means of an ESL program.
Some skills in implementing ESL meth-
odology are needed by any teachers,
bilingual or monolingual, whose class-
room includes even one child unable to
function in the language used as the me-
dium of. instruction, for example, a lan-
guage arts teacher in a regular classroom
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including a Korean and a Navajo of
limited English ability, or a bilingual
teacher in a Spanish/English program
whose class includes one Chinese student.

Although teachers of both ESL and
EFL may be trained in the same pro-
grain and attend the same. linguistic
courses, the prospective clientele of each
of the two groups is diffcrent and can
be better served through a differentia-
tion of approaches. As opposed to the
learner of English abroad, for whom the
teacher and textbook may be the only
contacts with English language and
culture, the child of limited English
proficicney attending a U.S. school is
exposed to a variety of sources of re-
inforcement of his English skills through
the mass media, school and social ac-
tivitics, and his English-speaking peers,
the cffectin¢ ESL teacher will know how
to take advantage of this valuable input.

Having identified several categories of
teachers as responsible for teaching Eu-
glish to non-English speakers, it is ap-
propriate to discuss how they can best
be prepared to meet this responsibility.’
In other words, what concepts, skills and
attitudes do they need in addition to
those acquired during their pmfessional
preparatio. either as elementary Lan-
guage Arts teachers or as high school
English teachers? Is it possible for a
regular classroom teacher to become an
effective teacher of the ESL students in
his or her class without the expenditure
of time, money and effort requircd to
become a specialist? These are complex
issues, especially if we consider not only
the differences among the tcachers to be
trained (in terms of background, experi-
ence, attitudes, etc.) but the even greater
differences among the ESL learners who
will ultimately be affected (in terms of
age, ethnic- origin, expectations, etc.).
This brief paper can only touch upon
such issues with a few comments, focus-
ing on three points:

The fine distinction between teaching En-
glish to native and non-native speakers.

The problems of accountability.

Some insights from recent research on
how languages are acquired and learned.

Some English or Language Arts teach-
ers, untrained in ESL, who have suddenly
found themselves in chargde of students
with little or no English proficiency have
been knownr to proceed with the regular

_curriculum, using textbooks designed for

native speakers of English and probably
faultjng the students for their inability
to keep up. With the current emphasis
on individualized instruction such cases
are less frequent now than in earlier days,
but even today some teachers may at-
tempt to meet the students at their own
levels by using materials that are too
juvenile and reducing the conceptual—
not the linguistic—load. Others may rec-

og. ““e existence of a linguistic barrier
but .... eed on the assumption that any-
one who is a native speaker of a language
can teach it to others in a “natural” way,
as parents teach their children. Since the
students are not infants, this natural ap-
proach is only partially effective part of
the time; it is not efficient enough in
leading the students to academic success.
An understanding of the nature of lan- .
guage and how it is leamed and of pos-
sible ESL approacf\es would instead help
the teacher in assessing the approximate
level of English proficiency (if any) of
each ESL leamer and in selecting ap-
propriate activities for further develop-
ing his or her command of it.

The ESL teacher should emphasize
comprehension before expecting produc-
tion, should approach reading as a lan-
guage-based 'activity, should encourage
creativity rather than rote leaming, should
not msist on correctness at the expense
of fluency. The teacher should also avoid
downgrading the child’s own language
and culture, presenting English and the
mainstream way of life as alternatives
available and appropriatc in given situa-
tions. Most of these recommendations
apply to a student-centered approach in
a modermn classroom, not just_to the
teaching of English to non-native speak-
ers. Are the recommendations then suffi-
cient to insure that any teacher who
follows them can teach ESL? Only to a
certain extent; the specific implementa-
tion has to do with the language barrier
which (along with possible psychological
and cultural ones) scparates the student
from academic success. Effective imple- "
mentation of an ESL approach requires
an understanding of the nature of the
barrier and familiarity with proven ways
of breaking through. Good intentions are
not enough. For example, the teacher
should be able to detect discrepancies
between the material presented in a text-
book and the needs of the ESL learner;
an exercise on the proper use of “a” and
“an” is premature for a child who does
not use articles with any degrce of cor-
rectness, leaving them out altogether or
using the definite instead of the indefinite
or vice-versa.

It is clear from the above comments
that the proper attitudes of acceptance,
respect and patience arc not sufficient to
insure effective ESL instruction. The
public and the school administration de-
mand results; they must be observable
and measurable. The emphasis on be-
haviorally stated objectives has shifted
the focus of instruction from the teacher
to the learner; after a given lesson will
the latter be able to do something that
he couldn’t do before? Focusing on the
learner is not only appropriate but neces-
sary; what the teacher does should pro-
duce change and growth in individual
students. However, it is difficult to iden-

Continued on page 12
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) ) Continued from pade 9
tify the nature and extent of this growth,
let alone find isolated small tangible and
yet valid bits of evidence to prove it; a
“launidry list” of discrete performance
items is inadequate to deal with the com-
plexity of language learning. Moreover,
the requirement that a properly stated

- behavioral objective include a precisely
defined stimulus (ex: when asked to
choose the correct answer from three
written alternatives . . ., etc.) gets in the
way, of a less formal, more global assess-
ment of language used in a creative,
spontaneous, meaningful way. At present
it is stit impossible to determine exactly
what students must know, leam and do
in order to learn a language; therefore
we can only offer tentative suggestions
about the competencies and skills that
teachers need in order to facilitate the
leaming. Competency Based Teacher
Education does not provide us with the
long-awaited treasure map to cffective
training of language teachers; nor does
teacher accountability necessarily result
m teacher effectiveness, although most
teachers leamn to cope with it.

ESL teachers in U.S. elementary and
secondary schools acquire their training
from a variety of formal and informal
pre-service and in-service sources such as
workshops, conferences, publications,

and university courses and programs.”

Somc training sessions yield to the de-
mand for the practical, “hands-on” ap-
proach, leaving the teachers with an
eclectic collection of activities but with-
out a framework for using them con-
structively. On the other hand, the em-
phasis on theoretical concerns may ignore
the issue of classroom applicability. Be-
cause of individual differences some
teachers will be more receptive to one
kind of approach or to the other, or per-
haps to a combination of both; feedback
from them can provide valuable informa-
tion for designing more effective training
sessions. In gencral, university degree-
oriented programs and courses tend to
have a strong linguistic component; their
graduates are specialists representing
only a fraction of the teachers who work
with non-native speakers of English. For
the many teachers who simply want some
guidelines on how to better reach the
ESL learners in their classes an empha-
sis on linguistics may be a deterrent.
They may have other priorities, or they
may be disenchanted with the conflict-
ing claims and confusing terminology of
various modern grammars and resentful
of the faddish changes in textbooks and
curricula that capitalize on the word
“linguistic.”

In view of the limited amount of time
available for training ESL teachers it is
reasonable to re-examine the question of
o how much background linguistic infor-
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mation the *eacher really needs, and of
what kind. Linguistics is a growing disci-
pline in which today’s discovery is tomor-
row’s rejett; teachers cannot be expected
to keep up with the latest theories and
figure out their relevance and appliogbil-
ity. On the other hand most linguists,
even applied linguists, know little about
what goes on in a classroom, and are
seldom willing or able to relate their find-
ings to useful classroom activities.

Perhaps a better balance between
theory and practice in the training of
ESL teachers nay be achieved by retum-
ing the focus to the leamer (instead of
the language or the teacher) i-ut not in
a beh..ioristic sense. A body of recent
research  (Krashen, Schumann, and
others) has provided us with interesting
msights on hcw second languages are
leamed or acquired. The concept of
“intake,” a term first used by Corder
(1967) is the key to this model. In order
to learn a language a leamer must be
exposed to it and able to make sense of
it, at least partially. The conversations or
language activities in which the learner
participates at a given time constitute the
language “input’ available to him; the
“intake” represent; the portion of avail-
able “input” which the leamer under-
stands and acquires. There is seldom a
perfect match betwceen “intake” and “in-
put”; the most useful input is slightly
challenging to the learner but not tou
difficult. The teacher’s responsibility con-
sists of preparing an environmment that
cncourages commyunication and meaning-
ful language activities. The experience
should be pleasant, the focus on meaning
rather than grammar.

Teachers usually like to do this sort of
thing and do it well; it .s not too differ-
ent from oral language activities that
facilitate reading comprehension and
creative writing in the regular classroom,
The training of teachers or teachers-to-be
who age already effective in promoting
first language development to become
facilitators of second-language acquisi-
tion would further refine skills alrcady
developed, and add others such as the
ability to recognize and handle affective
factors impeding the acquisition and
especially the ability to select interesting
language input at the appropriate lever
of difficult, which is determined by many
factors besides linguistic ones. Student-
to-student and small-grovp interaction
activities involving English-speaking
peers can result in excellent “intake” for
the ESL leamer in spite of the fact that
the peers who provide the “input” have
no formal training in estimating levels of
difficulty; they can usually develop some
“ad hoc” strategies to insure that they
are being understood.

The difference between a Languagc
Arts or English teacher and a teacher of
English as a Second Language acting as

facilitator of second-language acquisition
is one of degree, not of kind; the same
person can perform both roles in the
same classroom. There is still a place in
our schools for the highly trained ESL
specialist with linguistic background
which is not incompatible with an under-
standing of how languages can be ac-
quired as well as taught. But it seems
that in view of the large numbers of stu-
dents entering our schools with limited
English proficiency the training of teach-

ers as facilitators of English acquisition

seems a promising and feasible altema-
tive to either setting unrealistic demands
for additional specialization or ignoring
the needs of students who have to over-
come a language barrier.
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PEER-TUTORING ACTIVITIES FOR
THE ESU CLASSROOM
by Alice C. Pack and Deborah Dillon

Briéham Young Unicersity
~—Hawaii Campus

Certain frustrations are shared by
nearly all classroom teachers as they try
to ‘meet the individual needs of their
students. In addii'on to unwieldy class
size, the difficultios posed by student
inattention, dissimilar needs and ca-
pacities, and lack of motivation consti-
tute all-too-familiar obstacles to effective
learning. Peer-tutoring techniques were
developed in response to these concemns
and, we believe, can be of great help
in dealing with them. Student response
to a variety of peer-tutoring activities
has been encouraging in terms of both
sustained interest and improved per-
formance. In this article we will explain
why these techniqued work and present
examples of peer-tutoring activities we
have used.

Peer tutoring typically involves a pair
of students (ideally of different lan-
guage backgrounds) who alternately
assume the toles of tutor and leamer.
Interaction is miore or less structured
according to student needs and the na-
ture of the materials being used. Paired
students work at their own speed and
rely on one another for constant feed-
“back. Peer tutoring thereby implies a
new role for the classroom teacher—
one in which the principal function is
that of a consultant, and in which con-
tact with students is brief, but frequent
and individual.

The effectiveness of peer tutoring de-
pends on numerous factors. The con-
stant mvolvement of all the students in
the class requires that they be alert and
thinking at all times. The fact that stu-
dents are paired gives each more per-
sonal attention and feedback than a
single teacher could ever provide. More-
over, it permits a teacher to match stu-
dents of similar levels and complemen-
tary capabilities. In this way, the variety
of strengths and weaknesses which stu-
dents bring with them to a class can
facilitate rather than impede learning.
As students rcalizc that they know
things which can bc of use to others,
a close camaraderic develops among
members of the class. An increased
sense of common purpose and the habit
of responsible participation in thc leam-
ing process are developed at the same
time. This, in turn, encourages indi-
vidual initiative and reduces the danger
of unproductive dependence on the
teacher.

Two sets of materials to be used spe-
cifically for peer tutoring have been de-
veloped at the Hawaii campus of
Brigham Young University. We rely
heavily on both in our English Lan-
guage Institute program. @fe is a set
of three books (Dyads: Prepositions,
Dyads: Pronouns and Determiners and
Dyads: Verh Choices and Verb Forms)
written by Alice C. Pack (Newbury
House, 1977). The other is a set of
pronunciation cards by Lynn E. Hen-
richsen (to be published). Each of these
sets of materials is discussed below.

DYADS

An anmalysis of crrors drawn from
ESL students’ compositions led to the
entification of three broad types of
grammatical difficulty. E.ch of these.
categories is treated in = separate vol-
ume of the Dyad series, whose .urpose
is to help students internalize gram-
matical structures through repeated ex-
posure to sentences requiring clozure.

Texts have two components—one
without answers (“student” copy) and
onc with answers ™ (“tutor” copy)—-and
students work in pairs. The steps con-
sist of a series of unconnected sentences
vith fifteen clozure blanks in each sec-
tion. For cach blank, students select one
from a group of two to six potentially
confusing itsms. (Review sections have
unlimitet choices.)  The “student™ (or
respondent) reads cach sentence aloud,
indicating clozure by filling the blank or
blanks with the correct word or words
indicated by the context of the sentence.
The “tutor,” whose book has the correct
clozure items listed, reinforees the re-
spondent’s clozure selection when  the
sentence s read by saving “mmhmm”
with rising intonation if the item is cor-
rect, and “mm-mm” with falling intona-
tion if the item is incorrect. If the
clozure item is incorreet, the respond:mt
again reads the sentence with another
selected clozure item. Students alternate
as respondent and tutor in cach dvad
after a respondent has read all of the
sentences in one section,

Becasise the answers present little or
no ambiguity and the program is highly
structured, the Dyads work equally well
in classrooms and in situations where a
teacher is not present, such as in a lan-
guage lab. These texts are very effcctive
for teaching discrete grammar points
and are particularly well suited to sypeak-
ing and writing classes. Teachers can
also use the dyad model in constructing
additional exercises to meet the spe-
cific needs of their own ctudents.
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PRONUNCIATION CARDS

The peer-tutoring approach was also
used in an activity designed to allow
students to focus on individual pronun-
ciation problems which might not be
shared by the rest of the class. The ac-
tivity, in a game format, uses sets of
cards, each set containing two yellow
cards and twenty orange cards. Eack
set presents two members of a targeted
minimal pair distinction (e.g. pill/bill)
in a sentence content. On each of the
cards is a pictorial representation of one
of the minimal pair sentences. The sen-
tences on the two yellow cards differ
only in the substitution of one minimal i
pair member for the other,

Students work in pairs (of different
language backgrounds whenever possi-
ble) and proceed as outlined helow:
(8 = speaker, L = listener)

preparation:

—students sit facing one another
—S holds shuffled orange cards so S
can see them hut L cannot

—L puts yellow cards on table so both
S and L ¢an sce them

method:

—$ reads sentence which corresponds
to picture on top orange card

—L poinis to yellow card which illus- *
trates the sentence he heard

—if L points to correct card § gives L
the top orange card

—if L pomts to mcorrect card, $ pu.-
top oran e curd back into pile

Students continue until all cards are
gone, change roles and record com-
pleted sets on a chart. While students
are working the teacher circulatcs among
them, monitoring progress and  giving
sadividual help,

In working with the pronunication
cards students often ciscover that they
really do have problems with speaking
and hearing specific sounds. They de-
velop an awarcness of the' importance
of individual sounds in effective com-
munication. The game requires accuracy
on the part-of both listener and speaker,
for a mistake madc by cither can halt
progress. When two students cannot
agree if u mistake was the listener’s or
the speaker’s, the teacher is called upon
to arbitrate. The use of these cards in-
variably gencrates a great deal of cn-
ergy and enthusiasm as students help
cach other produce and recognize pho-
nemic distinctions. Here, too, it is pos-

Continued on next page

TN 6/80



PEIR TUTORING. ACTIVITIES
"Continued from page 10

sible for teachers to make their own
cards (with or without pictures) de-
pending on their students’ needs. For
a more detailed discussion of the cards
see Henrichsen (1978).

Materials specifically designed for
peer tutoring have been discussed up
to this point. The peer-tutoring ap-
proach can also be successfully applied
to already familiar activities, e.g. check-
ing reading exercises, editing home-
work, proofreading essays, and giving
speeches. Examiles of each follow.

CHECKING READING HOMEWORK

Since reading is a slent activity, it
is sometimes difficult for a teacher to
determme whether any thinking is ac-
tually taking place while a student is
reading. For this reason, most texthooks
designed to teach reading provide a set
of comzichemsion questions to ensure
that students have actuatly understood
the passage. Unfortnnately,  however,
snch questions can often be answered
correctly with little or no thought.

A peer-tutoring reading check helps
students think while they read. After
students have answered comprehension
questions they gather in groups of two
or three and compare their responses.
When answers to any given (uestion
differ. cach student must defend  his
own choce As the students work, the
teacher circulates among them, helping
them find wavs to support their argu-
ments.

The readmg check stimnlates mental
activity durmg and after reading. Stu-
dents often give more careful thought
to answers which they know they nust
later defeud. As they learn to ask and
answer their own questions while read-
ing. they becomne more critical readers.

HOMEWORK

moment a student hands in a

EDITING
The

homework assignment, motnation is at
ity peak. Having committed himself to
certamn answers, he s eager to find out
if they arc correct. In the traditional
classroom situation, the teacher collects
homework. checks it and returns it the
following dayv. at best. By then, how-
ever, the student is concentrating on
something cle, so he barely glunces at
the corrections and he then proceeds to
make the same crrors on the next simi-
lar assignment. A very precious moment
has been wasted and, 4s a result, the
student continnes to make the same
errors and the tcacher continues to cor-
rect them.

g
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A peer-tutoring homework check is
very simple. The (})rocedures are similar
to those in a reading check. In groups
of two or three, students compare an-
swers to written homework assignments
and defend their own when differences
are fornd. Again, the teacher circulates
among the students, answering specific
questions and mediating unresolved dis-
putes.

The homework check takes advan-
tage of the fact that a student’s interest
in an assignment is greatest at the time
he hands it in to be corrected. It is at
that point that he wants most to know
whether or not his answers are correct.
Students find that a few minutes' con-
sultation with a peer provides them
with the opportunity to check "areas
about which they are uncertain. Editing
homework hclps students and teacher
break the vicious circle of repeated er-
rors and corrections.

PROOFREADING ESSAYS

Most nat ve speakers proofread their
grammar as thev write, and most good
writers proofread a series of drafts be-
fore they are satisfied with the finished
product. ESL teachers, however, often
encourage proofreading only by remind-
ing students to write a rough draft and
then cotrect rhistakes. Yet error correc-
tion in a second language can he a
monumental task. In teaching proof-
reading we have learned two very im-
portant things from our students: 1) it
is cxtremely difficult for them to find
their own crrors and 2) thev cannot
check everything at once. Therefore,
until students have learmned some tech-
niques of proofreading, it does little
good to ask them to correct their errors.

The first time students proofread they
should look for only one or two types
of crrors. As they gain expericnce,
knowledge and confidence, they can
handle many more. When pecr tutoring
is used to help teach proofrecading in
one of our intermediate level classes
(where verhs, prepositions, .nd word
forms have already been studied) the
following procedure is used:

1) One student reads his paragraph
slowly to his partner.

2) Both students look for istakes i
spelling and punctuation

3) Either student stops rcading any
time he thinks he spots an error. The
error is discussed, a mutual decision is
recached (perhaps to save the question
for the teacher) and the students con-
tinue reading.

4) Students repeat steps 1-3 looking for
verb errors (S-V agreement, verb time
agreement, forms).

5) Students repeat steps 1-3 looking at
prepositions.

6) Students repeat steps 1-3 looking at
word forms.

LN

34

7) Students repeat steps 1-3 looking at
anything else that does not look or
sound correct.

We find that teaching students to recog-
nize and correct the crrors in their own
and their classmates’ essays encourages
them to avoid such mistakes in all their
writing.

GIVING SPEECHES

Assigning students to give speeches
in front of a class is a familiar activity
in speaking classes. While a student
nervously stumbles through his speech,
his classmates often have their minds
clsewhere. They are worrying about
their own speeches or perhaps wonder-
ing what they will have for lunch. The
teacher gives the student a grade and
the student returns to his seat. Little, if
any, communication has taken place
between the speaker and his audience.

A peer-tutoring approach to such
specches provides for cons.ant interac-
tion betwecn speaker and audience. The
promise of a quiz on the following day
g..es the audicnce an immediate reason
for bemg attentive. When they do not
understand something the speaker has
said, they are encouraged—o interrupt
and ask for repetition or clarification.

This more informal approach to giv- *
ing speeches in the classroom benefits
the speaker in that continual feedback
from his fellow students permits him to
know exactly when he is and when he
15 not communicating. Thus, he can
monitor his own performance and regu-
late his behavior accordingly. This ap-
proach is equally valuable to students
in the audience, who soon leam that
listening is not a passive activity. By
taking notes they learn to extract and
organize important information in a
specch, and at the same time overcome
their rcluctance to ask questions the
answers to which are necessary to their
understanding. Both speakers and audi-
cence come to know the considerable
con.nsion that <an be caused by inac-
curate pronunciation or inappropriate
grammatical construction. Indeed, stu-
Cents seem more apt to lcarn from one
another than from a teacher the crucial
valite of making themselves intelligible.

The possihilities for using peer tutor-
ing are endless and we have found it
to be aduptahle to ncarly any cluss set-
ting, and subject and any set of ma-
terials. There is ample evidence in jour-
nals and other pnhlications that many
other tecachers are discovering and en-
joying the muny benefits of peer-tutor-
ing procedures in tcaching reading
(Dykstra  1970; Ford 1977), writing
(Kohn and Vajda 1975; Witbeck 1976)
and ir speaking and listening activities
such as map-reading (Winn-Bell Olsen

Continucd on next page
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Continged from pagec 9

tity the nature and extent of this growth,
let alune find 1solated snall tangible and
vet valid bits of evidence to prove it, a
“laundry lst” of discrete performance
itens 1s inadequate to deal with the com-
plexity of languige learning. Moreover,
the requirement that a properly stated
behavioral objective include a precusely
defined stimulus (ex: when asked to
choose the correct answer from threce
written alternatives . ., etc.) gets in the
way, of a less formal, more global assess-
ment of language used in a creative,
spontaneous, meamngiul way. At present
it is still impossible to determine exactly
what students nust know, leam and do
m order to leain a language, therefore
we can only offer tentative suggestions
about the competencies and skills that
teachers need in order to facilitate the
learning. Competency Based Teacher
Education does not provide us with the
long-awaited trcasure map ta cffective
training of language teachers; nor does
teacher accountability necessanly result
m teacher effectiveness, although nost
teachers leamn to cope with it.

ESL tcachers in U.S. elementary and
secondary schools acquire their training
from a variety of formal and informal
pre-service and in-scrvice sources such as
workshops, couferences,  publications.
and nmwversity courses and  programs
Some training sessions yield to the de-
maud for the practical, “hands-on” ap-
proach. leaving the teachers with an
eclectic colleetion of activities but with-
out a framework for using them con-
structively. On the other hand, the em-
phasis ou theoretical concerns may ignore
the issue of classroom applicability. Be-
cause of individual differences some
teachers will be more receptive to onc
kind of approach or to the other, or per-
haps to a combination of both; fecdback
from them can provide valuable informa-
tion for designing more effective training
sessions. In general, university degree-
oriented programs and courses tend to
have a strong linguistic component; their
graduates arc specialists representing
only a fraction of the teachers who work
with nen-native speakers of English. For
the many teachers who simply want somc
guidelines on how to better reach the
ESL lcarners in their classes an em.pha-
sis on linguistics may be a deterrent.
They may have other priorities. or they
may be disenchanted with the conflict-
g claims and eonfusing terminology of
various modern grammars and resentful
ot the faddish changes in textbooks and
curncula that capitalize on the word
“linguistic.”

In view of the limited amount of time
available for training ESL teachers it i
reasonable to re-examine the question of
how mueh hackground linguistic infor-
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mation the teacher really needs, and of
wlat kind. Linguistics is a growing disci-
pline in which today’s discovery is tomor-
row’s reject; teachers cunnot be expected
to keep up with the lawest theories and
figure out therr relevance and apphcabil-
ity. On the other hand most linguists,
cven applied linguists, know little about
wlat goes qu in a classroom, and are
seldom wﬂlilﬁb«)r able to relate their find-
i oy Uaseful classroom aztivaties.

Perhaps a better balauce between
theory and practice in the training of
ESL teachers may be achieved by rcturn
ing the focus to the leamer (instead of
the language or the teacher) but not in
a behavioristic sense. A body of recent
research  (Krashen, Schumawn, and
others) has provided us with interesting
msights on how sccond languages are
learned or acqured. The concept of
“intake,” a term first used by Corder
(1967) is the key to this model. In order
to learn a language a learner wust be
exposed to it and able to make sense of
it, at least partially. The conversations or
language activities m which the leamer
participates at a given time coustitute the
language “input” available to him; the
“mtake” represents the portion of aval-
able “input” which the leamer under-
stauds aud acquires. There is seldom a
perfect match between “intake” and “in-
put”; the most useful mput s slightly
challenging to the learner but uot too
difficult. The teacher’s responsilnlity con-
sists of preparing an environwent that
cucourages communication and meaning-
ful language activities. The experience
should be pleasant, the focus an meaning
rather than grammar.

Teachers usually like to do this -ort of
thiug and do 1t well, it is not too differ-
ent from oral language activities that
faclitate reading comprehension am!
creative writing in the regular classroom.
The training of teachers or teachers-to-be
who are already cffective in promoting
first language development to become
facilitators of sccond-language acquisi-
tion would further refine skills already
developed. and add others such as the
ability to recognize and handle affective
factors impeding the acquisition and
especially the ability to select interestmg
language input at the appropriate level
of difficult, which is determined by many
factors besides linguistic ones. Student-
to-student and small-group interaction
activitics  involving  English-speaking
peers can result in exccllent “intake” for
the ESL leamner in spite of the fact that
the peers who provide the “input” have
no formal training in estimating levels of
ifficulty, they can usually develop some
“ad hoc” strategies to insure that they
are being understood.

The difference between a Language
Arts or English teacher and a teacher of
English as a Second Language acting as

Ju

facilitator of second-language acquisition
is one of degree, not of kind; the same
person can perform both roles in the
same classroom. There is still a place in
our schools for the highly trained ESL

specialist  with  linguistic  background
which is not mcompatible with an under-
standing of how languages can be ac-
quired as well as taught. But jt seems
that in view of the large numbers of stu-
dents entering our schools with limited
English proficiency the training of teach-
ers as facilitators of English acquisition
secis o promising al feasible alterna-
tive to cither setting unrealistic demands
for additional specialization or ignoring
the needs of students who have to cver-
come a language barrier.
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ESL AND COMPOSITION: A REPORT

A principal benefit in being a member
of NAFSA (the National Association for
Foreign Student Affairs) is taking part
in the varicus workshops, conferences,
and conventions which the organization
offers each year. The content of such
meetings is interwoven with valuable
contacts to provide not only an overview
of international education but also in-
sight into specific professional interests.
At the Region VII Annual Conference in
Knoxville (October 17-19, 1979), the
ATESL (Association of Teachers of En-
glish as a Second Language) Sectional
Meeting on “Teaching Composition™ af-
forded ATESLers the opportwmity to
broaden their approach to that subtle

* skill. Chaired by John Rogers of the Uni-

versity of Miami, the meeting included
four presenters who discussed a variety
of topics conceming the instruction of
composition. .

Dale Myers of the University of Ten-
nessee at Knoxville spoke first on the re-
levance of the conference theme (Profes-
sionalism in International Education) to
composition. Dr. Myers proposed a num-
ber of responsibilities which composition
teachers should address to enhance the
learning of their students. First of all,
the instructor should be thoroughly
acquainted with re<earch and materials
in the field of composition pertaining to
both non-native learners and to native
leamers. In being familiar with the ma-
terials available, the instructor has a
broad range from which to choose pri-
mary as well as secondary materials; in
boing familiar with native as well as non-
native research, the instructor js further
armed to assist students in their prepara-
tion to write in an English-speaking
world. Familiarily with the field allows
the teacher to supplement or replace,
adapt or modify, develop and experi-
ment in order to gear composition to the
needs of the student, It becomes (he in-
structor’s duty to experiment with a
variety of techniquec to find those com-
positional exercises which best suit the
development of composition. Having
made the selection of materials and tech-
niques, the composition teacher should
provide the opportunity for practice,
sinee it is through practice that students
acquirc the ability to write. Myers en-
courages composition teachers to avoid
“sentence-level panic” and teach com-

position, not grammar. It is important to’

keep the notion of rhetoric as the pri-
mary focus of a composition class, avoid-
ing emphasis on isolated sentence exer-
cises. The teacher should be aware of
his own stucents’ composition needs in
terms of their academic futures and their
current outside interests in order to re-
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late their work in composition class to
their own lives and to their future needs.
The realization of application affects the
students’ interest in writing; the realiza-
tion of applicable preparation affects at-
titudes of university departments towards
the relevance of an ESL program.

Virginia Pritchard shared some ideas
on composition from the ESL program
at North Carolina State University,
where the operating philosophy is that
ESL students should be taught composi-
tion survival skills. Since the ESL classes
serve as preparation for the regular En-
glish program, a major stumbling block
for non-native students, the students
need to acquire abilities in essay writing
and research if they are to endure the
academic demands in the university. In
many instances, Dr. Pritchard finds, ESL
students do not have a cemplete knowl-
edge of their own grammar, thereby
necessitating the teaching of grammar
concepts.

At North Carolina State composition
classes are writing labs, with corrective
exercises given as homework, Each stu-
dent’s papers are kept in a folder at
school so that they can be referred to in
frequent conferences with the composi-
tion teacher. Students also keep journals
in which they are encouraged to write.
Though ungraded, these journals are re-
viewed periodically by the instructor—
a time-consuming process—but one that
reveals the emergence of improving
writing.

A handout of a selected student’s
written first impressions of the U.S.
demonstrated two things: the glimmer-
ing of understanding of an cxpressive
mind and the problem of all composition
teachers, corrections. Pritchard suggested
the use of the guidelines proposed by
Wilga Rivers and Mary Temperly in A
Practical Guide to the Teaching of En-
glish as a Second Language (Oxford
University Press, 1978; pp. 323-4).
These guidelines encourage, among other
things, that students learn to writc com-
positions by writing them, that correc-
tive focus should be narrowed to a few
major faults, and that active correction
on the part of the student achieves bet-
ter learning than the passive reading of
corrections marked by a teacher (Rivers
and Temperly offer a number of “active
correction processes” ). For scoring com-
position, Pritchard explained the system
used at the Summer Institute in English
at N.CS.U.:

Guide in Scoring Written Compositions

Assign one mark from each of the two
sections below. Add the two and multi-
ply this “raw score” by 4.

3b.

I. Organization, length, content

15 An interesting and substantial thesis,
within 4 clear structure (introduction,
good development, conclusion) and at
an appropriate length.

13 Adequate development of relatively
interesting and complex ideas. Clear, co:
herent. .

11 Wegk devclopment of routine
thought, but does stick to the topic.

9 Little organization heyond sentence
level.

7 .o apparent organization. Doesn’t
stick to the topic.

5 A jumble. Practically unintelligible.
3 Uninterpretable.

II. Grammar, vocabulary, spelling

10 Excellent, near native.

8 Moderately complex grammar and
diction, with .occasional errors.

6 Grammar occasionally obscures mean-
ing. Vocabularv limited to common
words. Frequent misspellings.

4 Only phrases and fragments are cor-
rect. Uses only very basic vocabulary.
Rampant misspellings.

2 Shows no sense of the mechanics of
English.

Mike Pyle of the ‘English Language
Institute at the University of Florida
gave a presentation entitled “Enhancing
Style in Composition with ‘Relativiza-
tion.”” Mr. Pylc proposed that a work-
able knowledge of the sentence combina-
tion and reduction functions of relative
clauses will improve the style of ESL
students. Since ESL students will be
evaluated by the same criteria as En-
glish-speaking students in their univer-
sity-level written work, it is important
that they be equip, ¢d with some adept-
ness in the stylistic conventions pertain-
ing to relative clauses.

The basic structure and use of relative
clauses should be taught in grammor
cla.s, Pyle stressed. However, effective
sentence combination through “relativ-
ization” has valuable stylistic utility for
the composition class. For example, rela-
tive clauses can be wielded to affect
sentence length, eliminate verbiage and
present definitions. Similarly, ESL. stu-
dents should be aware of the application
of relative clause reduction in order to
decrease ambiguity and heaviness. Pyle
pomted out these constructions lending
themselves to the reduction of the rela-
tive clause (example sentences are this
writer's):

“Passivization”: The film (which was)
shown yesterday is being offered again
today.

Before prepositional phrase: The theater
(which is) in Building 4 can get crowded.
Before noun phrase The film, (which
is) a cinematic masterpiece, won three
awards in Cannes.

After verb BE in progressive: The actor

(who is) playing the lead was also
nominated. Continued on page 17
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_« Competency-based “survival” ESL topics, relevant to

“At last! SPEAK ENGLISH! is what our ESL teachers have
been waiting for. It presents lifeskills information in a logi-
cal sequence of English language skills. It combines practice
in listening, talking, reading and writing. My teachers like it
and my students love it. Send us more.” Dleeor Atk

Director. Adult Educs” un
Lancaster-Lebanor 1.U. 13

UNIQUE CONTENT AND APPROACH

e Eclectic combination of situational, notional/functional,
and gra.amatical approaches .

¢ Realistic identification of structural and functional objec-
tives for each lesson

adult students

o Necessary stress on oral communication, related to each
student’s own life

o Essential emphasis on content, not form; on communica-
tion, not drills

SPEAK ENGLISH! Workbook SPEAK ENGLISH! Basic Begin

SPEAK ENGLISH! Text One - Stu:

dents iearn to: use the telephone
and public transportation, read
traffic signs and newspaper ads,
shop for food and bousing, func-
tion in social situations. Offers
cultural insights into name sys-
tems, TV advertising, U.S. cus-
toms. An impressive beginning
for all ESL students.

One—Reinforcement and exten-
sion of functions and structures
introduced in text, plus phono-
logical practice. Students prac-
tice skills and structures, ap-
plying what's been learned to
devsiop new language compe-
tencles. Crossword/number puz-
zleg. "find the word’’ games -

ner Book - Especially for the non-
literate aduit. Students learn
practical language functions and
structures in everyday contexts.
includes prereading, reading, and
basic writing skills. A vital prep-
aration for beginning English in-
struction.

Septomber 1000 082.2(1801) $3.95

Just Published!

51-4(1812 $3.08

Now Avelisble!  850-8(1811) $3.85

Forthcoming Complements . . .

Reed Sock One—rsading skills develop-
ment (o complement level one of Spesk English! or
sny other ESL series—including Orientation in
Amaericen English. Short topical passages empha-
size both reading for pleasure and functional reading
such as schedules, forms, directions, etc.

Septomber 1480 781 (1619) $3.98

WRITE ENGLISH! Book One-—composition skills de
velopment to complement Speak English! and OAE.
Varied exercises such as ‘Number the Pictures”
stress both orgenization and sentence/parap’apn
conetruction. Leaming experiences outside the
classroom are included.
Ooteber 1000

0840(1819) $ux

Ploase send me a free “preview sampie” of
SPEAK ENGLISH! Text One.

NAME

ADDRESS

|
i
|
|
I SCHOOL
|
|
|
|

STATE

@ Language People
Institule of Modern Languages, Inc.

2012 Pman Drive  Sslver Sprong. Md' 2000 (X0) 343- 2990
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ESL AND COMPOSITION

. ") Continued from page 15

Before adjectives (requires transforma-

tion): The flm, (which 1s) long, will be,

shown m two parts.

" Pyle also discussed the methods of avoid-

ing “over-relativization”™ such as break-
ing up the sentence, usmg participial
constructions and using relative advyerbs.
He then demonstrated with model sen-
tences how stylistic ineffectiveness can
be corrected through “relativization” or
reduction.

Clhint Wright of Georgia State Uni-
versity gave an interesting presentation
"on a variety of gamc-playing techniques
which he uses to emphasize the formal
nature of the paragraph. Mr. Wright fol-
lowed the theme of the other presenta-
tions i stressing that 1t s paragraph
structure wluch should be taught in the
compusition class. grammar, with its in-
finite problems, should not he tackled.

Wright caplovs several exercises to
give students  practice in developmg
paragraphs  with topic and supporting
sentences  In one  cxerase,  students
choose topic sentences from a Iist of par-
agraphs without topic sentences. From
this cxeranse, they proceed to developing
their own topic sentences for “deficient”
paragraphs without the provision of a
hist. Wrnight employs - “the  round-robin
paragraph™ to ad students in writing
pamumphs with supporting sentences.,
Gronps of tour students with a “leader”
decide on a subjeet of nmversal mterest.
The leader wntes the topic sentence,
and then the second student writes a
supportmg sentence. The writing of sup-
porting sentences continues i the gronp
unti] the paragraph is completed Wright
has fond that _students are forced to
read the colierence of the developing
paragraph as the exerese proceeds. The
group-produced  paragraphs can be re-
produced, dutributed, and analyzed con-
structively by the class as a whole.

To deal with the problem of lack of
detal m student compositions,  Wright
has students underline the vaguest gen-
eralities of a modcl paragraph. For ex-
ample.

Spring 15 the best season of the year
There are many actinaties you can do
Alo, the weather changes and be-
comes more pleasant. The scenery
becomes more beautiful. People seem
meer m the spring. Fually, spring has
been called the season of love. o

Next, students should break the para-
graph up by adding appropriate details.
With practice in becommg. more con-
crete in their composition, Wright as-
serts, students can be led away from the
“blank-paper syndrome.”

Another mtrigning excercise utilized
by Wright « the “induced conclusion,”
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in which students are provided with a
list of general conclusions. For each
conclusion, they are to write several
sentences  containing  specific  examples
which will lead other readers to draw
the same conclusion. Played as.a game,
tlus excreise has students attempting to
match the conclusions with sentences
written by other students. Wright thinks
that game-playing ‘exercises of this type
have students work with coneepts while
mamtaining their interest level,

OBTAINING TEACHING MATERIALS

by Bernard Susser
Baika Junior College

This v a prehnunary guide to obtain-
ing ESOL tcaching materials including
texthooks and supplementary materials.
It will probably be of most mterest to
teachers workmg outsde the United
States but T have tried to mclude some-
thing, for everyone. It should wot he
(hut it 1n) necessary to add that inens
tion of any  commeraal  organization
herem does not constitute an - endorse-
went bat is provided solelv for the m-
tormation of readers who wust, as usnal,
proceed at ther own sk,

1. Publishers’ Local Offices. Many of the
major Amencan and  British ESLEFL
publishers have local offices thronghout
the waorld winch often provide examina-
tion copies and other services for teach-
crs. But if the Jocal office s stingy wath
cxammation copres or will not provide a
professional disconnt on trade books, 1t
may be posable to obtam these benefits
dircetly from the wam office. Addresses
ot publishers are listed i Books in Print
or Britnh Books in Print which can he
tound in some large bookstores, muver-
sity libranes or Brtish Council/Amer-
wan Culture Center libranies,

2. International Booksellers. There are
stveral hookstores m Englund that offer
oversein senvice,  Blackwells  (Broad
Street, Oxfod, England) and W, Hefler
& Sons {20 Trinity Street, Cambridge
CB2 3NG, England) are leadmg inter-
national bookstores specalizmg in aca-
demic hooks, they assue catalognes m
many  ficlds, including  language and
hinguistics. Gullivers Bookshop (49 High
Street. Wimbarne, Dorset BH21 1HS,
England) provides international serviee
tor texthooks, tapes and other ESL/EFL
hooks and materials.

3. Instructional Materials. Compames
histed here handle supplementary teach-
ing nuterals such as games, posters,
tapes, shdes, ete.. most have exceellent
catalogues and will ship cverseas. Al
though compuaratively few materials are
made for TESOL, tcachers can casily
adapt materialy made for native-speak-
mg students in such arcas as linguage
developent, reading readiness, phonies
and awmal comprehension

C.C. Publications, Inc., P.O. Box 372-T,
Gladstone, OR 97027, picture cards.

Constructive Playthings, 1040 East 85th
Street, Kansas City, MO 64131, general
mstructional materials,

Cuisenairec Company ot America, Inc,
12 Church Street, New Rochelle, NY
10805, cuisenaire rods.

Developmental Learning Naterials, 7440
Natchesz Avenue, Niles, 1L 60648, games
and visnal aids, has several overseas
offices.

Dormac, Inc., P.O. Box 752, Beaverton,
OR 97075, special cducation materials
for kuiguage.

emi, P.O. Box 4272, Madison, W1 53711,
games and simulatians,

Ideal School Supply (Z;)mp:my, Interna-
tional Divisim, 6655 N. Avondale Ave-
nue, Chicago, 1L 680631, general instruc-
tiowal materials,

Lakeshore  Curriculum Materials  Com-

pany, 2695 E. Damingucz Street, P.O.
Box 6261, Carson, CA 907..), general

*nstrnctional materials,

Leamnmg World, Ine,, 500 Westlake -
Avemie North, Scattle, WA 98109, gen-
eral mstructional matertals,

The Pertection Formm Company, 1000
Noith Sceond Avenne, Logan, 1A 515486,
AV matenials, hoaks, -

SVE Socicty for Visnal E Incation, Ine.,
1315 Dinersey  Parkway, Cluengo, 1L
60614, filmstrips and other audiovisual
materials,

Wod Makmg  Productions, 70
Lowse Avenne, Salt Lake (Oity
S5, word cards and ganes,

West
UT

4. Pro Forma Invoices. Onc good way
to order from overseas s to send a hst
of the tens von want and request that
vour be sent a pro forma mvoiee which
mcludes all postage and other charges.
Then you can return one copy of that
myvomee with vom payment  or if you
deede not, to order, yon can tear up the
imoiee with no obhgation,

5. Local Sources of AV Materials, Many
Britsh and American filos are aval-
able in 18mun from  commercial  film
rental companies. The British Councils,
Biritish Tourist Authonty offices, Amer-
ican Culture Centers and similar agen-
cies wonnd the warld are a valuable
source of films, tapes and records. United
Nations Information Centers and some
mternational airlines provide English lan-
guage puoblicity filns for use in schools.
Of conrse the avalability of these ma-
terials will vary greatly from country to
country.

Anyone witlh snggestions for improv-
ing this hst or reproving the author is
mvited to write we ¢/o the Newsletter
or directly (English Department, Baika
Junior College, Shukunoshé 2-19-5, Iha-
raki-shi, Osaka §67, Japan).
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Edited by Darlene Larson
New York University
For Some Sparkling Conversation . . .

(We are pleased to be able to present
ideas from three different teachers in thay

Cissue, all focused on conversation in ESIL

classes. We regret that space does not
permit us to print the authors’ comments
in full.)

ANN LARSON of the Intensne En-
glith Language DInstitute, S.UNY  at
Buffalo has written to deseribe the role
and function of conversation groups m
that program. She writes,

Although solnateers from the com-
mnty could certainly be used, the lead-
ors of the conversation groups at the In-
stitute are generally umiversity stadents
fulfiling  requirements  for  academic
credit by completme a hst of readimgs
and aterm paper on nterenltural conm-
munication A part-time coordmator from
the Institute’s staff orgamizes the pro-
gram, trains the leaders, and deals with
any problems that anse. Trainmg of the
leader 15 on bath practical and theoretical
levels he not only s provided with work-
me advice, It also s mtroduced to so-
ciolingustic theory as a basis for under-
standmg the compleaties of mterenitagal
commumeation, Wiath this background,
he s better eqmpped to deal sensitivels
with students from a saricty of cultnres
and to take an active part m developing
their commumicativ e competence Chan-
nels of commueation between the co-
ordinatm and  conversation leader are
kept open  the coordinator holds weekly
resource hours and monthly meetings for
leaders to disenss occasional communica-
tive or interpersonal problems that .rise,
to obtam advice for improving gonp n-
teractions, and to exchange ideas on of-
fectis e techmgnes for initiating conversa-
tion.

An imagmative gronp leader can find a
diversity of ways to heep the conversa-
tion meetings from becoming locked into
a routme. During the last semester con-
versation groups nndertook a sancty of
explorations: some groups went to the
700, others visited restasirants. some went
on sight-seeing cxpeditions, All of these
expenicnces not only lelped to lessen
barricrs betwcen the group members but
also helped the foreim students to de-
vdlop the sociolingnistic  skills  which
vancd  situations call for. The typical
meeting, however, took place on campus
and consisted of the type of informal and
miplanned  conversations  that  friends
generally share with one another. The
group scaders are structed to deal with
cultural explanation and cultural com-
parison whenever possible, but they do
not generally approach the inceting with

1

a fixed list of subjects in mind; instead,
they lct conversation develop spontanc-
ously,

The small size and informality of the
conversation group are well suited to de-
velopnig  commumncative abilitics.  The
student not only has much more oppor-
tunity to speak than s 'he would have m
d dassrogm of fifteen to twenty students,
hat & he feels less mhibited and more
willing to experiment, using his or her
limited linguistic knowledge to its fullest
potential. In a small group the student
develops an adventurous attitude toward
the language. He or she learns to com-
mumcate meamng by whatever means
are at hand, combinmg constructions to
create wew utterances, and, when neces-
sary, supplementing words with gestures
As the student becomes acenstomed to
relving on lus or her resources rather
than on the support and feedback of a
teacher, he or she gradually loses in-
Iintions felt toward wsing the language
for the purposes of uncon,rolled,. spon-
tancous interaction.

Conmversation groups are deal for de-
velopmy socolmguic tic competence, Lan-
guage use is not artifically controlled s
it oftcu mmst be wathin the constraints of
formal instruction, m the conversation
group, the student has regalar practice
interacting m real communicative sitna-
tions  using the language for common
secial purposes such as developmg rela-
tionships,  giving  information, and cx-
pressig opunons.! Gronp mectings oc-
cnurrmg off campus provide the student
with shill - dealmg appropriately with
a varicty of situations, Ilis her greatest
deselopment, howeser, 1s in the realin of
mformal socal interaction with a peer.

Through assoctating watls the leader over -

a period of time, the students gam a gen-
cral awareness of culturally determined
values and expectations characteristie ol
Americans their own age. By trial and
crror, they gradnally learn to comnmmi-
cate m a cnlturally appropriate manner
as they determine throngh the leader's
verbal as well as non-verbal responses
whether they have snecessfully conveyed
intended meaning. The students espe-
cially benefit when the leader assumes
the role of cultural interpreter and guides
com ersation to direct cultural explana-
tion and comparison, With the growing
ability to interpret cultural phenomena,
the students are able to re-evalnate und
improve upon  commmicative interac-
tions with the native speaker throughout
their stay in the United States. Further-
more, they gain perspective on  their
academic studies: they are better pre-
pared to nunderstand ideas presented in
the umversity classroom with a knowl-
edge of their larger enltural context.
The Amecrican leaders also benefit in

FAlge Rovers,  Tatking Off the Tops of Thewr
Hendn," THAOT Quarterly 6 no 1 (March 1972),
P 7181
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that they are able to form friendships
with members of other cultures, develop
leadership abilitics, and improve skills m
interpersonal  relations, Through  direct
inter-cultural contact, they expand their
cducational experience, gaining cultural
perspeetive on their field of study. Future
ESL instructors cspecially benefit: they
are introdieed to the cultural variations
they will enconmter in the classroom, and
are able to develop the cultural aware-
ness and sensitivity so important in good
forcign language mstruction,

For all these vaned reasons it has been
the expericuce of the Institute over a
mmber of years that conversation groups
should form an incegral pat of any pro-
gram that serionsly intends to instruct
forcaign students in the nse of the Enghsh
language.

SUSAN CORBACIOGLU writes of
the importance and neeessity of discuss-
mg topies found in a “University Survey”
course. The purpuse of such a course 1
to familiarize students with the “proce-
dures amd resonrces of a specific univer-
sity. In addition to the necessity of learn-
mg of “course responsibilities, téstiv 2
and evalnation, and mniveraty resources,”
Corbacisglu points to the newcomers’
additional mterests m the whole systen
of higher edncation m the Umited States,

Students  from other cnltures often
need to be made aware of the expeeta-
tions of students and nstructors m a
college classroom “Some foreign students
are not accustemed to class participation,
let alone evpressmg  controversial  per-
sonal opimions m class. In many eases,
such behavior is expeceted and oftentimes
considered 1 the evaluation of student
performance.”

“The ESL teacher, will presumably
hold his or her dwn office hours and en-
courage {or require) students to come m
regularly S he shonld strongly recom-
mend that the students keep truck of the
office hours and phone numbers of other
mstructors. The nmatural  reluctance  to
speak with a proféssor in a language m
which one is not confident is a primary
obstacle  fer these  students.” Cultural
understandings  which  teach  students
never to sk for help can add to this
problem and makng these topics for dis-
cussion m the conversation groups can
go a long way m acquainting students
with the underlying assumptions and un-
stated expectations of their new  sur-
roundings.

When testing and evaluation practices
are being discussed, Corbaciogln recom-
mends first developing an awareness of
other fundamental questions snch as:

1. What is the attendance policy and
what is the ratiouale for 1t?

2. What are the enteria for_grading and
evaliation?

Continued on page 27
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3. What 15 the examination schedule and
the policy for make-up examinations?

She adds that “in-class cheating—its
meabing and its consequences—should
be discussed. And the concept of plagia-
rism as it is understood in higher educa-
tion in the United States needs to he
clarified.” .

“A large number of resources are avail-
able te students at an Amesican Univer-
sity, including anything from student
unions to counseling centers *o campus
police. The array of different services and
their designations can be bhewildering.”
Corbacioglu recommends that students
be sent in pairs to interview people in
these campus offices. Students will return
with many topics and much nformation
for <haring and discussion.

RONALD R. RODGERS of The Chun
Nam Board of Education, in Kwang Ju
City, Republic of Korea, writes about his
use of cultural information in conversa-
tion classes. Two sources of cultural in-
formation which he recommends are
superstitions and proverbs, though he
adds that famous quotations could he
another good source.

Many readers have used superstitions
and proverbs successfully in languuge
classes; most interesting language texts
incorporate them in a varicty of ways.
But Rodgers has added a technique
which may be useful in stimulating “real”
communication, genuine information seck-
ing and explanation. He reports:

I write a number of Anerican super-
stitions separately on index cards. I give
a card to each student, and make it clear
that each of them has to give me a

Korean superstition. After a student reads
the superstition out loud, the students
discuss it in English and try to come to
terms with it, to understand f as best
they can. At this point the compelling
need to communicate makes itself evi-
dent. The esoteric cultural item demands
discussion if there is to be any under-
standing at all. Often students have dif-
ferent ideas about it. They communicate
these to each other, they may argue or
agree and finally reach a conclusion. The
less the teacher has to do with the text
of the conversation the better.

The student who read the card must
now give me a Korean superstition, trans-
lated of course into English. My normal
fesponse is usually, “What does that
mean?” Discussion then follows in trying

to explain to me, the teacher, what it .

means. The clamour to explain, the com-
pelling need to communicate is acutely
obvious. There is something here that
simply does not exist in contrived con-
versational situations. When we do finally
come to terms with it we begin the
process all over again,

A few of the superstitions and proverbs
that haye worked well for Rodgers are:

Superstitions
The number 13 is an unlucky number.
Friday the 13th is an unlucky day.

If a black cat crosses your path yon'll
have bad luck.

Walking under ladders will bring you
bad luck.

A four-leaf clover will bring you good
luck.

If your palm itches someone is going to
give you money.

If your nose jtches you are going to kiss
a fool.

After spilling salt, to avoid having bad
luck, you must pick it up with your left
hand and throw it over‘your left shoul-
der.

A bride must wear something old, some-
thing new, something borrowed, some-
thing blue.

If your ears ring, someone is talking
about you.

Proverbs

Nothing ventured, nothing gained.

Actions speak louder than words.

Birds of a feather flock together.

One rotten apple spoils the barrel.

Too many cooks spoil the broth,

Two heads are better than one.

Closc only counts in horseshoes.

Absence makes the heart grow fonder.

Familiarity breeds contempt,

The grass is always greener on the other
side of the fence.

Where there’s smoke there’s fire,

A bird in the hand is worth two n the
bush.

No man is an island,

The Tesol Newsletter appreciates the
generosity of these teachers, who have
shared their ideas that work.
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CURRENT TRENDS IN ESL INSE%I])ON

So much' is going on these days in
ESL instruction that, as a friend of mine
once said, it foggles the mind. I am
going to try to characterize the current
trends in ESL instruction by discussing
three snecdotes, three proceses, and
three instructional tasks. This is, how-
ever, no magical incantation. I just hap-
pen to have three anecdotes at hand. I
have selected three processes tc talk
about partly because of time constraints
and partly because these particular
three, at this stage of our knowledge,
seem to me to be ones that we can im-
mediately take account of in our instruc-
tional tasks. 1 take the three insiruc-
tional tasks from pedagogical t.--di*.un.
All this will clear up, I truse, as I go
along.

The anecdotes are actually anecdotal
self-reports of second language learners.
The first I will summarize. It is the self-
report of an American who, in the
course of his work, which includes travel
to foreign countries, tries to learn enough
of the language of each country, before
he arrives there, to be understood and
to understand what is said if it is said
slowly.

Before a trip, his strategy is to spend
40 hours, an hour a day, by hi-nself with
a phrase book, stadying primarily vo-
cabulary, his aim being to master a basic
vocabulary of about 500 words. He con-
centrates on those words that he will
need to use in hotels and restaurants,
words like soap and towel but got words
like closet and wall and floor, words
like glass, knife, wine, and check, but
not the names of flowers or animals. He

4%s not recommend his word chuices -

to others—he only recommends that
each learner make choices in terms of
his or her particular communication
needs. -

He has a particilar approach to leern-
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ing verbs. He learns most of the ones
that he learns only in their infinitive
form. Of these, he learns to conjugate
only six or seven of the most common,
and one of thesc is always the word for
want. Then he can say “I want to buy

. “I want to order . . . ,” “He wants
to go . . .” and the only verb he has to
conjugate is want. I should point out
that his examples of languages that he
has learned are Romance languages.

After 40 hours of such self-study he
hires a foreign student as a tutor and
spends a coeuple of hours a week with
the tutor in simple conversation. He
doesn’t spend time with the tutor on
drill. He does that later on his own time.
The evening before he leaves on a trip
he sponds three hours with his tutor
speaking only the tutor’s language, and
often departs for abroad with recom-
mendaticns for restaurants that are off
the tourist track.

He reports considerable success with
his method. He uses whatever resources
that he has available to him for com-
munication. If he doesn’t know how to
say something one way he tries another
that will get his meaning across. If he
doesn’t know how to say “I'm finished”
ne says “Enough” or “No more.” (See
Tarone 1977 for discussion of conscious
communication strategies.) And though
he sometimes gets himself into embar-
rassing situations, that doesn’t bother
him.

This language leamer is Leonard
Bernstein. He wrote about his method
in an article which appeared in House
Beautiful in 1974.

You will have noted the strong, inte-
grative motivation, the specificity of the
communication goal, the self-drill.on the
learner’s own time anc ~t his own pace,
the attention to vocabulary, the delib-
erate strategy for simplifying the gram-
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mar, the willingness to try to use the
language.

Let me present the report of the sec-
ond language learner verbatim. This is
what Margaret Mead said in 1964 in a
discussion that followed the presentation
of a papeg at a conference on semiotics
(189):

1 am not a good mimi~ and 1 have worked
now in many different cultures. I am a very
poor speaker of any language, but I al
wi ys know whose pig is dead, and when 1
voork in a native society, I kncw what
wople are ‘alking about and I treat it
seriously and I respect them, and this in
itself establishes a great deal more rapport,
very often, than the correct accent. I have
worked with other field workers who were
far, far better linguists than 1, and the na-
tives kept on saying they couldn’t speak
the language, although they said 1 could!
Now, if you had a recording it would be
proof positive I couldn’t, but nobody knew
it! You see, we don’t need to teach people
to speak like natives, you need to make the
other people believe they can, so they can
talk to them, and then they learn.

The particular points that I would
call attention to here are, first, the way
that Margaret Mead perceives successful
communication as prior to “learning the
language,” in one sense of learning a
language, and, second, the importance
of shared knowledge and experience to
the interpretation of meaning. >

The last self-report I will also present
verbatim. This is a Russian reporting on
learning English as a second language.
Unlike the first two learners, who re-
port on adult language learning ex-
perience, he reports on his classroom
experiénce as a child. He writes as fol-
lows:

1 learned to read Erglish before I could
read Russian. My firs* English friends were
four simple souls in my grammar—Ben, Dan,
Sam, and Ned. There used to be a great
deal of fuss about their identities and where-
abouts—“Who is Ben?” “He'is Dan,” “Sam

Cuntinued on page 2

1



1

CURRENT TRENDS

Continued from page 1

15 in bed,” and so on Although :* all re-
mamed rather stff and paichy (the com-
ptler was handicapped by having to employ
—for the initial lesson- at least—v-ords of
not more than three letters ), my imagination
somehow managed to obtain the necessary
data. Wan-faced, big-limbed, silent nitwits,
proud m the possession of certam tool
(“Ben has an axe”), thev now dnft with a
slow-motioned slouch across the remotest
backdrop of memory, and, akwn to the mad
alphabet of an optician’s chart, the grammar
book lettering looms again before me.

The. writer is Vladimir Nabokov and
the quotation is from his book Speak
Memory (79-80).

Here I would call your attention to the
human propensity, indeed the human
craving, tu make sense of language s
commumcation, to assume (‘ontext, to
guess what it is if it is lackwg. Language
15 a vehicle for couveying weanmg and
feelings. Laugnage learners know that
Participauts m conununicative eventy in-
terpret the sense of the lwguage bemg
used by drawing on their knowledge of
how the language works in communica-
tion situations and on their knowledge of
the world and their own Ife experiences.
The young Nabokov had skimpy elues,
but he had the wmagination and the de-
sire to wnfusc life into the textbook sen-
tences. A bit later he goes on to say.

On later pages longer words appeared. and
at the very end of the brown mh-stamed
volume, a real, sensible story unfolded 1ts
adult sentences (“One day Ted sawd to Ann
Let us—"), the httle reader’s ultimatc
tnumph and reward. I was thnlled by the
thought that someday I nught attain such
proficiency The magic has endured, and
whenever a grammar book comes my way,
I mstantly turn to the last page to enjoy a
forbidden gluupse of the laborious student's
future, of that promused land where words
are meant to mean what they mean {80-81)

I will return to these three language
learners as we-go along. For now, let me
turn to the three processes. These are.
first, the natural process of second lan-
guage acqusition, second, the processes
of intervention, whereby a second lan-
guage lcamer consciously promotes lau-
guagc acquisition by em, ‘oymg learning
strategies, to use Iialystok's distinguish-
ing label (1978:7€-80), and, third, the
process of interpre.ati ~, which partici-
pants apply to ali com r -aication.

My purpose here is not to review the
research on these processes in any de-
talled or critical w2y hut to characterize
the majo. outlines ot vur current stances
regarding them in order to previde a
framework for assessing our nstructional
tasks. I think the chief current trend in
ESL instruction is attention to processes,
especially these three,

These three processes are of different

types.

Let me turn first to the aaturai process
of second language acquisition. I will de-
vote a disproportionate amount of timc
to it because it has been the area of most
concentrated research in recent years.
Second languagc acquisition is an un-
conscious process. In recent years, error
analysis has contributed to gur under-
standing of the way that it proceeds by
approximative stages, called interlan-
guages, cafh stage having its own gram-
mar represents the learner’s
hypothescs| about how the target lan-
guagce works at that particular point w
his or her development. In other words,
errors, in contrast to rhistakes, to use Pit
Corder's  distinction, are systematic
(1987.166-67). But these stages of inter-
language are not sharply divided from
each other. One stage merges into the
next flong an wregular and fluctuating
boundary, like the ocean laps at the
shore. (See Adjemian 1976.)

Currently, ws I have indicated, re-
search into the mterlanguages of ESL,
learners is very active. Many researchers
have mvestigated the order of acquisition
of certam morphemes. (See briof history
in Krashen 1978.) A few hive investi-
gated the order of acquisition of wore
complex structures (for example, d'Au-
gleyaun and Tucker 1975 and loup and
Kruse 1977). Most of thesc researchers
present cvideuee for a similar order of
acquisttion across learners from different
first language backgrounds; that is, they
argue for a natural order of acquisition.

Most recently, some researchers are
argnang that studies of order of acqusi-
tion do uot reveal how mastery has de-
veloped, that s, though these studies
may reveal the order of mastery of a
form, they do not reveal the process ot
acquinug that form, a process which m-
volves the association of caning with
forin. These rescarchers are mvestigating

the ways that a secord language learuer-

wies a morpheme before mastery of it. It
appcars that there is system and seuse to
these pre-mastery uses. The learncr uses
a morpheme at pre-mastery level in a
systematic way to express a meaning he
or she fecls the need to express, perhaps
because of the mfluence of the first lan-
guagc, and the leamer’s progress towurd
the English use of that form fcllows a
chartable path. (See Huebner 1979.)

These studies of second language
acquisition have all looked at the acquisi-
tion of linguistic competence. It is not
clear how the acquisiton of the cther
elements of communicative competence
relates to the acquisition of lwguistic
comipetencee, thongh of course there must
be language wntake before lingmstic com-
petence can develop and the other cle-
ments of communicative competence may
encourage intake. Margarct Mead com-
municated first and let the linguistic
competence come later.

What is lear is that we have a great
deal to lcacn about the natural processes
of second language acquisition.-About all
we secmn to know for sure is that these
are processcs of great complexity which
are reflected in the developmental and
approximative stages of interlanguage.
These stages are marked by varying de-
grees and types of reformulations and
simplifications of the target language,
Leonard Bernstein’s deliberate efforts to
simplify the gr~mmar would appear to be
a reflex of a natural process.

At this point in our knowledge about
the only way that we can take account
of thesc natural processes in our instruc-
tion is through our uuderstanding of
thewr geuneral unature and our recognition
that thesc are processcs located in the
learner. But that is one way of taking
accomnt of them. It is premature to de-
velop “natural” syllabuscs for language
instruction as Tarone, Swain, and Fath-
man (1976) have cautioned,

Researchers are, lowesver, beginning
to suggest that we cau help learners learn
how to conscously intervene in the
natural process of second language
acquisition. Let me turn now, and briefly,
sinec there hasn't beem  great deal of
rescarch, to the second kind of process,
the processes of mtervention—the learn-
ing strategies.

It is only fairly receutly that research-
ers have begun to identify and investi-
gate the strategies used by successful
second language learuers. Rubin (1974:
15-18), for examplc, 1deutifies such stra-
tegies as hemg a good guesser, having
a strong drive to commnucate, being
uninhibited, practicing, monitoring one’s
own speech and that of others, attending
hoth to wmeanwmg and to form. Leonard
Bernstein’s method exemplifies a nirmber
of these. Certainly he has a strong drive
to commumcate, 15 uninhibited, aund prac-
tices. :

We need, as Rubin {48-49) points
out, to know more about the unature of
these strotegies and to find out which
ones are nelpful for which leamers for
which learning tasks at which powt in
their developmeut. We need to under-
stand the wany constramnts on these
strategies having to do with motivation,

personality, attitudes, and  individual
learning styles as well as with oppor-
tunity.

The third kind of process, the process
of interpretation, is a type of guessing
based ou conventional clues. It is the
kind of problem-solving that we engage
in wheu we use language. Though how
we arrive at interpretations of what is
being commuuicated is often out-of-
awareness, we know in specific instances
what our interpretation is, and we some-
times talk about it or ~rgue about it It
is in the nature of communication that
the sense, the import, of what is being
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communicated is always subject to inter-
pretation, and people differ in their inter-
pretations as well ag in their ability to
interpret, phenomena we are all familiar
with. .

Sociolinguists and linguists are iden-
tifying the elenfts that contribute to
meaning, apd discourse analysts are in-
vestigating the ways that these elements
interact to provide clues to meanmg.
There are clues to the propositional
meanings—what language says—and to
‘the illocutionary meanings—what lan-
guage does. Among the clues, in addition
to the hinguistic structure, there are the
explicit ways of linking sentences to-
gether, the system of cohesion, which
Halliday and Hasan (1978) have ex-
plored in great detail for English, and
there are the Hymesian components
{Hymes 1967) of sctting. the relation-
ships between participants, their knowl-
edge and experience, the topics, and so
forth.

Think of the task for the second lan-
guage learner! It 1s not enough for him
or her to attend to linguistic structure
alone. Indeed, interpretation of the lin-
guistic structures will sometimes be de-
pendent on perception of their illocu-
tionary meaning which, in turn, may bhe
dependent on interpreting clues located
in the non-linguistic context,

What, then, of instruction? It would
seem that we should work from the out-
side in instead of from the inside out,
from the world to the sentence, rather
than from the sentence to the world.

Traditionally, the methodological tasks
of ESL teachers, materials writers, and
curriculum developers have been selec-
tion, gradation, and presentation. (See,
for example, Mackey 1965.)

Selection has been defined as the
choice of items to be taught. In the
audio-linghial mcthod, for example, thesc
items were linguistic structures and fea-
tures, 1e., items from the grammatical
system, the sound system, and the lexi-
con. For that particular method, the dis-
tinctive criterion for selection of items
was evidence of difference between the
native and target languages as deter-
mined by contrastive analysis.

Gradation is the overall orde:i?g, the
sequencing, of those items. Insfruction
occurs over time, over so many hours in
a wéek and so many weeks in a school
term. Gradotion is the distribution of the
selected items over time. A course sylla-
bus displays a particular gradation. Jus-
tifications for particular orderings of
linguistic features have appealed to such
criteria as moving from ‘easier to harder
to learn, linguistically simple to linguis-
tically complex, more to less frequent—
contrasts which have not always been re-
liably measurable.

Presentation is how the textbook or
other teaching materials along with the
teachler tries to get that which has been

LS
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selected and ordered across to the
learner.

These tasks of selection, gradation,
and presentation are still the method-
ological tasks of ESL teachers, materials
writers, and curriculu.a developers, but
we are approaching them very differently
from the way we used to.

First, selection. We have come, I think,
to general agreement that the domain
from which we sclect that which we
teach is not the Laguistic system of the
target language but the commumication
necds of the learners. This does not mean
that there is.not attention to linguistic
competency; it means that linguistic com-
I ey is viewed as only one of the
inter-related  elements supporting the
learner’s communication needs.

Currently, the communication needs of
learners are identified along a continuum
from specific at one end to global at the
other. The specific end is illustrated by
ssome of the work going on in ESP—

" English for specific purposes—which is

at least sometimes marked by attention
to the process of interpretation of dis-
course (cf. Candlin: 1976b:253). That
15, it is these processes that are selected
for teaching, not linguistic items or
speech acts treated as items. The global
end is wwually discussed in terms of the
functional-notional  syllabus, which 18
sometimes perceived as a listing of
speech acts with their hnguistic mam-
festations.

It iy perhaps natural that English for
specific purposes has moved in the direc-
tion of attention to discourse and the
process of intcrpretation, since the com-
munication events in which the studeuts
will participate are identifiable. In
courses with a global purpose, where the
communicative events in which students
will ultimately participate are not spe-
cifically identifiable, there appears to he
some tendency to deal with the functions
of language as items rather than as
processes, a tendency which both Cand-
fin (e.g. 1976b:x-xi) and Coulthard (c.g.
1975:75) have warmed against as simply
replacing one set of isolates with another,
speech acts as items replacing linguistie
structures as items. And though of course
it 15 recognized that language funrtions
are realized through discourse, it is not
50 easy to give attention to the process
of interpretation in courses with a more
global orientation. The reason, it seems
to me, is largely because no shared seg-
ment of real world knowledge and ex-
perience is automatically there in a more
global course, as it is in ESP, to provide
a sustained framework for discourse.

For this reason, part of the task of
selection, then, becomes the selection of
segments of real world knowledge and
experience, which themselves are essen-
tial clues to the interpretation of mean-
ing. Remember that Margaret Mead al-
ways made it a point to know what peo-
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ple were talking about. She had real
worl.. knowledge which she shared with
the people she was talking with to assist
her in her efforts at communication. And
Vladimir Nabokov as a child presumably
brought his knowledge of what stories
should be to bear on his language text-
book and somehow managed to read the °
textbook sentences as a story with char-
acters, albeit a very thin setting and plot.
And although I didn’t include it in the
suinmary earlier, Leonard Bernstein .so
reported on his experience of understand-
ing almost everything that a monk told
him, in Italian, about some Italian
frescoes. I would suspect that a large
part of his understanding came from his
knowledge of the subject.

It is not just that language is learned
for an end beyond itself. It is these ends
beyond language that provide many of
the clues that make interpretation, and
hence language leaming,  ossible. Selec-
tion of the process of interpretation as
that which we teach implies selection
also of the segments of knowledge and
experience that will provide a framework
—and a sustamed framework—for lan-
guage use. English for specific purposes
has this built m. How can we incorporate
it into mstruction for other learners?

Segmcents might be drawn from the
subject matter courses of a school cur-
riculum. Or they might consist of stories
that create a world that the leamers can
share—and we need to identify apprc-
priate stories for all age levels. For the
adult immigrants the segments might be
arcas of life like practical economics or
practical politics or sociocultural pat-
terns. For cbildren, one is reminded of
the Organic Vocabuiary that Sylvia Ash-
ton-Warner drew out of Maori children,
which helped her identify their common
world of feelings and experiences, as she
reported in Teacher. Anything will do
that establishes for the learners a world
of shared knowledge expericnce that has
real meaning for them.

What then of gradation? There has not
been much attention to gradation in re-
cent professional literature. Perhaps the
two overriding points relating to grada-
tion are, first, as far as the communica-
tive aspects are concerned, each syllabus
must be developed for its target leamers
and their particular needs—the question
of what the single best sequencing is sim-
ply does not arise as"it did in the de-
velopment of linge tic syllabuses; and,
second, as far as the linguistic aspects are
concerned, the learners operate on their
own timetables, and there are presum-
ably similar processes of mastery snd
perhaps the same order of mastery for all
learners but at individual rates. The
existence of a natural process of second
language acquisition implies that the
learner is the one who does the grading,

Continued on page 4
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. Continned from page 3
taking in from the input that which he
or she 15 ready to take in.

For syllabuses, Wilkins (1976:58-69)
has suggested an overall eyelic approach
to gradation, returming to the same lan-
giage functions but each time dealing
with them in terms of dierent contexts
of situation He suggests that within
each cvcle there nay be no intrinsic
ordering. Candlin (1976b.x1) has sug-
gested what he calls encounter sylla-
buses, where learners might be given
progressive experiences with the Hyne-
sian components m the interpretation of
discourse He has also suggested (19781
wii} that grading might be a process of
“gradually increasing the questionability
of meaning

Widdowson (1978 91-93), .who also
argnes for the teacling of processes, not
items, has suggested grading by estab-
lishing meaning first and then moving
from simple through complex verbal ex-
pression of that eaning. i reading
scieutific  cdhsconrse,  for  example,  he
would establish meaninz through the e
of charts and  dagrams, first accom-
panied by simple sentences, and then by
discourse, with exercises  requirng the
learner to draw on the framework of
meannig that las been established

Agam, it necds to be emphasized that
attention to the process of mterpretation
of meanmg does not mean that attention
15 not given to speech acts and linginstic
features  Indeed, they operate within a
discoursal framewnitk  And information
about them can certamly he sy stematized
and presented to the learner as appro-
priate Such systematization from time to
time of portions of the syvstem after the
tact ot 1se 15 probably more ncaningfu!
to the learner than st is hefore the fac
of use,

Fally, presentation Presentation can
he roughlv divided into two areas. First
is the langnage data that 1y presented to
the learners as input. Second is the pro-
cedures for setting up  interaction he-
tween the learners and the language datas
to cnconrage mtake and output. The
former is the domain of materials and
the latter of methods,

In matenals, a major issue currently s
the usc of wnsimplified vs. simplified
texts, simplified neaning texts prepared
specifically  for the consumption of
second langnage learner. In cases where
discourse analysts have deserihed 42 dis-
course structure of specific communica-
tive events, then we have the information
to prepare simplified materials that ap-
proximate the real and which provide
controlled practice in interpreting the

- clues to meaning. Where we don'’t_have
this information we need to explore how
to choose and use unsimplified materials.
Controlling the langnage input requires

knowledge of what it is ikat we are con-
trolling, and if we don’t know, we had
better err in the direction of exposing the
student to too much, rather than to too
little data, though of course we need to
use judgment and not overwhelm the
learner. The use of unsimplified materials
1» an arca that needs a lot of exploration
and research.

In methods, we are currently working
on ways to bring leamers into meaning-
ful contact with the data. Not all onr
learners will be as highly notivated or
unmhibited as Leonard Bernstein. We
need to find ont more about learning
strategiey so that we can help the learner
help hlﬁésclf or herself. Note that it was
in the real world that Margaret Mead
and  Leonard Bernstein  suceessfully
learned second lunguages, and that al-
though Viadinur Nabokov successfully
learied English in the classroom, he had

to overcome the impediments that in--

struction put between him and the lan-
guage m order to do so. We need to
learn how not to interfere with lenguage
learnimg, to nse a title from a 1966 paper
hy Leonwd Newmark We need to learn
lLiow to trazsfer the methods of successtnl
Linguage learners into the clas room.

But T war:t to reiterate onee more that
Imgustic form—the  code—of  com «
needs atiention. Let e give one exam-
ple of  voattention to a linguistic fea-
ture can be built wm to o communication
erererse, The example is an alaptation
of D7k 3ias talk and st.o technique
wlich e discusses e his book English
in Three Acts (1976) .t Mustrates some
of thn.gs that T h ve been talking abont

Let’s assume a class of post-adolescent
learnars who wee pertiups at intermediate
level. boots tuke the overall segment of
expenener wnd knowledge to he hobbies
and leisrrs time ~ctivities, Let's say that
the linguistic feature sclected for practice
15 the wse of the articles a for first men-
tton, the for second mention or shared
knowledge, and one as a pro-form some-
times for ¢ plus noun and semetimes for
just . noun.

.The example consists of two three-line
dialogues with two speakers. Speaker A
is given two “first” utterances, Speaker B,
two “second” uttcrances, and Speaker A
two “third” utterances. Each speaker has
only his or hier own utterances in written
form. As the speakers speak they are to
read silently and then look up at their
partner as they speak.

Speaker A selects one of the “first”
utterances. That will determine which
one of the “second” utterances that B
chooses for a response, which in turn will
deterinine which one of the “third” utter-
ances A chooses.

A. I'd hke a book on running. OR

Do yon have ilie latest reference book

on antiques?

B. Here's one éveryone is reading. OR
Is this the one you mean?

. Halliday, M

A. Yes. I think that’s the one my grand-
mother told me about. . ’

B. Oh, yes, that's the one they mentioned
at the marathon clinic.

“Note that B has to understand A to

decide whether he must use a definite
article in his response. B, can also bring
real world knowledge to bear. If A has
used the utterance about a reference
book, 1t is not likely that it would be a
book that “cveryone is reading.” Note
alse that there are two forms of request
m the first utterance: “I'd like . . .” and
“Do you have . . .”; also, that Yes is an
answer to a question and Oh, yes is sim-
ply an expression of recognition; also
that talked about and mentioned have
diffcrent connotations, also, that the re-
ference to “my grandmother” is like talk-
mg to oneself. A teacher can talk with
the studeits abont these various kinds of
meanings and the clues used to interpret
them to the depth that seems appropriate
for the partienlar group of students.

The current focus on processes, then,
15 offering us many nsights into the role
of mstruction in second language learn-
ing. I would conclude by pointing out
that language instruction, too, is a pro-
cess, The teacher v a facibtator, and
bemg a facilitator 1s a very active and
demanding role. To be a facilitator re-
quires that the teacher, on the basis of
wide professional knowledge and experi-
ence, be  constantly mterpreting  the
many clues in the learning environment
and charting learnmg actwvities based on
those clues, s

Editor’s note: Ruth Crymes presented
this paper at Indiana TESOL’s 1st Con-
vention in October, just before her death
on a trip to Mexico, October 31st, 1979,
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- WHY IS MY NEWSLETTER ALWAYS LATE?

“Your article on “A Bare-Bones Bibliog-
raphy” was excellent. Can I duplicate it
for use in my methods class?”

No matter how many people I ask to
read and edit galleys and page proofs

A Report from the Editor

It is, hopefullv, reflective of your
evaluation of what we attempt to do
with the TESOL Newsletter (TN), that
most of the mail we get is positive and
constructive, and not occasionally in-

. structive. We do get letters which re-

flect your anxieties as well.

“l am writing to complain about the
delivery date of my TESOL Newsletter,
especially the last issue. Since I want to
keep abreast of current meetings, the due
dates for. papers, and the employment op-
portunities, 1t is very annoying to discover
the closing dates have long passed.”

“April 10. Enclosed is an announcement
of an opening in our program. The deadline
for applications 1s April 30. Can you please

-get this into the next issue?”

“April 30. Enclosed is an announcement
of an opening in our program. The dead-
line for application is Mayv 36. Can you
please get this into the next issue?”

“May 10. Enclosed is an announcement
of an opening in our program. The deadline
for application is June 30. Can you please
get this into the next issue?”

“lI sent you an article two months ago
and have not heard about its disposal I
wonder if you could tell me if you will
use it or not as I would like to send it to
another publication # you do not.”

“I want to apologize for Mr. Smith’s arti-
cle appearing mn our publication as well as
vours. Had we known that it had been sent
to and accepted for your newsletter we
would not have printed 1it, out of profes-
sional courtesy, and because our policy is
generally not to reprint articles.”

“My address has changed. Will you please
send my Neuwsletter to the following ud-
dress?”

“I did not receive the March issue of the
Neuwsletter. Could you please send me a
copy?

“I think that it is appalling that the
TESOL Newsletter uses such sexist lan-
guage. In Ms. Larson’s column she refers
to the contributions of Ms. Duggan as ‘"Mary
. and ‘Mary that . . ." throughout
the article. I note too that a number of arti-
cles refer to the teacher always as she. This
kind of sexist use of language should be
stopped.”

“You left out the name of the publisher
and the date of publication from the review
of John Boyd’s book in the April issue. How
can I get ahold of a copy of that book?”

“T would like to write to Professor Marks
but you did not print his address or aflilia-
tion along with his article. Can you please
send me his address?”

“l enjoyed your article on Handwriting.
Could you please send me a bibliography
on the subject. Please <end me any other
materials that you have . . .”

"Efn)'oyed your last issue very much, es-
pecially the article on preparing papers for
the Convention. Our membership would find
this very useful. Can we reprint it in our
Newsletter?”

ERIC

and brownlines (photographic copies
made just prior to printing), or how
much effort the printer takes to double
check our checking, typos, misspellings,
and other oddments seem to remain a
part of each issue. It seems incredible
that mistakes can occur in the heads
(titles of articles) when they stick out
so plainly and would seem to be the
first thing one would check. Yet errors
continue to occur. Even spaces which
would be expected to be free of error
because they remain the same over a
long period of time have ther grem-
lins—witness the spelling of our Pres:-
dent’s name in the last two issues of the
TN (back page bgx).

While we do get criticism of various
kinds, and try to print those which
scem  constructive  or informative, 1t
would seem that the two biggest com-
plaints are about not teceiving the TN
at all (a problem which is best satished
by writing dircctly to the Central Office,
which handles membership lists and
mailing labels); and the even more
frustrating problem of not getting the
Newsletter on time.

As you have noted, no doubt, in the
publication information which appears
n the left hand box on the back page
of each issuc alongside the box which
lists organizational information, there
15 a line which states that “thc News-
letter is publiched <ix tunes a year; in
February, April, June, August, October,
and December. Articles or advertisng
submitted for publication should be re-
ceived no later than the first of the
month prior to publication.” And fur-
ther on in the box it states, (usually
correctly), that “thc deadline for the
next issue 1s. . . .” This seems to be
missed by a large number of people
who write or call—weckly—asking if
it is “too late to get something into the
next issue of the Newslettor.” We gen-
erally try to accommodate these re-
quests, because we are, after all, man-
dated to servc the membership, to
provide current informntion, news, etc.

It has never taken less than four
weeks between the sending of copy
(material gatheied for a particular is-
sue) to the printer and its ultimate
printing as the Newsletter (not, mind
you, putting the material together in
the first placc, nor the mailing—just the
“printing” schedule). This four week
process is preceded by a variety of pro-
vesses depending upon the quality,
quantity, and condition of the material
submitted or gathered for a particular

40

issue. Some has to be edited, some re-
written to fit our style or need for space.
Most articles arc read by at least three
TN staff members before they are se-
lected for inclusion ‘nto the Newdletter.
Information sometimes lias to be checked
or researched in order to get copy ready
for the printer. Many things need to be
cither returned for rewriting or typed
by the Editor beforc being sent to the
printer. This involves the handling of
over a hundred pages of material be-
fore copy is ready to send to the printer
—for cach issue.

The printer first renders the copy into
galley sheets (8% x 23 inch long single
columms of copy thc width they will
cventually appear in the final News-
lotter). These are proofread for errors
by the printer and then by the Editor,
and in our case also by at least threc
additional members of the Editorial staff.
The Editor then strips one set of galleys
and lays out the copy into 8% by 11
pages (three columns wide) approxi-
mately as they will appear as a news-
letter. This dummy (layout) is sent,
along with the corrected galleys, back
to the printer, who makes corrections
in the set typc and has an artist (lay-
out man) render the corrected copy
into clean photographable camera-ready
pages along the lincs suggested in the
dummy sent by the Editor. A copy is
madc of these pages, und these “page
proofs” are sent to the Editor for further
cditing (proofing for typos, checking
layout tormat, adding missing or new
copy, deleting extra copy or finding a
place for it, etc.). Ads are placed, pic-
tures serted, artwork, hoxing, and
pagination are cocrdinated at this time
The corrected page proofs are returned
to the printer, who, after making what-
ever changes arc indicated, has the copy
made into photographic negatives from
which a copy called a brownline (or
bluelinc) is made. This copy is cut,
folded, and stitched (stapled) in the
form as close to its final production as
possible. This brownline is then sent to
the Editor who double checks copy,
heads, layout, etc. Often this is the first
time the Editor sces the pages with pic-
tures, ads, and other.artwork in place,
and can gect a feel for what the final
printed form will be like. After all final
changes are made by the printer, the
Newsletter is ready to be printed. Some
ten thousand copies are printed of what
has lately been a 32 page Newsletter.
‘The pages arc printed, cit, folded,
stitched and allowcd to dry. Labels are
ordercd from the ccmputer (up-to-date
computerijzed list of the membership)
and attached to the finished Newsletter,
which is then bundled Ly zip and de-

Continued on next page
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WHY IS MY NEWSLETTER ALWAYS
LATE? Continued from page 5
posited at the Bloomington, Illinois,
post office.

This process, from organizing copy
for the printer to its shipment to the
PO, takes from six to eight weeks. There
1s overlapping, to be sure. While one
Newsletter is in the “from galley to
printed” stage, copy for the next issue
(2-3 months away) is being put to-
gether—as much as can be gathered
that far ahead of time. After an issue
has been printed and during the period,
often up to a month, that it takes for
copy to get from the PO to the mem-
bership (bulk rate permit mail doesn’t
receive priority treatment), we are work-
ing on the galleys and page proofs for
the next issue. (While you were wait-

ing~ to reccive the June issue, we had -

sent copy to the printer to be set into
galleys for the August issue, minus this
article which may or may not be finished
for that issue.)

We are aware that the purpose of the
TN is in large part the dissemination of
current information. It appears six times
a year and theoretically in a format that
should facilitate currencv. We try to
get it to you in time for the informs
tion, especially job opemngs, announc
ments of meetings and calls for papers
to be useful. Much of the delay is
caused by last minute additions and
corrections but when someone calls, and
if we can “stop the presses,” so to speak
(actually almost anything but stopping
the presses), we try to find space. But
cach change, after the page proofs have
been retwrned for photographic repro-
duction, lelays the issue two or three
days (because type has to be sct, camera-
ready copy made, and a ncw phnto-
graphic negative processed).

We have tried a number of things,
including the enhstment of an Editorial
Staff and Advisory Board, in hopes of
cutting down on our production time
for each issue. While the addition of
the Editorial Staff has reduced the work
load of the Editor by providing a means
through which the ever increasing num-
ber of articles and other contributions
can be processed for publication, by
allowing for the production of regular
features (It Works, Affiliatc and SIG
news, and Book Reviews), and by pro-
viding additional proofreaders, it has
at the same time added delays—delays
that result in a better if not more timely
issue each two months. The Editorial
Staff members, like the Editor, contrib-
ute their time on the Newsletter gratis,
in addition to fuli-time employment
and in addition to other professional
obligations not only to TESOL but to
local affiliates and allied organizations.
They do so without secretarial help or
institutional support. In addition to the
writing and reviewing requests of the
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Editor, most of the staff members also
receive at one time or other,.in one of
its forms or another a galley or page
proof or xerox of the proposed news-
letter for proofing. It is hard to imagine
that they also find time or have the
cnergy to write Dooks, organize and
run local and national conventions, give
papers and make presentations at var-
ious other professional meetings and it
should be noted that this work goes on
during what are supposed to be vaca-
tion periods as well. Some of the staff
also volunteer their time and encrgies
towards the preparation and printing of
the Convention Daily issued during our
annual conventions, and in the prepara-
tion and presentation of our workshops
for affiliate and SIG editors conducted
during those conventions.

We hope you will continue to write
and tell us where we are doing what
vou like and where we can improve.
We appreciatc your creative contribu-
tions, too, ¢ven some of those we are
unable to print or those meant for “us”
only. There have been an incrcasing
numnber of contributions over the past
few years—solicited, unsolicited, and
routed through the Quarterly. Our pol-
icy has been, gencrally, to print those
articles or contributions which are
timely, casy to read and use, and farly
short. We have tried to avoid techmeal
jargon, statisties, and the more theoret-
ical or rescarch onented material in
favor of rcadability. We hope we are
readable, not only the quality of our
information but our quantitv. If the
reader has to put the Newsletter (or an
article) down, to. “read it Tater,” then we
have fajled in our purpose—especially
if the reader never gets around to “read-
ing 1it" later. Unhke many other profes-
sional publications we have been gen-
crally able to get articles into print
within a rcasonable tune after subins-
sion—I would guess within four months
for most articles. Somctimes there has
bren a longer delay. Spaee considera-
tions often dictate this, as certain issues
have priority copy which must be printed
such as pre-convention information,
nommee biographies, etc. Some frustra-
tion does accrue as a result of lack of
response*by the Editor as to whether or
not an- article has been received and/or
will be used. Mostly this is due to the
Editor’s piled up desk and over-stuffed
mail box.

Two requests (or complaints) which
we hear about fairly often can best be
handled by writing directly to the Cen-
tral Office: changes of address and re-
quests  for additional or un-received
copies of past issues of the TN. (I
route all such requests sent to me on to

the Central office since I do not handle

the mailing list nor do I have, other than
for file purposes, extra copies of the
TN.) Requoests for advertising, other
than short announcements of job open-
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ings, should be sent to Aaron Berman,
the Director of Exhibits andAdvertis-
ing, whose address and telephone num-
ber appear on the back page of aach
issue. It should be noted that the Cen-
tral Office of TESOL also provides em-
ployment service for employees and job
seckers. (See box on page 25 which an-
nounces a new, joint, TESOL-CAL Job
Placement Service.) One way to sup-
plement the job openings section of the
TN is to write directly to the TESOL
Central Office for such information. -

The largest number of letters we re-
ceive are for permission to reprint arti-
cles which have appeared in the TN.
Our policy has been that anything that
appears in the TN may be reprinted in
other publications or used in the class-
room as long as credit is given to the
original source and the author. We
usually suggest that the author be noti-
fied of the reprinting and that we and
the 1ithor reeeive copies when possible.
Most authors, ard certainly the TN,
find it pleasurable to be reprinted. This
year “Selected Articles from the TESOL.
Newsletter” were submitted to ERIC
for inclusion into its information banks.
Onginal articles and It Works columns
were pulled from the TN and divided
into categories (methods, general infor-
mation, bilingual education, evaluation)
for casicer access. Articles from Volumes
I-IX will be a single ERIC entry and
subseuent  volumes  beginning  with
Vol. X will he entered as separate en-
tries. We are grateful that those articles
which have been printed in past TNs
will now he preserved and made avail-
able for future readers.

We hope that we give you what you
want in the Newsletter and that we
veeasionally. provide ideas and informa-
tion that arc current and useful. We
gendinely appreciate  your letters of
praise and your letters which respond
to what we print. We are glad tp have
vour letters that keep us on our toes
and inforin us of your interests. We are
more than aware of the errors we make
and the problem of making the date on -
the masthcad meaningful and we are
trying to do better with our correspon-
dence, both relative to your contribu-
tions and those requesting information.
Keep at us, keep us informed about
what you want to sce in future issues
and keep reading.

WE HAVE MOVED!

All correspondence to the Central
Office should be sent to:

TESOL

202 D.C. Transit Bldg.
Georgetown University
Washington, DC 20057
Tel. (202)625-4569
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Edited by Darlene Larson
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The writer states that the following
“has proved to be an enjoyable and
educatibnally worthwhile experience for
both students and teachers.” On a
visit to Israel, Wilga Rivers remarked
that teacher perform.d plays were being
used as a method of testing oral profi-
ciency at Harvard. Teachers at Bar Ilan
who had been using grovp discussion as
a means of testing oral proficiency com-
bined that method with a teacher per-
formed mini-play to provide a topic for
the students to discuss. We are grateful
to Mona Schreiber for taking the time
to share this idea with us.

The Mini-Play: A New Direction
in Oral Proficiency Testing

by Mona Schreiber
Bar Han University

At the outset, the mini-play worked
espcially well 1 breaking the ice, by
setting students at ease about their exams
as worry gave way to curiosity. Our stu-
dents, English literature majors, all non-
native speakers of English, were not
expected to merely report about the facts
of the play, Lut rather were encouraged
to interpret the play and discuss their
ideas about the themes it raised. It
wasn't easy to find a suitable dialogue,
but “The Ladder” from Talk English
by Jupp et al was finally chosen. This
mini-play consists of a series of short
dialogucs, lmguistically simple, portray-
ing a confidence trick. Using a few basic
props only, three teachers played the
parts of gullible passers-by who are
stopped on the street by a smooth talk-
ing con artist. and are urged to climb
the ladder, after handing over ther
valuables  The con artist and his ac-
e mplice walk off the stage carryang
away both valuables and ladder at the
end of the play.

Discussion questions included:

What does this situation represent?

What would you have done in a simi-
lar situation?

Are the people easily tricked?

Do people tend to conform? Why or
why not?

Is there such a thing as a natural borm
leader? Charisma?

Is respect for authority a good thing?

How would different nationalities re-
act in such a situation?

In the conversations that were held
during the exam, students expressed
their own ideas and opinions on these

subjects and also shared original inter-
pretations with each other in a very
lively manner that was lovely to listen
to. Students were most eager to react
to our questions and comment on the
play while sounding each other out. A
"lot of good interaction took place as stu-
dents tried to convince their group mem-
bers of their own way of interpreting
the play. Many students also showed a
good understanding of the subtleties of
the play picked up, from the visual cues,
such as the deeper relationships between
the actors and their true intentions.
Some students even related to the play
on a symbolic rather than a literal level.
Complete student participation in the
group discussions showed us that the
mini-play had achieved its purpose in

motivating and developing communica- !

tion.

As a means of testing oral proficiency,
group discussions have been used with
consistent success at Bar Ilan over the
past few years. In this case, after watch-
ing the mimi-play, students left the audi-
torium to discuss one of the questions
listed above above in front of a panel
of four language teachers for about ten
minutes. Groups of four students were
imated to hold their discussion in com-
fortable chairs around a coffee table.
The examiners sat at the back of the
room listening to the conversation, each
teacher evaluating another aspect of the
students’ speech. Qut of a total score
of 25 points, 3 were given for eorrect
syntax, 5 for voeabulary use, 5 for pro-
nunciation and 10 for communicative
competence, or the overall impression
of the student’s oral proficiency, and par-
ticipation m the discussion. The mark
for communicative competcnce was given
by each teacher and then averaged into
a final mark out of 10 for that com-
ponent. Before the play, students were
told that teachers would be listening for
their ability to interact and include
others in the discussion. Students were
rewarded with a high score for using a
rich vocabulary, showing idiomatic us-
age of the language and control of the
syntax. They were penalized for such
errors as a lack of vocabulary, wrong
tense, poor pronunciation, weak struc-
tures. Minor errors that didn’t cause a
breakdown in communication were over-
looked.

Mini-plays and group testing reflect
new directions m oral testing that pro-
mise to be well worth the teachers” pre-
paration time in giving such as exam.
Mini-plays may be adapted to all kinds
of situations whose purpose is to en-
courage commumcation among students
by challenging their imagination. Try 1t
—you’ll find it a refreshing change in
testing, an experience you and your stu-
dents will look back on with pleasure.
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ISTABLISHING ESL CERTIFICATION IN YOUR STATE:

A

The need for certifyi:;g teachers in

ESL and bilingual education is being

4

i~

recognized by an increasing number of
states, as a result of increased awareness
of the special needs of students with
limited English proficiency, of changing
immigration problems, and of recent
legislation resulting from court rulings
such as the “Lau Decision.” In the four
years since 1976 the number of states
and territories with bilingual certification
or endorsement increased from 11 to
19; those with ESL from 4 to 13, and
those with both from 3 to 7. As promis-
ing as the statistics are, there is still
much tod o. Some of the issues in-
volved have been discussed by me in
the TESOL Neuwsletter, June, 1979 and
October, 1979 and in the Linguistic
Reporter, December, 1979, and by
Marilyn Aprdison in the TESOL News-
letter 4- . 1980, For those interested
in obtaining ESL certification in your
state ot territory, the following steps
are offered as a helpful guide in your
~fforts.

1. Form an ad hoc ESL Certification
Commiittee or Task Force with inembers
of your TESOL Affiliate and any other
interested ‘groups; try to include only
willing workers.

2. Study the TESOL Guidelines on
the Certification and Preparation of ESL
teachers and the TESOL Position Paper
on the Role of ESL in Bilingual Educa-
tion. These documents are available from
TESOL and are contained in the Direc-
tory of Teacher Preparation Programs in
TESOL and Bilingual Education, 1978-
81, compiled and edited by Charles H.

- Blatchford, TESOL, 1979.

3. Conduct a Needs Assessment with
two components: (a) a survey of the
population to be served, and (b) a sur-
vey of available teachers’ skills and com-
petencies.

a. The data made available by the
National Institute of Education provide
overwhelming evidence of the large per-
centage of persons of limited English
proficiency in the US. (see Dorothy
Waggoner, “Non-English Language Back-

-ground Persons: Three U.S. Surveys,”

TESOL Quarterly, 1978, Vol. 12, No.
3). However, these figures are based on
the 1976 Census; it would be appro-
priate for your Certification Committee
to be armed with the latest information
about the numbers of persons of limited
English proficiency who live in your

" state now, with breakdowns according to

language, age group, and school district.
Q

STEP-BY-STEP GUIDE

by Gina Cantoni-Harvey

Northern Arizona University

Chair, TESOL Committee on Schools
and Universities Coordination

The figures are probably on file with
your stat. Department of Education; if
they are not, you need to contact each
district.’

b. The article by Dorothy Waggoner,
“Teacher Resources in Bilingual Educa-
tion: A National Survey” (NABE Jour-
nal, Vol. III, No. 2), contains important
data about the lack of profe< ‘onal prep-
aration in ESL as well as in bilingual
instruction. You should survey each
school district to find out the needs of
staff members instructing students of
limited English proficiency. The Certifi-
cation Committee for the State of Lre-
gon, which includes members of the
ORTESOL Affiliate, has constructed a
useful model for the questionnaire for
this survey.

4. Familiarize yourselves with (a)
the Bilingual Education Act and its
Amendments; (b) the Lau decisions ind

any court decisions on bilingual educa--

tion issued in your state; (c) the entire
issue of Civil Rights in the area of equal
educational opportunity naticnwide and
sin your state. The Bilingual Office of
your state Department of Education
should be able to supply this informa-
tion; if not, contact the National Clear-
inghouse for Bilingual Education, 1300
Wilson Blvd., Suite B2-11, Rosslyn, VA
22209.

5. Clarify your goals. What_do you
want that present state legislation
doesn’t already offer? For example, does
-your state already offer certification in
bilingual education? If you obtain cer-
tification for ESL teachers, will this
mean that these persons will not be ac-
ceptable as teachers of English (as
oppused to ESL)? Are you seeking free-
standing certification (similar to certifi-
cation in a foreign language or other
subjects) for ESL secondary teachers?
How about elementary teachersP The
article, “Certification in TESL,” by
Marilyn Appelson, which appeared in
the April, 1980 TESOL Newsletter, dis-
cusses other relevant questions you
should consider.

6. Armed with clear objectives and
with information on needs and on legal
issues contact your state Department of
Education, the State Committee on
Teacher Preparation and Standards and
the Board of Regents. Find out their at-
titudes about the possibility of establish-
ing ESL certification, thejr concems,
possible problems, potential support.
Establish the most positive rapport you
can with these people. They are usually
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- very sincere in their commitment to the
.betterment of education, but may not be

as well informed as you are on the dif-
ference between ESL and bilingual in-
struction and on the essential and sup-
portive role of ESL in bilingual
education. They may also think of ESL
as a method and not a subject, which
would preclude certification. If they
have already granted certification in
bilingual education, which is certainly
not a subject, you have a precedent in
your favor, The Harvey article cited
earlier (TESOL Newsletter, June 1979)
contains a brief sketch on the differences
between a bilingual teacher, an ESL
teacher and an English teacher, and
may be useful in clarifying this issue to
persons not familiar with it.

7. When you have a clear under-
standing of what obstacles have to be
overcome in order to achieve your goal,
obtain letters of support from organiza-
tions that share your view.: TESOL,
your TESOL affiliate, MLA, NAFSA,
NABE, IRA, NCTE and others. Both
collective and individual letters are use-
ful; if possible, they shouid be written
on official stationery. The letters are to
be sent to,the head of your state Depart-
ment of Education, .

8. Get in touch with legislators and
members of the Board of Regents to ex-
pla’n vour mission and obtain support.
John Fanselow, who has directed the
Task Forcc for Certification in New
York, recommends the following proce-
dure (personal communication):

a. Telephone to make an appointment
to present your case.

b. Hold a first get-acquainted meet-
ing, explaining what you want and why
in a most positive and non-threatening
fashion. Leave material to be studied.

c. Have a second meeting after your
contacts have had time to digest the in-
formation and together decide on the
most effective plan of favorable mterven-
tion.

9. Prepare a written proposal con-
taining all pertinent information and the
strongest statement possible of the neces-
sity and appropriateness of establishing
ESL certification in your state. A useful
model is “A Proposal for a Certificate of
Specialization in the Teaching of English
to Speakers of Other Languages,” by a
Task Force of New York State English
to Speakers of Other Languages/Bilin-
gual Educators Association, Box 185,
Teachers College, Columbia University,
New York, NY 10027. The Proposal is
remarkably thorough and includes the
following items:

a. A request for State certification,
based upon the existing inequities affect-
ing (1) the students from non-English
speaking homes, who do not receive

Continued on page 14
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« CERTIFICATION: STEP BY STEP GUIDE

Continued from page 11

equsl educational opportunity, and (2)
the teachers who are not hired as readily
.as teachers with certificates.

1

b. A statement of need, based upon
numerical information on the number of
non-native speakers of English in the
state and the small number of such
speakers who have teachers labeled (but
not certified) as ESL teachers (as com-
pared with students of foreign languages
who are taught by certified teachers).

c. A recognition .. need as evidenced
by the existence of university programs
and degrees in TESOL; government
guidelines and court decisions such as
the Lau vs. Nickols Supreme Court de-
cree at th: national level and other pos-
sible caurt decisions in your state; and
positiori papers and resolutions by pro-
fessional -organizations such as the
Modemn Language Association, the na-
tional TESOL organization and possibly
your TESOL affiliate,

d. A definition of the role and abili-
ties of the Teacher of English to Speak-
ers of Other Languages.

e. A description ot the necessary com-
petencies of teachers of Englisn to
Speakers of Other Languages as defined
in the TESOL Guidelines.

f. An estimate of the relatively small
cost of certification to the state and to
local districts. -

If you need further information and
additional suggestions, contact the
TESOL Standing Committee on Schools
and Universities Coordination.

TN 8/80
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AN ESL INSTRUCTIONAL SUPPLEMENT:

“THE VOLUNTEER

According to national statistics, there
are 70 million pcople willing to give
free time and talent for the satisfac-
tion of helping others. Recently, the
prospect of using a portion of this vast
group in Euglish as a Second Language
Program; has produced some anxiety.
Based primarily on misinformation, a
patchwork of prejudices and predisposi-
tions have emerged. It would be unfor-
tunate indeed for dedicated ESL profes-
siopals to prematurely and arbitrasily
foreclose volunteers from participation
in the field of TESOL. This descriptive

- review is intended to help resolve some

of the anxiety over volunteers in TESOL.

The impact of an increased population
of non-native speakers of English,
coupled with limitations of instructional
time and budget, result in ESL classes
that cannot always answer all students’
needs. The policy of open entry en-
rollment brings new students into each
class session and an unanticipated in-
crease in student/teacher ratio for many
classes. Non-compulsory attendance and
cost free instruction result in some irreg-
ular class attenders.

Incoming students cannot always be
placed appropriately. Speaking abilities,
literacy levels and even grade levels do
not generally coincide. Within an ESL
classroom, teachers contend with students
with varying speaking and reading levels;
students who can speak, but can’t read
or write; students who can read and
write English, but are reluctant speakers
and perhaps students who have learing
disabilities or physical impairments. Thce
list c: 1+ go on and on. The demand to
expart. the opportunities for language
acquisition and the necessity to provide
an increased variety of communication
“skills to newly arrived foreign students,
while still maintaining quality instruc-
tional situations, are challenges with
which every classroom ESL teacher can
identify. ,

Accountability is also a reality of Adult
Education ESL programs. A measure of
a teacher’s success is oftcn the retention
rate of the students and the documented
progress made in lcarning. Therefore, in
ESL tuition free classes which consist of
voluntary attenders, teachers must seek
out knowledge, methods, techniques and
resources from many fields to insure
quality performance. '

Instruction which will provide students
with “communicative competence” is the
goal toward which every professional
ESL teacher strives. ESL literature and
academicians advocate that an instruc-
tional approach to adult ESL teaching be

Q
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by Marilyn Appelson
Oakton Community College,
Ilinois

governed primarily by students’ goals.
Based on the identified needs and goals
of the students, the professional ESL in-
structor makes judgements and choices
concerning appropriate strategies, meth-
ods and materials which will assist stu-
dents in reaching their goals, Materials
and selected human resources are_all
“teachers” if they help the students learn.
Several forms of “teachers”, both human
and non-human, both professional and
non-professional should be employed, if
the ESL teacher is to truly facilitate the

learning of language skills. A volunteer

can be categorized as still another leamn-
ing aid in the instructional environment.
Since the professional teacher makes the
choices and judgements in the classroom,
it follows that, as with techniques and
materials, the decision to use volunteers
be governed by the appropriateness for
both the students’ needs and the teacher’s
instructional techniques.

Community volunteers are scattered
throughout the United States. Men and
women with expertise in many fields are
willing and eager to assist with their time
and energy to help students. As profes-
sional ESL teachers search for appro-
priate teaching devices, attention should
be given to this skilled group of dedicated
individuals. They have helped with many
of society’s problems, why not with
TESOL? The question, however, is how
can the efforts and talents of volunteers
be constructively utilized to help students
learn. To be a functional component of
an instructional ESL program it is im-
perative that volunteers be adequately
screened, oriented, effectively trained,
assigned specific tasks and properly su-
pervised. The concept that voluntcers
-an be selected indiscriminately and sum-
marily assigned the task of tutoring non-
native speakers is counter productive to
all concerned.

The training of a volunteer begins
with the initial contact made by the
intcrested volunteer candidate. Similar
to the process through which paid em-
ployces are sclected, volunteers respond
to advertisements, articles in newspapers,
flyers or to word-of-mouth publicity. A
new volunteer fills out an application and
is scheduled for a one-to-one interview
and orientation with a program staff
member. The mission of the program, the
types of volunteer opportunities, the
availability, the commitment and the spe-
cial skills or talents of the volunteer can-
didate are discussed. The interview has
important training aspects. In ihis learn-
ing environment, both parties are seeking
information. The prospective volunteer is

o0

given an opportunity to undeistand the
specific program and to decide if the
volunteer services sought are of interest.
Determining the abiiity, suitability and
talents of the new volunteer are the con-
cerns of the program interviewer. Since
the initial interview serves as a learning
process for the new volunteer, the inter-
viewer must be an integral part of the
program, knowledgeable in the unique
components of the particular prégram,
the population it serves, its organization,
its rules and policies its requirements
and, above all, the . _ectations which
the volunteer may anticipate from the
program. The interview is an oriéntation
process, a time to evaluate the volunteer’s
potential and an opportunity for the
volunteer to make a commitment to the
program.

In adult ESL programs, the profes-
sional ESL teacher is more often than
not a part time employee and hence
unavailable to provide in-depth, in-
service training for the volunteer. There-
fore, structured workshop sessions con-
ducted by program specialists are
requirzd for all volunteers prior to their
specific assignments. Individuals, con-
currently involved and familiar with the
program, the materials, and the student
and teacher needs, train and prepare
the volunteers for possible tasks iden-
tified by the ESL teachers. After the
voluntcers are oriented, trained and
assigned, staff members provide super-
vision, support and evaluation. The
cutire training process is continually
evaluated to insure responsiveness to stu-
dents, teachers and program,

Students in ESL classes can generally
benefit from additional help and prac-
tice. Volunteers recruited, selected, ef-
fectively tramed and supported, pro-
vide an  additional resource to help
meet the needs and concerns of ESL
students, assist with beginning students
needing mdwidualized attention; pro-
vide additional  conversational oppor-
tunities for reluctant speakers. provide
lit racy instruction to limited English
speakers, illiterate or semi-illitcrate in
their native language. or literate in a
Linguage with a non-Roman alphabet;
give indwidualized attention to students
whose  goals tend  toward  individual
mstructional  approaches; supplement
and help expand the students’ use
ot English; provide “catch up” tutoring
for late rcgistrants and “make-up” tutor-
ing for irregular attenders; supply an
additional personal touch and concern
for the students’ needs which will en-
conrage adult students to keep regular
attendance; augment langnage produc-
tion through a casual and informal format
not always available in the classroom
setting; provide home instruction to non-
native physically impaired students un-
able to atiend regularly scheduled ESL

Continued on next page
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QUESTIONING IN COUNSELING-
LEARNING
by Daniel D. Tranel

The rationale for asking questious or
for not asking questions in the Counsel-
ing-Learning appioach to education, on
the part - f the leamer, has been and per-
haps sti'" remains somewhat unclear. At
first sight, what could be more natural
than to ask a question in order to find
out what one does not know! Don't we
do this every day as a praetical and com-
monsense way of finding out how to get
to a post office, how to fill out an income
tax form, what is the price of an item we
wish to buy, and a hundred other things
we need to know? It seems cminently

logical, then, that when a learner asks a.

question, the knower ought to respond
with whatever knowledge s 'he has to
offer, and this should hold true for any
kind of learning

TWO DIFFERENT MODELS

To help clanfy this issue, it may he
necessary to remind oneself from time to
time that in the Counseling-Learning
approach, a differcnt model is being used
which requires a change in orientation
both, on the part of the knower aud of
the learner, especially in th+ first threce
stages Confusion ean often arise from
an unconscious attempt to mpose a
newer structure that is different in its
intrinsic design onto an older one when,
in fact, the older one was never designed
for it. In these times of energy sliortage,
the scarch for alternate sources of encrgy
suggests an analogy. If, for example, one
decideés to change over from using a fosal
fuel to solar cnergy to heat the home,
usually a whole new house 15 requured
‘the old oune 1s simply not designed for
this purpose At first one may feel a it
strange and out of place in such a house,
none of the familiar accoutrements of a

fuel furmaee, such as radiator., thermo--

stat, and water pipes, lowever inefficient
they might be, are therc. A period of
adjustinent is necded until one heeones
secure that the new solar home is prob-
ably moare cfficient than the old one.
Cognizanee of a fundamental shift in
perspective is at the heart of the wssue

of learner questions i the teaching-learn- -

ing relationship. Central to this issue is
the difference between problewatical
leaming and inseminational learning. In
the former, wherc_leaming is put wnto
the context of a series of problems to be
solved, the asking of questions i. essen-
tial to the relationship between lcarner
and knower—ndeed, questions dictate
the very leaming process for without
them there would be no exchange be-
tween learner and knower. After all, if
the knower does not have the answers to
the problems, what ean be leamed? But,
in contrast to this, where the teaching-
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leaming relationship is based on the in-
seminational model, which is the basis of
Counseling-Learing, the question-answer
interaction does not aid the learning
process, any more than an oil furnaee
adds to the intrinsie cfficieney of the
solar design, and may cven impede it.
A new relationship w leaming ueeds to
be incorporated.

PROBLEMATICAL LEARNING

To begin with, we will take a look at
problematical learuing. This is the kind
of learning, aud often the only kind, with
whieh many p.cople are familiar and com-
fortahle, One of its basic assumptions is
that when the learner asks a question,
s le 1 always secking information. This
as wmption, however, ean be misleading
and sclf-defeating to the knower aund
ulamately to the learner as well. Rather
than to assume that when the learner
asks a question s he is unquahfiedly seck-
ing information, the knower m'ght more
rightly assume that the question is
prompted by learner needs that may have
nothing to do with the supposed informa-
tion being sought. These needs would
wclude prumarily that of sclf-assertion,
ego-defense, resistance, or methode
doubt, among others. Aun experienced and
sensitive teacher will usnally realize that
these learner needs are triggered Dy a
feeling of panic, perhaps caused by the
sceinmgly vast  distance  between  the
knowledge of the knower aud the laek
of knowledge of the learner  Because,
however, there is no hnlt-m design that
can allow for the eapression of this feel-
mg, it will often create a counter reaction
of panic in the knower—triggering off
hrs her needs to self-assertion and ego-
defense This 1y the sclf-defeating ele-
ment With two defensive people facing
one another, the rela. .nship becomes
one of eaution and wariness rather than
of openness and trust, resulting in what
Curran  has popularized as defensive
learning.

One of the contributory forees to the
above situation s that of the learmer
heing in an observer position whicli, how-
ever, is mherent in the problematical ap-
proach. With the problem being posed
as sowmething “out there” that needs a
solution applied to it, and both learner
and knower looking at it from a distanee,
nothing hut an observer mentality is pos-
sible (or needed ). So long as the distance
is maintained and the spotlight remains
on the problem “out there”, that is,
purely intellectualized, the teaching-
learning relationship remains superficially
smooth. But this stanee produees dimin-
ishing rcturns. Depersonalization 1 the
price one pays for unmixed intelleetual-
ization ancl abstraction; unmixed, that is,
with emotional and somatic involvement,
This condition cannot eontinue for very
long without causing an unconscious
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wrenching and dichotomizing of the self.
Scen this way, the learner question itself
can be considered not only as an expres-
sion of ego needs, but also as a somewhat
desperate attempt to achieve a sense of
belonging, of engagement, of whole-
person iuvolvement. But since the prob-
lewnatical strueture eannot accommodate
this, the question becomes an unrequited
expression of observer needs that is out-
side of the reality of what the knower
wishes to teach.

An illustration of observer needs is
readily seen in sports where a erowd of
partisan spectators projeet their hostility
onto the referee whose judgement of a
particular play goes against their team.
Their  hostile reaction probably has
nothing to do with the accuracy of the
referec’s judgement, sinee mos?)of them
arc too far away or too unkuowledgeable
about the rules of the gawe to make a
judgement about the reality of what oc-
curred. Reality is not eveu the issue here,
the issuc is the crowd's need of emotional
satisfaction and reassuranee that their
team, and by extension themselves, truly
have worth and va'we, Unless this need
1 in some way met, destruetive action
can ensne (such as throwing beer cans
at the ovposing players, or at the referec
limself.)

Faced with an expression of observer
need from a learuner, the knower will
often react defensively in an instinctive
way—in the model of a chess player
skilled wn making the right counter-move.
With no conserons ill intentwon,  the
knower, like the good chess player, will
trv to manipulate the question into an
arca of his her expertise where s’he is
secure, This then becomes au espression
of know er needs of self-assertion and ego-
defense.

We sce the learuer question as spring-
mg from the observer’s_uneed of ego-
defense when we renund oursetves that
emotions are "word-bound™; that is, the
way in which one “feels” a word is usu-
ally determined by a past experienee
aroundd that word. A partieular word,
therefore, that the knower uses, or the
manner in which s’/he uses it, can touch
off a past emotional cxperienee related to
that word. Since the learner (in the first
stages) invariably enters into the learning
situation in an emotional state, usually
of threat and auxicty, and since problem-
atical learning does uot provide occasion
for the dispersal of that emotion, an out-
let wmust somehow be found. The only
acceptable outlet that is available is in
the form of asking a question. The ques-
tion then, instead of being a seemingly
mnocent release may coutain the highest
potential for learning. But because the
problematier! milicu is s lopsidedly in-
tellectualized, there is seant opportunity
to capitalize on this momeut.

Continued on next page

19




COUNSELING LEARNING

Continued from page 19
lNSEMINATl()N:\L LFARNING
In inseminational learni, | questions
take the form of a self-quest rather thun
of setf-assertion and ego-defense; that is,
the question, mstead of being projected
“out there” as a way of defending oneself
i a threat situation, is taken inside of the
self and then externalized in the form of
an understanding response to the knower.
This constitutes the beginning of com-
munication as well as the “psychizmg”
process "Psvehizamg” of leanung weans
an expenential process in relationship to
another by which one learns not merely
facts and data “out there”, which may
or may not be remembered, but rather
gets to know the self as a whole new
persoi m relation to those facts and dato.
Obviowsly, tlas is not the same as long-
term wemory, i more than the fAuency
with which one speaks Ius her native
tongue 1s the result of long-term memory .
In fact. one might say the best alhustra-
tion of “pyychized” leaming is one’s own
natine language. Tlus 1s something that a
computer cannot do, although it has ex-
cellent long-term memory.,

KNOWER NON-EXISTENCE

Iaseminational leaming allows for the
interplay of emotions and sces them s
an ntegral aspect of leamming The emo-
tions are part and parcel of the “psy-
cizng” of learung, that 1, of gettmg a
“feel” for it as part of the self, rather
than being estranged from, or even fear-
ful of it. Since the learner 1s usually i a
state of threat and anxiety in the -arly
stages, s he may seek to release this
threat angd anxiety, as we noted, by ask-
ing a question. But since, as we also re-
marked. this moment of release has the
highest potential for learning, it must be
responded to sentsitively and delicately
by the knower. If the knower hears the
question exclusively as the seeking of in-
formation, it will most likely be distorted
and the potential for learning remains
unrealized. What 15 the knower to do?
This is already provided for by the struc-

ture (physical arrangement) of the group *

in the early stages. The structure itself
allows the knower to recede into non-
existence, thus diminishing the "threat
that his her greater knowledge causes in
the leariers. By replying directly to a
learner question, as would be done in
problematical learning, the knower moves
into the learner space; but to the extent
that the knower does this, s/he pushes
the learner nto non-existence (in that
particular area of learning) and’thus the
possibility tor leaming is removed. In-
stead of this, as in the inseminational
model, the knower must be willing to go
into non-existence, that is, allow the
learner to have all the space:

Because of the knower’s greater knowledge,

ERIC
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there evists a distance, or space between
hiself and the leamer. This space 15 neces-
sary 1f one person 1s to learn from another
But 1if the knower projects himself into that
space, allowing no o m it for the leamer,
he destroys anv opportunity for the learner
to expand intoit. .. The learner continually
moves closer to the “target”, the knowledge
of the knower, until hie reduces the knower
to silence or “nonexntence”™ This is the final
voul of learnung,

This helps to explain the need on the
part of the knower for counseling skills,
s he must be able to accept (go into
non-existence) the leamer needs and
feelings without herself himself becom-
mg threatened or proveked into the need
tor self-assertioy:, tor example, by answer-
g a question. § he needs first to he
secure in her iy own “cxistence” as a
knower.

The structure of the group in the learn-
mg sctting, then, allows the knowear to
remaimn non-custent by being a language
counselor-knower (m Stages LILIIL, thas
reverses m ¢ tflg(‘\‘ IV.V).

VALID QUESTIONS

But, one will ask, what f, 1 the m-
sennnational  model  of learning,  the
leamer question does not arise from any
need on the part of the learner, such as
ego-defense or self wssertion, any more
than the question of a person who is lost

00

in a strange town and asks directions to

the post office arises from sueh needs. -

Would it not then be approprigte and
beneficial to the learner to answer such
a question? To respond to this we need
to.back away a moment and re-focus the
issue. If the knower's aim is merely to
avoid answering questions there is no
contest. The knower can easily do this,
but then the knower-learner exchange
becomes & game of tug-of-war, and the
knower can always win. More to the
point s what the question conveys of
the inner self of the leamer; if the learner
is truly secking the way to the “post-
office”, then his asking directions is the
equivalent of a self-quest. It suggests an
openmess and a responsiveness to, and an
myvestment , the knower rather than
threat and distance and the non-engage-
ment of the observer, As loug as the
former attitude is there, the question is
no longer a question but a quest. The
tormer characterizes problematical learn-
me, the latter mseminational learning.
The two tepresent two distinet models.
In a recent 1ssue of Saturday Review,
Cal Tuckar states. "Disembodied faets
ae lool's wold, They are so easy to nus-
take for tine learnmy.”  Inseminational
fearning amns to take these facts and_em-
body them m warm, living, human flesh.
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300 IS TODAY'S

by Lorraine Goldman
WATESOL

“something that was rarely
F openly, but discussed none-
¥ like cancer and psychic illness

B be, in whispers and in comers,
h a discussion with the afflicted
won was generally avoided, for fear
hurting feelings or causing an un-
pleasant reaction.

The malady is endemic in Washing-
ton, D.C. government agencies. large
numbers of employees—especially those
- in dlencal positions—do not speak or
write standard English, thereby impair-
ing the adequate functionng of ther
offices and at the same time limiting
themselves to perpetual positigns of in-
ferionty on the promotion ladder.

This non-standard form of English 15
called Black English by linguists. By its
users it 1s caled slang, street talk, or
broken English. Somchow its use has
gotten inextricably bound up with the
notion of cthme identity and racial
pride. But those who speak nothing but
black English in Washington, where
Uncle Sam is the primary employer and
the English language is the tool of the
job world, take httle pride in having
low-paying jobs because, among other
things, they don’t speak the language
' of the marketplace. There is little pride

in being poor these days.
But things are changing, and happily
so. For a year now, a special oral Eng-

e
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lish course has been offered in several
government  agencies, designed to pro-
vide speakers of black English with the
indispensable tool of standard English.
Those who take Up With English as
part of their on-the-job training dis-
cover that there is no thrcat to thewr
identity. what they speak at home is
their own business, and by learning
how to ue the language of the work-
place at work, they gain in self-esteem
as well as marketability. Pride in self
and the increased possibilities of pro-
fessional upward mobihty translate into
racial pride as well.

The approach 15 a combination of
ESL and honest, straight-forward ex-
planations of what works and what
doesn’t work in a government office.
The teachers are ESL teachers with ex-
penience in adult education. The classes
are made up of 10-15 willing students,
people who know that their English is
an impediment to their economic sue-
cess but who have been victims of the
“whispers in the corner”: no one wanted
to or could tell them what was wrong
and how to fix it, not even through 12
vears of public cducation, and in some
cases, through four years of college.

The list of problem areas is small,
including primarily word endings (in-
flections, denvations, and consonant
clusters), past and past participle
forms, pronouns, and certain problem
sounds, hke “th”. Students learn to lis-
ten to other people and themselves.
They discuss levels of fornality as well
as what is considered appropriate in
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one situation but not in another./l'his
includes regionalisms as well as market-
place and home English.

The course promises a limited num-
ber of things. But it produces much.
Students begin to type and transcribe
better, cven though the course offers
strictly oral English. They begin to lis-
ten to their children and read to them.
(They even begin to correct their chil-
dren’s English.) For many, wark habits
and attitudes begin to change. Super-
%i‘sors are involved in the training, and

s added attention and reinforcement
produces very positive results. As the
students gain confidence in their self-
expression and as others notice how
inuch better they sound, they begin to
feel better about themsclves. What was
once a downward spiral of negativism
reverses direction.

The pilot program was at the old
Department of Health, Education, and
Welfare, and it was there that reporters
fron The Wathington Post and CBS
News observed the class. The resultant
publicity has brought requests from all
over the country to éstablish similar
programs—in schools, universities, and
private busincsses, as well as in govern-
ment agencies. Indeed, the problem is
not himited to Washington, nor to the
federal government. It is a national
problem, and one which many people
are recognizing as one we must talk
about openly, and do sormething about.
For those of us in ESL, this presents a
remarkable opportunity . . . to make a
contribution and to work.
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TRANSITIONING FROK ESL AT THE
SECONDARY LEVEL
l kv Dennis Terdy

source Center
simgtor Ute [
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Thousinds of .econdary school dis-
tricts throughout the US. are being
confronted with sigouficant numbers of
Limited Enghsh Proficient (LEP) stu-
dents. The first step in providing En-
glish instruction 1s to establish ar ESL
class. Hewever, the establishment of a
TESL program 1s clenrly not the only
necessity. Experienced ESL  teachers
will readily ¢oncur that there 15 a need
for a continuation of the ESL curricu-
lum to mclude a tranwitional course.
This would serve a; the link between
ESL and the regular English curnicu-
lum Obvannly, *+ struggles, politics,
committees etc. fo, just *he  tabhsh-
ment of an ESL program ottc o not
allow for the tocus on an additional
class. Nevertheless, pstification for the
need 18 present.

ESL texts at the secondary  level
often consist of a series of wx levels
Beades tirmg o, the format, ESL stu-
dents, especially at the atermediate or
advanced levels, often recuure add-
tional supplementary work m the de-
velopment of readi g and writing skills,
A “transttion” ESL class wlich con-
stders the LEP  student's  additional
needs and combines thert with the tra-
ditnal  freshman-sophomore or  junior
Enghsh curnculum 1s .0 wiser choice.
The components of th.. curiculum often
consist ot an mtroduction to composi-
tion and a general sunvey of Iterature
and hterary types.

The mplementation of such a cyr-
riculum .may be on a semester by se-
mester  basis  begmnng with  either
lterature or composition. On the other
hand, it may be an integration of hoth
areas throughout the school vear Either
way, elements of both curmipila, ESL
and regular English, are bemg com-
bined

In the hterature component of such
a course, work in one of the previously
mentioned weak arcas of ESL  texts,
reading, should be mcluded. This read-
ing, reading, ‘literature component should
mclude the following-

1) Reading <kills development
2) Vocabalary enrichment
31 Reading techmques/content area
4} Survey of litcrary types—stiuctured
o: 1dapted seading of preferre --
re. poetry, novel, short story, ete.
A focus on reading skills develop-
ment i cenjunction with the hterature
survey conlent may include the follow-
ing; developing individual reading skills
in sequencing getting the mam, idea,
and reading from content. Continuing
work on vocahulary  development s
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also recommended. This should include
not only vocabulary enrichment but also
clements of word study (i.c. word ori-
gms and prefixes suffixes) (Paulston,
1976, p. 181-2))
An additional component of the read-
ng skills developnient 1s the teaching of
reading techniques for study purposes.
They mctude the SQRRR approach
(Rolnnson, 1961) and speed reading
techniqees which deal with many pre-
reading shlls, 1e. notmg purpose of
readmg, content, format, subtitles cte
The  lhiterature  survey  component
should include elements of the short
story, poetry, the novel and myths and
fables. Manv  structured readers ar d
adapted versions of classies, 1f desired,
are avalable for this wea of stady.
Myths and fables are not oniy vesy in-
terestmg to LEP students bt also can
lead to discussion topies of cultural
15sues
The wniting component must  focus
on the shills the regular Englsh class-
room teacher mmmmallyv expects of Al
stndents. To teach these skills, the writ-
mg componeat af this transiion conrs
should contam the additional following
elements
1) controlled composition—on a para-
grapl, level
sentence combmmg activties
clements ot a traditional grammar
program (to know the right words
to deseribe the nght things)
b1 paragraph development (topie, sen-
tence, cote.)

51 outlinimg

6) spelling, actnities  (not generated
from the study of les but from
general errors commmtted on com-
position)

) expository wrioag

8) a survey of the rescarch paper (not
necessanly writing & terin paper)

Although quite obvious, chmmating
simiple errors of format m composition
wnting, simple spelling crrors, clemen-
tuy errors of writing mechamics, (e
paragraph indentation) and even the
cosmetic appearance of the paper are
essential  improvements to  mect the
rmimum - expectations of the  regular
Enghsh teacher recenmg LEP students.
re often meluded i controlled
composition texts. Sentence combining
activities, which are also sometimes in-
cluded, are ones which are proving to
be more related to growth m writing
proficiency  than any others. (Zamel,
1980.) The further adaptation of the
writing curnculum should include the
clements offered n the regular English
curriculum  as  clements  of  graramar
study, paragraph development, outlin-
ing, and procedures of term paper writ-
ing. The decision as to whether or not
to include a term paper assignment is
optionil. A possible approach might be
to discuss the process of wniting the re-
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search paper rather than the a 'mal
product.

If the implementation of the men-
tioned reading and writing pregcrams
are not a possibility given fiscal con-
stiaints withm: districts, consider includ-
mg clements of each within the final
level of the presently offered ESL
classes

Often  because  of parallel  regular
English and ESL cinnicula at the $econd-
ary level, rarely are elements of either
mtegrated mto the other. Therefore, 1t
15 clearly an educationally desirable ap-
proach to include a “transitional” ESL
component.

The suggested content of a trans-
tional class will provide not only a more
wradual joining of the two curricula, .
mmimize the trauma of that first non-
ESL class for the LEP students, but
al.o provide competitive skills which
will better msure successful perform-
sance of the mited English proficient
student outsile the ESL curriculum.
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A REVIEW OF ESL COMPREHENSIVE

EXAMINATIONS IN M.A. PROGRAMS
by Robert Ochsner
University of Maryland

In the last few years we have become

increasingly self-conscious
TESOL profession. In 1974 the direc-
tors of American and British “teacher-

preparation programs” were surveyed in -

order to find what goals and require-
ments these programs share (Acheson,
1976). At the 1977 and 1978 TESOL
National Conventions, special panels
were organized to discuss present trends
and future developments in the train-
ing of English-as-a-Second-Language
(ESL) teachers. More recently, Wag-
goner (1978) has obtained census data
regarding the need for ESL courses,
and especially  the need for better
. trained ESL teachers She notes that
only three out of ten ESL instructors
in this country have taken course work
in ESL theory/methods, the other
seventy per cent arc basicallv untraned

If the needs of ESL students are to
be well served, we must as a profession
promote adequate training for ESL
teachers. But to do this we must first
ke v how ESL teachers are trained and
then 1ecognize arcas of teacher train-
ing which can be improved. Of par-
ticular concern then 1s how teachers are
trained in graduate ESL programs. To
this end Cooper (1978) has reviewed
over 200 ESL theses and dissertations
written since 1975. His purpose was to
identify “topic areas and methodolog-
ies” with the goal to highlight where
little or no ES" i aduate work is now
being done.

In this paper I will review 428 Com-
prehensive Exammation (CE) questions
used by fourteen graduate ESL pro-
grams that requirc a CE of their M.A.
candidates. Rus' ¢ Campbell gave a
preliminary analy . ot these CE’s at the
1977 TESOL National Convention. My
final observations can be added to Camp-
bell's remarks and Cooper’s review
(cited above).

The M.A. programs in our field vary
greatly. Some last for one year or less;
others extend for two or more yuars.
Given this variety, the evidence from
CE'’s provides only a general indication
of teacher training: furthermore, the
subject-areas tested may represent or’
a limited part of the total M.A. pro-
gram. Certainly practice-teaching must
be considered as an importint feature
of an M.A. progrém that cannot be
easily inferred from CE questions.

But taken as a whol, the CE’s do
provide a bioad sample of what “well-
trained’ ESL teachers are e.pected to
know. Thus, the CE’s tell us a great
deal about what our profession con-
siders to be fundamenta' training.

Eauall\l/ important, the CE’s show areas

1k l{lC‘;

Aruitoxt provided by Eic:

about the .

of possible neglect in our M.A. pro-
grams, a point emphasized by Cooper
m his review of theses and dissertations.

METHOD

During 1976-1977 I contacted twenty-
four schools offering an M.A. m L3L
and asked them to forward copies or
their CE questions. To assure confiden-
tiality, each school was asked to send
“sample” CE questions or old copies.
Of the twenty-four programs contacted,
sixteen replied. I decided to analyze only
the 1975 and 1976 CE’s, questions from
previous years had not changed signif-
wcantly during the first half of this de-
cade,

Most CE’s had ten or more questions,
of which the students were required to
answer five. The average time allowed
for each question was thirty minutes,
and the entire CE iasted approximately
four hours. These points should be kept
m mind when [ discuss the CE's con-
tent below..

CLASSIFICATION OF THE
COMPREHENSIVE EXAMS

My basic principle in analyzing the
CE’s was to nolate “question clusters,”
that is, questions eliciting .he studcnty’
knowledge of the same basic ESL sub-
ject areas. Fiom a total of 428 CE q-.es-
tions, 1 identified thirteen general
subject-areas in ESL (see Chart A).

CHART A: Comprehensive

Several schools distinguished first and
second language acquisition as different
from psycholinguistics, and nearly all
schools asked yuestions that involved
both contrastive and error aralysis. It
15 possible to collapse or separate these
and other categories on Chart A, but I
chose to represent the categories as the
schools have listed them.

Of course, not all the questions ad-
dressed a single subject-area in ESL.
These “Integrative Questions” combine
more than two from Chart A. For ex-
ample, one CE question reads:

We in the teaching profession are actually
domg our students a disservice with. the
policies of bilingualism and bidialectalism.
Furthermore, attempts to make teachers
anare of the complex nsues in socio- and
psy hohnguisties vis-a-vis ESL serve only
te cause confusion and unnecessarily cori-
pucate the ESL teacher’s job Our job is .o
teach English, not to motivate our students
to leare. Wo smiply cannot control factors
outaide the classroom.

making ure to
(50 mmutes)

Discuss  this  statement,
show where vou stand

[ have al.o included under this heading
those questions which allow students to
combme m therr answers different cate-
gories

Deseribe the history of ESL over the last
10 vears,  (One hour)

Continued on next page
Exam Questions (1975-76)
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ESL COMPREHENSIVE EXAMS

Continued from page 9

As Chart A shows, 13 of 14 schools
ask questions about Language Analysi$
(pure and applied linguistics) and
about Pedagogy (theory, methods, and
materials of teaching). To suggest the
range of these CE subject areas. I have
hsted 1in Charts B and C (below; the
sub-topics that compnise Language An-
alysis and Pedagogy:

('l:lART B Language Analvsis
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For Languaje Analysis (Chart B)
there are three man sub-topics: Gen-
eral language theory (12 or 14 schools
ask a CE question under this heading),
Syatax (12 of 14 schools), and Phone-
tics/Phonology (11 of 14 for phonetics
and 10 of 14 for phonology ). Examples
of these sub-topics follow,

General language theory (30 minutes)

In conese form descnibe the method and
goal(s) of hngi.stic analysis  Include 1n
vour answer & ¢ mparson of the American

structuralist (¢« 1, Bloomfield, Gleason,
Hockett, Bolnger) and transforinational-
genesative  {c¢ v Chomsky., Langacker,

Fromhin-Rodmar + pomnts of view
(30 mtes)

Show how o are for an nnderlving do 1n
all the followme wentences There should
be at least four wlependent pieces of data

Syntas

a) Chomsky wite Syntactic Structures
b) Niton resigne b over a year ago

¢) Richard swea s a lot

d) Jimmy and ¢ sorge hate each other
#) Tow kidnapy d the heiress.

ERIC o
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Phonetics/phonology. (30 minutes)

The basic and most common niethod used
for “classifying and describing vowels™ is
said to be not completely adequate. What
s this “hasic method” (ie., briefly, how
does 1t work), what is the problem with 1t,
and what solution has been proposed?

In addition to the remaining two sub-
topics of Chart B (4 or fewer questions
per 14 schools), I have included under
Language Analysis this item: General
classroom  application (12 of 14
schools). The reason for including this
pedagogical item under Language An-
alysis 15 to clearly show the schools
which make a connection between the
study of language and its application
to the classroom. For example:

Student X has been tra:ned only m struc-
tural hngwstics. Student Y has been
tramned only in transtormational hingumstics,
Both students have been asked to prepare
matenials to teach English sentence struc-
ture to speakers of other languages

1) In what ways do yeu predict then ma-
tertals will differ from each other?

2) What differences m  theory regarding
how languages are learned would their
materials reveal® (40 miutes)

However, Chast B does not show the
1elative emphasis each school places on
language study versus pedagogical con-
siderations. As a rough generalization,
about half the schools emphasize hn-
guistics, while the other half are more
concerned with the teacher. A few
schools concentrate almost entirclv on
one or the other extreme. In order to
partially display the teacher-oriented
schools and those with a linguistic em-
phasis, 1 have marked thosc subjects
which co-occur with applications to the
classroom Thus, an asterisk next to a
checked item indicates .ome type of
classroom application.
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The Pedagogy sub-topics listed in
Chart C obviously overlap. “Sequencing
of lessons/courses” and “Curriculum
and materials development” is one ex-
ample. This redundancy cannot be
avoided: 1 have listed these sub-topics,
as I have listed all the other categories
m this paper, in & manner that is con-
sistent with the schools’ CE wording.
This redundant listing does, however,
provide an important insight.

The most remarkable feature of
Chart C is that these pedagogical topics
deal more with theory than with class-
room application. For example:

Compare and contrast any 2 of the follow-
mg four approaches to language teaching:
(a) Grammar-Translation, (b) Direct
Method, (c¢) Audiolingual Method, and
(d) Cognitive-Code Learning. (30 minutes)

Only eight of the fourteen schools (or
slightly more than one/half) ask stu-
dents to “apply” theory:

Theie 1 currently  considerahle emphasis
on what s known as “comnnunicative com-
petence ” First, deseribe what is meant by
“communicatne competence.” Mention the
names of any peisonst whom you associate
‘with this concept Next, in a brief essay,
desenbe exercises, class activities, and as-
signments that could be used to help stu-
dents acluerve commumceative competence.
(30 minutes)

This theoretical emphasis can be
partially cxplamed by uoting that many
CE questions assume, but do not ex-
plicitly cite, a classroom setting. Also,
for some M.A. programs, perhaps the
more apphed aspects of pedagogy are
landled in a practice-teaching require-
ment. It is also possible that only “ex-
perienced” tcachers arc admitted to
some programs. But there remains a
possibility that teaching theory is not
“applicd” in several ESL teacher-train-
ing M.A. programs.

About half of the schools ask ques-

tions about Contrastive Analysis (CA)
and Error Analysis (EA), Testing, and
Culture (see Chart A above and Chart
D below). Tt is important to note that
Culture 15 really five separate jtems:
American  culture, literature, stylistics,
prozeniics, and philosophy of language.
Considering these items separately, we
find that four schools have questions
about American culture, while only two
have literature questions and only sin-
gle schools ask questions about either
stylistics, proaemics, or the philosophy
of language. Moreover, the American
culture and literature sub-topics often
mvolve classroom applications.
This same point can be made about
CA/EA, although the proportion of
“applied” questions is somewhat smaller
(ie.., 3 of 6 schools ask pedagogically
related questions) :

Discuss briefly  how a second language
teacher mught use “contrastive analysis”

Continued on next page
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. Lontinued from page 10

is” dto advantage in his
teaching (30 minutes)

{érhépg t:e most applied of
ject-areas (! of 5 schools

S connection ) : /
the pedagogical

g in EFL classes

CONCLUSION

Chart D below summarizes the num-
ber of CE questions per subject area,
their relative frequency, and the ap-
proximate length of CE questions. This
last measure is indicated by the number
of typed (8%" X 11”) pages that the
collected questions add up to.

As Cooper noted in his review of
graduate theses and dissertations, there
is in ESL teacher trairing a very strong
emphasis on pedagogy {Cooper’s
“methods, techniques and materials”),
but very little emphasis on bilingualism,
English as a Second Dialect (ESD),
testing, or the use of language labora-
tories. My review of CE’s, especially
the figures of Chart D, bears out
Cooper’s observations.

In addition to Cooper’s remarks, I
can add that we largely ignore these
subject areas. history of the English
language, proxemics (knesics), socio-
linguistics (including ESD), and cul-

smplications of
(One hour)

ture. Also, there were no CE questions
about Erqlish for Specific Purposes,
and very .w questions about linguistics

CHART D:
Summary of Comprehensive Exams
< # of
CE
Ques- Fre- # of
CE Topic: tions quency Page,
Language Analysis 160 37% 35
Pedagogy 130 308 25
CA/EA 38 9% 4
Culture 24 6% 4
Amencan culture  (10) (2%) (1)
Proxemics (8) (2%) (2)
Stylistics (3) (1%) (%)
Literature (2)  (i%) (3)
Philosophy of
language {1y %) H
I., and L, Acquisition 19 4% 2
Integrative Questions 16 4% 13
Socichinguistics 10 2% 3
Testing 10 2% 11
Psycholinguistics 7 2% 1
Bilingualhism 4 1% 3
History of English
language . 4 1% 4
English-as-a-Second-
Dialect 3 19 }
Language Labs 3 1% H
TOTALS. 428 781

.

that covered “new” trends (ie., gen-
crative semantics, pragmatics, daughter-
dependency grammar, etc.). Of course,

-

after four years it is easy to overuse

hindsight.
However, this review of CE’s does
make clear two points. Although

Cooper found rather few theses and
dissertations that dealt with linguistics,
my review of CE’s shows that linguis-
tics comprises an apparently large part
of the ESL teacher-training programs.
Furthermore, these schools’ programs
are, in most cases, rather evenly divided
between language analysis and peda-
gogy. ’

But some schools obviously empha-
size certain subject areas in their CE
questions, and schools differ markedly
in how they apply linguistic and teach-
ing theory. Having noted these differ-
ences we can now ask what kind of
preparation best serves ESL teachers.
Much worthwhile research can be di-
rected towards answering that question.
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AN EXTFP REVISITED--TEN YEARS
LATRR

Ray Past

University of Texas: El Paso

“Do you realize it was fen years ago
that . . . P A frequent kind of question
for whatever it-was, for ten is a nice
" round number and a decade is a time
span that impresses itself upon us. Also,
ten years is far enough back so that we
can look at things in perspective. Some
things that seemed triumphs, or disas-
ters, at *he time are now seen not to
have been so earth-shaking, either way.
Others hold up pretty well. The vantage
point of ten years is a nice place to
make judgments from.

Reflections of this sort crowded upon
me when I became aware that this sum-
mer is the tenth anniversary of the con-
clusion of an Experienced Teacher Fel-
lowship Program hel@ on this campus
from Sept. 15, 1969, to Aug. 28, 1970.
The Program had 20 Fellows, a top-
notch faculty, and for director: me. It
was one of the high points in what is
stretching into a longish career.

Since the program was federally-
funded there was naturally a bit of fed-
eral red, tape, meluding a Director’s
Final Report which I last week dug up
and reread. On the very first page I
ran into this:

The purpose of the program was to send
into the schools of El Paso County a cadre
of experienced bilingual teachers with mas-
ter's degrees in Enghsh or in Education
who would not only be capable of dealing
effectively with the vital problems of teach-
ing the underprnvileged child for whom
English is not the native language but who
would be able to guide, lead, assist and
inspire their fellow teachers. . . )

It will be seen that a program with a
purpose such as stated above 15 a long-

range proposition. It is hardly the kind that_

will delight the computer soul of the edu-
cational statistician! A final verdict ou the
program’s effectiveness will come years .n
the fuwre when it is possible to observe
the Fellows accomplishments, their impact
on the schools.

Well, okay. As I was saying, here we
are ten years later, and it would seem
rot too soon to take a look, at least a
preliminary look, #+ the Program’s re-
sults to date. How much bang did
Uncle get for his bucks? Was the money
well spent? Or was the then-new Nixon
administration wise in wipiftg out this
kind of teacher-training program and
diverting the dollars to other uses?
Maybe more to the pomnt: would it he
a good idea to dribble a bit of federal
money nto similar programs today to
try to help with some of the problems
of the 80’s? .

First, let me quickly sketch a few
details ahout the EXTFP, as we always
mlleél it. so it will be more clear what
ERICs

Aruitoxt provided by Eic:

~

kind of program we are talking about.
The Fellows were six men and fourteen
women, all practicing teachers but tend-
ing to be young. We had originally
proposed 30 Fellows, but USOE cut it
back to 20, which I thought then, and
still think, was a mistake. We had no
intention of achieving any special sort
of  “demographic mix” (USOE term)
though we had stipulated that anyone
accepted into the program had to be
bilingual in-English and Spanish. This
was a language quabfication, not an
ethnic one, but the upshot was that of
our twenty Fellows, 18 were Mexican-
Americans, and all 20 were residents of
El Paso. As 1 wrote at the time:
“Thougl there is much to be said for
the scattergun technique, welcoming
participants from all points, there is also
much to be said for concentrating ef-
forts all on one area, especially if it is
an area where the need is critical.” We
chose the latter course.

Among the courses included in the
Fellows’ 42-hour progran (no thesis)
were such as: -Sociology of the Spanish-
Speaking Scuathwest, Contrastive En-
glish-Spamsh Linguistics, The Structure
of English; The Structure of Spanish;
The Literary History of Spain; The
Literary History of Mexico: Studies in
Folklore; Dialects of American English
and American Spanish, The History of
the English Language, ESL Method-
ology. etc. One significant feature of the
Program -probably differed fromn what
was being done n similar programs,
clsewhere: of the 12 courses the Fellows-
took on campus, five were taught in
Spanish. On a final questionnaire in
which the Fellows were requested to
evaluate the Program they were asked.
“What importance dn you attach to the
emphasis given to Spanish in this Pro-
gram?” Herewith three typical re-
sponses:

(1) The combination of English and Span-
ish »» a tremendous one-two punch which
must be retammed in any future efforts It
1s the combination that makes this progran
especially pertinent considering the sitya-
tion that teachers 1n areas like ours mist
dgal with and function 1n.

(2) The Spam.h emphasis was one of the
most sigmficant requirements of the pro-
gram The emphasis has provided ne with
an opportunity to learn and use Spanish.
The courses have been most difficult be-
cmuse of a lack of prior study of the lan-
guage. I have a more confident attitude in
the use of Spamsh.

(3) 1 felt it was very important. My Span-
#h was very weak and I really had no idea

_of the richness and beauty of my ancestors’

language My Spanish has improved and 1
have lost iy self-consciousness. The ability
to speak Spanish fluently will be a great
asset in working with the parents of my
pupils. My knowledge of the language will
indicate to the children and theirr parents
that Spanish is not a language to be”™
ashamed of at all.

29

It is striking that although the authors
of these statements are all Southwesten
native speakers of Spanish, their com-
ments reveal that they believed they
did not really “know” their own lan-
guage, that they felt they had become
more “confident” in using their own na-
tive tongue, that they no longer felt
“ashamed” in using Spanish. Such com-
ments, common from the Fellows, in-
dicate inuch that is tragic about educa-
tion i our Southwest, and at which
the Program was ip part aimed.

There was one development that de-
serves special mention: Some of the
leaders of the group decided to create
a professional bilingual teachers’ associ-
ation and to affiliate with the national
organization in the field that seemed to
come closest to having the same objec-
tives, which turned out to be TESOL.
We approached TESOL with a request
for affiliation as the “West Texas”

_branch of that organization, but at that

time TESOL would not subdivide
states, not even Texas! so we had to
settle for becoming the “Texas TESOL.”
Later mternational TESOL changed its
mintd, and now TEXTESOLs are pro-
liferating all over the state, but TEX-
TESOL-I 1s here in El Paso, a monu-
ment to the professionalism of the
Fellows of EXTFP.

What has happened to these people
in the ten years since their graduation?
What are they doing now? In an effort
to find out' I wrote to each one, asking
for a reply. I didn't send any sort of
questionnaire~—the world is tired of
questionnaires—but just flat out asked
for a letter informing me of what they're
doing today, what effect they estimate
the EXTFP had on their careers, and
what, if anything, they know of the
whereabouts and the doings of any of
their colleagues. Eight replied: nice, and
of them, some werc long, newsy letters.
That’s not a bad pcreentage ‘response,
especially when we consider that it
ought to be figured as eight out of 18,
not 20. One woman has completely
dropped from sight, and all efforts at
reachmg her are unavailing. Another,
after four or five years as an outstanding
ESL teacher in the community college,
tired of thc classroom and went into
busigess.

Of the remaining 18, all are in one
way or another directly using.what they
acquired ten years ago, 17 of them in
education. The remaming one is serv-
g the federal government in the area
of equal opportunity in civilian and
military programs—an area not aimed
at by the "XTFP, of course, but not all
that far afield, ecither, considering the
emphasis given the sociology of minor-
ity groups, etc. Eighteen out of 20 still
in the feld would work out to 90%,
according to my pocket calculator, and
that’s pretty good odds.

Continued on page 15
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EXTFP: 10 YEARS LATER

Continued from page 13

So; how are they doing?

One man wrote me that before the
EXTFP experience he had -been con-
sidering leaving education altogether.
“However, my involvement with the
Fellows and professors not only con-
vinced me that I should stay in the field
of education, but also encouraged me to
continue my studies toward a Ph.D.”
He did take his doctorate, and for a
time thereafter served on a university
graduate faculty as a trainer of teachers
in bilingual education. He left the uni-
versity for work in the Southwest Edu-
cational Development Laboratory in
Austin, Texas, where he has developed
teacher-training materials, conducted a
national study on cognitive styles of
minority students, and trained teachers
and project directors of bilingual edu-
cation programs. Currently he is direct-
ing a lonyitudinal study on the teaching
of reading to bilingual children. The
lab’s work, of which he 1s a vital part,
has been presented at major national
confererces, i.e., NABE, AERA, NCTE,
etc., and implications from the research
done at the Lab could have a bearing
on educational policy at the local, state,
and national levels; instractional meth-
odologies for bilingual children, and
program evaluation and teacher train-
ing.

. One of the women Fellows has risen
in the hierarchy of the El Paso Public
School system to the rank of Associate
Area Superintendent, in whigh she now
has been serving several years and in
two different areas. (I should explain
that the System, which serves some 63,-
000 students, 85% of them of Hispanic
background, is headed by a Superinten-
dent who has three Associate Superin-
tendents, each of them his lieutenant in
charve of a geographical area of the
city.) Thus she has been in a most in-
flugntial position to help guide and
direct the school system as it has devel-
oped—and is developing—into what is
"widely recogmzed (if not always m El
Paso) as one of the hation’s best bilin-
gual programs. No El Paso educator
would dream of saying that the local
system has solved all the problems, and
it 1s constantly subject to examination,
alteration, abandonment of some facets
and intensification of others—and ‘above
all, expansion. (All of the city’s elemen-
tary schools are now participating in it,
regardless of the ethnic composition of
their student population, but expansion
is occurring up through the grade
levels.) In spite of this constant fux
and in spite of heated “anti” letters to
newspaper, letter to the editor’ columns
by some of the local neanderthals, test
data unequivocably, and unemotionally,
prove that the program is an ever-
inaeasilng success. And our one-time
LS

1 MQ
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Fellow has played and is playing a key
part in it al?.

Today's social climate being what it
1s, the federal government is inevitably
going to be heavily involved in any
large public school bilingual education
program, accepting and funding pro-
posals, forcing evaluations, approving,
critiquing, giving, denying, etc. etc. And
guess who is the school system’s Direc-
tor of Federal Programs? Right! Another
of our former Fellows. He has, of course,
been a powerful factor in shaping the
way the local scheols have developed
over the last decade, most especially in
reference to the bilingual education
programs. For it is largely he who has
determined the shape of proposals sub-
mitted for funding, and largely he who
must periodically assess them. Also,
anxious for the programs’ smooth and
successful functioning he has been an
active ‘missionary to the benighted, ex-
plaining, justifying, converting. Of the
EXTFP he writes, “Without it I would
still be in the classroem teaching, and
even though it is a wonderful place to
he, for me it would have meant that I
never got a chance to make some con-
tributions that T was capable of mak-
ing” =

Still another Fellow exited from the
EXTFP to go into university-level ESL
teaching in Puerto Rico, but he soon
left that and got involved in working
with agencies of the federal government
in the area of minority group problems.
He is presently with the Department of
the Navy and is resppnsible for policy
and guidance formulation for all Navy
civilian and military EEO programs. He
says that the MA he earned in the
EXTFP opeoed the door to his em-
plovment with the federal government
and that “because of the cxtensive
course content in the EXTFP dealing
with the Hispanic culture, I possess a
basic sociological and anthropologizal
foundation in that culture which has
been invaluable in conducting aware-
ness semmars for private and public
managers.” Well, of course the EXTFP
wdx not aimed at creating bureaucrats,
however beneficial, but as we often ob-
serve of our society, we don’t dictate
what a person must do—and a uséful,
productive memker of the society is a
net plus whatever the character of the
plot he is tilling.

Another former Fellow has become a
trend breaker in that she is the first,
and only, female high school assistant
principal in charge of discipline in El
Paso, and reports reach me that her
school is relatively a sea of calm in
these t..bulent days at the secondary
level. If you wonder what possible rela-
tion the EXTFP program has to a posi-
tion such as hers, do remember that 65%
figure regarding the Hispanic popula-
tioh of our. schools.

Since those I have cited so far all

- - b0

seem to be administrators, you might
wonder whether anyone stayed in actual
teaching. Indeed some did. Oné of the
Fellows, in answering® my query as to
what the; might know about each
other's careers, wrote:

Except for the one or two female Fellows
who may stay home with children from
time to time, all are still actively making
themselves felt in the field of education or
a closely related area. Twelve of us are
still teaching, many in the bilingual educa-,
tion area. Eight of us are administrators of
one sort or another with varying levels of
responsibility.

One of the women who is still in the
classroom has several times tumed
down offers to be an elementary school
principal on the grounds that her own
children are still too young for her to
over-extend in terms of time and re-
sponsibility. She writes, “. . . today I
am a highly-specialized and qualified
component of the bilingual program, as
I can teach in either English or Spanish
or both.”” Attempting to sum up what
she knows of the careers of those who
were in the EXTFP:

It made it possible for its participants to
get ahead as: an assistant superintendent
of schools, a high school assistant principal,
an elementary principal, elementary as well
as high school counselors, a ranking official
with the Navy Department, a federal grants
official for the schools, a political action
leader, an ESL Supervisor, and aumerous
certified bilinguz! elementary school teach-
ers, as well as Language Arts English and
Language Arts Spanish teachers.

Another of the Fellows is today a
power in the schools” Department of
Curriculum and Staff Development, a
position from which he exerts consider-
able influence on the schools’ course of
development, particularly in regard to
the bilingual education grogram. Of the
EXTFP he says “It came at the right
time, the right place, and for all the
right. reasons.” He recalls all the activ-
ism of those days (“and those bereted
retards, the Brown Berets . . .”) and
says of himself and the Fellows, “The
school board had to conclude that we
would be the ‘acceptable alternative’ to
the foul-mouthed Brown Horde, and our
promotions were accelerated.” Another
Fellow, touching on the same theme,
points out that during the very height
of the activism uproar the Fellows were
more or less sequestered away at the
University. He writes:

While we were learning how to become
part of the solution rather thari part of the
problem, El Paso was experiencing faflure
and frustration in dealing with the very
problem we were studying. For us, the Fel-
lows, El Paso provided an experience more
akin to on-the-job training than the “prac-
ticum” implied. No artificial or simulation
exercises had to be devised for us. We hacl
the bencfit of the real thing to work in and
on in order to acquire the master’s degrees

Continued on next page
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gotten together, and in c¢ne place,
twenty ahove-average graduate stus
dents. ... —

The Program had some other inciden-
tal benefits. It fostered an unprece-
dented cooperation, for instance, be-
tween the Departments of Modern
Languages and English at the Univer-
sity, and<was at least invpart responsi-
ble for the eventual establishment of a
Department of Linguistics, which still
works closely with both Modem Lan-
guages and English.

All in all, ten years later the Program
has to be viewed as having had an im-
pact on education in this area. Perhaps
a greater impact than was visualized or
even hoped for at the time. And ten
years is still only ten years: the Fellows
have by no means reached the peaks of
their careers but are just becoming
solidly established. Another assessment
after another ten years will surely be
more impressive.

In the meantime, not all the problems
are solved, neither here in El Paso nor
elsewhere, at least as I read the news.
I would suggest to the new Department
of Education, or to anyone who will
listen, that an approach. that worked so
well once might not be too bad an idea
to try again, and at a number of places
around the country. Lord knows we not
only have the problems but we also
have talented, bright, eager young
teachers trying to come to grips with

" them. Why not pick some of the best
"and strengthen their hands? I have seen

tax money spent worse. Haven't you?

TESOL

TESOL

* Fifteenth Annual Convention
hlla.(d‘: 3-8, 1981 ® Detroit, Michigan
o
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TREATING MENTAL ILLNESS
IN THE ETHNIC COMMUNITY

by Sarah Henry

The Portuguese woman was brought
to Toronto Western Hospital sufferin
what apgea:pd to be a serious menta
illness. She would tightly clasp her
hands in an attitude of prayer for hours
on end. And she had told her famili'
s co‘;xlgst communicate directly wit

A Canadian-trained psychiatrist might
have diagnosed her condition as schizo-
phrenia. The religious mania, occasional
catatonia, and poor links with reality
all suggested an emotional disturbance
that would require extensive treatment.

But U of T psychiatry professor Dr.
Frederico A" di, director of the West-
ern’s transcuhural psychiatric unit rec-
ognized she was suffering from a re-
active delusional psychosis, a condition
rarely diagnosed in North America, but
quite common among patients from
Third World countrief and rural Euro-
pean backgrounds. Within a few days
of drug therapy, the woman’s symptoms
had lifted.

Dr. Allodi is in a unique position to
treat Toronto’s ethnic community. A na-
tive of Spain, he speaks five languages.
And the U of T transcultural psychiatric
unit is located in an area where 45 per-
cent of the residents speak no English,

The psychiatrist tells the story of the

Portuguese woman to illustrate that al-
thougﬁu the causes of mental illness are
fairly universal, “the content”—the
form the disturbance takes-—can vaxX
considerably among different cultures.
Canadian-born patient experiencing the
same stresses as this woman, for ex-
ample, might have suffered extreme de-
pression, perhaps havé attempted sui-
cide, and probably have felt anxiety
about health and "body functions, he
says.

Over the past three years, close to
900 patients, haf of whom don't speak
English, have found their way to the
Western’s transcultural psychiatric unit.
In addition to the linguistic barriers and
the possibility of being diagnosed by
North American psychiatrists, these pa-
tients, most of whom are from Italy,
Portugal und Latin  America, face
higher than average risk of becoming
mentally ill because of the pressures of
adjustin 1 to life in Canada.

“The roots of psychiatric problems
are multi-factorial, ‘involving money,
family, as well as the mental illness,”
says Dr. Allodi. “But because of the
stresses of living in Canada and because
of their status as immigrants and minor-
ity ethnic groups, these people have
special needs.” . .

It is these special needs that the
transcultural psychiatric unit was set up
to serve. At the weekly clinics, Dr.
Allodi and a part-time public health
nurse, the only professional staff mem-
bers, must take on the. roles of priest,
social worker and ¢ommunity resources

62

expert, as well as their jobs as doctor
and nurse. Many of these immigrant
patients have received psychiatric treat-
ment in the past.

Yet conversely, because of the sense
of belonging within ethnic communities,
charces for recovery are perhaps better
than for native-born Canadians. -

“Hlness is not viewed entirely as an
individual matter,” says Dr. Allodi. “It
is conceptualized in terms of the. family
because it affects everyone.”

Treatment, like the illness itself, is
also a family affair. “When they first
come to the office it is often difficult to
know from their behavior which is the
ill person. The patient may be a sick
man, but it is often his wife whe is
showing the signs of hysteria.” Therapy,
in such instances, aims at separating
the people involved to give them more
emotional autonomy. “The ego is the
major controlling force of the psyche.
But within these families, the ego is
amorphous and fused,” says the psy-
chiatrist.

About 55 percent of the Toronto
population was born outside Canada,
yet students and established profes-
sionals are still not being adequately
trained to treat immigrant patients or
to plug into the existing network of
services set up for residents from ethnic
minorities, he says.

(Excerpted from the Toronto Bulletin Vol,

" 34, No. 1, July 14, 1980)
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PROCEDURES FOR IDENTIFICATION
AND ASSESSMENT OF STUDENTS

FOR POSSIBLE INCLUSION IN A

COMPREHENSIVE LAU EDUCATION
PROGRAM - |
- by Phillip Roth
Indiana Dept. of Public Instruction

The tremendous influx of refugees
(Indochinese, Soviet Jews, Cubans, and
Haitians) into American communities in
the past five years has caused public
schools across the nation to look at civil
rights legislation more closely than ever

. before. The reason for such scrutiny is

. that the Ofice of Cwil Rights (OCR) is
reviewing policies and practices of school
systems to assure that limited English
proficiency {(LEP) students are not fore-
closed from equal educational oppor-
tunities because of a lack of English
language skills. Whether thev do so vol-
untarily or i response to court orders or
to citations by OCR school administra-
tors must develop and implement edu-
cational programs which are consistent
with the requirements of such legisla-
tion as Title VI of the Civil Rights Act
of 1964; Title IV of that Act (as

" amended in 1974); Title IX of the Edu-
cation Amendments of 1972 (sex equity),
and Public Law 94-142, which addresses,
in part, provisions for LEP students who
are handicapped. In addition, school
districts which are currently receiving
funds under the Emergency School Aid
Act, or districts which are applying for
such funding, must now submit and
implement a comprebensive educational
plan for LEP students.

Considering the multitude of legisla-
tion and attending regulations with
which school administrations must com-
ply, it is little wonder that school sys-
tems are, confused as to how to satisfy
all the requireme:.ts heset upon them
one educational program. While an in-
structional program which meets all of
the requirements mandated in the legis-
lation mentioned above is possible to
design and implement, it is premature
to discuss such a program without first
considering two important questions:
which students in a school district
should be enrolled in the program, and
what are the unique needs of those stu-
dents which such a program would
presumably address? This paper, there-
fore, will discuss a procedure to 1) iden-
tify students who have potential limited
English language abilities and 2) assess

~ their particular educational needs (i.e.,
English and/or native language instruc-
tion and any possible special education
needs). Information gathered as a result
of followipg this procedure will help
school personnel to make appropriate
decisions about the kind(s) of instruc-
tional program(s) to implement and
thereby satisfy civil rights requirements

Aruitoxt provided by Eic:
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and (more importantly) meet the needs
of the identified students by providing
them equal cducational opportunities.

Before beginning the discussion of the
identification and assessment procedure,
the reader should be aware of the spe-
cific protection of nights; as embodied
in Title VI, which is the genesis of this
identification and assessment procedure
and subsequent cducational programs
designed as a result of this process. Title
VT provides that:
“No permnwf in the Umted States shall, on
the basis of race, color, or national origin,
be excluded from participation in, be de-
nied the benefits of, or be subjected to dis-
crunination’ under any program or activity
receiving fdderal financial assistance

(emphasis added)
Substance was given to this protection
of rights in a memorandum issued by
HEW on May 25, 1970, regarding chil-
dren of national origin minority groups
with limited English language skills
The memorandum was issued in re-
sponse to findings by OCR that a dis-
proportionate number of students whose
primary or uome language was other
than English were not receiving special
assistance in many schools arouad the
country. It requires that:

“1 No student be excluded from effective

participation 1n school because of mabihty
to speak and understand the language of
mstruction.

2 No student be misassigned to classes
for the mentally retarded by reason of his’
her lack of English skills.

3 Programs for snch a student be de-
signed to meet his/her langhage skill needs
and not operate as a dead-end track

4 Parents whose English 1s linnted recenve
notrices and other information from the
schoo! m a languagethey can understand.™

With this in mind then, the discussion
will focus on the identification and
assessment procedure. The reader will
notice as cach step of this process is de-
scribed that references are frequently
made to OCR requirements to assurc
that the suggestions here are consistent
with Title VI and related regulations
and guidelines.

Step 1. ldentification of the Student’s
Primary and/or Home Language.

An essential first step for the school
district is {0 accurately identify all stu-
dents whose primary or home language
1s other than English. The reasons for
dentifving tudents in this way are
1) to make certain that all national
origin minority group students who po-
tentially have limited English language
proficiency have their language pro-
ficiency . nd academic progress asscssed
and 2) to determine which students are
national origin minority group students
for the purposes of Lau compliance.
Moreover, taking this step as an initial
activity in the identification and assess-
ment process assures that the school
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district will not make the same mistake-
that other districts have made, as re-
ported by OCR in January, 1975
Among the most common violations
cited by OCR was the practice by
school districts not accurately identify-
ing all students with a primary or home
language other than English. If a school
svstem 15 unable to accurately identify
its students, it necessarily follows that
the school district will not be able to
assess the language proficiencies of its
students.

Identifying a student as having a pri-
mary or home language other than Eng-
lish does not mean that the student
necessarily has limited English language
proficiency, or that (s)he is underachiev-
ing. These can only be determined after
the student’s language proficiency and
academic progress are assessed.

A good way to determine the primary
or home language of students is to use a
home language survey which elicits at
least the following information:

1. the language first. acquired (learned)
by the student;

2 the language mast often used in the
home, and

3} the language most often spul=n by the
student.

Results of the survey will produce
two groups of students as indicated be-
low.

Home Language Survey
{of the entite student population)

/o
\
Other-than-Enghsh

Language Background
Students

Englith Language .
Background Students

Notice that the diagram above indi-
cates administration of the home lan-
guage survey to the entire student pop-
ulation. Some school districts rely only
on student surnames as a short-cut
method to identify students having a
primary or home language other than
Enghsh. Student surmames may give the
district some general idea of the num-
bers of such students, hut the surname
of an individual will not necessarily in-
dicate what language is most often used
in the home. This practice, therefore, is
not advised in the identification process.

Notice in the diagram above that
those students determined by the home
language survey as coming from an
English language background are im-
mediately dismissed from further con-
sideration in the identification process.
The general education program, it is
assumed, 15 already designed for these
students. We are concerned about those
students who, because of their lack of
English language abilities, cannot pro-
gress through the general education pro-

Continued on page 21
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LANGUAGE * ASSESSMENT

. Continued from page 19

gram in a manner commensurate with
their English proficient peers.

Step 2. English Language Assessment

< The assessment of Znglish skills is
important here to refine the group of
students identified as Other-than-English
Language Background Students. Fur-
thermore, making this asscssment will
help the school district to avoid eom-
mitting another violation which has been
cited by OCR: failyre to assess ade-
quately the language proficicncy of LEP
students.© If a school system’ cannot ade-
quately assess the language skills of
these students, it cannot prescribe a pro-
gram specifically designed to meet their
newds and to rectify their English lan-
guage deficiency.

Various English language tests can
be used to determine which students
are limited English proficient and which
are not. (Thss paper will not discuss the
varwus English language instruments
which can be used; 1t is concerned only
with the identification and zssessment
procedure.) The figure below indicates
the groups of students generated by this
assessment:

EEPENE TNy
e e e e x
LT ~ ek

The determination as to whether a
student is Non-English Proficiency (NEP)
or Limited-English Proficilency (LEP)
can easily be made during this assess-
ment by following the definitions of
language catogories as described m the
Lau Remedies.

“Category A—Monphngual m a language
other than Engf:sh.

Category B—Predominate speaker of the
tanguage other than k.nglsh

Category C—Bilingual, 1¢, has equal fa-
cility 1in English and: the other language.

Category D—Predominate speaker of Eng-
lish though knows some of the language
other than Enghsh.

Categorv  E—Monolingual in Enghsh,
speaks no other language ¢

Those students classified in Category A
are considered to he NEP students.
Those classified B and possibly some
Category C (since they may be equally
dysfunctional 1n both languages) are
considered to be LEP students. The
reader is cautioned against assigning
students into language categories at this
point. That will be done later in the
process. The reference to the Lau lan-
guage categories here is only for the
purpose of distinguishing between NEP
and LEP students. The reason for this

ERIC®
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distinction will become apparent later

Some program planners dismiss the
English Proficiency Students at this
point. As you will see below, there are
some important reasons fo: cnntinuing
to consider these students.

Step 3. Review of Achfevement Test
Data

When planning an appiopriate in-
structional program which will serve as
many qualified students as possible, it
is not enough to use English language
abilities as the sole criterion. Achieve-
ment test data give some insight into
problems encountered by students who
come from an other-than-English lan-
guage background but who are pro-
ficient in English. Some of these stu-
dents may be underachieving for rea-
sons other than language differences.
The figure below indicates the groups
of students defined by this step:

consideration at this point. The process
is concerned only with the three groups
of students which are underachieving:
NEP Students, LEP Students, and the
English Proficiency Students who are
not working at grade level.

Step 4. Native Language Assessment

This step examines a very critical
albeit often neglected arca of the iden-
tification and assessment process. Infor-
mation concerning the level of native
language development of students iden-
tified up to this point as NEP, LEP,
or English Proficiency (underachieving)
may give some msight—especially when
compared with English Language Assess-
ment and achievement data—into such
learning preblems as speech problems,
mental retardation, other learning dis-
orders, and emotional disturbances. When
such learmihg problems are suspected,
further diagnosis via appropriate instru-

Review of Achievement Test Data
(of Non-English Proficiency —NEP—Students,
Limited-Enghsh  Proficiency—LEP—Students,
and Fnghvh Proficiency Students)

~/

\

\EP Students LEP Students

Implementing this step, the school
district will avoid committing vet an-
other violation often cited by OCR:
improper placement of LEP students
into classes for the mentally retarded.”
Many times this violation occurs hecause
school systems use tests and procedures
which rely exclusively on English lan-
guage abilities to assess and place ste-
dents. Following the above step helps
the school district to comply with the
Lau Remedies, waich state that:

"Studente having a primary or home lan-
guage other than English who are under-
achieving must he provided remedial pro-
grams, regardless of whether they have
hmited Fnghsh ahibties. Underachievement
15 defined in the Lau Remedies as perform-
g at one or more standard deviations be-
low the mean score for non-mmonty stu-
dents ™

Referring to the figure above, notice

- that those students identified as English

Proficiency Students who are achieving
at grade level are dismissed from further

!

NEP

L]

Foghich
Proficrmy
Stidenty
t tnnderas hievmg )

e L
Ly
Stipede i

b4

,}.nﬂ-sh Enghh

Proficiency + Proficiency —
Students Students
(under- (achieving )

achieving)

ments and procedures s necessary to
assure proper placcment into appropriate
programs. The figure below shows the
possible groups identified by this assess-
ment:

Notice that for each of the three
groups of students identified as under-
achieving in Step 3 there is a counter-
part identified as “special.” Making pro-
visions for the appropriate assessment
and subsequent placement ot students
who may need special education ser-
vices, regardless of th ur English lan-
guage proficiency, is cansistent with the
requiirements of Public Law 94-142.

Reasons for considering the NEP and
LEP students and all of those students
identified as “special” for inclusion in a
comprehensive Lau cducation program
are rather clear. What may not be so
obvious is the rationale for continuing
to consider the English Proficiency
(underachieving) students who do not
need special education services. In many

Continued on page 23
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school systems, these students are under-
achieving not so much because of lan-
guage differences, but because of cul-
tural differences. The work of Dr. Jose
Cardenas and Dr. Blandina Cardenas
suggests that incompatibilities between
the student’s cultural characteristics and
those of the dominant society repre-
sented by the school result in the stu-
dent’s low self-concept especially when
the school makes unrealistic expectations
of him her.t Including these students m
a program where there is an urder-
standing of these and other factors which
affect learning, provides the students
with opportunities to succeed in a man-
ner commensurate with their Anglo
peers. )
Step 5. As3tgnment of Students into
Lau Categories

The final step of the identification and
assessment process mvolves the assign-
ment of the students identified in the
previous four steps mto Lau Language
Categories. The purpose of these cate-
gories 1s to plan appropriate instruc-
tional programs to mect the specific

needs of students identified in each
group at the inception of a comprehen-
sive Lau program. It should be noted
that the groups identified below are not
intended to be used for tracking pur-
poses. It is quite feasible that students
will move from one group to another as
they develop language (English and/or
native language) and conceptual skills.
The figure below indicates the possible
groups of students identified by this step
who could (should) be included in a
comprehensive Lau education program:

REFERENCES

I Memorandum to ‘School Districts with Maore
Fhan Five Percent National Ongin—Minority
Gronp Chldren” from T Stanles Pottinger, mn
ivotar of the Office for Cwil Rights, May 25,
1970

2 In Tauunary, 1975, 0O¢R  udentitred 3
Chonl districts which, on the hasis of 1nformation
wupphed e the HEW 101 and 102 Forms, were
tonl te have disproportionate numbers of <tn
Sents whose Prinars or home language was other
i Foghsh and who were not recenning special
asuistance ‘These districts were reqmred to com
pinte and return A&n investigative questionnaire
(OS/CR S T4) antended to asast o the effort
te determine whether the districts were in vio'a
ton of Law v Vihols

Retiedies, Aailable for hlnmnaung Pact

o atronal Practices Ruied Un’awfal Viler Law
v NViddaly Summer 1975

1 Cardenns Tose A and Blawlima Carnlenas
The Theory of lacompatinlhibes  San Antoanro
Feans The  tntercultaral Ihvelopment Resvarch
Avsocnition 19577

ssaignment of Students
into Lan Catexones

4/'4//_/// \\
:/ r—‘ T T
f— ‘ NEEP Stadonts ‘ ‘ Special NEP Students
[ i L : _J

1 Monokngaal o the Langtiag
_othar than | nyhishi s

:
——‘—~~‘2 LEP Students

. 1
e
11 Dosanant i the lansn nze
other than Fnghsh

: 1 Biingnal Gn Fnglsh and
the langnake other than
Eonghohe

I nglish Proficent

{unelerachieving)

e — s

1V Danunant m Fnglnh

v Monohngnal £ Fnghsh)

! I Monohngsal tm the
language other than
! Fuglish

Speenal 1P stadents

o Domsant i the
Tanggnage other than
I nglnh

i
;
i

i1

Bilingual O kglish
and the language other
than Fnghishy

special English Proficient
(underachienmg)

IV Dommant an Poglish

v Monohingual (i Foghdh)

With the admmsstrabon of Step 3 above the wdentification and assessment process 1s

complete The information gathered from e steps deseribed above should provide school
admmstrators with enongh data to make «ducationally sound decisions about the appro-
priate type(s) of mstructional program(s) to implement—one(s) that will effectively meet
the needs of students identified through the process just descnibed.

It is not the purpose of this paper to prescribe specific programs for particular popula-
tions of students. Such decnions can e made hy reviewing the descriptions of program
designs in A Guide to the Selection of Bilingual Education Program Designs by Ned
Seelye and Bilhe Navarro published by the Bilmgual Education Service Center, Arhngton
Heights, Ihnos, supported by the Hhnon Ofﬁcc’«‘)t_li(lumhnn. 1977
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CHANGING SPEECH TO WRITING

"IN THE LANGUAGE LAB

- Thelma L. Borodkin
. Lehman College-CUNY

As the preference for strict audio-
lingual methods has decreased, the
popularity of the language lab has also
diminished. At my school, for example,
the hours planned for work in the lan-

- .guage lab have been eliminated from

all the ESL courses. 1 believe, however,
that this valuable learning resource can
be utilized in ways which will help stu-
dents to develop their cognitive and
affective faculties in addition to their
linguistic proficiency.

The procedure 1 want to shate with
you here 1s based on a number of as-
sumptions and goals a.) I want to
show students the relationship between
the spoken and written forms of the
language. b.) I want to accept, vah-
date, and acknowledge things which
the students alrcady know as mnative
speakers of English or as students of
English as a second language. *This pro-
cedure helps students put their oral ex-
pressions of ideas on paper. c¢.) For
most of these students, reading and
writing have not been successful, and
therefore enjoyable, learmnmg expericuces,
I try to make the reading of the passage
pleasurable by choosing a passage of
very high interest and reading to the
students while they have a copy
front of them. d.) People like to tell
stories and I give them an opportunity
to do exactly that. For SESD students,
telling a story employs the form they
know best—speaking. For ESL stu-
dents. it is the form in which they most
need real life practice. ¢.) Main ideas

nceded for effective paragraphs are first ]

expressed and defended orally in my
procedure. Students are then able to
transfer them to written form with con-
fidence. f.) I am usmg the age-old
pedagogical adage of going from the
known to the unknown. By building on
what they know to help them discover
what thev don’t know and need to leamn
the procedure enables them to become
their own teachers.

Procedure.

L. After an introduction and practice
in using the equipment, I take them
to the language lab.

2. Each student is provided with a
copy of the passage to be used. I
have found “The Lady and the
Tiger” to be a good choice.

E l{lC 10/80
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3. Students listen through earphones

at their booths while I read the
story aloud to them from the main
console. I sometimes ask questions
or make comments about the ma-
terial just to simulate a real story
telling situation, to check compre-
hension, and to help make it as con-
genial an experience as possible.

4. At the end, students are instructed
to ‘tell the story to a friend who was
not there to hear it originally. They
speak directly into the tape record-
ers.

5. Next, they play back and transcribe
what they recorded. They examine
what they have written to find any
forms that are appropriate in speak-
ing but not in writing. For example,
incomplete sentences are a regular
feature of spoken English but in-
appropriate for written English.

6. 1 recommend one or two questions
at the end which will enable stu-
dents to form a thesis statement and
defend it. In the story of the lady
and the tiger, for example, I ask the
students who they think was behind
the door and why they think so.

As a result of this kind of practice.
students gain cognitive as well as psy-
chological Denefits. They produce both
narrative  and  argymentative  writing
styles widely used in the wnting of col-
lege work and transferable to other
areas as well. Other rhetorical devices
would be appropnately employed with
other passages and stories. And as stu-
dents hecome aware of the significance
of the various writing conventions their
language proficiency grows. Their abil-
ity to select appropriate forms for dif-
ferent purposes 1s enhanced.

Students have an enjoyable learning
cxperience because they are given an
opportunity to show the considerable
knowledge that they already have. This
psychological satisfaction serves as an
impetus to get them to want to learn
what they need to learn. The emphasis
on what they do know rather than on
what  they don’t know is further
strengthened by the tangible evidence
that they can write a paper of some
length, a task which has presented
great difficulties to them in the past.
Furthermore, this method impresses
uport them the importance of having
wformation at hand on the topic thev
choose to write about.

A number of programs have discon-
tinued using their language laboratories
as an integral part of their students’
activities. Here is a teacher who has
found a way to utilize an existing lab
for increased effectiveness. Many other
teachers use tape recorders right in the
classroom in a variety of ways. Some

66

readers may want to start adding re-
cording activities to their classroom
strategies but need advice on the most
satisfactory tape recorders for student/
classroom use. “It works” would like
to hear from TESOL members whn
have found satisfactory recording equip-
ment at tconomical rates.
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"MODELS OF SECOND LANGUAGE
ACQUISITION"

Dr. Carlos Yorio, in his speech before
TESOL Spain; considered three models

. of the acquisition process: Krashen's
. Monitor model” {with certain modifica-
‘tions of his own), Selinker’s Interlan--

ge model and a recent model pro-
by E. Bialystok.

T, The Monitor Model (Krashen)

A learner acquires what he picks up
‘naturally, subconsciously. Immigrants
who hive picked up a second language
without consciously - working on rules
have acquired that language. This is
essentially how children learn languages.
Learping, on the other hand, takes place
when the learner is consecious of what
he is doing. This may’ involve study-
mng, but not necessarily. The acquired
system is responsible for what comes
out automatically, whea the learner is
not worrying about grammar problem
areas like the subject/verb agreement
and so on. The learned system, the sys-
tem of rules that the learner has con-
sciously worked on, monitors or checks
the output of the acquired system and
produces what Yorio terms “monitored
output”. It's the acquired system that
initiates an utterance for communica-
tive purposes. The Monitor never does.
It concentrates on form over communi-
cation.” The Monitor only functions
when there is time to be conscious of
rules. It is more likely to be drawn upon
in writing than in speech, for example.
Learners differ greatly in their use of
the Monitor. Monitor over-users are so
rule ¢omscious that they can scarcely
get anything out. Monitor under-users
hardly check anything. Flagrant errors
do not necessarily interfere with com-
munication, however. Undef-users may
be very good communicators. The opti-
mal monitor user does monitor, but this
doesn’t interfere with communication.
A very select group of superusers, peo-
ple who have managed to approach
native competence in a second lan-
guage, communicate well but use the
Monitor even more than optimal users.
It is interesting that native speakers also
monitor such things as can vs. may,,as
vs. like, and register restrictions.

Continued on next page
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II. The Bialystok Model

In the Bialysték Model, the learner is
exposed to language either consciously
(if the teacher gives him a grammar
rule) or unconsciously (perhaps seeing
several situations where the present per-
fect is used). To this raw input, he
brings not only explicit linguistic knowl-
edge (similar to Krashen’s learned sys-
tem) and implicit linguistic knowledge
-(similar to Krashen’s acquired system)
but also “other knowledge”. This in-
cludes his native language, other lan-
guages he knows, knowledge of linguis-
tics and his general experiences of the
world. This component helps to account
for individual differences’ in language
learning success. Like Krashen, Bialys-
tok believes that acquisition is centrai
to second language learning. As a result
of the application of knowledge to lan-
guage input, different kinds of rules are
generahized. Some rules are automatic
and spontaneous, others require time,
and are used for monitoring. Bialystok’s
system 1s interesting because it attempts
to account for individual leamners’ dif-
ferences. Bialystok suggests that the
more different strategies a learner can
draw upon, the more successful he will

be.

III. The Interlanguage Model (Selinker)

As learners learn a second language,
they make systematic errors. They leave
off the third person s’, they say “goed”
instead of “went”, ete, To Larry Se-
linker, these errcrs are clues ic the
leamer’s learning strategies. They show

- that learners transfer rules from their

native languages and overgeneralize tar-
get language rules. The result of the
application of these strategies are sys-
tems of rules that differ from the learn-
er's native language on ‘the one hand,
and from the target language on the
other. Selinker calls this “interlanguage”.
In time, this interlanguage may approx-
imate the target language, though it
will probably always remain different in
some respects. As a learner becomes
more proficient, his use of transfer from
the native language decreases, but over-
generalization of target language rules
increases. Selinker sees the learner mov-
mg from the native language through
Interlanguage ‘1, IL2, IL3 . . . ILn un-
til he reaches his final interlanguage.
Learners can backslide, start leaving
off final third person %', etc. after hav-
ing apparently surmounted these errors.
Other errors may appear in an early
interlanguage and stubbornly refuse to
disappear. Such errors are termed as
“fossihzed” since they persist despite
the lcarner’s advancing in other respects.
{Reprinted from the TESOL Spain
Newsletter, Spring 1980)
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TEACHING ESL TO INDOCHINESE
REFUGEES: A REPORT FROM
TESOL 80
. by Donna Bunch
Western Kentucky University

TESOL 80 had many excellent pres-
entations, and those concerning the new
Indochinese refugees played to standing
room only. John and Mary Ann Boyd from
Hlinois State University gave a most use-
ful workshop entitled “Working With
the Indochinese.” Here are some of their
ideas and ideology that have proven to
be both practical and successful in the
new Indochinese Refugee English Pro-
gram at Western Kenticky .*Jniversdy.
The information here addresses the semi-
literate and literate student; the jdeology
is applieabie to all levels.

1. Emphasize receptive language long
before the student is expected to speak.

2. Don’t discourage (but dont de-
mand) expressive language which some
are ready for before others.

3. Use good student models as soon
45 possible.

{. Work 1n groups and pairs often.
Allow students to use their native lan-
guage with one another to clarify teach-
g points.

5. Introduce lots of nonverbal activi-
ties early in the program. Point to things,
pass pictures among students, and share
materials and ideas.

6. Intentionally give the wrung an-
swer; students will begin to correct you
and relax and laugh with one another.

7. Give 'he students time to write new
vocabulary in their notebooks. They have
A need to do this, so relax and let them
do 1t even if you are emphasizing aural
oral work.

8. Keep the structures constant as new
vocabulary 1s introduced.

9. Teach the alphabet carly. We al-
phabetize many things such as names in
phone directories, records, student files,
and multiple chuice test questions.

10. Write on the board from left to
right, top to bottom, emphasizing the
direction of the English writing system.

11. Model correct pronunciation, but
give the students lots of language ex-
perience before you begin correcting
their pronunciation.

12. Use pictures. Find your own in
magazines. Laminate them and let every
student see and touch’each picture. Make
such pictures functionally relevant to the
particular class: vocational emphasis,
home emphasis, etc. Put the pictures on
the classroom walls with words printed
on separate cards surrounding the pic-
tures. These words can become part of
their sight vocabulary.

13. Take words from pictures (#12)
and make them part of a vocabulary les-

Continued on page 34
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son. Do a cloze exercise, using the words.
Include these words in a dictation. Have
students generate original sentences with
the words.

14. Use strip stories to sequence ideas
in English. Have the students stand from
left to right, again emphasizing the Eng-
lish writing system. This technique is
also goagk for scrambled dictation. Stu-
dents may read the strip story from the
paper, or they may hear it spoken and
remember 1t that way.

(Reprinted from Kentucky TESOL,
Vol. I, #4, May 1980.)
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SOME. FIRST IMPRESSIONS OF EFL
TEACHING IN CHINA

Charles T. Scott
Unicersity of Wisconsin-Madison

The following remarks summarize my
observations of ESL teachin~ .. China
—observations made during “i.c course
of a onth-long (February 1979) visit
to the People’s Republie as a member
of the University of Wisconsm faculty
delegation. Our excursions  were, |
think, wcely apportioned between the
expected and the vnéxpected.

In most instances the teaching of Eng-
lish as a foreign language is carned out

within the admmistrative structure of a

department (or institute) of foreign lan-
guages, of which English is mvanably
the langnage that attracts the largest
number of students. This 1s the case in
the departments of foreign languages
and literature at Peking University, Nan-
king Univeraty, Hunan Unnersity, and
Fudan Unnersity, where tvincally these
departments  are  responsible  for the
teaching of Russian and Japanese in ad-
dition to Enghsh. .

The large enrollments of EFL students
is & comparatively recent phenomenon
and one that s put a severe stramn on
_ teaching staffs Just a few years ago Rus-
stan was' the principal second language
bemg taught m China. With the sudden
and dramatic shift i enrolhnents from
programs i Russiat, as a foreign lan-
guage to EFL, China 15 faced with an
acute shortage of qualified EFL teachers.
In some places—for example, at Huna»
Unnversity—the majonty of those teach-
mg English are mdividuals who have
spent most of their carcers (12-15 years)
as teachers of Russian, with the obvious
conseqquence that, m some institutions.
there are many Chmese teachers of En-
¢Inh who are unable to speak Englsh
but who do speak Russian! While this
state of affairs might have ity comic over-
tones, it s in reality a difficult situation
for many Chmese who have unceremoni-
ously been thrust into a teaching pro-
gram for which they have virtually no
preparation.

- Another consequence of the present
shortage of qualfied EFL teachers is
that the immediate need for teachers 15
forcing China to follow the undesirable
practice of using nrc "ciency in English
as the overnding, cven sole, criterion for
appoin*ment to teaching positions. The
result is that there are now ...ty Chinese
teachers of English, p~ aaps mosi, who
hold their positions primarily because
they speak English and not beeause they
have any real professional traming to be
teachers. Typically, voung EFL teachers
(lecturers) in the foreign language de-
partmernts of the universities arc recent
graduates of the departments they now
mlmh in, having been retained in such

: N .

positions mainly because they achieved a
reasonably good command of English as
students. In _ virtually 2!l instances,
“teacher preparation” for these individ-
uals is chiefly a process of learmng from
the example and advice of older col-
leagues. Formal teaching preparation of
the kind generally familiar o the TESOL
member<hip s rare, if 1t exists at all.

Given ths situation, it should be no
surpris.. to learn that foreigners who
speuk English natively but who have no
professional preparation as EFL teachers
are nevertheless welcomed as “experts”
and placed easily in comparatively high
salaried teac.ang positions.

Our delegation encounter.:d this de-
veloping practice from the moment of
our arrival when, quite by « .dent, we
mct several young Americans .. 1) »vere
part of a group of twenty newiv hired
English teachers shotly to be assigned
to vanous institutions ard amversitics
around the country. We learned that, ot
the twenty Amenca:s just employed.
only one had had any real professional
cxpenience as an EFL teacher and at

ings, greater emphasis on translation
projects, etc.

Students in the universities who are
Englisk majors {ollow a program of lan-
guage study virtually identieal to that
described above, inciuding the fact that
their general curriculum requires less
breadth of exposure to the main subject
area divisions than undergraduates in
American colleges and universities. (Cor-
respondingly, however, the high school
preparation of a Chinese university stu-
dent is much more uniform mme
intenswve in certain areas—m atics,®
chemustry, physics, language stu ! —than
that ..f American students.)

On the other hand, university students
majoring n other subjects, but who are
also required to study English for at teast
their first two years, do not fare so well.
Tynically, these students—usually known
as une ESP students (English for special
purposes )—are grouped into classes of -
50-60 each, whick meet twice weekly in
double periods, totaling 4 hours of in-
struction per week. The objective of
these classes is limited and practical: to

soon became clear that that experience” Reélp these students gan some ability n

had no real bearmg on her selection fot
the job

At present the best EFL teaching in
China appcars to be gomg on in the
Institutes for Foreign Langnages (Pek-
mg and ShaAghai) and mn the Peking
Language Institute. This is not surprising
siee it is the primary mission of these
mstitutes to train fluent translators and
mterpreters, thougk many graduates ot
these mstitutes end up beng assigned to
schools m order to alleviate the teacher
shortage. Language classes in the insh-
tutes seem to be uniformly manageable
_1s1ze (15-20 students) and to coucen-
trate hcavily on the learmmg of spoken
English. Typically, these mstitutes pro-
vide a four-year course of study in which
an individual “majors” 1 a particular
language. In addition to the 'an
guage courses, which occupy from 8§ to
14 class hours per week, students also
take certain rcquired courses distnbuted
through the four-year curriculum. Thes.
include political indoctrination, history
of the country of the laiguage bemng
studied, Chinese language and physical
education. The first two years of the lan-
guage programr  are known as the
“grom. work” stage, 1--14 periods per
week devoted to basic skills, additional
listening/speaking actwvitics, and “cxten-
swve reading” (i.e. classes for explanation
and discussion of texts read outside of
class). Invanably, the first two months
of the “groundwork” stage secem to be
concentrated on mtensive pronunciation
practice, with the pronunciation model
being Standard British RP. The third
and fourth years of the curriculum essen-
tially involve enrichment activities in the
language being studied, for example, at-
tention to journalistic and literary writ-

reading the English of texts in their gen-
cral subject areas. Since the instructional
program for ESP studens, as well i for
English majors, scarcely varies from cne
university to another, it .ppears hat
there 18 very httle in the way of insti-
tutional autonomy with regard to cur-
riculum plunnmg and development.

One arca, however, n which I did
observe some hmited +ariation from in-
stitution to institution is in textbook
selection. The Institute for Foreign Lan-
guages in Peking has developed its own
series of basic texts, of which Books I
and II are now in print with Book YI
socn to be published. These 're highty
derivative mn format and organization,
clearly mou.'ed on numerous British-
produced ESL texts of, say, twenty years
ago. Only the cultural content is differ-
ent; it 1s clear that these texts serve the
added "purpose of seeking to reinforce
the attitudes and views which the so- -
cralist state prefers its citizens to hold.
Interestingly. a number of other ifstitu-
tions which had been using the.. texts
are just now being allowed to replace
them with other mateiials. The most
common of the new text materials being
tried out this year seems to Dbe the
English For Today series.

Other widely used texts include the
English 900 series, Eckersley’s Essential
English, New Concept English, and New
Certificate English Course for Foreign
Students. Of these, the most commonly
used texts have been English 900 and
Essential English.

Since China does not participate in
international copyright agreements, all of
these British- and American-produced
«exts are copied in mimeographed form

Continued on page 13
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Aruitoxt provided by Eic:

m‘"‘ . ool

for rlassroom use,
certhinly will haw,
educational assistanc
get launched in any ..jious way.

I found it instructive that, on more

d from page 11
. probtem that most
be dealt with if
rogramns m China

than one occasion, Chinese teackers of
English or admimstrators of EFL pro-
grams remarked that they were eager to
hear more about new pedagogical de-
velopments in second language teaching
since, after all, the techniques of the
audio-lingual approach were “a bit too
mechanical.” The fact that this response
was repeated in several different institu-
tions suggested that it had already taken
on something of the character of a slogan
to be parroted on cue (a nice irony m
itself, T think). It also occurred to me
that the ‘uniformity of Chinese criticism
of the audio-lingual approach was not
much different from the uniformity of
criticism of this approach that we have
been hearing in this country for the
past decade. In any tvase, terms like
“communicative competence” and “cog-
nitive code” were not unfamiliar to many

of the Chinese EFL administrators. This,-

of course, surprised me at first, until 1
learned in Nanking that the chairman of
the Department of Foreign Languages
had been a member of a delegation of
Chinese participants at the 1973 TESOL
convention and thus was acquainted with
the TESOL CQuarterly, and then I
learned in Shanghai that Geoffrev Leech
had recently given a serics of short
courses in China under Britivh Council
auspices m which he discussed his new
book A Communicatice Grammar of
English. In short, thé¢ Chinese have not
beer totally shut off from the West with
regard to changir ; developments in the
language teaching profession,

Nevertheless. actual classrooin prac-
tice, at least i cases where the quahty
of teaching was rather good, was essen-
tially standard-fare audio-lingual ap-
proach. At the Peking Language Insti-
tute, for example, I observed an almost
classic demoustration of the mim-mem
techmque, including what I thought was
an unusually impressive memory capac-
ity on the part of most of the students
in this class. Their abil:‘v to retain dia-
logues consisting of fairly long utterances
was quite sremarkable, especially con-
sidering the fact that they did <o with
books closed and after hearing the
teacher present them orally no more than
twice.

Simple repetition drills are also the
most common technique used on radio
broadcasts of English language lessons.
We observed almost every day small
groups of hotel employces huddic
arounu the radio listening to the aftor-
noon lesson and ‘ollowing the sample
sentences in smali, cheaply produced
booklets (“It’y a pia.” “It's a chick.” “It’s

a river'—to practice the high front lax
vowel /1/). On the other hand, televised
Enghsh lessons, as in Japan, tend to be
devoted to talky explanations of details
of English grammar.

The fact remains, however, that the
vast majority of Chinese students of En-
glish, principally those in the universitigs,
in techrrcal and vocational schools, and
m the high schools, gain only a reading
knowledge of English, and the degree of
proficiency in this skill must surely vary
widely. Especially in the ESP classes of
50-60 students i~. the universities, the
traditional “grammar-translation™  ap-
proach is very much alive {though not
necessarily well). The task of dealing
effectively with this kind of situation—
great numbers of students enrolled in a
required or highly desired language
course, few qualified teachers to cope
with 1 s demand—is one that is familiar
to many TESOL mcmtus, having con-
fronted it in India, Pakistan, Jap.n and
elsewhere, and is no easier to manage
now than it has been since the accelera-
tion of this problem in the post-WW 1I
era.

That there is very hittle in the way of
active research on English, or on the
teaching of English as a foreign lan-
guage, or on other related areas of ap-
plied linguistics is not surprising to any
reasonably compassionate observer of the
present academic scene in China. For
the most part, the physical facilities n
which teachers work are far, from con-
ducive for serious study, ref{ectmn and
writing. For one thing. there is simply
no heat in any university huildings o
that when it 1s 25°F. or even 45°F. out-
side in February, it is no more’'than that
mside, and I do not imagine that it is
ple.oant, even for the Chinese, to try to
write up a report of ongoing research
under those conditions. In addition to
being cold, the libraries are also im-
poverished, especially with regard to the
last 30 years of publication of books and
monographs in the humanities and social
science fields. While |, vofessional and
scholarly journals in the physical sciences
and in engineering seem to bhe available,
comparable journuls in lingwisties and in
EFL are virtually non-existent. Finally,
over everythmg still lingers the pall of a
demoralized system of higher education,
the legacy of the Great Proletaiian Cul-
twal Revolution. Everywhere, we were
told that, after a decade of accomg.ish-
ing practically nothing, universities and
research institutes were just now being
reorganized and rescuscitated. There are
plans for expanding libaries and re-
search faeilities and classroom buildings,
but, with the general critical shortage of
housing, the building of dormitory facil-
ities for stud('}ts has higher prionty. In
short.

But the Chinese are a resilient and
purposeful people, clearly intent on sur-

U

mounting these inconveniences. Indeed,
I believe that we could learn much from
the uncomplaining manner in which so
many of these people shoulder the rather
drab and wearisome burdens of everyday
life. At t~e Institnte for Foreign Lan-
guages in Peking a new Chinese-to-
English dictionary has recently been
published. At Fudan -University in
Shanghai a new journal Contemporery
English Studies is being produced by
the Contemporary English Research
Group. This journal is practically iden-
tical m size, format, and contents to the
ELEC Bulletin published by the English
Language Education Council in Tokyo.

There is some rcacon to hope for more
sophisticated research developments in
the near futuie, however. Just w*hin the

past year or two the Chinese Academy

of Social Sciences has been reformed and
rejuvenated and, although it clearly does
not yet have the political clout of the
Chinese Academy of Sciences, it is likely
to be an important catalytic agent for a
strong upgrading of research actiwvities
in many of its member institutes, includ-
ing the Institute of Linguistics and
Philosophy. My understanding is that
contrastive studies of English and Chi-
nese will be one of the principal areas
of research focus to be carried out by
this Institute.

At this wriling (June 1979) there are
already disturlang signs that the expan-
sive mood that piecipitated and accom-

-

panied the rccent re-opening of Chma

to the West has been somewhat curtailed

and constrained. It 1s at least clear that
we will not be immediately “inundated
with large numbers of Chincsc students
and visiting scholars at our universities.
It would he both sad and unfortunate, 1
think, if the high hopes that' have lent
impetus to the’ process of normalization
between the United States and the Peo-
ple’s Republic of China were now to be
sharply diminished. We may continue to
hope, however, that the good will that
has already been generated by the ex-
change of. delegations will be strong
enough to sustain the overtures that have
so far been made, and, further, to ac-
celerate the actual reahization of various
technical assistance programs. If this
comes about—as I believe it will—it is
likely to do so at a relatively slow but
steadily building pace. This could be

advantageous for all concerned since 1t-

would allow time for careful and intel-
ligent program planning, hoth here and
mn China. The prospect invites compari-
son with the era of the 1950's and early
1960°s when EFL programs proliferated
in conjunction with rapid expansion of
technical assistance programs in many
areas aof Asia and Latin America Thus,
the prospect also invites the thought of a
vast new opportunity for the EFL teach-
Continued on page 34
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g and research profession. In the
p-esent situation, time for careful and
i elligent program plaming should—we
L pe—allowy us to remember what it was
w2 did right in that earlier era, and, im-
pertantly, what it was we did wrong.
China presents a new and fascinating
opportunity for us, but it is an oppor-
tunity that must nc . be mishandled if
we would hope to derive from it a truer
u~derstanding between peoples in addi-
tror to the technical contribution that
o EFL programs would provide to
Ct na’s material development.
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' CONTROUTIONS OF THE DEFINITE
ARTICLE TO THE COHERENCE OF
DISCOURSE

by Dr. Garry Molhot
University of Riyadh
Saudi Arabia

Though our teachng matenals include
necessary information about the function
of the definte artide, the difficulty we
have m teaching its proper use provides
extensive evidence that our matertals are
not sufficient. By increasing the number
of relevant categories, 1t 1s possible to
formulate a mure generahzed concept of
the function ot the The contrnibutes to
the coherenee of discourse by mdicating
the presence of a referential relation,

Referential relation 1s used liere to
mean the tvpe ot semrantic interseéction
obtanmg hetween any two nouns in a
discourse Anv N1 mav have the same,
different, or partial reference to any N2.
For a discoutse to bhe coherent, we must
know these reterential relations. as -
plamed below

I Introduction. Subseguent MMention,
and Reintroduction

There 1 a problem with analysmg the
use of the articles in the following se-
guence as examples of itroduction and
subsequent pention

1 Joy threw a ball
2 The ball went mnto ¢ window

Subsequent mention implies that the will
he used for all further mstances of the

““lexical item ball i this discourse There

are, however, two mnporaant cases when
this 15 not true Fiest, at 1« posable that
theie will be reterence to a different ball,
which would 1equire ball to be ntro-
duced agam, along with an Approprate
adjective mdicatieg the difference The
second case 15 more complex I the® per-
spective of the discourse s shifted from
that of the speaker wnter to a par-
ticapant, hall could be remtrodnceed, as
m (3w osequence with (1Y« 1 (2)

3. When George saw that Joy threw a
ball through a window, he 1. ghed.
Hcre, a ball follows the ball, and a win-
dow (m (2) above.) According to the
general concept of subsequent mention,
we would expect Fall and window i (3)
to be preceded by the Thus, the con-
cept of subsequent mention, thougl, use-
ful, should be altered to include the no-
tion of continued perspective. With a
shift of perspective, sabsequent mention
does not necessarsly imply that the 1 ap-
propriate.

When different lexical atems are used
with the same reference. as i the follow-
ng sequence,

. A woman wn a red dress came mto
chuirch.

Aruitoxt provided by Eic:

the lady
5. Mr. Jones grected
smile.

with a
the trollop

the situation becomnes more complex. We
do not always agrce on wlich lexica
items are suitable, for renaming. Onc
man’s saint might be another man’s sin-
ner, ete, ete. For this reason, within the
framework of trachitional tiansformational
generative  granunar, as  explained by
Thomas Bever and Jolm Ross v ther
unpublished paper Meaning Postulates
(1967 MIT Department of Linguntics),
this tvpe of perceptual problem has heen
shifted from the discipline of linguistics
to psvchology even though there 15 an
overt Imguistic marker, the, manifesting
the presence of a referential relation,
Rather than shift this to psychology,
however, we should he able to discuss at
i terms of intended relations. That s,
if somceone wants to mply a relation he-
tween N1 and N2 v o discourse, we
should know what structures are avail-
ableto facilitate that itention. This al-
tows us to awclude a valid concept in
Iimginstics waithout the necessity of writ-
myg an encyvelopedic component m the
gammar, as Bever and Rose msist we
would have to it we did not “sweep this
nnder the rug” of psychology Of course
we cannot write a grammmnar which m-
cludes all possible relations, especially
since we mamtam that language 18 crea-
tne, reflecting an ever changing world

IT. Enumeration

Consider the sequence:

6. 1 went to a baschall game i St
Louis.
The teams played well,
The hot dogs tasted great,
The fans were a lot of fun.
Also, they have a new score board
there which shoots fireworks.

Teams, hot dogs, and fans ae preceded
by the, meaning that there 1 an mtended
relation hetween the n, and in this case,
a basehall game These are well under-
stood components of a baschall game
However, m this sequence, the type of
scorcboard is percerved as special, not an
ordmary part of wost games, so at 1
preceded by a ty emphasize this.

Agam, this imvolves perception  If
someone ntends to portray a relationship
as ordinary or as special, thers are overt
hinguistic markers to faclawate this, even
if the relationship seeras amprobable, as
m.

7. I bought ¢ new house, but the

launching pad is broken,

Here we understand that the speaker

wniter intends for us to accept the 1dea
that a launching pad is a norinal part of
a house, but, for most of us, this would
resitlt m a polite question regarding the
serse of the statement

e

Consider the enumeration of abstract
concepts such as loce n

8. The love corporal . _ showed for
his country is exemplified by his ac-
tions. He did X, Y, and Z.

m which X, Y, and Z are intended to
enumerate the concept of love, involves
actions as well as nouns, and is also sub-
ject to perceptual differences. Since this
construction is a speeial  (cataphoric)
construction (the “suhsequently men-
tioned” item occurs first and is followed
by an explanation) 1t really belongs in
the next section, Combination.

I11. Comhination

Combination also cceurs with abstract
and concrete concepts. After enumerat-
ing several nouns, their combined total
may be subsequently mentioned with
one cover term, as in:

9. On the stage we saw a chair, a couch.
a lamp, and an old trunk. The furni-
ture was arranted neatly

wherce furniture stands tor the total. Of
course, any of the items could be rein-
troduced from a different perspective.
Perception plays a part, especially with
abstract coneepts, as in.

10 Tin 'vas shonting at Grace, and
Grace was shoutmg at Tim. The
argumnt lasted for ten minutes.

or

11. Ralph, the banker, took all the
bank’s 1aoney and bet it on the win-
ning horse. The stroke of genius
saved the town

In (10) argument 1s an «c_cptable cover
term, but in (11, stroke of genius might
raise objections in favor of folly, risk,
crime or some similar term, Whichever
term 15 perceived as appropriate, the
defintte article the is used to show that
there is au intended relation.

IV, Conclusion

The 15 one of the most frequently oc-
carring words in Enghsh. From the ex-
amples given above, it is clear that we
need a better defimtion of its function
than to say it is used for subsequent
mention, wnique centities, or nouns which
have “undergone” defimtization. The de-
fiition should ncither he misleading in-
complete, vor vacuous.

The common  characteristic of the
function of the in the above examples is
that it mdicates the presence of an in-
tended referential relation, whether or
not that relation 15 between the same or
différent lexical items, and whether or
not 1t 1s withi one sentence or between
different sentences. Without the relation,
coherence is severely  damaged. We
wouid not know what is being refeired

Continucd on page 34
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Continued from page 15
to. Yet, with several of these occurring
in the same discourse, sometimes over-
lapping each other, we have no way of
determining whether the concepts refer
to each other or not unless we have al-
ready processed the semantic informa-
tion. In the sequence:

12. A noun. . ‘a noun. ... the noun.
. a noun. . . . the noun. . . . the
noun. . . . a noun. . . . a noun. . .
the noun. . . .

we are lost if we want to decide which
nouns are related, until we semantically
wecode the nouns. Then we are able to
process the inforthation provided by the
a’s and the’s.

Thus, this feature of the language sug-
gests that a semantic based discourse
grammar is needed to account for the
coherence of texts.

As for the itself, it is one ot the cues
used to inform the reader/listener that
the following information should be fa-
mihar, either through the linguistic or
cultural context of the discourse. It is
also an invitation to the reader/listener
1> question the reference intended.

¢
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OVERCOMING THE FEAR OF A
FOREIGN LANGUAGE PHONE
CONVERSATION

by Donald Montalto

International Institute of Boston

One of the most difficult situations to
naster in a foreign language s a tele-
phone conversation. There are no hand
signals of gestures to help in unaerstand-
ing a strange word or phrase. The per-
son at the other end of the line can’t see
the blauk expression on the student’s
fuce and doesn’t always realize that not
much ts bemg understood. The quality
of the sound 1s often such that the stu-
dent only hears the accented syllables
and the general itonation, leaving even
an_advanced learner of the language
hopelessly lost. Most students gl admit
that they have been afrad to answer
their own phones bccause they dudn't
think they would be able to understand
anything. Such fears arc cven expressed
by fairly fluent students

A common technique used m foreign
language teaching to help students over-
come thewr fear of phone conversations
is to have them work in pairs, cach stu-
dent with s back to his partner. Since
the students are sitting back-to-back.
they cannot pick up any hand signals or
facial gestures. Back-to-back puiring is a
good step towards helping students func-
tion well m a foreign language phone
comersation.  But hke nany teachmg
techmques, it lacks reahty.

One excellent method for practiemg
real phone calls in the classroom is to
attach a speaker to a phone so thak
everyone in the room can hear hoth sides
of the conversation. Such speakers are
reaclily available at low cost (Radio
Shack #43-231. $9.95) and can be
casily attached and detached to a phone
receiver by neans_ of a suction-cup
microphone. The phone conversation
should also be recorded for follow-up
exercises, The important advantage of
such a set-up is that there 1s a real live
native speaker at the other end of the
line and rat another student. This ad-
vantage s well worth the trouble of
arranging to have the class mcet in a
room with a phone.

* A good way to make both the teacher
and the students familiar with the set-up
is first to call recorded announcements
such as time, temperature, weather re-
ports, movie theaters, and road reports.
Large cities often have hundreds of
listed phone 1:ordings ranging from
“I?ial-a-]oke” (New York 976-3838) to

v

“The Why and How of Flossing Your
Teeth” (Bufflao 835-3555, tape 301)
As a follow-up cxercise, the teacher
might then ask straight-forward listening
comprehension questions. For example,
after calling a movie theater recording,
the teacher might ask, “What s the
name of the ovie playing next weck?

... What’s playing at the Theater
today? What time does the movie
begm?®”

Additional follow-up exercises can be
done msing the tape made in class of the
phone recording. For cxample, diahng
the weather forecast wmght yield some-
thng like the following m rapid blurted
peech “The Boston arca forceast calls
for-sunny skies today and tomorrow with
a 107 chance of rain through Tuesday
night > Having recorded the forecast in
dass, the teacher can then replay the
first phrasc and ask the students to ae-
peat what they have st heard. It will
be difficult to do, but as each student
contnbutes his or her knowledge, the
group wall eventually be able to recreate
most of the recorded weather report.
Even m advanced classes, there will
wsually be a word or phrase wlneh no
one m the dass can deapher despite
several repetitons  of the tape. The
teacher can then explam the word o
phrase. Once everyone ur the class wn-
derstands the sentence, the teacher can
have the stadents wnite it m the form of
a dictation exercise. Such follow-up ex-
ercises help the students develop thar
ability to guess the meamng of distorted
and difficult sentences Stdents can be
tramed to ‘understand nost of a phone
conversation even f only halt of the
mndividual words aud phrases are dear-
pherable, the rest bemg sheer guesswork.

After the students feel comfortable
with the amplification and recording de-
vices, they can try a real conversation, A
safe phone call for a beginner might be
to ask how late a store stays open (Cul-
tural note Many foregn students come
from countnes where business hours are
strictly regulated by law. If these stu-
dents are recent arnvals, they may not
be aware of the fact that not all Amer-
wan busmesses open and close sunul-
tanecously and they ay think such a
phone inquiry 1s ndiculous.)  Another
non-anxiety-producing call is to the post
office to find out about the postage on
a letter to a foreign country, Students
will be very reluctant at first to comne
forward and carry on a phone conversa-
tion for fear they will make fools of
themselves in front of their classmates.
It is therefore a good idea to begin with
the most aggressive member of the class,

Intermediate and 2-vanced students
can practice more involv>d types of
phone cal's where the conversation
might take on any imaginable dir:ction,
such as calling an airline, bus terminal,
or AMTRAK for fares and schedulmg

infonination. Calls about jobs, apart-
ments, or used cars advertised in the
paper can be made, as well as calls to
baunks to inquire about a loan or check-
ing account. If one of the students in
the class needs to make an appointment,
lhe or she might be invited to do so by
phone in front of his classmates. In short,
any kind of call which has to be made
as a part of everyday life can be prac-
ticed m an ESL class.

With many types of calls, it is im-
possible to prepare studeuts for all of
the unfannliar words and phrases which
they mmght cucounter. They should be
ready with a phrase hike, “Thn sorry. 1
don't undentand you. Can you speak
more slowly?” Upon hearing this phrase.
most people at the other end of the line
will begin to speak even more slowly
than most ESL teachers do. The voca-
bularv and synutax often remain, how-
ever, just as baffling to the student, so
that it may become necessary for the
teacher to mtervene, For example, a stu-
dent callmg about an ad for an apart-
ment heard the following at lightuing
speed: "The brokers are all tied up at
the moment Can I put you on hold?”
She asked to have the mumbled blur re-
peated, but she still couldn’t understand
“hroken”, “ticd up”, and “put on hold”,
all new vocabulary to her At this pomt
it hecame necessary for the teacher to
bal her out and write on the hoard,
“Can you wat?” Her face it up and she
replied, “No, that's O.K. Tl call later.”
After she hung up, her classinates ap-
plauded and cheered, as often happens
after the tension of a foreign language
phone call. The aforementioned follow-
np cxercises were then done, based on
the tape recording of the conversation.

Lne phone conversations practiced in
class are a useful way to break up the
potential monotony of a language class.
Such comersations help the students
learn the vocabulury necessary for sur-
yival n the new covntry by bringing the

real world mto the classroom.
E ] . L E ] E ] E ]

HAVE YOU EVER STOPPED TO
THINK ABOUT THIS?

(Occasionally the TESOL NEWSLET-
TER and IT WORKS receive manu-
scripts which analyze language or ex-
press observations about the task of
learning English. These obsercations
scem to focus on vocabulary, grammar,
and usage, but contributions need not be~
limited to these areas. Below is a sample
of what we mean.

ROOMS

fron Raymond Griffith

Whitewater, Wisconsm
There are:
Rooms to start up in
Rooms to start out in
Rooms to start over in

Centinucd on next page

El{lCm/so .
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ROOMS Continued from ﬁage 19
.

Rooms to lie in

Rooms to lie about in

Rooms to be lied to ahout being hed
about in

Ruoms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms

in
Rooms

with
Rooms
Roomns
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms

to lay away in

to lay up in

to lay over m

to lic low in

to he about being laid up m
to be put m

to be put up in

to be put up to in

to be put up with in

to be put up with for putting on

to be put down in for putting up
being put off m putting forth in
to turn n in

to be turned in in

to
to
to
to

be
be
be
be

to be

turmed on in
turned around m
turned down in
turmed over to in
overturned in

to turn away in when being tum-

ed off in
Rooms to be turned upou in for turning
aip turned out in

Rooms
Rooms
Rooms
Rooms
Rooms

held
Rooms
Rooms
Rooms

to hold back in

to hold in m

to hold out

to hold on m

to hold forth on in about being
off in .

to be held down in

to be upheld in

to withhold in when being held

=

up n

-3

Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
in
Rooms

to
to
to
tc
to
to
to

<

sit up in

sit down in

be set down m
sit about in
set about in
set out in

sit in on in

to be set aside in

to be set upon in

to sit up in to be set off in

to be set back m for sitting out

to be set up in for being sat on

in for sitting back in

Rooms
Rooms
Rooms
Rooms
Roems
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms
Rooms

to be upset in

to

to

give in

give m in
take in in

be taken in in
be mistaken in

to be mistaken about in

to take over in

to be overtaken in

to take up with in

to be taken up on in

to give in in about being taken

up in -

Rooms to give over to being taken on in
Rooms to be taken off on in for being

given away in R
Rooms to give up m,

TN 12/80




THE MEANING OF "BLURP”:
TEACHING DICTIONARY USE

- by Inez Marquez
University of Florida

A “hand” is that pal:t of the human

. apatomy attached at the wrist to the

lower arm and having four fingers and
a thumb. Right? Well, think again as
you read these sentences:

Hand me the salt, please.

I finally have a winnmmg hand!
‘T'he audience gave her a big hand.
Joe needs a new hired hand.

The children are in good hands.
Can I lend you a hand?

Mom keeps some extra money on

R E

ha

Obviously the_above definition is inap-
propriate for these sentences. A look at
the Longman Dictionary of Contempo-
rary English reveals fifty-four definitions
under the entry “hand.” It is not surpris-
ing, therefore, that the learner of Eng-
lish as a foreign language finds diction-
ary definitions confusing and the English
language capricious.

Rather than banning the djctionary
from the classroom, the teacher of Eng-
lish as a foreign language should guide
students 1n its proper use. The dictionary
can become a valuable aid for seil
instruction The following steps have
proven successful with my students and
may be useful in your own classroom.

First, don’t assume your students know
the alphabet. It must be taught. Even
when the students’ native writing system
is similar to that of English. Moreover,
students should distinguish between the
“name” of a letter and its “sound.”
Before introduc .g the alphabet the
teacher should be sure the students
understand its usefulness. This aware-
ness can be fostered by having studets
name instances in which knowledge of
the alphabet is useful, such as spelling
your name over the telephone or findmg
a name in the telephone directory.

Second, give students practice in al-
phabetizirg words by their first letter,
as in “busy, clean, delicate. elegant,” to
alphabetizing by the fourth or fifth let-
ter, as in “immature, immediate, 1mmi-
grant, immoral.”

Third. create awareness of the mul-
tiple meanings of words. Have students
go through the dictionary to find the
number of definitions entered under such
words as “hand,” “head.” and “light.”
Students may also look at a dictionary
of their native language to note how
words in their own language also have
multiple meanings.

Fourth, create awareness of the mul-
tiple grammatical functions a word can
play. The use of a nonsense word in
sentences such as the following will help
students understand these differences:

AT g e

1. Mrs. Elbers is a famous blurp.

2. Mrs. Elbers will blurp in the
opera.

3. Mrs. Elbers has a blurp in her
apartment window.

. 4. The blurp drink helped me go to _

sleep.

5. The mother blurped the baby to
sleep by telling him a story.

6. The unblurply sound of the train
is heard in the distance.

The teacher should help students note
the context clues and affix clues which
indicate the grammatical function of the
nonsense word.

Fifth, once students are conscious of
the multiple grammctical functions of a
word, direct students to find the appro-
priate meaning of words. To do this they
must first identify the word’s grammati-
cal function in a sentence and then find
the most appropriate meaning in the
given context. Thus for the nonsense
word “blurp” the teacher may provide
the following definitions:

blurp 1. 1. a tropical song bird of
the South Pacific
the song of this bird
a person who sings with
great ability
to sing beautifully
to calm a person with
one’s voice
musical

* having a calmmg effect

ady.

ND e wie

In the first sentence, “Mrs. Elbers is a
famous blurp,” since “blurp” is a noun,
definitions four through seven can be
disregarded. Of the first three definitions,
number three is the most appropriate
for this context. The teacher continves
with this procedure with each of the
remaining examples. Additional practice
should be given with other nonsense
v-ords before students use the dictionary
to find the meaning of English words.
Students may then proceed to find the
meaning of words in sentences such as
those presented for the word “hand.”

(from Gulf Area TESOL Neuwsletter,
Summer 1980)
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LEARNING JSL FROM SHOGUN

by Andreas J. Martin

* Adult Education Resource Center
Jersey City, N ]

NBC-TV recently provided the televi-
sion viewmg audience with an mtensne
bi-lmgual bi-cultural expernience  For
twelve hours, stretching over five eve-
mngs, the minsenies Shogun was aired
Watching the program gave me several
msights mto landaage teaching learnmg

Blackthorne, & 17th century English-
man. gets marooned m medicyal Japan,
and quickly discovers that the language
and culture are totally ahien to his own
tHas nev. arcumstances foree hun to ad-
st and adapt or die, a fechng not un-
known to immgrants ond refugees Coim-
mg to the United States.

At Jeast half the dwlogue of Shogun
o Japanese, with alinost no sub-titles
Viewers share  Blackthorne's  bewilder-
ment when he hears Japanese all around
him It v retreshing to hear Japanese
people speaking their own langnage
an American movie. I am reminded ot
all those war movies where the bad g
speak English. regardless of their nation-
altv. or “spaghett’” westcrus where the
Indrans speak ttallan .

Y

In the story, Yabu, 4 Japanese war-
lord, recognizes the importance of learn-
mg JSL (Japanese as o« Second Lan-?
guage ' He gnes Blackthorne, renamed
Anjin-san, six months to learn the lan-
guage. Yabu leaves Anjin-san m a vil-
lige and tells him that the villagers aie
responsible for helping and teaching him
to learn Japanese. Anjin-san discovers
that 1f he fails to learn Japanese, the vil-
lage will be bumed, but first Yaho will
crucify every nan, woman and child in
the village. Yabu reminds me of some
program directors and school prmciples
I have known. He scems to know a lot
about motivation

As a language teacher, 1 immediately
wanted to know what level of compe-
teney Yabu would accept at the end ot
the allotted tnie  Alas, we never find
out, because Anjm-san goes to Lord
Yabu and tells hum that he cannot bear
the 1esponsibibity of having the lives of
the willagers o1, his head If Yabu will
not rescind his decree, he, Anjim-san, will
be forced to kill hunself. Yabu, m true
bureaucratic forin, tells him that the
order cannot be taken back. Just as
Anjin-san 15 about to plunge the dagger
mto s own guts, Yabu's samurai leaps
to pull 1t away  Yabu relents and tells

-Avjin-san that however much JSL he

learns wall be all right, and that the vil-
lage will be spared. I wonder how many
JSL and ESL students come to learn
language fechng responsible for their
“village™?

Anjin-san finally does learn Japanese
by one of the oldest, tried and true
methodologies, from his lover. She re-
minds him, "To speak Japanese, you
have to think Japa -ese.” Wise words.

Shogun also verified, in my mind, the
notion of language learning through lis-
tening comprchension as cspoused by
Palmer, Asher, Winitz, et al Watching
Shogun two to three hours a night for
five nights provided a heavy dose of the
Japanese language. Viewers were able
to 1dentify with Anjin-san’s progress in
learning JSL. T found myself learning
along with him,

In The Learnables, a set of materials
designed to teach English through lis-
tenmig co.nprehension, the learner sces
and hears language spoken systemati-
cally and recycled in a range of contexts.
In Shogun, vicwers vaderwent the same
process. By the second night 1 was con-
sciously trying to figure out the Japanese
words and expressions  Anjin-san  had
learned to use. If 1 missed some, it did
not bother e because T knew he would
be using them again.

To NBC for giving us a most inter-
esting crosseultural experience, I say.
“Domo. NBC-sim.”




