”s
d

-

-

Ly

=,

Q

DOCUMENT RESUME

ED 261 539 FL 015 199
AUTHOR Chamot, Anna Uhl; Stewner—Manzanares, Gloria
TITLE A Summary of Current Literature-on-English as a
Second Language. Part C Research Agenda.
INSTITUTION InterAmerica Research Associates, Rosslyn, Va.;

National Clearinghouse for Bilingual Education,
Rosslyn, VA.

SPONS AGENCY Office of Bilingual Education and Minority Languages
Affairs (ED), Washington, DC.

PUB DATE Mar 85

CONTRACT 300-84-0166

NOTE 154p.; For related documents, see FL 015 195 and
196.

AVAILABLE FROM National Clear1nghouse for Bilingual Education, 1555
Wilson Boulevard, Suite 600, Rosslyn, VA 22209,

PUB TYPE Information Analyses (070)
EDRS PRICE MF01/PC07 Plus Postage.
DESCRIPTORS *Classroom Techniques; *Course Organ1zat1on°

Elementary Secondary Education; *English (Second
Language); Instructional Innovation; *Instructional
Materials; Interviews; *Learning Theories; Literature
Reviews: Media Selection; *Second Language Learning;
Student Characteristics; Teaching Methods

ABSTRACT

As part of a larger study of instructional issues for
English as a second language (ESL), current literature is revieved
and summarized in four major areas affecting the teaching and
learning of ESL in grades K-12: ESL inst-uctional approaches,
patterns of curriculum organization, instructional materials, and
language learning theories. In the first section, thirteen approaches
are reviewed: the audiolingual method, the Silent Way, the
counseling-learning or community language learning approach,
suggestopedia, the language experience approach, the new concurrent
approach, total physical response, the notional-functional syllabus,
communicative approaches, strategic interaction, the natural
approach, cognitive approaches, and content-based approaches. The
second section examines three program-level organizational strategies
(ESL within bilingual programs, ESL~only programs, and ESL immersion)
and classroom-level organization. The section on instructional
materials looks at elementary level, secondary level, and
teacher-oriented materials. The language learning theories reviewed
include the biological/neurological theory, cogn1t1ve theories, and
socio-affective theories. References are provxded for each subsection
in the report. (MSE)

— %
-

*

************xig**********************************t**********************

* Reproductions supplied by EDRS are the best that can be .iade *

* from the original document. *
*******************************'k***************************************




©015149

BEST COPY AVAILABLE

-,
3

i
A S;UMMARY OF CURRENT LITERATURE

ED241539

‘ ON ENGLISH AS A SECOND LANGUAGE / '

Anna Uh! Chamot

Gloria Stewner-Manzanares

InterAmerica Research Associates
1. DEPARTHENT OF EDUCATIO 1555 Wilson Boulevard, Suite 700
LS. DEPAR NT N . [
NATICNAL INSTITUTE OF EDUCATION Rosslyn, Virginia 22209
EDUCATIONAL RESOURCES INFORMATION (703) 522-0710
CENTER LERIC)
ATM document hoy been reproduced as
tecored fiom the parson ot ofganuation March 1985 ~PERMISSION TO REPRODUCE THIS
angnaung it . -
1, Mo changes have been made 10 amp MATERIAL HAS BEEN GRANTED BY
regoduction quality voul
|
1CB

® Pounts of vew of opinion; statod in thes docu-
ment 4o not necessanly reprisent otfcat NIE
poston or poley.

— 3 .
—_E k’ ! Y a INFORMATION CENTER (ERIC)
- I S

This study was conducted for the U.S. Department of Education, 0ffice of
Bilingual Education and Minority Languages Affairs, Washington, D.C., under
Contract No. 300840166. The views, opinions, and findings contained in
this report are those of the authors and should not be construed as an
official Department of Education position, policy, or decision, unless so
designated by other official documentation.

trp Eut 8T UNAL RESROES



This document was prepared for the Office of Bilingual Education and Minority Languages
Affairs, and the Department of Education for the ESEA Title VIl Part. C Bilingual
Education Research Agenda. This report does not necessarily represent positions or
policies .of the U.S. Government. The activities of the Part C Bilingual Research Agenda
. are coordinated by Gilbert N. Garcia and funded through the Office of Bilingual Education
and Minority Language Affairs, Carol Pendas whitten, Director. o )

This material is disseminated as a service to the users of the Néé;éﬁal Clearinghouse

i for Billingual Education. The views of the author do not necessarily represent those of
5 the clea: inghouse. R ‘ x\\ L




SUBMITTED TO: . AT,

U.S. Department of Education
Office of Bilingual Education and .
Minority Language Affairs
Room 421, Reporters Building
Loo Maryland Avenue, S.W.
Washington, DC 20202 : .

Attention: Ms. Cynthia Ryan
" Government Project Officer

~

Contract Number: 300840166

A SUMMARY OF CURRENT LITERATURE

ON ENGLISH AS A SECOND LANGUAGE

InterAmerica Research Associates

-

-SUBMITTED BY:

InterAmerica Research Associates, Inc.
1555 Wilson Boulevard, Suite 600
Rosslyn, VA 22209

i
|
|
|
!
Anna Uhl Chamot, Ph.D. -
(703) 522-0710
|
|
1



ti.

TABLE ?F CONTENTS

INTRODUCTION
Overview
. P
Purpose
Organization °
Informaéion from Interviews
Vrnformation Types
ESL INSTRUCTIONAL APPROACHES
THE AUD!OLINGUAL METHOD
Description
Theory
Evidence
_Organizational Patterns
Instructional Materials
- Student Characteristics Addressed
Audiolingual Method References
SILENT WAY ’
Description
Theory
Evidence C
Student Characteristics Addressed

Organizational Patterns and Material$

Silent Way References

. 9

PAGE

PCRET- T NV VO

12

13
o
15
15
16
17
18
18
19

19

19

20

20

1



COUNSELING~-LEARNING OR C MUN | TY._LANGUAGE LEARNING APPROACH

Description .
Theory a
Evidence
Student Characteristics Addressed and Materials
- | ’ Community Language Learning References
SUGGESTOPEDIA
o # . Description
Theory
Student Characteristics
Evidencé
Organizational Patterns and Materials
Suggestopedia References
- LANGUAGE EXPERIENCE APPROACH
Description
Theory
Evidence
Organizational Patterns
'Fnstructio&al Materials
Student Characteristics
Language Experience Approach References
NEW CONCURRENT APPROACH'
Description
The?ry
Evidence

Student Characteristics

“d

Organizational Patterns
Materials

New Concurrent Approach Referencés

21
21
21
22
22
23
2k
2l

25V

25
25
26
27
28
28
29
30
30
30
30
31
32
32

32

33
33
34
34
34




.

TOTAL PHYSICAL RESPONSE
ADescriptIon
Theory
Evidence
Oéganiéational Patterns
Instructional Materials
Student Characteristics
Total Physical Response References
THE NOTIONAL/FUNCTIONAL SYLLABUS |
Description
Theory
Evidence
Student Characteristics
Organizatioﬁal Patterns andAHaterfals
Notional/Functioﬁal Syllabus References
COMMUN 1 CATIVE APPROACHES
Description
Theory
Evidence
Organizational Patterns
Instructional Materials
Student Characteristics
Communicative Approach References
STRATEGIC INTERACTION APPROACH
Description ) ,
Theory

Student Characteristics, Organizational Patterns

o~ and Materials

Strategic-interaction References

¥ -

7 :

35
35
36
36
37
37
38
38
39

40
40
40
4o
4
42

" 42

e
4
s
b5
46

"

48
48
48
48

.. 49

K




THE NATURAL APPROACH
Description
Theory
Evidence4
Organizational Patterns
Instructional Materials
Student Characteristics
Natural Approach Refere5ces
COGNITIVE APPROACHES
Description
Theory
~ Evidence
Orgsnizational Patterns
Instructional Materials
Student Characteristics
Cognitive Approack References
CONTENT-BASED APPROACHES
Description
Theory
Evidence
Organizational Patterns
Instructional Materials
Student Characteristics
Content-Based Approach References
INTERVIEW RESULTS
I11. ORGANIZATIONAL PATTERNS

ESL Within Bilingual Programs

ESL Only Programs




ESL‘Through Immersion Programs
Classroom Organizational Patterns
Results of Interviews
Organizational Patterns Refeéénces
IV, ESL INSTRUCTIONAL MATERIALS ™
Instructional Materials for the Elementary School
Secondary Level ESL Series ‘e
Books for ESL Teachers
Instructional Materials ReFerene;s
RESULTS OF INTERVIEWS
V.  LANGUAGE LEARNING THEORIES
B1LOGICAL/NEUROLOGICAL THEORY
The Age [ssue
Language iLearning and Cerebrai Urganization
lmblic?tions
Biological /Neurologi<al Theories References
COGNITIVE THEOBIES
Developmental Theories
Cognitive Stylés‘and the Metaset
Interdependence
Student Functional‘Proficiency
Intel'ligence
Creative Construction
Interlanguage -
Transfer

Information Processing

‘Cognitive Theories References

76
80
83
85
89
91
93
96
98
101
103
107

107

.
<D
<o

109

110

R

111
112
114
116
117
118
118
120
121

124




SOCI0-AFFECTIVE THEORIES
Socio-cultural Theories ~
Accul turation -
Optimal Distance Model
Code-switching
Discourse Analysis
Communicative Competence
Monitor Theory
The lnteractioni;t Model

Socio/Affective Theories References

10




&
<
1. INTRODUCTiON
Overview :C,a
— ! )
Lo
\ ,_:‘*L -~
R RS y‘l
This summary of literature on English as a second language (ESL) was
ol - *

prepared as part of the 'Review, Summary, and Syntpigﬁé of Literature on
English as a Second Language," under Contract Number 300-84-0166 for the
O0ffice gf Bilingual Education and Minority Languages Affairs, U.S.

Department of Education. <K

The major tasks to be accomplished in this study are the following!

o Conduct a literature search on ESL instructional
approaches, organizational patterns, materials, and
language learning thecries.

o  Review and summarize literature identified through
iiterature search. ’

0 Prepare a narrative ;ynthesis addressing educctional
policy issues.
The products resulting from this study will be a report cortaining an
annotated bibliography of literature on ESL, a report summarizing the
literature reviewed, and a report synthesizing the information summarized
and addressing educational policy issues for different age and grade levels

of students receiving ESL instrhction in U.S. pub]ic schools.

The annétated“bibiiography on ESL was developed in the form of a database )
containing not only bibliographic information and abstracts for each entry,
but also additional information such as instructional approach and language

learning theory discussed, age and proficiency levels indicated, and _

L
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student and teacher characfcristics addressed. The level of detail
provided by the bibliographic database of current jiterature on English as

a second language has facilitated the organization of this raview and

summary of the literature, and will also Inform the synthesis report

addressing policy issues. . . >

Policy issues to be discussad in the final report are the following:

a. instructional approaches used in ESL settings;

b. educational benefits of instructional _approaches |
identified in (a); . e

c. language learning theories supporting ‘instructional
approaches identified in (a); -

d. organizational patterns followed in ESL instruction;

e. circumstances under which organizational patterns are
used; ’

f. interaction of classroom composition and organizational
patterns and its effect on second language learning
within ESL setting;

g. influence of cognitive, SOC|al, and affective ‘learniﬁg
styles on the acquisition of English in ESL settings;

h.” circumstances under which native language and cul ture
are used in conjunction with ESL instruction;

i. effects of student characteristics on second language
learning in ESL settings; and '

j. appropriateness and compatibility of instructional
materials for each of the various instructional
approaches used in ESL settings. ' .

Purpose ’ .

The purpose of this report is to review and summarize current literature in

-

the Followingffour major areas affecting the teaching and learning of ESL

in grades K-12:




o ESL lastructional Approaches
o ESL Organizationalaéatterns

o ESL Instructional Materials

0 Language- Learning Theories Supporting Instructional
Approaches -
tf
Y

Organization

This report is in four main chapters: ESL instructional 6pproaches, ESL
Organizational Patterns, ESL Instructional Materials, and Language Learning
Theories Supporting Instructional Approaches. The documents reviewed in
each of these areas are identified as to information type, that is, whether
théy represent information from theoretical research, from applied or
experimental studies, from practice, or from program ‘evaluatlon. Each
chapter begins with an overview of its contents and ends with a concluding

statement.

in reviewiﬁg the literature on the four areas related to current ESL
practice, é pafticular focus was made on the area of Instructional
Approaches; which are seen as the key com&onent in an ESL program. In
quition to gg;prfﬁtions of the varidus instfuctional ;pproaches in current
use, information is also provided &n > eir theoretical bases and any
experimental eviderce on their eFFectivéggss. The student characteristics
addressed by each apg&ggch are described, and any instructicnal materials
that exemplify the approach are noted. .

The second area emphasized in this summary is that of language learning

theorjes which underlie the various instructional approaches. Descriptions

of current language learning theories and, where possible, of studies

\
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supporting them are provided. Student characteristics such as
developmental stages, sociolinguistic factors, cognitive styles, and
environmental factors have been surveyed and discussed where appropriate.
in those cases where theory does not underlie pedagogical approach
directly, all attempts have been made to show indirect relationships to

instructional approaches.

The literature on organizational patterns was sparse, and this'is reflected
in the chapter pertaining to this area. Virtually all of the information
on organizational patterns is apparently based on practice rather than on
research. In general, organizational patterns seem to develop to meet the
needs of particular communities, and while the basic components of ESL
programs are quite similar, their arrangement and time allocations differ

according to the local school district's needs.

A great number of instructional mat?rials are published for ESL students,
but many are directed to the needs of adult students. ESL textbock series
and teaching guides having some relevance to elementary and high school
limited English proficient (LEP) students are reviewed in this Summary.
Also reviewed are ESL series which have been published within the last year
and which are not yet widely disseminated or adoptéd. With few exceptions,
ESL materials are apparently based on infonmatioh from practice. Where
theory is specifically mentioned, it is noted.

Wwhile there are many current language learning theories, few Telate
directly to pedagogical approaches. This is due in partako the paucity of
complete language learning theories. Most theories surveyed fdcus on one

or two factors in language learning, such as affective factors or cognitive




factors. As a result, the survey is mainly one of issues that have been
focused on in the last seven years. The survey provides the range of
issues and how they apply to bilingual and English as a second_}anguage

students from K-12.

Information from Interviews. In order to supplement the information gained

from the literature on ESL, a series of telephone interviews was conducted.
Individuals interviewed included researchers associated with current

second language learning theories, university teacher trainers at ma jor ESL

training programs, representatives from Biiingual Education Multifunctional

Support Centers (BEMSCs), and both program directors and teachers from
iocal school districts in various parts of the country. Different
interview guidelines were used with each group. Thus, resea;chérs were
asked about recent modifications to their theories, empirical evidence
sﬁpporting their theories, implications of their theories for second
language teaching and learning, and recommendations on additional reading.
Teacher trainers were asked to describe their ESL methodology and other
relevant courses, approaches covered and favored, and their evaluation of
second language learning theories. BEMSC representati;es were asked about
ESL approaches currently used in their region, types of ESL ®®service
training the9 provide, use of‘Ehe first language and culture in programs"in
their region, and philosophy in different parts of their region towards
bilingual and ESL programs, and mainstreaming for limited English
proficient students. Interviews with local school district represént§tives
asked‘é;ouglapproaches used and recommended, use of the first lénguage and
culture, entry-exit criteria for bilingual or ESL programs, time allotment

for ESL instruction, instructional materials used, and student and

community characteristics.




Information from these interviews is presentéd in tabular form and

! . discussed at the end of the chapters in this report.

Information Types. Table 1 below illustrates the information type for

each section: approaches, materials, organizational patterns, and | anguage

learning theories.

TABLE |

Types of Anformation Related to ESL Areas Reviewed

Information

‘Information from ‘Information
from Applied Information Theoretical from Program’
Research from Practice Research ) Evaluations Totals
INSTRUCT | ONAL . .
) APPROACHES - 8 8 50 1 67
"+ INSTRUCTIONAL 4
MATERIALS 3 kg 0 0 - 52
,J ORGANIZAT10NAL
i PATTERNS 2 g 6 1h 27
THEORIES OF |
LANGUAGE . ‘ !
LEARNING 15 0 58 K 0 73
TOTALS 28 62 114 15 " 219

The numbers in Table | refer to the number of documents reviewed for each

classification. For example, a total of 67 documents was reviewed for

IR - 18




Instructional Approaches, of which 8 dealt with information from Applied
Research, 8 with information from practice, 50 with information based on
theoretical research, and 1 based on a program evaluation. The information

types given in the top row of Table 1 are defined as fol[oﬁs:

o Applied research refers to ' descriptive studies,
experimental studies, classroom centered research,
experimental comparisons of approaches, curricula with
an overt research base, instructional materials with an
overt research base, analyses of. teacher charac-
teristics, and analyses of student characteristics.

o Information from practice -refers. to accounts of ''what
works," school and program descriptions, information
from interviews with practitioners, program models in
existe curricula without overt research base, and
instructiona] materials without overt research base.

o Theoretical redearch refers to language learning models,
Tanguage teaching models, proposed or ideal program
models, proposed language learning or teaching theories
that may or may not be supported by previous research,
and proposed or ideal approaches.

.0 Program evaluations refer to evaluations conducted for
entire programs, and include Title VIi evaluation,
Chapter | evaluations, and other evaluations of ESL
programs. . .

As can be seen in Table 1, theoretical research is by far the most common
type‘of informatién for both instructional approaches and language learning
theories. Applied research which includes empirical studies'is Yacking in
all categories. While tﬁere is more applied research for theories, there
is almost none for approaches, materials, and organizational patterns.
information from practice is most abundant for materials, which implies

that materials are génerally not based on theory or on empirical research,

but on material that has either evolved through classroom activities or

field tests carried out in the classroom. Program evaluations contributed

most to information on- organizational patterns, but to no other area.

-
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This analysis of information types indicates that there is an abundance of
theories about both instructional approaches and language learning
procegses, but little empirical proof for the practical application of
either. Information on materials comes méﬁnly from classroom practice, but
not Fsom empirical research or from language learning theory. Descriptions

of organizational patterns are found mostly in evaluation documents, though

some program descriptions were found in other types of information.




11. ESL INSTRUCTIONAL APPROACHES

Recent approaches to teaching Forqign and éecond languages have a variety
of features, and no longer are teachers of English aé a second language
told that there is a single way to teach, as was the case in the 1960's
when one -method was the accepted standard. Instead of methods, we now have
approaches, and the difference is impoftant. A method desgffbes the
correct series of techniques that a teacher must engage in in order to
accomplish a general learﬁing goal. An approach, on the other hand,
describes more of a philosophical position on the nature of language, of
teaching, and perhaps of Iea}ning, which.guides the choice of classroom
actiVities a teacher may select.

This chapter begins by discussing the Audio-Lingual Method (ALM),.as it was
known in its heyday, and which now, having subsided to the status of ohIY
one of varlous*'approaches, is usually described as audiolingual.
Audiolingualism survives in ﬁany forms in the 1980's, in instructional
materials, curricula, and teaching techniques. It represents -a view of
language which relies on surface forms, or grammatiéél structures. New
ideas in linguistics, which.considered underlying meaning as central to
. language, have -gradually affected language teaching. More receﬁtly, a

concern with the theoreticél_ language user's linguistic competence has

begun to be tempered by a concern for the real language user's

communicative competence. Initial ideas about communicative competence
N ‘ . N

tended to be concerned with the learner's ability to use the spoken

language in a communizative, mostly social coniext. The move towards

developing communicgtive’competence has been especially apparent in the




foreign language field, where teachers in Europe and in the United States
have developed communicative activities to simulate real life
communication. r -

However, the ﬁeeds and objectives of students learniné Eﬁglish as a second
language in- the U.§. publ{c schools go beyond the goals of %raaitional
communiéative competence. Students who mu;t'become proficient In Engiish
in order to competé successfully in an all-English curriculum need to pe
more than communicatively competent in the origin;l social-interactio;al
sense. They must learn to be competent in academic language uses as well.

Whether this additional language competence bzcomes an extension of the

.original concept of social communicative competence that can now embrace

academic communicative competence, or whether it is seen as a higher level
of language use which involves certain cognitive processes and non-language

content and concepts, continues to be a subject of discussion.

%

Thus summary of literature on ESL instructional approaches does not attempt

~

to answer this question. lnstead, descriptuons of the various approaches

to teaching ESL are described, and reference is made to the theories upon~

which each approach is based, the experimental evidence (if any) which
supports its use, the instructional materials that employ such an appfoach,
the‘organiiational patterns appropriate to it,,énd the student

characteristics the approach addresses.

-

The instructional aporoaches listed below aré summarized in this chapter.
They are discussed in a roughly chronological order, beginning with the

audiolingual method and proceeding towards newer approaches. Within this

basic order, approaches with elements In _.common are discussed




consecutively. . Thus, the varlous approaches conceptually linked to
communicative competence are presented immediately following the discussion

of Communicasive Approaches.

ESL INSTRUCT.IONAL APPROACHES

Audiolingual Methods - ' Notional/Functional Sy})abus
Silent Way . Communicative Approaches .
Community Language Learhing Strategic Interaction Approach
. Suggestopedia - Ngtu}al‘Approach
Language Experience Approach ‘ Cognitive Approaches )
New Concurrent Approach Content-Based A?proaches

Total Physicai Response




THE AUDIOLINGUAL METHOD

Description. More than an approach to gecondrlanguagé teaching, the
Audiolingual Method comprises a fully articulated philosophy, technique,
curriculum, and. instructional materials. In the audiolingual view, the
‘process of learning a language, whether first or second, is seen as thé
acquisition of a set of habits that permits a speaker to respond coérectiy
to a given stimulus. In order to acquire correct language habits, the
learner must practice imitating'language models and patterns until they can
be produced automatically. The Audiolingual Method was considered the most
effective second langhage approach in the 1960's, but bzgan to lose
popularity in the 1970's when appre;iagion of the implications of cognitive
\psycholo;y, transformational~-generative grammar, énd (esearch in first and”
second }anguage acquisition made behaviorist approaches to learning seem

-

inadequate to many.

Audiolingualism, howeQer, is still defended as an effective teaching
method. Politzer and Politzer (1981), for instance, in their reprinted
edition of a guide for teaching English as a second language originally
published in 1972, continue to espouse audiol{ngUal tenets: The English
language T%?Enalyzgd for its grammatical (rather than Func}ional)
characterist{cs, and extensive coverage is provided of‘contrastive analysis
of -English. and other }anguages. Errors are attributed aimost exclusively
to interference from the first language, and the ﬁethod for eliminating
the§e errors is an emphasis on patt?rn practiée and‘repetitién drills. The

gmphasfs i's st%ongly on the oral skills, to be followed by a late

introduction of reading- and Mwriting. The 198&-1985 Bostop ESL curriculum

”
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(Parker, 1984) states that the audiolingual methéd is one of four basic ESL
hethods,'the others being the Natural Approach, a cognitive approach, and

the Language Experience Approach.

Second language methodology textbooks often advocate audiolingual
techniques at th. beginning stages of second language teaching. Rivers and

Tempérley (1978},“?0F\examp!e: distinguish between skill-getting and

skill-using ie Ehe new language, and present a rich variety of activities
‘For each component. At the skill-getting stage, audiolingual activities
are suggested; then these give way to bridging activities to lead students
into autonomous interaction. Rivers and Temperley encourage a bottom-up

and grémmatical approacﬁ, in which the discrete component parts of the four

* language skills (listening, speaking, reading, writing) are mastered first,

and the student gradually progresses toward the integrative aspects of
language. A similar approach applied Eo Qriting is advocated by Kameen
(1978), who describes a continuum of sentence combining exercises that move
from mechanical to meaningful to communic;tive.

- »

——

Ney (1982) suggests a combined approach using the drill and practice of

audiolingual methodology together with grammar rules ﬁ?esented deductively

a

as in cognitive-code approaches.

t
L4

Theory. As mentioned above, audiolingual teaching is based on a theory

-

of behavioral bsychology in which people's responses to different stimuli
can be trained through‘bractice and conditioning to become automatic
habits. The linguistic theory on which audiolingualism is based is
structural. linguistics, in which Iagguage ‘s seen as a series of p?tterns

with Interchangégble pieces. Thus, a Zentence containing a subject noun,

<, / V 13
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verb, and direct object represents a structural pattern which can be varied
by changing the specific noun, verb, or object. The theory holds that once
a given pattern is acquired as a habi;, substitutions can be freely made to
express different meanings. The sequence of language skills to be taught

in audiolingual methodology is based on studies of child first language

acquisition. $ince young -children listen for an extgnde& period before

©
speaking and then practice oral skills for several years before being
taught to read and write, it is assumed that second language !e;rners

should follow the same procedure, no matter what their age.
Theories of contrastive analysis hold that the differences found in the
q v
grammatical and phonological comparison of two language systems account for
the majority of errors that second language learners make. Most errors are
attributed to interference {or bad habits) from the first language.
Evidence. Ramirez and Stromquist (1979) conducted a' study to identify’
. effective teaching behaviors of primary grade ESL teachers. Teachers
prepared grammar-based Yessons and taught them over a four week period to

-

beginning and intermediate ESL students. These lessons were videotaped and

teaching behaviors were then analyzed. Specific teaching behaviors”

isolated were in some cases audiolingual and in others tended towards a

/
\\ cognitive-code approach. Student achievement was, determined through a pre-

«

“and posttest design which assessed oral comprehensioh and production.
Teaching behaviors associated with greater student growth were those

oriented towards a cognitive-code methodolegy and variation in types of

lessons; teaching behaviors associated negatively with student growth were

phése exemplifying audiolingual techniques and iﬁcorréét use of visuals and

examples. This study found that modéling and- student repetition, even in




young elementary grade students, were ineffective. The authors suggest
that in second language situations sufficient modeling is probably
available: from the environment, and that modeling in the classroom should
be used sparingly and only as & starting point for .more communicative

language teaching activigies.
. =

. A recent study compared the achievement of two groups of Chinese-speaking
third graders receiving ESL instruction through ‘two different approaches:
audiolingual and Total Physical Response {Anna Wong, personal

cSmmunication, 1984). The TPR group significantly outperformed the

audiolingual group.

Organizational Patterns. The choral repetition of sentence patterns

favored in the audiolingual approach is ideally suited to large classes
because group responses rather than individual ones are called for.
Because most errors are believed to be caused by interference from the

student's first language, and drills are advocated as a way of replacing

the interfering first language habits with the .correct second language

ones, a classroom in which all students share the same first language would

appear to be the most practical for many audiolingual exercises.

Instructional Materials. Materials published in 'the 60's and early 70's

tend to be audiolingual in approach. Some audiolingual exercises and

pattern repetitions continue to appear in current textbooks such as English

for a Changing World (Banks, Briggs, Huizenga, Peterson, & Veramendi, 1979;

1984) and Steps to English (Kernan, 1983). in addition, audiolingual

methodology is advocated in a number of ESL curriculum guides developed for

school districts (Hontgomery County Public Schools, 1980; Parker, 1984).

»
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Student Characteristics Addressed. The audiolingual approach addresses

developmental characteristics by pioposing that second language learners
follow the first Janguage acquisition sequence in developing oral skills
first, followed by reading and writing. This has been seen as partlgul;rly
important for younger second language learners, especially those who are
preliterate. An additional feature of audiolingua! teaching, the emphasis
on repetition and drill of sentence patterns, has also been seen as
appropriate for younger students because of repetitive p;:;erns found in
the literature and games of young native English speakers (e.g., nursery

rhymes, storles with a recurring chorus, songs, finger plays, etc.). It

should- be noted, however, that in children's literature these repetitive

‘Segments serve stylistic and melodic functions, whereas audiolingual

repetition serves to memorize a grammatical structure. Audiolingual group
repetition may also appeal to the learning styles of students who have
received previous schoalinj in a schoél system based on memorization, rote

responses, and group recitations.

oo
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SILENT WAY

—

* Description. The‘major objective of this approach is to foster students’

'indepeﬂdence, autonomy, and responsibility as learners. This 1Is

‘accomplished byvqubordinating teaching to learning. The teacher facilities
the students' development of inner resources by directing learning and
remaining sil pt‘ﬁost of the time. In the first phase, the teacher points
to symbols (which in western languages would be letters) on a wall chart
that stand for syllables of a language which the students can read.
Students,are encouraged to pronounce the syllables aloud as the teacher
points to them. The chart is éalled a figgl and contains all of the
spellings for all- of the syllables. The symbols are color coded so that
symbols that are pronounced alike a}e tﬁe same color. The teacher then
switches to a Eiégl of the target language. Students can thé:h::;d
syllables aloud in the target language by using their knowledge of the
proncunciation of the colors previously introduced.

In the second phase, the teacher uses charts containing some of the most
common words and numbers of the target language to lead theASCUden;s in
produéing numbers and phrases. Finally, using colored rods of different
lengths (1-10 centimeters), the chart;, and gestures, the teache; guides
the students in talking about the rods. This way, different grammatical
structures can be introduced and practiced. By remaining silent most of

the time the teacher allows students to use previous knowledge, knowledge

of the charts, and other students as resources. The teacher deciges which

structure or phrase the students will work on and guides them in focusing




on these specific areas. .There is no memorization, translation, or
_repetition In the absence of meaning, The teacher corrects unobtrusively

by indicating where the student needs to do more work.

Theory. " This approach is based on the following theoretical learning
principles set forth by Gattegno as reported in SFevick (1980). Learning
is work and must be conscious, the work must be done by the student and
take place within the §tudent, the learner works in order to adjust to the
unknown world outside himself and to add new internal resources, the
. student must learn to be aware of the learning process and to control it,
and finally, much of the work takes place during sleep or when the mind is
idle, Translation,.memorization, and repetition or drilling oé forms in
the absence of meaning are not a part of this approach. This is mainly a

cognitive approach which involves conscious learning.

Evidence. There is little empirical evidence for the effectiveness of
this approach. Most of the evidence comes from information from practice.
Stevick (f§80) reports using the Silent Way with mixed success. . Some
students experienced frustration with the method while others felt
chai?enged. -Varvel (1979) also reports observing classes taught with the
- Silent Way in wﬁich students experienced frustration. Vaﬁvel points out
that it is not obvious that the grammatical forms that students learn with

this approach are transferrable to actual language use,

Student Characteristics Addressed. This anproach encdurages‘self—pacing\aS

each student works -individually with his or her own resources. Cognitive

students develop a self-awareness of how they learn. (Ueveloping inner




-

criteria enhances self-image and self-reliance. Sociolinguistic add

environmental characteristics are not addressed with this approach és
- (
language that is learned is not put into a social context. '

Organizational Patterns and Materials. Gattegno advocates total immersion

as the only pattern in which learning takes place (Varvel, 1979). The
only materiais developed for this approach are the colored charts (Fidel)
and the colored cuisinaire rods. Written materials dévelop from the oral

language under study.
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COUNSELING-LEARNING OR COMMUNITY LA&GUAGE LEARNING APPROACH

Description. The counsel ing-learning or community language Iearnlng (éLL)
approach was developed by Curran (1976) as a humanistic approach involving
the learner's whole person through the use of “counseling psychology

techniques. The teacher's role is that of facilitator, and the classroom

emphasis is on shared, task-oriented activities in which students and
-)-a-‘

.,_/“w.‘. - N . l H H 4
o teacher all cooperate to aid each other. In the beginning, students sit in

a circle and are told to communicate freely in their native language. The
teacher, or knower, remains outside the circle and translates each line of
the conversation into the targét language, which the learners tﬁen repeét.
Periods ;f silence and an unpressured atmosphere give students time to
think about the Ianguagg they are hearing. ‘Iin some cases,a tape is made of

the session and is played back at the end of the class; if the students

wish, the teacher writes out all or part of the target language

_ conversation and briefly explains grammaticaf structures. Security and

acceptance are emphasized in the classroom and are exemplified through the

students' mutual support system, the teacher's sensibilities and counseling

skills, and the use of translation and the native language in the early

stages.

A

Theory. This approach is based on theories of psycﬁological therapy.
This, combined with affective theories of Ianguagé learning, makes up
Counseling-Learning. Curran be{ieVe; that through each learning
experience, the learner dlscover§ himself. The learner is in control of
his own language learning experience and the teacher merely points the way
to take control of tée experience.” In this sense,.the tea?her i§,a
e
31




facilitator. The students discover thét the teaéher is merely .one of many
resources found in the language learning situation. Other colleagues are
also resources who givé support in an unthréatening atmosphere. CLL is
also considered to-be a communicatively based approach. Students genuinely
communicate with each other based on the relationships that have been
established in the group. The aét of pairing‘intention With aVailéble
linguistic resources is exercised throughout the sessions. This is thought
to be close to simulating real communication in the target culture.

-

Evidence. Evidence for the effectiveness of éLL is anecdotal. Stevick

-~

ﬁ1980) reports. students' reaction to the approach and states that‘noc_al¥
students reacted favorably. Some felf that this approach did not fulfill
their expectations of what a language learning class should be. Others
felt that the experience was too “heavy'' psychologically. Still, some felt
that it was a.painless and expanding experience that was fun. Since this
approach has been reported to be used for adults only, usually at the

university level, little is known about its gffect?veness for young

students.

-

Student Characteristics Addres;ed and Materials. This approach focuses

mainly on the affective aspects of language learning. While it may meet
the personal needs of individual sfudents, no mention is ﬁade of
sociolinguistic, developmental, or cognitive aspects. Teachers may'explain
grammar, but only if the students have an emotional need to kn9w. In other
Qords,rteacher and student behavior is based primarily on affective
considerations and on cognitive considerations %econharily in this
approach. Materials evolve from the student comquity with the aid of the

teacher so that conversations, short reading passages, and written
. 4
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exercises all evolve through the group's interaction and will.
Conversations are created through the students' desire to communicate with
one another. The teacher transcribes these conversatjons and the students
analyze them Far grammatical, pragmatic, and discourse aspécts.h This
includes cultural and linguistic cons}derationg all in the same analysis.

&
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SUGGESTOPEDIA

Description. Suggestopedia is the method developed by the Bulgari?ﬁ
psychiat?ist Georgi Lozanov and has recently found adherents in the United
States. The objective of communicative competence is achieved by
incréésing the self-esteem of studeﬁts through suggestion and by exposing
students to the target language while they are in a relaxed state. There

are four basic phases to this apprecach:

Relaxation through physical exercise and suggestion;

Review of learned material where the teacher and students
have short exchanges;

Introduction and explanation of new material; and
Concert phase where the teacher reads lengthy, cul turally
relevant dialogues three times to a background of Baroque
music. The teacher reads once in a norntal voicez, once in a
whisper, and once in an authoritative voice. The students
are allowed to read the text with the target language
opposite a translation or explication.
The typical lesson centers around a long dialogue which illustrates
culgural and grammatical points. Written exercises and communication
activities including role plafing are also part of this approach. The use
of imagery is encouraged to aid the retention of dialogues and vocabulary

(Herr, 1978). Students are encouraged to take 3 new name and to create 3

'persona' that interacts in the target culture. This is thought to

. i <
facilitate the students' acceptance of unfamiliar culture and behavior and

to enhance self-image. The teacher does not negatively or overtly correct

students, but does provide positive feedback on the outcomes of

communication (Stevick, 1980).




Theory. This appfoach is based on theories of suggestion and research in
brain stimulation. Lozanov believes that learning is both c9nsclous and
unconscious and that human learning and memory potentfg{Aare greater Qhen
the mind is in a positive and relaxed state. Through the process of
"infantilization" the student ovércomes limitations of memory and regresses
to a stage when memorization is more spontaneous. Through relaxation the
student regponds at the subliminal level to the teacher's varying

intonation and rhythm. This proééss brings about hypermnesia, which is the

increased ability to recall new material.

Stddent Characteristics. This approach emphasizes the affective and

neurological factors in language learning. This approach appeals to
analytic and to holistic learning‘styles by presenting language as a whole
and as divisible parts in different phases. |t al'so takes advantage of the
student's preferred input.channels, e.g., auditory, visual, or klnesthegic,
by providing varied stimgli as well. Cultural aspects are emphasized in
the dialogues and individuél affective needs are met through the creation
of a separate ‘''persona' for Ehat culture. Soclolinguistic concerns come
into play thr;ughvdialogues and short ékchanges among student§‘énd the
teacher. However, this approacﬁ}does not address the needs of language

minority students per se. ) .

Evidence. Various sources provide extensive evidence of thé superiority

# -
of this approach for learning vocabulary and for memorizing conteint

(Lozanov, 1979). Dale (1972) and Jampoisky (1969) cite experiments in the
use of hypnosis in edutation.that enhanced recall of meaningful material

(as reported in Hammerman, 1979). In the lowa school system, Schuster &
' ¢

Prichard (as reported in Hammerman, 1979) used suggestopedia in 26 classes




over two years in grades one through ten scross diverse academic subjects
such as gpélllng, reading, health,>éarth science, life science, art, and
German | ;nd 11. Usjng achievement tests as measdres, they provide
evidence of accelerated achievement, but no evidence of change in student

%

attitudes.

Despite the evidence %rovideé-by various studies, several cautions are in

- order. Scovel‘(l979) has noted that results reported by .Lozanov 11979) are
irregular and questionabie given the experimental design and techniques
employed (p: 261). Another criticism comes from researchers who have
applied techniques adapted from §uggestopedia, with few results. Wagner
and Tilney (1983) used what they term "Superlearaing" and found no
signifigfnt differences between learning vocabulary with this method and
. . with traditional rote memorization. Obviously, careful experimentation is
called for before any conclusions regarding the effectiveness of this

method can be reached.

Orqanizational Patterns- and Materials.  This approach is conducive to

-

large group tréiniﬁg. Large groups can then be divided into sméil groups
for conversational activities. Since use of the first language is a part
of initial training, this approach is more suitable for homogeneous ESL or

bilingual groups or for foreign language training. Materials are largely

created by teachers trained in the philosophy and in the method.
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LANGUAGE EXPERIENCE APPROACH

Description. The Language Experience Approach (LEA) provides a guided
language experience in which students produce their own reading material
based,on their own interests and activities. Students recount stories or

describe their artwork, and the teacher writes their words down verbtim.

These student-produced stories are then used as redin material and for

[+

other language development activities. Storie§ dictated to the teacher -can
be Individual, of a group story composed by the class.

The LEA was originally developed as an initial reading program for English
speaking children (Van Allen & Alleg, 1976), but has also been adapted for
use with ESL students. This approach shéﬁs pre-literate childrern that what
is said can be writien down, and what is Qritten down can be read.
Children do not encounter new words in reading, because they themselves
have written the stories they read; they do nt éncodhter new grammatical
structures, becsuse they themselves have dictated structures they already
know (Murphy,vi980). Altﬁbugh‘originally intended for a primary grade
children, th!;gapproa;h to initial reading has been used successfully with

secondary ESL students as well (Levenson, 1979; Rigg, 1981).

One of the features. of the LEA is that the teacher acts as a scribe, anq”
does not correct or modify the student's dictation. Rigg (1981) recomnendsif
that the teacher ;ead ;he story aloud after it has been written down,
giving the author an opportunity to edit, but not volunteering any
corrections. She gives three reasons why teachers should not correct the

grammatical form of student dictations. First, it is important that the

28
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student's -ideas, not the teacher's, be expressed. Students find it much
easier to read what they have actually written, rather than the teacher's
version of it. Second, when teachers make changes in a text, this focuses
the student's attention on surface form rather than underlying meaning.

Third, by recording the authentic language of students, the teacher can;
gain insights into their current préficiency level and areas wheren
additlonal teaching may bé necessary. When students begin to write (rather
than dictate) their own stories, however, Rigg suggests that the teacher
type them to improve legibility and correct the speliing to assist in

reading.

Theory. Theories which view reading as an integrative language process.
which requires interpc:ion of reader and text support the Language
Aéxperienée Approach, which draws on the theories of Smith (1982) and
Goodman, and Flores (1979). Reading is seen as the process of deriving
meaning From text, and this prosess is maZda possible by the reader's life
experiences and background knowledge as well as oral language proficiency.
For second language readefs,-there are different opinions about the degree
to which oral language proficiency needs to be developed prior to beginning
reading. Audiolingual theory held tht a high degree of oral prof i ®:ncy
was necessary before students should be exposed to print in the new
language. Levenson (1979) suggests that the LEA be initiated in the
student's L1, with a gradual shift into L2. ?eeley (1983) feels that this
approach to reading can be started before LEP children develop proficiency
in speaking English. Rigg (1981), on the other hand, cautions .that the LEA
is not suitabl; for students whose oral proficiency in English is extremely
limited, or for those whose'only exposure _to English has been through

audiolingual teaching.
29

-39




-

Evidence. In the literature reviewed, evidence for the success of the

LEA is reported from classroom practfce (Levenson, 1979; Rigg, 19813

Feeley, 1983).

Organizational Patterns. The Language Experience Approach requfres

individualizatién and.grouping, which can most eaéily be carried out in a
self-contained ciassrouq;‘and which can be facilitated by having aides,
parents, and older students help write down children's dictated stories,
(Rigg, 1981). Feeley (1983) :ngests that the LEA can be used effectively
in the mainstream classroom containing some LEP child?en. Levenson’(l979),
in developing the LEA for secoﬁdary LEP students, suggests that bilingual
aides, parents, and older students can be helpful in transcribing dictated

stories first in the L1 and then gradually in English.

Instructional Materials. The ‘materials most frequently cited for use
with ESL students are the original ones developed. for English speakers {van
Allen & Allen, 1976). ° This approach lends itself to teacher developed
materrials for stimulating student ideas; the actual reading materials are

student developed.

Student Characteristics. The LEA can reportedly be used for ESL students

at all grade levels, although it was>originally designed for the primary

grades. Murphy (1980) believes that it is an approach particularly well

‘suifed to students without a literacy background in their Ll. For these’

students, the LEA classroom surrounds them with print of all kinds, and

they-have a first hand experience in‘flnding out how books are made and

what they are for.




R}ég (1981) points out that the LEA is for students, whether at the
elemeﬁtary or secondary level, who are at the initial stages of learning to
read in English. Thus, when initial literacy is established, students go
on to reading print materials.
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NEW CONCURRENT APPROACH | -

Description. The New Concurrent Approach (NCA) proposed by Rodolfo

Jacobson (1981) has as its goal balanced dual language use. With this
2 app;oach, the teacher initiates the alternation of langugges accord}ng to
pedagogié and sociolinguistic consideration;. For example, }ﬁ“a lesson on
the history of the Southwest, English can be used to reinforce the role
that English speakers played in the segtlement, while Spanish can used to
reinforce the role that Spanish speakers played. The teacher switches
lénguage to reinforce concepts, lexical jtems, and cultural awareness or to
resbond to cues(initiate& by the student. Each switch is seen to have a
purpose and to contribute to corncept development and continuity of the
lesson. This approach is used in‘qpntent classes only, while use of one

language only is seen as more appropriate for language arts classes.

Theory. This approach is based on the theory that unstructured code

switching, or "flipflopping" from one language to another, does not

provide sufficient informa;ion about ‘either language for the child to
acquire the grammar of both languages completely. Because structured code
switching is usedv to accomplish a specific \Ieérning goal *and involves'
greater chunks of language Fof specifié anctions; Jacobson believes that'
this approach provides sufficient input to facilitate acquisition of both
languages equally. Furthermore, Jacobson states that students are able to
reach CU;mins' (1980{ "threshold level" in their first language, thereby

strengthening skills that can be transferred when learning the second

language.
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Evidepcea Several studies ‘have been conducted of the Concurrent Approach,

Jacobson (1983) re&prded five content class segments where the Concurrent
Approach was used exclusively and found that in only four percent of the
cases did students mismatch the language being used. FUriher, few deviant

-

utterances were produced by the students.

Gunther (1979), in an experiment with 306 elementary children six to ten

years of age,‘found that using the Concurrent Approach to teach reading
enhanced Spanish reading skills but had no effect on English spéaking or
reading skills. On the other hand, the di;ect method, where all is taught
in English only, had a beneficial effect on the speaking and reading skills
of the younger children (six to eight years). However, since Gunther
reports on the use of an” approach that does not coincide exactly with
Jacobson'$ structured Concurrent Approach, it is difficult to compare or
equate the two studies. Gunther concludes that the Copcurrent Approach as

described by her may be more appropriate for students with high motivation

»

\

and a well developed first language competence.

Finally, in his final report on a three year project involving’ the New

Concurrent Approach, Jackson (1985) reports tht students taught with this
x o >

approach did not do significantly better than students in the regular

bilingual programs.

Student Characteristics. The New Concurrent Approach as developed by

Jacobson (1981) takes into account students' developmental state, ethnic
background, sociolinguistic competence, motivation, and cognitive growth.
This approach utilizes the socioilnguistic skills of the teacher and

students to achieve concept development and enhances motivation by giving
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equal prestige to two language and cultures. Jacobson (1983) states: ''The

‘NCA method may very well be the answer to how to teach the minority child

.

bilingually as it brings together three very impértant objectives, i.e.,

dual language development; attitudinal growth, and. academic achievedenﬂ{

(p. 16).

N

]

Organizational Patterns. This approach suggests that students be taught

content classes by bilingual teachers who have adequate preparation in,

both languages and in the NCA. Students should be of the same Ianguadé

background and cul turé.

Materials. There are no materiqls, for this approach lends itself to
adapting. and supplementing materials to emphasize concepts (Jacobson,

1983). ’ )
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TOTAL PHYSICAL RESPONSE
Descrigtiéﬁ. Total Physical Response tTPR) is an approach which develops
students' initial comprehension of the new language through kinesthétic

responses to oral commands.

TPR was developed by James Asher and is based on three basic concepts:
understanding language should precede speaking it, understandiﬁb can best
be .developed through .commands that call for physical response from the

students, and speaking should never be forced, as it emerges spontaneously

when the learner is ready (Asher, 1982).

The teacher gives command; in the target language,'écting them out
simultaneously. Then students are given the same_comménd;, and they too
act them .out. ‘Students are not reqpfred to speak at first, but demonstrate
comprehension of the. teacher's commands by following them. Commands at
first use qdfte simple language, such as ''Stand up. Pick up the baltl.
Close the window.'" Later they become more.compglex, and can even use
indirect commands such as, “Would you mind closing the window?'' When
speech emerges, students begin to give commands to the teacher and to®ach
other. ; : - . .

Vetter (1983) believes that while TPR i; effective in developing social
interactioﬁ skills of stuQents, it does not teach the cognitive and
academic language skills needed to succeed in the mainstream English
classroom. She has devplop;d an app}oach called T?R-bius, which focuses
on the acadgéic communicative needs of the classroom, rather than the
social communicative needs which she feels can be adequately developed

outside the classroom. 35
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| Theory. The théoretical gasis for TPR is that a secoég language can best
be learned as children learn their first language. Asher (1982) believes
that as listening precedes speaking in first language ;cguisjtion, so it
should in secoqd language acquisition. Furthermore, he cites .the way in
which young children's early language learning is linked to physical
activity- through listening to commands giVeé by parentsr such as '"Come
here," #Sit down," "Give me the blue block," etc. This activity engages
both left and right hemisaﬁéres. ‘Speech emerges when children are ready,‘
and they are ready after extensive practice in listening. Second 1anguage
learning, whether In children or ;duLts,rcan, in “Asher's view, be most

effective and stress-free when it applies a strategy that is congruent with

natural biological develépment.

Evidence. The Total Physical Response approach hés been the subject of a
number of experimenial studies conducted by Asher and others. Initially
studies were conducted of children and adults learning foreign languages,
both in classroom and in laboratory settings. The results indicated that
TPR was effective in developing ﬁroficiency in the secéna language, and
that there was transfer of skills to reading, writing, and speaking.
Similar resultngerelfound in studies of adults and children learning ESL.
In two of these studies, f;R was compared to audiolinguaf tsgghipg, and
students in the experimental TPR groups outgerformed tth~audiolingual

~ . . o
groups on measures of reading, vocabulary, comprehension, and oral

production (Asher, 1982).

Asher (1982) describes recent studies of brain lateralization to

demonstrate how the left brain processes language, while the right brain
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responds directly to commands by performing the appropriate action. He
cites this finding as evidénce that supports the efficacy of initial second
language learding through right brain activity, which he believes can b2
engaged througb the direct link of yerbal commands to body actions.

O}Qanizqtioqal Patterns. TPR can @h used in heterogeneously grouped

classrooms becausg the L1 isipot u§gd to mediate comprehension. Since the
teacher ﬁrovides continuq}linpuf as {angu;ge model, the TPRlclass is
teacher-directed at :D;zf;?tial stages. When §peech emerges and students
are ready to give-their own commands, small group work is effective. TPR
requirﬁj/izgertain amount of space for students ‘to move around in, and some
of the typical commands tend to elicit a cértaih amourit of noise (jumping,
J:f;;ij;g, .etc.), making this approach somewhat difficult to carry out

L

except in a self-contained classroom.

TPR has been used to teach ESL in bilingual programs; in puil-out programs
in elementary schools (Asher, 1982), in high school HILT programs (Vetter,

1983), and in adult education (Zuern, 1982).

Instructional Materials. A variety of instructional materials using the

TPR approach are available. Asher (1982) has developed a guidebook for
teachers which can be used as a basis for teaching any second language.

Teaching English through Action (Segal, 1981) is a teacher's guide

specifically for ESL teachers at all levels.

: \
TPR exercises are also included in some recent textbook series, such as

Rainbow Collection (Marino, Martini, Raley, & Terrell, 1984) and Big Bird's

Yellow Book (Zion, 1984).
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Student .Characteristics. TPR addresses the need of young children to

Jearn by &oing and to involve motor skills. However, it is claimed that it
is equally suitable for older students andsadults. Zuern (19823, for
example, used the approach in an adult ESL class of mostly lIndochinese
students, but found that séﬁdents wanted some grammatical éxpléhation, and
so the approach was modl%ied and used for only about one third of tﬂe class
time. Vetter (1983) reports on successful use of TPR, modified torrefléct

academic language needs, with junior and senior high school ESL students.

The literature reviewed did not address the possible effect of cultural
differences on student motivation or willingness to participate in a

non-traditional approach such as Total Physical Response.

TOTAL PHYSICAL RESPONSE REFEREMCES

-
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. " THE NOTIONAL/FUNCTIONAL SYLLABUS

Description. There is no single approach which is notional/functional.
Notions and functions are a way of looking at language and a way of
creating and mzintaining a linguistic ‘inventory. Semanticaily based,
notions and functions describe what people say and do with their language.
This view of language is used mainly as a linguistic syllabus and has no
particular methodology attached to it. However, different communicative
approaches such as strategic interaction, use of drama, roleplays, and
simulations employ notions and functions to focus lessons on language. For
éxample, lessons can‘ center on fupctions of "offering help' and
“accepting', or on sijtuations, topics, or grammatical structures involving
functions. 'Appéoaches based on this syllabus are thought to be learner
centered because an assessment of the learner's neeas is carried out qu
authentic language useé activities are created around these needs. Within
this framework, learnefs view language embedded in a social context and can
choose aﬁong different notions and functions to express themselves. One
approach to teach writing through language functions f;vaOposed by Sampson
(1980). The teacher first creates intention by introducing the functions
required by the task and then directs students to specific !anguage
required for the task: By first focusing on task ;equirements, student
motivation aéd attention are heightened. Through the pairing of function
apd language elements thst fulfill that function, students develop
awareness of languagg use and language-specific abilities. The
Brownsville, Texas Secondary English Language Development (ELD) program has
implemented a functionally based curriculum which develops language
meanings, functions, and student's communicative abilities before

developing the use of language rules and skills (Canales & Carter, 1985).

Y




: Theofx. The notional/functional syllabus is based on a semantic and

pragmatic theory of language. In this view, speakers use language %to
accomplish different communicative tasks.. For example, the expressions

blease close the window' and "it's chilly in here'!' may both be seen as

requests to close the window under certain circumstances. Soclolinguistic ~

vtheory also underlies this view in that the choice of language to fulfill a

particular function may be governed by the setting, the topic, and the

—
-
7

social and psychological roles of the speakers. -

Evidence. There is little evidence to date that the use of
notional/functional syllabus w}th any approaéh is beneficial. Until 3
defined mefhodology is proposed, there is some gquestion that suc{ a
syllabus by itself would lead to communicative coﬁpetence (Barnett, 1980).

Preliminary .findings of a study which investigated. the effectiveness of a

communicative approach combined with a functional/notional curriculum show

_ increased student achievement in classes with a high degree of program

jmplementation and with a large portion of class time spent in interactive

learning centered activities (Canales & Carter, 1985).

Student Characteristics. The notional/functional sylliabus ‘offers
students a choice of functions and language to fit their communicative,
affective, and cognitive needs. Awareness of notions and functlons

also contributes to students' Sociolinguistlc knowledge..

Organizational Patterns and Materlials. The notional/functional syllabus

suggests that students participate in interactive communication to

understand Ianguége use fully. By extension, this.type of activity is best

. Lo
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- accomplished in small heterogeneous groups or dyads. Materials written

around notions and functions were produced originally in .Britain, and are

used extensively abroad, although some new materials published in the

United States Incorporate notions and functions.

- NOTIONAL /FUNCTIONAL SYLLABUS REFERENCES
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'COMMUN | CATIVE APPROACHES
k
Description. Communicative approaches have as their general objective the
development of the ability to use a second language for communication of
meaning. They underlie much of the recent literature addres.ing
methodology and curriculum ianSL and foreign language teaching. Proponents
of communicative approaches emphasize the development of ’interpersonal
communication skills as the major goal (Taylor, 1983; Savignon, 1983;
Nattinger, 1984). Additionally, theorist; have indicated that a
communicative approach should go beyond Face-té-Face interaction and
includé interaction with text (Allwright, 1984), and specific suggestions
for incorporating reading and writing actiéities into the communicative
classroom have been proposed (Lezbufg & Hilferty, 1978; Matson, 1982;

DiPietro, 1983).

Arguing for the superiority of Communicative Language Teaching (CLT) over

other approaches or methods, Nattinger (1984) states:

...CLT has the possibility of being less vague than former
"eommunicative competence' methods, less limited than
notional-functional ones, less ethnocentric than many humanistic
methods, and less psycholinguistically objectionable than
audiolingual ones. (p. 391)

He identifies three main features which characterizel CLT: (1) the goal of

communicative competence at each level, beginning to advanced; (2)

exercises that develop interaction between learners and their envirorment;

and (3) a focus on the processes or strategies involved in understanding

and communicating meaning.
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Taylor (1983) cites five features of communicative methodology: (1)

students participate in extended discourse; (2) an “information gap" is
provided so that.students have a real need to communicate; (3) students

have opportunities to engage in_unrehearsed communication; (4) students

participate in goal oriented activities; and (5) students have

opportunities to attend to many factors simultaneously during a

conversation.

Savignon (1983) proposes five components for a second language curriculum

that has communicative competence as its goal. She stresses that these

five components should be integrated in the curriculum, without any one of
them becoming the sole focus of the course:

1. Language Arts - language analysis and language practice
activities. -

2. Language for a Purpose - immersion for at least part of
the time, with content-based and action-based
activities. N

3. Personal Use of Language - activities which recognize
the learner's personality, values, .and learning

experiences.

4.  Theater Arts - drama activities, including role-playing
and simulations. )

5. Beyond the Classroom - authenti: interaction with the
second language community.
The majority of documents reviewed emphasize the development of social
interaction skills within the communicative approach.. The rationale
expréssed for_this’focus is the lack of communicative competence developed
in previous approaches, in particular in the teaching of foreign languages,
includiné English as a foreign language in non-English speaking countries.

How this relates to ESL in an English speaking country such as the United

States is not addressed, except indirectly by Taylor (1978) who indicates
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that’ students (referring to foreign students at American universities) are

not in need of “free conversation' in thalr ESL classes because the

community supplies this need.

Theory. Communicative Language Teaching and communicativelapproaches in
general are based on thecries of communicative competence; which comprises
a language user's competence beyoﬁd the merely grammatical or lingulstic to
include sociolinguistic, ydiscouf;e, and strateg]c competence A(Canale 5
Swain, 1980; Savignon, 1983). Thus, the language learner needs to learn
not only the grammatical systsm of the new language, but also how to use
the language ig a socially appropriate way in different contexts, how to
use the language'’s rules of discourse, and how to use communP;aticn
strategies. Cmaggio (1983) argues for the need for an organizing principie
of language proficiency as a theoretical base for a communicative approa?h,
and cites Canale and Swain's (1980). four types of competence as necessary

for defining proficiency.

[

¢ .
Pedagogical theories cited by Nattinger (1984) for specific cdmponents of

CLT are DiPietro's strategic interaction for oral language skills (1983),
Zamel's (1983) process approach for writing skilis, and, for reading
skills, schema theory as described by Carrell & Eisterholda(1983), and the

interaction of the reader with the text as proposed by Widdowson (1979).

Krashen's (1981) Monitor Model is also cited as a theory that supports the
development of communicative Competénce thrdﬁgh unconscious acquisition

rather than through conscicus learning.

Evidence. Savignon {1983) conducted a classroom study on teaching for

communicative competence with college students of French. The experimental

b,
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"English speaking and non-Eng]ish:speaking children, and programs ‘in which

both types of students share some school activities.

groups ha&, In addition to the regular course, one perlod a week of ) |
communication activities, while the control group used this extra perlod |
for language lab drill and practice. On the posttest all groups scored ]
about the same on lingulstic achievement, but only the experimental groups i

could actually converse in French in communicative settings. Anothe} study ,

by Savignon (1983) involved a longitudinal case study of her three

children's acquisition of communicative competence in French through an

immersion experience.

Organizational Patterns. Communicative approaches emphasize

studentfstudent interaction and small group activitie;,rso'that classroom
organization should provide for grouping that is heteroéeneous both Qy
Iangyage background (so that communication in English is a necessity) and
by degree qﬁ proficiency (so that more proficient students can serve as
group leaders and peer tutors). Real interaction with native English
speakers 7should also be a component of a communicative approach; which

could be achieved through two-way bilingual programs which involve both

Instructional Materials. The notional/functional syllabus promotes

communicative language teaching because it organizes course content around
different uses of language, rather than g(gmmaf. Sugge%ted classroom
activities to develop communicative competegce é{e avdailable from various
s;urcgs (Kramseh, 1981; Savignon & Berns, 1984; Littlewood, 1981; Eckard &
Kearny, 1981). Suggested texts are those published by the University of

Pittsburgh on developing communicative compefencé (1975), Milk and Honey

(Lanzano & Bodman, 1981); Connections (Boyd & Boyd, 1981); Notion by Notion
s
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(Ferreira, 1981); and various GCanadian, British, and European ESL

textbooks.: In addition, Taylor (1983) recommends the use of techniques
N

which depend on teacher developed or adapted mater1§fs( .

Student Characteristics. The literature reviewed on communicative

approaches to /second langque teaching is based almost exclusively on
colﬂegé le;el students of foreign languages or foreién students in
intensive ESL courses at the university level. The communicative language
teaching techniques advocated are in many cases easily‘adapted‘to younger

learners, and in fact many bear similarities to interactive learning

activities commonly found in mainstream elementary classroems (e.g.,

discussion activities, show and tell, group projects, thematic units of

study whichﬂencompass activities in various curricular areas, e;c.).
Development of students"cgmmunicative competence addresses socio-affective
needs, but does not develop cognitive academic language skills except
insofar as reading, writiné, and other school-rela;ed language activities
are included, (as in Lezberg & Hilferty, 1978; DiPietro, 1983; Watson,

-

1982).
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STRATEGIC INTERACTION APPROACH

’
1

Description. This approach -centers around communicative diiemmas which

are resolved by students themselves (Di Piétro, 1982). At _the heart of

il

this approééh is the opep-ended scenario which presents a problam to be
%

solved by the students. Working in small .groups of 9 to 12, students

discuss the stratgg§ of the solution and pair their intentions either with

language that they know or with language eli%ited from'th% teacher. The
teacher serves to coach choice of linguistic expressions and speech
funct{ens and as a resource for explaining grammar within éhe context of
the scenario. The students then select representatives to. rehearse the
scenario and get feedback on the outcomes of ghefr communication.

- )

. | o
Theory. This approach,draws on Wiltkip's (1976) proposed

notional /functional syllabus and situational@approaches to language °’

teaching to provide opportunities for the grouﬁ dyriamics espoused by Curran
(1976). Di Pietro (1982) adds the notion of roles as eplisodic or
non-episodic where episodic roles are based on highly predictable exchanges

determined by the task and non-episodic roles are bésed on non-predictable

3

exchanges governed by individual intention. -

Student Characteristics, Organizational Patterns and Materials. This

t

approach caters to students' moti?ationa]land personal ‘needs by providing a
’ 1

framework for creating intention.. ’gtudénts generatg their own ideas and

pair. them to language. Sociolinguistic aspects enter in the coachfng phase

where students are given feedback by the teacher on the appropriateness of

\
tqeir language -choices. Since this approach involves solving dilemmas, it
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is suitable for oider students who are proficient enough to communicate {# -
about intention in the second language or for students who share a common
first language. For this reason, strategic interaction is used for foreign

language training. There is no evidence yet for the effectiveness of this
are teacher created and involve writing scenarios.

STRATEGIC INTERACTION REFERENCES
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t{; o THE -NATURAL APFROACH
Doscrigtioo. The ~Natural Approach has os its goal interpersonal .
communicative skillss it is based on.Krashen's Monitor Hodel (Krashed,
- 1982) which makes a distinctlon between acqulsitlon and learning. This
approach is based om the followung principles: comprehension precedes
production, production emerges gradually, acquisition activities are
- centrail, and the affective filter must be‘iowered for acquisition to take

place.

Terrell's (1981) Natural Approach proposes instructional techniques that
facilitate the natural acquisition process. of a language. Teachers must
provide comprehensible input to language learners, and this input must

4

contain a message' that is needed by the learners. -

Comprehensible input is achieved by using visual aids, gestures, sentence
expansions, open ended ;ontences, and prefabricated phrases. To lower the
affective Filter;‘oral production is delayed until studoqté have acquired
enough language to feel comfortable speakiog the target language. The
teacher accepts all attempts by the learnersufo communicate, even if these

are expressed incorrectly or In the first language.

Reading and wr|t|ng are taught as natural extensions of communlcat|on tasks
,encountered in listening and speaklng. For example, a task involvung going
to the store and buying a quart of mllk may include readlng signs in the
aisles. A writing task may involve writing a note to a friend telling

him/her to meet you at a certain p!éce and time.
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Drilling of the sort found in the audiolingual approach is not Included in
this approach because 1t s not seen as beneficial to acquisition and

serves no real communicative purpose.

Theory. This approach is based on Krashen's (see Gingras, 1978) Monitor
Model which makes a distinction between learning, defined as conscious
learning of grammar rules, and acquisition, which is unconsclous and

enhanced by comprehensible input. The Monitor Model is based on evidence

from natural order studies (DeVilliers & DeVilliers, 1973; Brown, 1973; and

Burt & Dulay, 1975), input studies of caretaker language (Snow & Ferguson,

1977; Clark & Clark, 1977), the affective filter (Buri & Dulay, 1975;
Gardner & Lambert, 1972), age (Scarcella & Higa, 1981) and first language
use (New&ark, 1966).

This approach is also based on and incorpérates aspects of other
approacnes, e.g.; Total Physicai Response kAsher, 1982), Coﬁhunity Language
Learning (Curran, 1976), and Suggestopedia (Lozanov, 1982). Krashen (1982)
reports that all these approaches are based on cognitive and affective
con;iderations.

Evidence. Very little evidence for fhe effectiveness of this approach
exists. Evidence for the ineffectiveness of monitoring (which the Natural
Approach rejects) was found by Houck, Robertson, and Krashen (1978). Their
findings were that the monitor could be used effectively in writing only

when students were given time, knew the rule, and focused on form. Dicker
(1981) proposes that, since knowledge and use of rules are variable, the
geaéher's presentation of the rule or elicitation of the rule is important

i; the application of the monitor to writing.
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Evidence for the existence of comprehensible input comes from caretaker

studies in first language acquisition (Snow & Ferguson, 1977) and Krashen

. (1982) states that exposure to interlanguage talk may be useful at early

stages of acquisition (p. 128). However, exactly what makes input

comprehensible and the effects of different types of input are still

unknown.

-

Organizational Patterns. This approach suggests. the heterogeneous groups

-may be taught and that small group activities would be useful for

communicative activities. Activities that epcourage exchanges with native
speakers would also be in order.

%

Instructional Materials. Materials written with this approach in mind are

the Rainbow Collection (Marino, Martini, Raley, & Terrell, 1984) for

elementary students in ESL qlasses and Live'Action English by Romijn and

See]ey (1979).

Student Characteristics. This approach addresses a§e and developmental

characteristics by positing that the processes tha; are used to acqgjre a
first language are the same as these uéed to acquire a second larguage.
Krashen (1982) states that the differences are developmental in that once
learners reach Piagét‘s formal operations stage, change; in the affective
state occur and 'may hamper language acquisition. Sociolinguistic and

environmental characteristics include the development of communicative

competence but not that of academic language proficiency (Cummins, 1984).-

Motivational aspects are addressed by offering activities to lower the

affective filter, such as delayed production.
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COGNITIVE APPROACHES

( Description. Cegnitive approaches to second language teaching first
emerged as a reaction to audiolingual theory and methodology, and reflected
the ideas about language developed through transformational linguistics.

The original cognitive-code approach ‘was grammatically-based, but more

recent cognitive approaches have been linked with communicative and

functional curricula.

Cognitive approaches focus on the mental .activity involved in second
language learning rather than merely on observable language behavior. Some
of the features associated with the original cognitive-code approach are

identified in Celce-Murcia and Mclntosh (1979) as:

1. Language skills are not separated and sequenced, but all
four skills are developed concurrently.

H B
2. Grammatical rules are provided to students, rather than
expecting them to work them out inductively.

3. Errors are expected and are seen as part of a deveiopmental .
process of approximation toward the native speaker model. ‘ .

4, Teaching points are contextualized and repetition is not a
central classroom activity. y :

Cognitive approaches T?ke use of prior knowledge and emphasize the .
information processing capability of the learner. The L1, rather than
being viewed as a source of interference, is seen as a brid§e that can be
used to transfer valuable knowledge to the L2. Renault (1981), for
instance, has developed a series of reading strategies in which students!
prior knowledge of semantic concepts in thé L1 is utilized in developing
comprehension of an L2 text. The L1 is even interwoven into the L2 reading

text as an aid to comprehension. Lott (1983) also recommends seeing the L1

B ‘ ) . 5 .
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as an asset rather than as a deficit. He suggests that teachers help

students analyze the errors they make that are due to LI interference and

then provide them with translation exercises in which they can consciously

practice finding correct English equivalents for their own personal errors

previously identified.

Linking 2 cognibive approach to other instructional approaches has been
suggested by varjous authors. Ney (1982) suggests that the insights of
trangformational grammar can be used for deductive presentations of those
riles which reflect universal grammar so that students understand them at a
conscious level, and that audiolingual drill and practice can be effective

for learning those aspects of grammar which are peculiar to the target

language.

vetter (1983) has linked Total Physical Response (TPR) with a cognitive
approach by teaching in command form thé academic language linked to
concepts that refle¢t the language needed for successful classroom
participation. Hewlett-Gomez (1984) has linked the concept of
comprehensible input (Krashen, 1980) to questioning strategies based on a
multi~-level cgénitive framework which combines Bloom's (1956) Taxonomy with
ESL activities ‘for each type of question. In this way, the teacher's input
is made comprehensible by questions that allow children to develop their
current knowledge and proficiency Yevel. A similar integration of a
cognitive approach with the Natural Approach is found in a curriculum
developed for an ESL program in Patersbn, New Jersey. Feneran and Hilferty
(1984) have used Meeker's (1970) interpretation of Guilford's Structure of
intellect and Terrell's (1981) Natural Approach to develop ESL activities
that address children's indivihual differences in both cognitive

development and language proficiency.
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A development within cognitive approaches to second language learning is
recent work done on learning strategies (0'Malley, Chamot,
Stewner-Manzanares, Kupper, & Russo, 1984; Chamot & 0'Malley, 1984).
Learning strategies are special techniques. that students can use to help
them learn and remémber new information, and they can be applied to both
receptive and productive second language skills. Stewner-Manzanares,
Chamot, 0'Malley, Kupper, & Russo (398&) developed a teache('s guide for
using learning strategies in the ESL secondary classroom by embedding
strategy instruction within a variety of language learning and acquisition
activities. Although the approaéh of learning strategies is cognitive,
instruction in their use can be combined w}th any ESL instructional

approach in which consciousllearning plays a key role.

Theory. The cognitive-code approach was based on Chomsky's {1957) ideas
of Ianguaée being a rule-based rather than a habit formation phenomenon.
Insights from cognitive psychology on the nature of Ie;rning'and the
central role of mental activity have continued to inform cognitive

approaches to second language Iearniné.

Evidence. Few experimental studies of cognitive approaches to second
language teaching have been conducted. . Two were identified that compared
student achievement to instructional approach, one at the primary grade
level and the other with high school subjects.
. »

Ramirez and Stromquist (1979) identified primary grade teaching behaviors
that were either audiolingual or cognitive in approach. Student
achievement under the two types was compared, and greater student growth

<3
was found in the classrooms of teachers who used a cognitive approach.
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0'Malley et al. (1984) conducted a study with high school ESL students to

find out if learning strategy instruction would improve their vocabulary
learning, listening comprehension, and academic speaking proficiency.
Al though the experimental groups did not outperform the control group on
the vocabulary measure, they did do better on most of the listening
comprehension tests. For the academic speakiég measure, however, the

experimental groups significantly outperformed the control group.

Organizational Patterns. Cognitive approaches relying on the L1

_to Facilita;e comprehension call for linguistically homogeneous classes
with bilingual teachers or aides. Cognitive approaches which do not use
the L1 extensively would be suitable in linguistically heterogeneous
classes with monolingual teachers. It should be pointed out, however, that
even in the latter case, a creative use of community linguistic resourc;s
and peer tutoring can facilitate ESL instruction, as is demonstrated iq the
ESL program in Fairfax County;- Virginia (E. Eisenhower, personal
communication, 1984).

Grouping by lanéuage proficiency and by cognitive developmental stage would
be an asset in implementing some of the more complex cognitive-based

curricula, such as those suggested by Hewlett-Gomez (1984) and. Feneran and

Hilferty (1984).

Instructional Materials. Materials written with a cognitive approach in

mind call on the student to reflect on the material being learned, to make
hypotheses about the new language, and to actively participate in the
learning process.. Virtually any materials could be used In this way

.

proyided the teacher builds this component into the curriculum.
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An ESL curriculum incorporating cognitive theories with the Natural

Approach is currently under development in Paterson, New Jersey (Feneran &

' Hilfervy, 1984).

Student .Characteristics. Developmental and Iinguistic differences are

accounted for in some of the more recent cognitive approaches. The
grammatically based»cogn}tive approaches seem best suited for older
student;; indeed, ;he proponents of this type of approach refer to
university level students. in the 0'Malley et al. (1984) study on learning

strategies instruction, differences were found between ethnic garoups:

Hispanic students in the experimental groups used the new learning

strategies for vocabulary effectively, while Asian students were more

effective vocabulary learners when they used their familiar rote

strategies.

As with other zpproaches, the issue of learning style differences has not’

. —

been adequately addressed. -
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* CONTENT-BASED APPROACHES

.

. .

Description. A content-Lased approach to ESL involves the incorporation

of subject matter appropriate to the student's age and grade level with the
Eeaching of second language 'skflls.' Content-based ESL is basically a
curriculum, but because the subject matter to, be taught must be modified so
that it is comprehensiblg to the learner, 7and such modification

necessitates certain types of teaching strategies, it can perhaps be termed

an approach in its_own right.

%

. -
Mohan (1979) has analyzed three types of content-based instruction. In the

first, the focus is completely on the content and students learn the L2

almost incidentally. An example of effective use of this/type'of

instruction is the Finding Out/Descubrimiento math and science program

(De Avila & Duncan, 1980;1984) in which language skills have been developed
simultaneously ‘with math and science concepts through: ‘

o small group'activities that focus on task

‘0 mixed ability/language proficiency groups

peer cooperation on taslks of intrinsic interest

N " +
student involvement in management’ routines.

-
1

-

An additional feature of this program which differs from other examples of

content-based language instruction is the use of bilingual instructions and

workbooks, and the fact that children can use Spanish, English, or any

combination of languages in order to accomplish’ the assigned tasks. (1t
should be remembered that the primary purpose of this program is to teach
science and math, and that the increased English proficiency of students

completing it is almost a by-product.)
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Mohan (1979) describes s second type of content-based instruction as a
combination of content teaching with language teaching. One of the
technical difficulties associated with this type of program is ﬁhat the
language has‘to be sequénced in tandem with content sequencing. An example
of this type of instructional program is being_geveloped in Canada, where
ESL modules combine> conceptual learning and language learning (Allen €
Howard, 1981). These modules contain both grammatical and
functional/notional skills development which are applied to content in

order to develop concepts and practice study skills.

"~ Mohan's (1979) third type of content-based instruction is that in which the

language is taught specifically for the purpose of acquiring content.
English for Special Purposes (ESP) courses fit into this category. ln4su9h
courses, students learn the specific English needed for a particular
purpose, such as studying medicine, yorking for the ‘tourist industry,

working as an airline traffic controller, etc. An extension of this type

of ESL instruction has been called English for Academic Purposes (EAP), in

which students focus -on those language skills which they wilT need for

university study in English. The examples just cited deal with older
learners at the teréiary level. An extension of the notion of EAP could
pos;ibly be made for the secondary and even elementary educational levels
through contentfbased ESL instruction desighed to prepare students for the

academic language demands of the mainstream classroom.

Searfoss, Smith, and Bean (1981) believe that ''the content area
classroom...is a rich social, linguistic, and cognitive environment in

which second Ianguage learners should thrive - thrive, if instruction
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provides the kind of linguistic and cognitive support these students need"
(p. 384). They believe that all four language skills should be integrated
and taught simultanecusly, and have developed a guided writing procedure
which Includes listening and speaking, cooperative group work, and reading
as Qell as writing. .
g «

Riley (1978) emphasized the development of reading strategies that focus on
comprehension of concepts and that are transferable to a variety of reading
tasks. as a way of preparind ESL students to comprehend the content-based
reading they will do in mainstream classes.

Theorx. Theories of language teaching which underlie content-based
approaches include elements of grammatical{ communicative, cognitive, and

experiential views. The need for sequencing of grammatical structures is

M

seen as necessary by some proponents of content-based ESL (Allen & Howard,
1981; Mohan, 1979), whereas others believe that a cognitive task can
provide experiences that elicit the kind of communication that fosters

language development (De Avila & Duncan, 1984; Searfoss et al., 1981).

De Avila's theorﬁtical framework is the most complex of the literature

reviewed on content-based instruction (De Avila & Duncan, 1984). He

describes three-factors underlying the success of an individual learner:
interest/motivation, intelligence/experience, and psycho-social access to
learning. All must be engaged before learning can take place. This
theoretical framework draws from various disciplines, including cognitive

psychology, sociology, and linguistics.




Evidence. A great deal of eviHSnce supports the development of second
language proficiency through conyent-based instruction. The many immersion
studies in Canada have shown }?

L —
- -
skills and subject matter’ simultaneously. De Avila and Duncan (1984)

hat students can acquire second |anguage

conducted experimental studies of children in math and science programs,
and documented their increased language proficiency as well as the -
development of their science and math concepts. Whether specific language
instruction need; to accompany content-based instruction in the L2 has
apparently not been documented, though some authors assume thét it does

(Allen & Howard, 1981; Chamot, 1983).

Organizational Patterns. Immersion programs are the most obvious example

of an organizational pattern in which a content-based approa&h to ESL can
function. However, this approach can function equally well in bilingual or
separate ESL programs. Sheltered or transitional classes,'in which all
 students are LEP and the content materijal is ;dquted for their proficiency
level, are found both as part of Bilingual programs (California State
Department of Education, 1984) and as part_of intensive ESL programs
(Fairfax County Public Schools, 1981). The teacheé reﬁuirements for a
content-based approach are knowledge of the subject matter as well as
training in ESL methodology. At -the elementary school level it may be
easier to find ESL teachers who can handle centent Feachlng than it is at
the secondary level. One option at the secondary level is to provide

inservice training in ESL methodology to sub ject matter teachers.

At the classroom level, certain types of organizational patterns seem more

appropriate than others for content-based ESL instruction. Grouping for
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cooperative work on tasgs facilitates the acquisition of both concepts and
fanguage skills. In fact, grouping becomes a necessity in classrooms where
widely different proficiency levels are found; in ;uch classes peer
tutoring by the more proficient students‘is a natural outcome of

content-based teaching (Saville-Troike, 1984).

Instructional Materials. The need for content-based ESL materials was

expressed by most of the practitioneré interviewed. Locally developed
materials'wére reported in use in some school districts. Materials
developed elsewhere, such as the Canadian ESL Modules (Allen & Howard,
1981), may’have potential for adaptation to U.S. studeﬁts. Commercial
publishers are beginning to produce materials designéd for content-based

ESL instruction, such as English Across the Curriculum (Maggs, 1983) and

Odyssey (Kimbrough, Palmer, & Byrné, 1984); others are in the process of

development {Chamot, in press).

2

Student Characteristics. Perhaps the most important way in which

content-based instruction addresses student characteristics is by providing
motivational imﬁétus. De Avila and Duncan (1984), for inEtancF, believe
‘that science and math are of intrinsic interest to students because they
cut across cul;ures and are part of dailyilife experienéé eQerywhere.

Content-based instruction also addresses differing developmental stages by

focusing on concepts appropriate to age and grade levels of the students.
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APPROACHES: INTERVIEW RESULTS

As part .of the telephone interviews, two questions wave, asked about
igisfuctional approaches. Teacher trainers were asked which methodological
approach they emphasized in their ESL methods courses, and school districts
and.BjTingual Education Multifunctional Support Centers (BEMSCs) wera asked

which approaches to ESL instruction were recommended or in general use in

their schools. The second question, which was asked of school districts

and BEMSCs but not to teacher trainers, concerned the amount of the first
language (L) used for instructional purposes within or outside of the ESL

program.

As can be seen in Table 2, the® approaches most widely cited by school

districts, BEMSCs, and teacher trainers are the Audiolingual, eclectic,
Natural Approach, Total Physical Response, and general communicative
approaches. Eclectic was cited when the interviewee stated that no
particular approach was followed and that teachefs ad justed the curriculum
to fit their partlculaf students! needs. In describing the use of language
for instruction, most school districts and BEMSCs stated that the first
language was minimally used or used depending on the p;ogram and the

student/teacher combination.

Ly
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TABLE 2

APPROACHES
) RESPONDENTS
School Tchr
Question Response categories Districts BEMSCs Trainers Total
. (n=8) (n=8) {n=6) (n=22)
Approaches
Used or
Taught ,Audiolingual - 1 7 i 9
Eclectic it b 0 8
Natural 1 L 2 7
TPR 1 L 2 7
Communicative 2 1 3 6
Silent Way e 2 2 . L
Other 0 1 2 3
Cultural 2 . 0 0
ESL through content 0 1 “1 2
LEA 1 1 0 2
Peer teaching 0 1 1 2
Suggestopedia 0 g 1 1 2
Bilingual 0 0 1 1
CAl 0 1 6 1
CLL B 0 0 1 1
Concurrent 0 0 ] 1.
Use of LM N
for instruction L1 not used 0 1 0
T
L1 minimally used 0 L
A
L1 frequently used 0 0 P
P
L1 used depending on L
program and student/ 1
teacher mix 1 3 c
A
L1 used separately B
from L2 3 0 L
E
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11, ORGANIZATIONAL PATTERNS

-~

ESL is taught Qithin a variety of organizational patterns, including
differing models of bilingual programs, pull-cut programs, high intensity
language training (HILT) programs, tutorial. programs, cluster or magnet
programs, and various type; of immersion programs (Deluca & Swartzloff,
v198h). The choice of organizational pattern depends on a number of
factors, including number of students of the same language background at
each grade level, availability of specialist teachers and instructional

materials, and community and parental needs and preferences.

Within each type of organizational patiern; the delivery of ESL instruction
can vary widely in terms of scheduling, content, and methodology. In the
discussion that follows, the literature identified on organizational

patterns is discussed under three categories of program:

1. ESL within biiingual programs
2. ESL only programs

3.  ESL through immersion programs

Finally, the literature on classroom organizational patterns for ESL is
briefly reviewed and the links between classroom organization and

instructional approaches are described.

ESL Within Bilinqual Progqrams

ESL instruction is a required component of bilingual programs. In general,
ESL is scheduled for one or more class periods during the day, and for most
63
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of the remainder of the school day students receive subject matter

instruction in their first language (L1). Children often Join their

English speaking peers for those school activities requiring less English

Vo proficiency, such as art, music, and physical education. In transitional

. bilingual program models, children are mainstreamed into all-English
; classrooms as soon as they reach certain levels of English profiéiency.
Thus, the ESL progr;m serves to get children started in English and to
develop the types of English language skills that children need in order to

meet program exit test criteria.

The majority of bilingual programs serve the elementary school level,
though some school districts have instituted bilingual programs at the high
school level (Shore, léél; New York City Board of Education, 1981a, 1981b).
. In addition, some bilingual programs include non-LEP students in order to
promote two-way bilingual education and to reduce the isolation of LEP
students (San Diego Unified School District, 1982).
\ .
Organizational patterns which include English proficient students in
bilindgual programs capitalize on these human resources to hYelp develop the
English proficiency of their LEP classmates in a variety of ways. An
integrated bi}inguaf curriculum model in Boston -integrates both teaching
and learning by teaming the teachers and classrooms of English speakers
with speakers of another language at the sameugrade level (Brisk & wu;zel,
1979). Planned interaction, teaching, and learning between the two érougs
not only fosters positive attitudes but also provides important secohd
language input for both groups. Project SELL (Spanish/English Language
Learning) in New York City uses both English speaking and Spanish speaking
\students to serve as réle models and assist in developing second language

skills in their peers (Neidich, 1980).

ERIC " 50




Individualization of ESL instruction in order to meet students' individual
needs is a feature of some bilingual organizational patterns. In a3 New
York City school district serving four differgnt non-English language
. groups, for example, individualized instructional programs were developed
for English as a second language, as well as for Spaéfsh, Chinese, Greek,
and Italian (Rex, 1981). An individualized blilingual curriculum was
developed for children of migrant workers travelling between Té;as and
Washington which provides detailed planning and tracking features so that
children can continue in 2 sequential program even though they miss school
as a result of travel to a new location (Qeluca & Swartzloff, 1984).
Program individualization in order to meet different levels of bilingual
proficiency is part of the bilingual o.ganizational pattern in Washington,
where ESL as a separate component is offered only to Spanish dominant
students, and bilingual students are provided with language development

components in each landuage (Hewlett-Gomez, Rawson, Bailey, Crosbie, &

Arambul, 1980).

Individualization of a program in order to meet student needs can also be
seen in innovative scheduiing such as that of a program in Yakima,
Washington. During the seasonal periods when migrant teenagers must work

during the day, high school courses in both Spanish and English are offered

-

at night so that students do not fall behind in school (L. Cordero, Yakima

teacher, personal communication, 1984).

In California a study is currently underway of four different schools with
bilingual programs in which a carefuily documented transfer program from

nearly all first language instruction to nearly all second language (L2)
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Instruction Is being Implemented (California State Department of Education,

11984af. In these programs, students begin with a combination of native
language instruction and ESL, then move into "sheltered" English, which is
special instructinn designed to be comprehensible to LEP students.
Gradually students .egin to receive some mainstream English imstruction
until they can be completely mainstreamed. A similar type of transfer
curriculum was proposed by Chamot (1983) in which ESL instruction merges
into English language development in the various subject areas in a
sequence that links English proficiency levels to the ﬁanguage demands of

particular content areas.

One difficulty in implementing bilingual programs occurs In communities
where there is more than one non-English language spoken. Often thare i
not a‘cqncentration of a single language group large enough at one scheol
or grade level to make it feasible to develop a full-scale bilingual
program. This problem has been addressed in a variety of ways, from
instituting ESL programs with some native ianguage support to using a
center approach to bring togethar LEP students from different schools in an
are;. In Okaloosa County, Florida, for example, a central bilingual
elementary school has been designated to which chiidren from other schools
are bused (fhompson, 1980). At this school, bilingual progréms in French,
Vietnamese, Spanish, and Thai are offered. For high school students, a
central school offers ESL before the regular school day begins, and aides

who speak the languages of the various linguistic groups attend class with

individual students to provide translation and explanation in the L1.
Thus, the ESL component in bilingual pregrams is organized in a variety of
ways, ranging from pull-out ESL classes which focus on the development of

12
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listening, speaking, reading, and wrlt?ng skilis in English, to integrated

curricula in which concepts initiated in the L1 are transferred and further

1

developed in English content areas.
! <&

- AW

Separate ESL-Only Programs

In some gchool districts the &£5L program stands alone rather than being a
component of a bilingual program. Separate ESL-only programs are also
organized in a variety of ways, depending on number of LEP students, thejr
lariguage backgrounds, their grade Ie;eis, and the. availability of
specialist teachers. Some of the options reportéd in the literature are:
tutoring by itinerant teachers, cluster schools or language centers,
shelﬁered or alternative content classes, ESL classes at the home school,
agd High Intensity Language Training or HILT (Virgin}a State Department of
Education, 1981; Montgomery County Public Schools, 1980; 'San Francisco
Unified School District, 1984).

. - L -
Tutoring is jhe op;ipn generally chosen by school districts with small

-

numbers of LEP, students. Examples of this tybe of program.can be fcund in

Marshalltown, lowa and in Muscogee County, Georgia, where tutoring services

for LEP students are provided by itinerant teachers who go from school to

school to provide ESL instruction to individuals or to sm2ll groups of

students (Thompson, 1980).

School districts having larger numbers of LEP students bug without
sufficient concentrations at any one school may opt for a cluster school or
language center approach. This type of organizational patterns calls for a

school designated as an intensive English language center. Students are
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bused tq it from surrounding schools for part of the school day, or they
attend fhis school exclusively during their flrst year of schéol In the
U.S. 1n this way, specialist teachers and resources can be concentrated in
a single location. Boulder, Colorado has a Center for Non-Engl ish-Speaking
Students (Thompson, 1980), San Franciséo has a Newcomer High School (L.
Stack, personal communication, 1984), and Seattle has a Newcomer Center
(Placer-Barber & Luna, 1981). The learning center model is also used for

ESL students in Canada (Wakefield & Yeung, 1978).

The sheltered class (California State Department of Education, 1984a) and
alternative content (Montgomery County Public Schools, 1980) models are
similar. In these, LEP students with some English proficiency attend
content area classes (such as history or science) especially designed to
proJide them with comprehensible instruction. Features of this type of
program are that the language of the content is simplified to make it
comprehensible to LEP students. ‘Teachers with training in ESL methodology
provide the instruction, and»oqu LEP students attend the class (rather
than being mainstreamed. and hgving to compete with proficient English
speakers).v Some school districts such as Fairfax County, Virginia, and
Montgomery County, Maryland, have developed their own materials for such
alternative content classes. The sheltered class and alternative content

model bear similarities to the immersion model in instructional approach,

‘but students may be of many different L1 backgrounds and the teacher is

generaily not bilingual (much less multilingual).

Heavily impacted schools with large numbers of LEP students from a variety
of L1 backgrounds may choose to set up ESL programs within individual

schools. Thus an eleméntary school might have special ESL classrooms or

i
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resource ruoms in which LEP children can spend part of thefr day receiving
intensive instruction in English appropriate to their age and grade level.
Having several ESL teachers located at a single school provides additional
resources and makes it possible to coordinate the program, building on the
expertise and talents represented amongst the teachers. This model has
been developed for Fairfax County; Virginia, where ESL teachers teach
several classes each day in their srea of specialty; such as vocabulary and
grammar, composition and content subject reading, functional literacy,
listening and speaking, or study skills (Fairfax County Puglic Schools,
1981). At the elementary school Iével, the advantage of having ESL
teachers as part of the permanent faculty is that they can coordinate with
classroom teachers mo}e easily and thus teach ESL students the specific
language skills they willineed for their all-English classroom.

The High Intensity Language Teaching (HILT) model is widespread at the
secondary level. In this pattern, ESL students receive intensive train}né
in all language skills for a significant portion. of the school day. In
some Virginia school districts, for example, beginning secondary ESL
students typicafly receive three hours of ESL instruction a day QUring
their First year of enroflment, then two hours of ESL instruction during
their second year (VWirginia State Department of Education, 1981). This
model permits sched;ling large blocks of time in which ESL students can
develop the language ski!ls appropriate to their proficiency level and be
mainstreamed on a subject by subject basis. Initial mainstreaming into
linguistically undemanding classes such as art, physical education, music,
and shop is widened at the secondllevel to include subje;ts'éuch as math
and even science. This. organizational pattern also permits bilingual or

sheltered classes in linguistically demanding content. areas such as U.S.

History and State Government.




An examﬁle of ths pattern is found in El Paso, where junior and senior high
school LEP students move through a carefully planned sequence of courses
which begins with intensive blocks of ESL iﬁstruction and gradually adds
content courses (Apodaca, 1985). A ﬁnique feature of ;his‘program is the
avaulabnllty of two preliminary courses for each content area that prepare
students for mainstreaming. For instance, students take both an ESL course
in English for Mathcaatics anégg sheltered mathematics class with
appropriate content for their grade level before they are mainstreamed into
mathematics classes. The same procedure is followed for science and social
studies, and even in the language arts area students make the transition
into their first non-ESL English class through a sheltered English class

taught by an ESL teacher.

Separate ESL programs are varied and share many features with ESL programs
within bilingual education settings. In addition, some intensive ESL

programs advocate an instructional approach that integrates language and

content, much as immersion programs do.
<

ESL Through lmmersion Programs

A considerable amount of research has been conducted on language immersion
programs, bué vi;tually all of it has reported on programs in which
language majority children are learning a Foreién language through
immersion. In a recent publication on_studies in immersion education for
U'ST educators, for exaﬁple, the research reported is limited exclusively

to French immersion for English speaking Canadian students and Spanish

immersion for English speaking U.S. students in California (California
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State Deéartment of Education, 1984b). The appiicability of the foreign
language immersion model to ESL programs in the United States is currently
under study. .
fJ

An early English'immersiqn program for Spanish speaking kindergarten
children in McAllen, Texas was described by Baker and deKanter (1981) as a
model for ''structured immersion," defined as a program in which instruction
in all subjects is provided in English that is geared to the proficiency
level of the students, by a teacher bilingual in English and the home
language of the students. This original definition did not provide for any
instruction in the first language; although children were allowed to
address the teacher in their first language, the teacher's responses were

to be in English only.

More recently, a naéional longitudinal study to describe and evaluate the
effectiveness of immersion programs for !anguéée minority children has been
initiated. Immersion programs that have been identified For'tﬁis s tudy
include several sites in Texas, Californ{a, and Florida (D. R;mirez
(project director), personal communication, 1984). The results of this
study will provide comprehensive descript;ons and information on
effectiveness of the immersion model for language minority students in the
U.s., but from the initial description, it is apparent that this
organizational ;attern is suitable only for schools in which all students
share not only the same L1 but are also atﬂabout the same level of English
proficiency. Ideally, it is a program which begins in kindergarten and

continues through the elementary grades with no influx of new students of

_limited English proficiency once the immersion cohort has progressed beyond

the kindergarten or first grade level.
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Although in its original definition the U.S. (though not the Canadian)

immersion model does not use the L1 for instruction, this is not the case
in tﬁe new immersion programs getting underway. The original McAllen
kindergarten program, for instance, had one hour a day of instruction in
Spanish (E. Hughes:?;:gs:;m director), personal communication, 1983), a
pilot program#in Miami has one hour a:.day of Spanish (D. Ramirez, person§| : |
commﬁnication, 1984), and a pilot bilingual immersion program in El Paso

provides cognitive development instruction in Spanish (El Paso Independent

" School District, 1984).

Hernandez-Chavéz (1984) describes some of the critical differences between
immersion language education for English speakers, which he terms
enrichment immersion programs, and those for language minority children,
which he terms displacemenﬁ immersion prograﬁs. In the first, the child is
enriched through a bilingual program in which early emphasis on the L2
gradually lessens until instructién fs balanced between the L1 and the L2.
The goal of such an enriéhment program is’to promote bilingualism.
Displacement immersion programs, on the other hand, may start out by using
some of the L1, but the uitimaty goal is‘to replace it with the L2. In
,this they share many features of transitional bilingual education programs,
but the emphasis is on intensive, content-based L2 _instruction from the

> -

beginning.

Current immersion ESL models are located in statés where the langquage-
minority population for the most part shares the same LI. In areas,
especially urban areas, which have multilingual L1 backgrounds, the

classical description of immersion as an organizational pattern begins to .
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chénge, Met (1984), for i;stance, equates immersion with an instructional
approach which emphasizes content-based instruction, and this can be
implemented in situations where multilingual L1 backgrounds are present.
Saville-Troike (personal communication, 1984) also advocates a
content-based approach in multilfngual, multi-proficiency level classrooms,
but does rot identify this essentially instructional approach with the

organizational pattern of immersion.

Hernandez-Chavez (1984) specifically describes some of the variations of
thé immersion model‘in the United States. For instance, he recoémends the
immersion model for secondary level students who have benefitted from
strong L1 instruction. He also recognizes the practicality of immersion in
ethnicallj mixed situations in‘which, for practical purposes, bilingudl
education is not feasible. An interesting variation is the Title VIl
Demonstration Project in San Diego, Califo;nia (san Diego Unified School
District, 1982)., In this program; an integrated approach to foreign
language education and bilingual education is being implemented. English
speaking students undergo an immersion experience in Spanish with Spanish
dominant classmates who are acquiring subject matter in their L1. Spanish
dominant students have the opportunity to develop their academic skills in
their L1 first, and then move progressively into instruction in English.
In this modél, peer role models and cooperative Ieérniné opportunities
‘develop an interdependence between the two language groups. ;

Elements of bilinguél'education are ajﬁo apparent in the new pilot
immersion program in El Paso, Texas (E! Paso Independent School District,
1984). Although most instructional time is devoted to EnQIPsh, an
important part of the curriculum is the development of thinking skills in

the Li. An interesting sidelight om this new program is the information

79

i 83




that at least one fourth grade English Immersion teacher is receiving

students that-have already developed literacy and learning strategy skills

in their first language, and so the new immersion experience in (mostly)

, English becomes an exercise in how to transfer L1 concepts and_skflls to

the L2. The teacher is concentrating on the development of such traasfer
skills this year, in the conviction that by the fifth grade, students will
be able to operate successfully in English content subjects (E. Amato,

personal communication, 1984).

One conclusion to be drawn from the rich variety of organizational patterns
within different types of programs anq’f;e fact that programs labelled
"bilingual," NESL,'" or "immersion'' in fact share many of the same féatures,
in thaf comparison of program models is exceedingly complex. Even to
identify-fhe type of program to be compared is problematical, for the same

name is often given to programs whose characteristic features are

significantly different.

Classroom Organization Patterns

Although this chapter has focused on organizational patterns at the
programmatic level, issues of classroom management and organization also

appeared in the literature reviewed.

Choices in ESL classroom organization are ?nflugnced by factors such as the
instructional approach used, student language proficiency levels, and the
presence or absence of flulnt English speakers in the class. Thus, an
auduolingual class tends to be completely teacher-directed; the teacher

provides the language model and the students repeat the pattern, often in

unison.
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Communicative language teaching, on the other hand, favors extensive small
group work in which students work on task centered activities and have
ample opportunity to talk with each oiher; during such accivitigs the
teacher acts as resource and facilitator, rather than class director. When
different levels of language proficiency are present in a single class,
teachers can group students by proficiency level and can also provide

individualized instruction when needed.

But grouping by -proficiency may not be éhe best way of organizing an ESL
classroom for all learning activities. Commudication activities, for
example, may be more effective when less proficient students are grouped
with more proficient ones who can take the lead in directing the activity
and in serving as language models. More fluent English speakers can be
used as a resource in.peer ftutoring, which becomes a virtual necessity in a
content-basea approach in classrooms wheie students are grouped by grade
level rather than English proficiency level (Saville-Troike, personal
communication, 1984). Peer tutering has been found to be a cost-effective
intervention in the improvement of math and reading achievement of English
speaking elementary children (Levin, Glass, & Meister, 1984), and its use

with LEP children can be equally effective.

Helgenen (1983) pe!iéves in an eclectic approach to ESL class organization,
and recommends a variety of grouping strategies for different class
activities. Small group activities and pair (or, in his term, duet) work
are seen as especially advantageou§ in developing speaking and listening
skills, whereas solo actiyity Is the recommended grouping for reading and

writing. As a subset of solo activity, he describes solo-automated
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activity, in which an individual interacts with audio or video tapes -(and
presumably computer assisted instruction), and récommends this grouping

method . for -listening and writing activities.

Grouping for instruction requir;s certain classroom management techqiques
on the partyof the teacher. Elementary school teachers tend to have more
training in grouping strategies than secondary teachers, and may therefore
find it easier to manage multiple groups in the ESL classroom. Teachers
also need to develop cultural sensitivity to student characteristics in
assigning individuals to group activities, for not all students may feel
comfortable with the composition of the group or even with the notion of a

class activity that is not teacher-directed.
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ORGANIZAT)OMAL PATTERNS: INTERVIEW RESULTS

As can be seen in Table 3, school districts and BEMSCs reported that
oilingual education was largely supported, followed by a preference fior ESL
education. The BEMSCs were also asked about provisions'for ESL in-service
training to which they responded that Natural Language Approach, ESL
through content, and adapting materials for ESL were the areas preferred
for ESLiin-service. The BEMSCs also identified the existence of

!
outstanding ESL programs in their regions.

School districts were asked about the time allotted for ESL instruction,
entry/exit procedures for bilingual or ESL programs, and the type of
program§organization that they had for LEP students. Five of the eight
school Jistricts responded that the time allotted varies from 2 to 3 years.
Three dkstritts provide ESL daily as i1ong as necessary. For entry
procedur&s, oral proficiency testing iﬁ English only was preferred, while
oral proficiency testing combined with tests of reading or other tests were
preferre; for exit. The type of program organization for LEP students

cited byj school districts were pull-out ESL only, and various programs such

as ESL, b}lingual, pull-out, and immersion.




Table 3

ORGAN | ZAT1ONAL PATTERNS

Question Source' Response Categories , Number
] ;
Type of Schlol Placed with bilingual teacher 1
program Districts Pull-out ESL only 2
organization (n=8) Various ESL only: self-contained
Jfor LEP pull-out, centers, etc. }
Various; ESL, bilingual, pull-
out, immersion, etc. 2
3 No response 2
:1.
Provision REMSCs Language Acquisitior Theories 2
of ESL (n=8) ESL Teaching Methodologies:
in-service o Natural Language Approach 4
training o ESL through content 4
o TPF ' 2
o Story telliing i
Developing Skill Areas:
o Reading 2
o Writing 1
o Speaking i
Adapting Materials for ESL L
‘ Introduction to ESL 3
/ Teacher Sensitivity 1
! . Other 6
Time allotment School ESL daily as long as necessary 3
for ESL Districts Varies: 2-3 years 5
.instruction (n=8) District specifies maximum 1
No response 2
" Existence of BEMSCs No 1
outstanding (n=8) Yes; 1-2 programs 2
ESL programs Yes, 3 or more programs 3
in area No response 2
Entry/lexit School Entry
procedures Districts
for bilingual (n=8) Oral proficiency testing in
or ESL English only 3
programs Evaluated in L1 in content areas 1
Parental requests 1
L1 dominance 1
3

No response
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Question Source Response Categories Number
Exit
Oral proficiency testing combined
with tests of reading or other 3
. CAT test w/recommendations 1
No response 4
RESPONDENTS
) Schoo! BEMSCs
Question Response Categories Districts ,
(n=8) (n=8)
Philosophy Little or no’support for .
regarding bilingual education 1 3
bilingual Bilingual education supported 5 3
education Preference for ESL 3 3
vs. ESL or Choice of bilingual aducation
mainstreaming vs. ESL dependent on concen-
of LEP tration of LEPs 0 1
students Mainstreaming supported 1 2
Against mainstreaming 0 : 2
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IV. ESL INSTRUCTIONAL MATERIALS

A variety of instructional materials are available for ESL, and new
publications appear regularly. Commercial publishers have traditionally
developed mater{als aimed at the overseas English as a foreign language
(EFL) adult student. A few materials have been developed for the child
studying EFL in other countries, but the concentration has been on the
older student. VWith increasing numbers of foreign students studying at
intensive English centers attached to many U.S. universities, ESL books
aimed at the foreign university student began to appear. Then, with the
flow of refugees and immigrant; Eo the U.S., ESL textbooks to develop
survival skills in English began to be developed'for adult education
courses. Until recently, the needs of the school age LEP population in the
u:S. was largely ignored by commercial publishers. ESL students in U.S.
schools had to use textbogks that were planned for use in other countries

and that tended to emphasize oral language skills, generally presented in

audiolingual exercises.

More recently, since about 1978, commercial publishers have begun to
consider the needs of LEP students in UY.S. public schools, resulting in
increased publication of materials specifically designed for these
students. The newer instructional materials include: basal series at the
elementary, secondary, and adult levels; supplementary matérials to develop
areas such as reading, writing, listening, communication, study skills,
survival skills, pronunciation, grammar; teachers' guides describing

complete ESL courses; and computer software which ranges from supplementary

single skill lessons to fully developed ESL courses.




This review focuses on the more recent ESL instructional materials, in
particular those developed to meet the ﬁeeas of U.S. LEP students at the
elementary and secondary levels, Some of these ﬁaterials have been
published within the last year, are not yet widely known, and have not yet

gone through the state or local adoption process.

Space limitations preclude the inclusion of the complete range of recent
ESL instructioral materials, and so certain selection criteria have been
applied. As mentioned above, only recently published in;tructional
materials are included, and ‘'‘recent" refers to ‘the period since 1875.
Because the multitude of supplementary books published recently made their
inclusion impossible for reasons of space, this review is limited to ESL
series of two books or more, books for ESL teachers (resources, curricula,
lesson plans), and occasional materials which address underserved
populations or approaches.
~

Through interviews and other direct sources, references were obtained to
some locally developéd ESL materials. These proved difficult to acquire in
most cases,-however, and so could not be inﬁluded in this review. Another
difficulty encountered was in reviewing ESL computer software. Software
publishers do not normally provide review copies of programs, sO that
information on CAl has had to rely on published annotated bibliographies of

software.

" This chapter first describes recent ESL series developed for elementary
school LEP children, then those published for high’ school (and sometimes
adult) level, and finally, teacher's guidebooks for ESL courses at various
levels. ‘
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Instructional Materials for the Elementary School

The elementary school ESL series reviewed present the four language skills
in an audiolingual sequence: |listening and speaking first, then after a
delay which can last a whole school year, reading and finally writing.

This is a reasonable sequence for ESL programs that begin at the

" kindergarten level. Typically, elementary series consist of four to six

student books, teachers' guides, workbooks, audiotape cassettes, and, in

some cases, posters or picture cards.

All of the series reviewed contain audiolingual exercises, but the degree
to which they are emphasized varies. Series in which the content is
organized aréund grammatical structures tend to have more exercises and

drills of the audiolingual ‘type. Learning English as a Second‘Lanquagg

(Firkel et al., 1979), for instance, has a strong structural orientation

and a definite commitment to the idea of habit formation. American Start

with English (Howe, 1983) emphasizes structures and vor .bulary, with a

heavy emphasis on reading and writing, and is apparently intended for large

classes with few opportunities for games or action centered activities. 1

Like English (Gay & Sintetoé,.1981) is also a grammatically structured

series, and is audiolingual in its approach. Steps to English (Kernan,

1983) is also organized by grammatical structures, presents audiolingual
exercises, emphasizes reading and writing at the upper levels, and in
addition provides a variety of pictures and photographs that can be used to

elicit communication.

100




A combination of approaches and content organization is found in some of

the elementary series reviewed. Reach Out (Donnelly,‘l982), while
basically audiolingual in approach, s organized around language functions
at the lower levels. Reading and. writing are emphasized at the upper
Ievelg of this series, and higher level reading selections are content

oriented, covering topics on science, math, history, and geography. Yes!

English for Children (Mellgren & Walker, 1983) combines a functional with a
grammatical organization. Audiolingual activities are supplemented with
communicative activities, and the teacher's guide provides several
suggestions'for getting children to communicate. The organization of New

Routes to English (Sampson, 1980), which is designed for upper elementary

and secondary levels, is partially functional and partially grammatical,
and the teacher's guide provides information about errors to expect and

when to correct them.

-

Big Bird's Yellow Book (Zion, 1984) is the first of a new six book series

for elementary ESL which is based in large part on Cummins' (1980)
distinction between Basic Interpersonal Communication Skills (81cS) and
Cognitive/Academic Language Proficiency (CALP). Instructional approaches
recommended by -this series include audiolingual and Total Physical Response

(TPR); content area skills are added to the four language skills.

In addi;ion to textbook series, three kits used for elementary ESL
instruction were reviewed. Kits generally consist of a detailed teacher's
guide, test books for students, a student profile or achievement tracking
chart, and supplementary‘materials wh!ch.can include picture cards,

concrete objects to manipulate, puppets, and student workbooks. Kits are
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| ’ particularly helpful in providing suggestions and sequence Fo} developing

oral language skills.

IDEA Oral Lanquage Program Kits (Ballard & Tighe, 1980) can be used to

develbp listening and speaking skills at both elementary and secondary
levels. Both grammatical structures and language functions are addressed
in these kits, and instruétional appr;aches include audiolingual exércisesa
cognitive activities, Natural Approach, TPR, and oral communicative

activities.

Peabody Language Development Kits--Revised (Dunn, 1981) are designed to

* develop the oral language skills of primary gradé children. These kits
were originally intended for use with native English speaking children, but

they are used extensively in ESL as well.

Rainbow Collection: A Natural Approach to Teaching English as a Second

Lanquage (Marino et al., 1984) is, as the title implies, a kit that
implements the Natural Approach, baged on Krashen's (see Gingras, 1978)
I nput Hypothésis. The activities included are mainly communic;tive in
nature, and deal with topiéé relevant to the sqcial and developmental needs
of children. Each activity is color coded to the stage of language
acquisition for which it is appropriate - pre-production, early prqduction,
speech emergence, intermediate fluency, and expanding activities. A few
content area topics are also included.

*

Secondatxrgevel ESL Series

*

Secondary ESL series generally include four to six levels of student books,

teachers' guides for each, workbooks, and audiotape cassettes.. Some series

we - i
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also have posters,- picture cards, flash cards, tests, and in one case, a

management .checklist system.

L]

As- with elementary ESL series, the instructional’ materials reviewed for
older students also tend to include combinations of approaches, and
audiolingual.exercises can be found side by sihe with communicative ones.
All four language skills tend to be presented at oncé, however, unlike
traditional audiolingual texts which preseqted only listening and speaking
exercises for a considerable length of time: Languaﬁe functions are
presented as well as grammatical structures, and some content-based
activities are present in most current series. The series differ in the
retative weight and emphasis given to each component and type of
organization.

Several of the series reviewed which initially had been identified as
suitable for the secondar9 level seemed, upon examination, to be designed
primarily for aduit students. They could be used with high thool
students, but the content and topics presented do not relate specifically
to the secondary Ieveﬁ curriculum. English Alfa zHoughton Mifflin, 198{);
for example, has an emphasis on literary reading selections and preparation
for standardized ESL tests. Bridges to English (Woodford & Kérnan! 1981)

N
has a heavily structural and audiolingual orientation, and states that it

has been designed for adults. World English (Jovanovich & HMorris, 1982),

which is organized by both grammatical structures and language functions,
seems to-be designed .for adults because the characters and story lines

feature adults in various occupations. English for a Changing World (Banks

et al., 1984), which is organized primarily by language functions and

provides some communicative exercises, also seems more suitable for adults
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because of its illustrations and exercises. Milk and Honey: An ESL Series

”

for Adults (Lanzano & Bodman, 1981) is, as the title indicates, designed

for adult students, but might also have some usefulness at the high school

level because of its emphasis on communicative language teaching.

A number of series are designated as suitable for either adults or

secondary students. An example is Everyday English (Krulik & Zaffran,

1980), which is mainly audiolingual (though somewhat functional) in
approach, and has a heavy emphasis on reading and writing. Pathways to
English (Allen & Voeller, 1984) is organized by grammatical structures and

a

language functions and provides some communicative activities. New

Horizons in English (Mellgren & Walker, 1980) is organized by functions,

notions, and grammatical structures. This is the second editioq of this

series, and revisions have incorporated feedback from students and teachers

using the first edition. This type of field-based revision process is also

reflected in New InterCom (Yorkey et al., i98h), which differs considerably.

from the first editien (English for International Communication, 1978) and
has added a functional language organization to the original thematic and

structural one.

Three recent ESL series for secondary and adult students include
content-based topics and activities within a language development
In fact, the type of content included makes these series

particularly appropriate for the secondary level.

framework.
0dyssey (Kimbrough et
al., 1984) alternates language topics with science and social studies

topics 4s vehicles for presenting language structures. English Across the

Curriculum (Maggs, 1983) covers the vocabulary needed for content area

sub jects and basic skills related to academic areas. Skill Sharpeners for
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ESL Secondary Students (De Filippo et al., 1984) provides a variety of

exercises designed. to davelop English study skills needed for different

content area subjects.

Books. for ESL Teachers

Books for ESL teachers included in this review%%re those containing direct

reference to specific lessons, activities, or plans. Methodology textbooks

used for teacher training were not included, though some resource books did

contain methodological comments in the introductory pages. Some of the

books reviewed in this section were produced at the local of state level,

which might limit their availability in some cases. Because of the.
diffizulty in obtaining locally produced materials which have not been

commerically-published, the selection acquired for this study is not

comprehensive.

Resource books for ESL teachers typically contain information on teaching
LEP students, sources o% information on curricula and materials,
descriptions of program organization, information on tests and assessment,
bibliographies, reprints of articles, and sample ESL activities. Examplgs

EA
of this type of resource book are ESL Information Packet (National

Clearinghouse for Bilingual Education, 1983) and ESL Activities Sourcebook

(Chicago Boarg of Education, 1979).

.
*

Information about the second language learning progzgi‘ang its application

to teaching ESL is contained in resource books such as feiching the

Spanish-Speaking. Child: A Practical Guide (Crandall et al., 1981). Three

related resource books intended for use as training materials for
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mainstream teachers of LEP students have recently been developed: A

Classroom Teacher's Handbook for Building Enqlish Proficiency; A Trainer’'s

Guide to Building English Proficiency; -and A Resource Book for Building

English Proficiency (Guillen, 1985).

Pl

Curriculum guides vary in the type of components included. Some provide
information about instructional approaches and organizational patterns, and

these are discussed in the relevant chapters. Some ctrriculum guides also

provide sample ESL lessons or descriptions of units, such as Lau Curriculum

-

Guide for Teaching English as a Second Lanquage to ltalian Speaking

Students (Chicago Board of Education, 1978). %

~
i
¥
Other ESL books for teachers prov(de detailed lesson plans for teaching a

sequence of ESL lessons. 1In Follow the Leader: English for Speakers of

6 P
Other LafiQuages (Oklahoma State Department of Education, 1982), lessons are

organized around a monthly theme and include Some content areas and
suggestions For‘fross-cultural activities in grades K-12, Also spanning

all grade levels is English as a Sescond Lanquage Activities Packet
\

(Vendrell, 1982), which focuses on the development of oral skills through
audiolingual techniques. Survival skills for the secondary level are

I
addressed in the lessons described in Teacher's Handbook for English for

Living: A Set of Materials Designed to Teact Ccping Skiils and Lanquage

Skills tn Adolescents for Whom English is a Second Lanquage (Wellman et

al., 1979).

Three of the teacher's books reviewed specifically focused on recent

methodologies in their description of ESL lessons. ESL Operations:

Techniques for Learning While Doing (Nelson' & Winters, 1980) develops
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listening, speaking, and vocabulary skills of secondary and adult students
through commands based on the total physical response (TPR) approach.

Teaching Enqlish Through Action (Segal, 1981) also uses TPR in detailed

lesson plans to develop listening, speaking, and vocabular?&aﬁills for both

elementary and secondary students. Open the Lights (Carﬁufhgf52{13§2) is

a detailed teacher's guide for activities designed to develop all four

b

t,
language skills by relating them to both the cognitive and comidnicative

nzeds of young children in grades K-2.

In conclusion, there is substantial variety in current ESL instructional
materials. An emerging trend in the most recently published materials
seems to be in the direction of organization by language functions,
inclusion of communicative activities, and development of content-based

lessons. ©
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INSTRUCT IONAL MATERIALS: INTERVIEW RESULTS

Interviews with representatives from BEMSCs and local school districts
elicited information about instructional materials in current use. Many of
the materials cited in the interviews were published prior to the 1978 cut

of f date set for inclusion in the Review of Current Literature on English

as a Second Language (Chamot & Stewner-Manzanares, 1984). This was the

case for Big E~(Garcia & Gonzales-Mena, 1976), CORE English (Slager & Wolk,

1971), and English Around the World (1970). Conversely, recently ESL

textbooks such as Reach Out (Donnelly, 1982), Open the Lights (Carruthers,

1982), skill Sharpeners for ESL Secondary Students (DeFilippo, et al.,

1984), English Across the Curriculum (Maggs, 1983), Rainbow Collection

(Marino et al., 1984), New InterCom Yorkey et al., 1984), and gigygiggli
Yellow Book (Zion, 1984) were not mentioned, perhaps because they were not
yet known to the persons interviewed. Note that while some texts were
cited as being currently used, they were not always recommended for use by.
the school district or the BEMSC interviewed. Some texts which were
recommended such as Eng[ish Alfa (Houghton Mifflin, 1981) were not cited as
being used. Of those school districts asked -if there were locally

developed texts in use, the majority responded that "there were.
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INSTRUCTIONAL MATERIALS

RESPONDENTS

School
Name of Text Districts Recommended? BEMSCs
(n=8) (n=8)

Elementary
Big E 1 P 0
CORE English i 0
English Around the World 3 X 1
1DEA Ki;s 3 X 0
| ‘Like English 1 X 1
Steps to English 0 2
Yes! English for Children 2 2
Secondary
English Alfa 0 X 0
Engli}h for a Changing World d it 0
Live Action English (TPR) 1 X 1
Néw Hori;ons in English 2 X 1
Others 84 it
No Response N 2 L
Locally Developed Texts?

Yes 5

No 1

. NOT APPLICABLE

Don't Know 0

No Response . 2




-l
N

V. LANGUAGE LEARNING THEORIES |

~ This chapter covers lanéuage learning theories that underlie the
pedagogical approaches described in the first chapter. The criteria for
including a given theory were (1) that the theory supported one or more of
the instructional approach(es), and (2) that the theory be cur;ent. While
criterion (2) was relatively easy to. fulfill, criterion (1) was not. We
found that many current theories were only. indirectly related to

instructional approaches. However, we have inciuded them to provide the

reader with a full description of the range of issues currently being
addressed by theorists. Where appropriate, we have indicated when a
particular theory or category of theories applies to instructional

approaches.

~0ther' lanquage learning aspects identified in this' section were
developmental fdctors, cognitive styles, ethnolinguistic background,
culture, socioeconomic status, and sociolinguistic factors. Where
applicable, we have also included brief descriptions of experimental

studies that support a given theory.

Language learning theories can be classified intc three categories:
biological/neuroiogical, cognitive, and socio-affective. The theories as

they were categorized appear below:

Biological/Neurological

Cognitive
Developmental
Cognitive Styles and the Metaset
Interdependence ’
Student Functional Proficiency,




Creative Construction
*Intelligence .
Interlanguage

Transfer
Information Procéssing

Socio-affective
Affective
Socio-cultural
Acculturation
Optimal Distance Model
Code-switching
Oiscourse Analysis °
Communicative Competence

Monitor Model

Fillmore and Swain's Interactionist Model

The Monitor Model and Fillmore and Swain's Interactionist Model were not
caxegorizéd as both models draw on all three categories. Of all the
models, these two addressed the greatest number of student characteristics

and only the Fillmore and Swain model applied to children as well as adults

learning a second lahguage.

. While other models address more than one characteristic of the iearner and

the language learning situation, most have a major focus in either

biological/neurological' factors, cognitive factors, or socio-affective
factors. For example, Schumann's theory of acculturation recognizes fhat
there are developmental and cognitive factors, but copcentrates on
socio-affective factors to explain variable second language profiq}ency of
adults living in the target culture. Few models attempt to explain more
than one or two aspects o; language learning. As a result, few theories

are complete theories of language learning. Most theories evolve out of a

single issue such as age, cognitive deficit, or differential academic

achievement.




The Monitor Model and Fillmore and Swain's Interactionist Model are two
_theories that attempt to integrate bloLoglcil/neurological, cognitive,
linguistic, and socio-affective aspects of language Iea;ning. Even so, the
Monlitor Model applies only to adults learning a second or foreign Iangqage.
Theories of language have also been included, but only as background to the
language learning theories that are based on them. For example, Error
Analysis and Contrastive Analysis have been discussed under '"lInter-
language.'" Discourse Analysis has been provided a4 background for the

"Communicative Competence' theory.

Iln addition to the literature search, interviews with theorists were
conducted in order to obtain the latest information regarding changes in
the theory or experimental evidence supporting the theory. Where
appropriate, the latest article on the theory was included in the annotated

bibliography.

The table below displays pedagogical approaches and theories that underlie
them. In some cases, the language learning theo;ies behind a given
approach were explicitly stated by the proponent(s) of the approach. In
other cases; no particular theory was explicitly mentioned, but the
description of the approach clearly suggested a theory. 1h two cases, the
Language'Experience Approach and Fhe New Concurrent Approach, some of the
language learning theories upon which the approaches are based are not
clear.ﬁuln these cases,\a theory was as§lgned based on the déscription of

the approach and other background information related to the approach.
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These cases are indicated by parentheses around the theory in question. It

is clear that proponents of pedagogical approaches do not always explicitly

identify the underlying language learning theories.

PEDAGOGICAL APPROACHES AND UNDERLYING THEORIES

Audiolinqual

Behaviorism
Transfer

"Silent Way
Cognitive .
' cLL

Affective
- Communicative Competence

Suqgestopedia

Affective

LEA

(Cognitive)
(Communicative Competence)

New Concurrent

A Code switching
(1nterdependence)
Transfer

TPR
Biological /Neurological

Affective
Communicative Competence
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Notional/Functional

Pragmatics
Sociocul tural

Communicative (CLT)

Communicative Competence

Sociolinguistic/Discourse
Analysis

Monitor Model

Stratebic Interaction

Sociolinguistic/Discourse
Analysis

Communicative Competence

Affective

Natural Approach

Monitor Model
Communicative Competence
Affective

Cognitive

Cognitive

. Content-based

Cognitive
Communicative Competence
Affective




B10LOG!ICAL/NEUROLOGICAL THEORY

Studies in cerebral organization bring several issues to the forefront that
are important to language learning.” One issue is the optimal age for
learning a second language and the second is the effect ,thét language
learning under different circumstances has on the neurologicul organization

of the brain.

The Age |Issue. The age issue stems from the observation that childPen seem

to learn a second lanyuage better than adults. |t was thought at one time
that a second language could not be learned after puberty (Lennebprg,
1967). Recent research has shed light on Lenneberg's critical age
‘hypothes{§ by showing that brain lateralization or the dominance of one
cerebral hemisphere over another begins before birth and may be complete by
age five (Krashen, 1981). Krashen reports that Fhere is evidence that brain
lateralization follows a developmental course whereby the degree of
lateralization increases until age five and certain aspects of language are
not entirely assigned to the left hemisphere until puberty. This means
that a learner's ability or inability to acquiré a second language at

certain ages is not necgssa}ily tied to lateralization.

Seliger (1978), also citing studies in brain lateralization, proposes.a
"multiple critical periods' hypothesis. This theory holds that the ability
to acquire language is determined by cerebral plastlﬁity or the brain's
capacity to reassign different areas to carry out certain tasks. Since
differential recovery from aphasia or language "impairment is found‘ for
patients of differeﬁt ages, Seliger reasons that learning capabilities are
ndt lost at oncé and that there are diverse ;riticaf periods when different

aspects of language are more easily learned.
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Wwhile the biological/neurological literature shows that the brain is
different at different ages, it does not show .definitively that it is brain
Iateralizatiqn that constrains 1$nguage learning beyond puberty. Krashen
(1981) suggests that cognitive and affective factors may play more of a
role than lateralization in the adrlescent's or adult's ability to learn a

second language.

Lanquage Learning and Cerebral Organization. " The question of
%ateralization is perhaps more germane when looking at differences in
cerebral organization of different learners. Galloway (1981) looked at
studies of laterality and different aspects of second language learning.
She concluded that the manner, modaljty, and environment of language
learning influences hemispherical dominance. For example, formal classroom
training is accompanied by greater involvement of thev}eFt hemisphere while
learning in informal environments engages both hemispheres. Learning in
the modes of reading and writing contributes to left hemispherical
dominance. The language environment also cont[ibutes to laterality: the
bilingual has little hemispherical dominance when compdred to‘the
" monolingual. Furthermore, aspects of thé 1anguage learner also influence
laterality. Socio-ethnic factors may influence the engagement of one
hemisphere over the other. Galloway (1981) reports that some ethnic groups
such as the Navajos ;ngage the right brain in interactions in both their
native language and the second language, while ;ative English‘speakers
engage the left hemisphere in both English énd‘second language
interactions. However, differences in socio-economic status ?nd literacy
may account for these differences in hemisphericél Uﬁé.. Cognitive styles

of deductive and inductive reasoning influence laterality as well. Adults
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may preferentially adopt right or left hemispherical processing. Finally,

age itself influences the use of one hemisphere over the other. Balanced
»

bilinguals may develop different hemispheric processing strategies as a

result of exposure to the second language before six years of age

- (Galtoway, 1981).

¥

An additional revelation from studies of laterality is that automatic
speech such as routines and formulas may be represented in 6oth sides of
the brain while ropos;tional speech found in connected discourse is
confined largely ;i\éne hemisphere (Kéashen, 1981). Routines and fermulas
such as greetings and leavetakings have been found in the early stages of
second language acquisition in highly predictable language environments
such as the classroop (Fillmore, 1976). However, the exact, role that
routines and formulas play in language acquisition is unknown. Krashen
(1981) statys that they are a part of language learning in that routines
may encourage input from native ;peakers that the Iea;ner can use for
acquisition, but they are not a large part of language learning. The use

of routines and pétterns may fulfill initial social and affective needs

more than contribute directly to language acquisition (Filimore, 1976).

Implications. The implications of a biological/neurological theory of

language learning are the following: . .

i. The manner, modality, and environment in which a second
language is iearned influences cerebral organization.

2. Ethnic factors, cognitive style, and age al!so influence
hemi spheric use.

3. Cerebral organization is different for bilinguals and
monol inguals. *

k. Jhile age influences cerebral organization, it does not

" necessarily constrain language learning ability.
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5. Routines and formulas are different from propositional
speech in the way they are represented in the brain.
Therefore, while they may be a part of a ylanguage program,
they should not be the major focus if propositional speech
is the goal. "

-

L4 ‘. —

Pedagogical approaches that draw on bioldbical/neurological theories are

those that capitalize on hemispherical differences. The Total Physical
Response appr;ach (Agher, 1982), for example, is based on the premise that
learning is Facilitated if both cerebral” hemispheres are involved. Asher
gives ev}dence that \nore vocabulary is retained for a longer amount of time

-

with this approach.

’ [N
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COGNITIVE THEORIES

Cognitive theories of language acquisition focus on the cognitive processes
and abilities that the learnef brings to the language learning task.
Studies of second language learning and cognition have concentrated on
innate characteristics of cognition, intelligence, developmental stages,
cognitive stylesf the interaction of cognition and- the linguistic

enviqenment, and cdgnitive processes such as transfer.

\q;‘g';'/

Developmental Theorles;J Sin.e language learning constraints after puberty

are not correlatable with a degree of brain lateralization, thecrists have
hypothesized that second language learning after puberty is different fru{
learning before puberty because of cognitive deve%ppmental differences.
Krashen (1981), %or exahpte, argues that with the onset of formal
.operations (lnhelder & Piaget, 1958) the learner is able to -c;eate an
abstract- theory of language which allows consciou; learning to exist. With

. a
conscious learning comes an awareness of language patterns and ruies which

may be used to monitor language production (see Monitor MoJel, described
after. the section on Spci?-Affective Theories). Krashen feels that formal
operations may be partly responsible for the fossilizgtion of progress in
the adplescent's and adult's second language acquisition; with formal
operations,come affective changes where the .adolescent is able to separate

what he thinks from gbat others think and ﬁeels ;elf-conscious as a result.

Krashen hypothesizes that both developmental and affective changes make

sécond language learning quite different from first language learning.




To test the notion that cognitive differences affect second language
learning, researchers have looked at the rate at which a second language is
learned by children and adults. Snow and Hoefnagel-Hohle (1978) found that
adults and teenagers learn morphology and syntax at a faster rate than
children. Fathman (1975) also found that older children (11-15 years)
Iearnea syntax at a faster rate than younger children (6-10 years).
Krashen, Long, and Scarcella (1979) concliude that if time and exposure are
held constant (1) adults proceed through the early stages of syntactical
and morphological deveiopment Ffaster than children, (2) older chi'dren
acquire faster than younger children, and (3) tearners with natural
exposure to second languages during childhood generally achieve higher
second language proficiency than those beglnn|ng second language

acquisition as adults.

Developmental theory holds that language learning is qualitatively
different at different developmental stages. The studies suggest that
cognitive development enhances thb rate of second Ianguage learning, but
does not explain the differences in eventual attalnment of proficiency of

adults and children. - )

Coanitive Styles and the Metaset. Differences in cognitive style have been

posited as an explanation for different language learning abilities in
different settings. For example, differénces in the academic achievement
of different language background groups have been attributed to differences

in cognitive style (Duncan, 1979). De Avila and Duncan (1979), in an

attempt to prove that variation in linguistic proficiency and not variation

-

in cognitive abilities accounted for differences in academi¢ achievement,




.

. Furthermore, De Avila (1984) has shown in numerous experiments that

s

4

r

-

propose the theory of the metaset. The metaset is based on Piagetian
developmental theory and Harlow's theory of learning sets (De Avila &
Duncan, 1979)., Learning sets are formed whgn the learner |s exposed to |
diverse learning tasks and is able to abstract elements ‘that are |
invariable. For example, from learning sets involving diverse red objects,

the learner gleans the notion of “redness.'" De Avila and Duncan argue that, l
the bilingual, rather than having cognitive deficits ‘as previously
hypothesized,lhas more cognitive flexibility than the nnnoliﬁgual. Jhis
theory suggests that because bilingualism involves extracting deeper
semantic meanings while social and linguistic factors vary, it requires
greater mental FJexibifity than monolingualism. Indeed, neurologi.al
research §upport§ the notion that balanced bilinguafs haye gréatbr
cognftive flexioility than monolinguals since both cerebral hemispheres are

activated in the bilinQual (ralloway, 1981). A *

1

differences in academic achievement are a function of linguistic deficits
and not of cognitivesstyle. De Avila and Duncan (1979) repart that
salanced bifiﬁguals had mor; consistent gains in in experiment involving an_
embedded figures test, draw-z-person, and matchfng familizr figures than

did monolingual, limited, and minimal bilingual speakers.

De Avila's (1984) pedagogical approach, Finding Out/Descubrimiento (see

Content-Based Appraaches), is based on the <&heory that bilinguals have
linguistic, not cognitive deficits and that the cognitive skills that
students have should be further strengthengd through a program that
includes. agtivities of higher order cognitive demand. It is De Avi}a's

belief that most classroom practice focuses on rote learning of facts and

Y
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not on complex forms of information processing so tgat the cognitive
advantages of bilingual students are seldom seen or exercised. In an
experiment utilizing the Finding Out/Descubrimiento approach in a bilingual
program, De Avila (1984) compared 300‘students receiving the treatment to

253 students in regular classes and found that proficient bilingual

_students had the most consistent gains in tests of math applications and

concepts. This supports the notion that ‘the proficient bilingual has

cognitive advantages over the limited and minimally proficient student.

Differences in cogéitive style have also Peen investigated by Ventriglia
(1982) who identified three basic types of language learning styles in
second 'anguage learning children: beading, braiding, and orchesti.iing.
Far from claiming that one style is superior to another in terms of
language acquisition, Ventriglia paints out that teachers must take these
differe;ces into account when deciding what and how to teach second

language learners.

Interdependence. Cummins' (1984) theory of interdependence is based on the

observation that some bilingual children, in spite of high conversational
proficiency, do not achieée academically. The interdependence theory holds.
that there are common underlying proficiencles which contribute to academic
growth in the first and second languages. More importantly, Cummins
believes that academic skills can be more readily transferred and operative
in the second language if they have been developed i; the first language.
Hence, he posits the dependence of the emergence of academic skills in the
second language on éhe skills established in the first Ianguagg. Cummins
(1984) provides evidence for the common underlying proficiency principle

from studies relating age of arrival and first language literacy
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development to students' second lahguage acquisjition, as well as from

studies of the relationships of first and second language cognitive/

academic proficiency.’

The concern for the transferability of academic skills such as llteracy
stems from problems encountered in the amount of time given minority
studen;s to learn English and their academic achievement. Cummins (ISéQ)
reports that most programs allow two years while five to seven years is
required to develop verbal-academic skills. It appears that students
develop conversational fluency in English in two years but not the
verbal-academic skills required for academic achievement. Cummins argues
that if the higher order skills required in reading, writing compssiflons,

and conceptualizing subject matter are developed in the first language,

. that less time is required to transfer these skills to operations in the

second language than if these skills had been developed'ln the second

language alone.

Cummins (1984) posits a model of language proficiency to explain this

_phenomenon. He believes that the type of profic}ency required to carry out

tasks va}ies according to the context and the degree of cognitive
involvement. For example, a task may be placed along a continuum of‘
cognitively demanding or undemanding and 3along & continuhm of context
embedded or context reéuced language. An example of a cognitively
undeménding task that is context embedded would be a service exchange
outside the classroom where there are situational and paralingulstic cues
and where <ne Iangu;ge required would be highly.predlctabie and formulaic.

The learner would be able to negotiate meaning actively by getting feedback

on comprehensibility and comprehension of the message. The task is
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cognitively undemanding because the language used in such an encounter is
largely automatizedL A cognitively demanding task in a context reduced
environment, on the other hand, would be writiﬁg an essay where
interpretation of the message depends on the knowledge of the Ianguage
itself (context reduced) and active cognitive involvement is required for?

an appropriate, performance.

The ideas underlying Cummin's model of language proficiency are‘ﬂh
‘ Coh
following:

1. - Cognition is involved in second language learning,
particularly in carrying out academic language tasks.

2. There are general cognitive skills of which academic
linguistic skills are a subset. The exact nature of these
skills is not presently known. Cummins does, however,
mention ""transferability' of these skills. ’

3. There is a common proficiency underlying the first and
second language which enables learners to retain their
cognitive skills while operating in the second language. In
other words, once one has Jearned to read in the first
.language, general skills of reading do not have to be
relearned in the second language, e.g., inferencing and
applying schemata to optimize comprehension.

4, Making use of skills developed in the first language can
reduce the time required to develop academic linguistic
skills in the second language because the student -does not
have to learn general cognitive skills AND linguistic skills
at the same time.

5. There is a disparity- between home language which is
generally context embecdded and school language which is
context reduced and cognitively demanding.

6. This disparity may account for reduced academic achievement
among language minority students who have not yet developed
academic skills in their first language. -

Student Functional Proficiency. Recognizing the disparity in tasks

required inside and outside the classroom, Tikunoff (1984) proposes a model

of Student Functional Proficiency (SFP). To Cummins's (1984) continua of
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skills required in and out of academic settings, Tikunoff adds threg
intersecting circles of fnteractional, academic, and|participative
competence. That is, the classroom requires that a student (1) observe
c{assroom rules and social rules of discourse, (2) functliom at
increasingly complex'cognitive [evels,‘and (3) be competent in the
procedural rules of the class. Little research, however, in identifying

the types of skills required across academic tasks has been done.

intelligence. Some theorists hypothesize that language learning is

closely related to intelligence and that a general factor (the Ug't factor)
underlies all performance. Oller (1979), observing that language ability
has alwgys correlated highly with 1.Q. measures, hypothesizes that the same
skills underlying intelligence also underlie first and second Ianguaée
learning. However, as Hatch (1983) pointé out, it is unlikely that one
factor underlies all intefligence and all language learning since there are
cases of language learning in the presence of learning disabilities.

Another problem with this view is that |.Q. tests are generally verbally

‘based, making it difficult to séparate intelligence and language ability.

Gardner (1978) also sheds light on the role of intelligence in an
experiment conducted with 300 high school students learning a foreign
language. Hea;uring types of motivation, language achievement, language
aptitudé, and anxiety, he found that motivation was the single most
consistent variable to differentiate students who do 1l in foreign
ianguage courses. He concludes that aptiiUdéAahd‘intelligence are not as
important as motivation and attitude in‘ the initial Stages of foreign

language learning in—schoolv—-— --
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Creative Construction. Borrowing from Chomsky's (1964) nativist point of

view, Burt and Dulay (1975) pésit the creative construction hypothesis.
Creative construction is a process in which learnérs reconstruct rules for
the speech they hear according t6 universal innate mechanisms. These
mechanisms enable learners to use strategies to organizé linguistic input
in such a wa9 that the m)smaéch between what is produced and what is heard
is resolved. Without these innate mechanisms, learners could not
understand or produce novel sentences. Ventriglia (1982) cites studies in

child second language acquisition which show that children first learn

s ‘ :
linguistic chunks that are later analyzed. The fact that these chunks

first appear intact and then as recombined parts with other elements is
furnished as evidence of active rule formation. Since this same phenonmencn
is found in both first and second language production, it suggests that the
innate mechanisms which regulate hypothesis an&~rule~Formation~aﬂe'the same

for both first and second language acquisition.

Further proof comes from studies of the order of acquisition of morphemes.
Dulay and Burt (1974) found an inQariant order of acquisition of morphemes
for children of different language backgrounds who were learning English as
a second language. Terther with studies of the invariant order of
morpheme acquisition in first language production, Dulay and Burt take this
as proof of universal mechanisms that underlie all language lea}ning. In
other words, second language learning, rather than being dependent on
properties of the first language, is a product og innate cognitive

mechanisms in this view.

Interlanquage. Tied closely to tﬁe notion of underlying cognitive

mechanisms is the Interlanguage Hypothesis. Selinker (1972, 1984) proposes

that a first or second language learner's production reflects universal
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language processing strategiés. Based on the fact that learners produce
rule governed utterances and systematic errors that are unlike either  the
first or second language, Selinker hypothesizes that the learner
progresses from the first language through a series of temporary diasystems
which are restructured as rules are added, dropped, or modified. The
learner is‘SEen as an active hypothesis tester approaching target language
norms. In contrast tc the creative construction hypothesis, this theory
holds tiat the second language learner must determine what the differences
between the first language and the second language are and use cognitive
mecﬁanisms which are innate to formulate transitional grammars that
appr9ximate the grammar of the target language. Selinker has identified
some of the processes involved in .interlanguage by analyzing learner
production. Some of these proéesses include (1) overgeneralization, (2)

language transfer, (3) transfer of training, and (4) second language

learning strategies such as simplification of the target language system .

(Galang, 1979).

The interlanguage hypothesis evolved from earlier notions of how the second

language learner progresses from the first to the second language. In a

purely linguistic analysis called Contrastive Analysis which contrasted the
structures of the first and target language, it Qas hypothesized that the
points where the two lahguage§>diverged would be the -points th;t would
interfere in the learning of the second language. Since language learning
was seen as habit formation, language teaching was seen as conéentrating on
those points which‘would impede habit formation. These points then became
the focus of the second language cuéricujum (see Audiolingual Approach).

Using Error Analysis, researchers showed that learners' errors did not

correspond to those_points predicted by Contrastive Analysis. Error




Analysis revealed that the learners errors were systematic, evidence that
the learner was operating according to internal ru]es (Corder, 1981). The
Interlanguage Hypothesis in turn proposed that the learner created a series
of internal -grammars or language syétems that successively approximated the

»

target language grammar.

The notion that the learner compares the first language to the second ‘

language and uses this .knowledge to approximate the targé; language
underlies approaches that view language learning as a process of traasfer.
The grammar-translatfon and audiolingual approaches have transfer as an
underlying principle. In grammar-translation, linguistic elements could be
transferred from one languagé to the other. In the audiolingual app;oach,
habits formed in the first language could be transferred to the learning of

the target language.

Transfer. App%oaches that are based on Skinnerian behaviorism also subsume

transfer as a major process in Tanguage.lea,ning'(Lado,A{§6f). For many
years transfer was seen as }he main cause of interfereﬁce of the first
language in the.proddction of the second language. More recently, however,
transfer has been seen in the la}ger context of language learning. Now
that language analysis has bge; extended to the pragmatic domain, more can
be said about what is being transferred (Gass & Selinkér, 1983).
Phonological and syntactic eléments a}e no longer seen as the only language
units that can be transferred. Semantic,'pragmatic, and phenomena at the
discourse level are also seen as transferable. Transfer as a general

cognitive process has also become fertile gr\undffor research (Selinker,

1984; Hakuta & Galambos, 1984). Transfer of general learning strategies
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to the learning of a second language, for example, has been studied
recently (0'Malley, Chamot, Stewner-Manzanares, Russo & Kupper, in press).

. First language reading strategies have also been applied to second language

reading with significant results (Carrell & Eisterhold, 1983).

» hd “

~Transfer is now théught of .as one of the cognitive processes that learners
can use at different levels and contexts of la?guage learning. Cummins'
Interdependence‘Theory, for example, is predicated upon transfer of skills
from the first language to the second. No current approach, however, has

' transfer as its main focus.

Information Processing. 'McLaughlin, Rossman, and McLeod (1983) propose

an informgtion processing approach to second l;nguage learning. In this
theory, the learner is viewed as an active organizer of incom{ng
information with proceséing limitations and capabilities. While motivation
is considered to be an important element in language learning, the
Jea;ner's cognitive system is central to processing. Most of tﬁe evfdence
for the complexity of the cognitivqﬁ;ysteh comes from memory research. The
learner has been found to store and retrieve information according to the
degree to which the informati;n was processed. So that if an item or
_utterance is stored semantically as opposed to syntactically, it is said to
be stored to a 'deeper' level resulting in long term retention. In otheri
‘words, thé level of linguuétic elements détermines the dégree of cognitive
effort involved. The nature oFAtasks also &etermines the degree of
éognitive involvement. Controlled. and automatic prbcessing calls for high
.and low cognitive involvement respectively. Automgticity is achieved .

through high familiarity with new material. For example, performance in a

native speaker conversation would be largely automatic while performance
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resulting from formal rule learning would be controlled. Task demands on
attention also vary from focal to peripheral. ‘The learner may consciously

or unconsciously attend to stimuli and organize the information.

Evidence for aspect; og the informat}oﬁ-processing model comes from studies
in language processing and memory (McLaughlin, Réssman, ¢ ‘Hcleod, 1983).
Autcmaticity Qaé been studied in lexical decision tasks where the subject
is required to decide whether a given word is related to another. Balanced
bilinduals have been found to process lexical items more effic}ently than
dominant bilinguals who are more fluent in one language than another
(Favreau, 1981, as reported in McLaughlin, Rossman, & MclLeod, 1983): In
vocabulary recognition ;asés, advanced learners and n;Eive speakers have
been found to encode semantically or by meaning, while less advanced
learners show predominance of acoustic clustering ar encoding 59 sound.

This is taken as evidence that orthographic and acoustic properties have

beén automatized in- the advanced learners.

There is also evidence for automaticity at the semantic level:' Native
speakers hayg been found to have bette} recognition of semantic than
s;ntéctic changes while‘ nonnative speakers were found to have greater
ability to recognize‘syntactic than semantic changes {Rossman, 1981, as
cited in McLaughlin et al., 1983).

The implications of information processing for second languagé acquisition
are that learners acti;ély impose cognitive schemata on incoming data in an
effort to organize that data. MHclaughlin et al. (1983) propose that the
learner uses a top-down approach (or knowledge governed system) which makes

use of internal schema as weil as a bottom-up approach (or an input
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governed system) which processes external input to achieve automa%icrty.

In both cases, cognition is involved and the degree of cognition required

is set by the task itself. The different approaches to prdcessing may be

important information to have to maximize learning in the classroom.

7

-

No pedagogical approac? was found to be based on information processing.
Cognitive-~code and other approaches involving deduction are based on
conscious learning and application of rules. It is thought that these
approaches answer the learner's need for patterns and rules. Since
-Tearners seek and Fg}mulate their own rules, these approaches are said to
be more efficient by appealing directly to learner's cogniti!e abilities.
Bernhardt (1984) has\ recéntly suggested that foreign language reading
" approaches taye into account the informaiion‘processing model when deciding

on the structure and complexity of reading material. In other words, the

complexities involved in cognitive processing aught to be taken into

-
v

account when designihg. languagé programs or materials.

Pedagogical approaches hased on cognitive theories of language learning

include Cognitive Code, Silent Way, Language Experience Approach, and in

wontent-based” approaches exemplifid by Finding Qut/Descubrimiento. These
approaches capitalize on consciou; learning. 1|In Cognitive Code, the
learner applies rules deductively while in Silent Way, rules are induced
and actively used by the student. In the Language Experience Approach, the
student draws on previous knowledge. Content-based approaches include
tasks that are varied in cognitive difficulty so that students focus on
concepts, not language. Implicit learning as discussed in this section is
also a part of Suggestopedia and the Natural Approach. The
explicit/implicit aspect of learning Is also part of the Monitor Model and

is discussed under that section.
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SOCI0-AFFECTIVE THEORIES

Socio-affective theories of language learning have emerged as a result of
the fallure of biological/neurological and cognitive theories to explain
individual variation in the learning of a second languége. That is, people
who are equally intelligent:in the same socio/cultural .environment differ
' their success in learni;g a secénd lénguage. There is also another
aspect to this question. Krashen (1981) posits affective factors as the
cause for differences bctween‘child and adult second languageAacqui§ition-

He hypothesizes that cognitive differences are accompanied by affective

changes so that the older child upon reaching the formal operations stage
can4objectify his own thinking and separate it from that of others. This
ability to objectify his own thinkfhg leads to self-consciousness as the
older child feels that others are Sﬂinkihg of hié and judging hHim. Krashen
(1981) hypothesizes that it is this self-consciousness plus the ability to

learn consciously that account for the differences between child and adult

language acquisition.

The evidence that affective factors may be critically important elements

-

comes from studies in motivation. Gardrer (1978) measured the motivation,

iategrativeness or willingness Fo be a pgrt of the target culture, foreign
language achievement, language aptitude and anxiety of 300 Canadian foreign
language students in grades 9, 10, and, 11. He found that motLVatioé was
the single most consistent variable to diffé;entiate stuJents who continued
language learning and those who dropped ou%. Gardner ;nd Lambert (1972)
also identified two motivation orlientations for second langﬁagc

learning--integrative motivation and Instrumental motivation. With
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integrative moti;ation the learner wants to meet with and even become like
the speake;s of the target language. With instrumental motivation, the
learner wants to learn the language for utilitarian reasons, such as for
the job, and has little interest in the people who speak the language.
Gardner and Lambert have shown that learners wnth integrative motIVatlon
generally have greater language proficiency and stay in language programs
tonger. Schumanpe(as cited in Gingras, 1978) has suggésted that
integrative motivation is associated with foreign language Iearning where
it is not recessary that the language be acquired, while instrumental
motivation is anti-integrati&e and has been foﬁnd among Mexican-Americans
in the 5outhwest. Schumann feels that while the integrative-instrumental
distinction is ﬁseful, it'interacts with social variables in a complex way
o,

that is not yet der=

Ego-permeability an Jits effect on the ability to.pronounce a sécond
language were studied by Guig}a (1972). Gulora posits a ‘''language ego"
where the learner acquires a sense of the boundaries of his language and
these boundaries anre permeable in the early stages of development, but
fixed‘latér on. By lowering levels of inhibition with alcoﬁol, Guiora and
his colleagues found that adult learners' pronunciation could be improved.
Guiora hypothesizes that the su;cessful languageliearner may be an
individual who has access to child-tike ego states. The child-like ego
state is taken into consideration in the pedagogical approach known as
Suggestopedia. Lozanov (1979) hypothesizes that infantilization is

necessary for learning to take place. The learner must lower his defenses

and trust the teacher implicitly. -
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Affective states are also part of Community Language Learning. burran
{1976) bases his approach on a type of therapy developed in psychiatry. In

his view, learners must learn to trust the teacher, other learners, and the

teaching context and be responsible for their own learning. Learners guldq

their own learning by expressing what they want to say in their native
language and then are facilitated by the teacher who gives them the same
concepts in the target ianguage. In addition, leatnérs are free to talk
about what they feel about their  learning experien;e, thereby gaining
support of the language learning community and overcoming inhibitions and
defensiveness. This approach of all the approaches reviewed makes the mos®

use of principles espoused by affective theories.

Affective theories, therefore, hold that the affective factor is the most
important factor in predicting successful language learning. These

theories do not include cognitive or biological factors.

Socio-cultural _Theories. Closely tied to affective theories areé
socio-cultural theories. While these theories are not learning theories,
they are taken into account to explaip variation in language proficiency
and school achievement. The socio-cultural factor is included in
Schumann's (as cited in Gingras, 1978) Acculturation Hypothesis, for
example.  In this view, variations in academic achievement can. be explained
by variations, in socioeconomic status and ethnicity rather than -by
variation in language proficiency.

Many studies have been conducted on the relgtionship between socioeconomic

status (SES) and different aspects of language achievement. So and Chan

(1984) for example, found that socioeconomic status and ethnicity had an
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impact on ‘the reading scores of both Hispanic and non-Hispanic students,
but more on non-Hispanic students. SES, however, did not explain the
| Hispanic students' scores entirely., Other.factors were obviously involved.
| . . -
i While sécio-cultural factors do not account for the entire act of second
i language learning, it is clear that they must be taken into consideration
| ;

when developing a complete theory ofrlanguage learnings —_

——
.

Acculturation. Schumann (as cited in Gingras, 1978; Schumann, 1984)

proposes a model that takes social factors and aFFeFtive factors together
as the major causal variable in second language acquisition. Social
variaﬁles include: gocial dominance;' integration strate%ies,éof )
assimilation, pres;rvabion, and adaptation; enclosure; cohesiveness;
similarity to the target culture; attitude téward' targét culture; apd
intended'length of residence; Affective variables include language shock,
culture shock and ego-permeability. Schumann believes that the degree to
which a learner acculturates controls the degree to thch he acquires the

Iénguage. In a series of case studies, Schumann (as cited in Gingras,
\

1978) measured affective and social variables and language proficiency and

concluded that the amount of psychological distance was related to language

proficiency. However, Schumann (1984) states that the AccCulturation Model

is untestable. It seems that researchers cannot agree on measures of

accul turation.

No approach is d}recfly based on the Acculturation Model. Approaches based
on affective, cultural, and Eocial considerations -have acculturation as aﬁ
uﬁderlying premise, h0wever: The Acculturation Model, although focusing on
adults living in-the target culture, is ngverthéless an important one in
accounting for variable language proficiency and academic achievement when
130
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Optimal Distance‘Model. Brown.(1980) cpngra;ts his Optimal Distance Model
to the critical period hypothesis by arquing that there. is a critical
period for second language acquisition based not on biological factors, but
on factors of acculturation, anomie, social distance, and perceived social
distance. He adds to Schumann's (as cited in Gingras, 1978) basic
Acculturation Model the notion of perceived social distaﬁﬁe that is, the
distance that the learner feels that he ig from the target society. Citing
Acton’s (1979) study on perceived distance from the (second 'language)
target c&lture and the (first language) native culture: Brown suggests thét
perceiQed ;ocial distance be added to explain variation in adult second
language pro?icienéy. Acton Foundrtha£ good language learners perceived
themselves és‘neither too clése nor too far from the target culture. From
this evidence, Brown proposes a four stage acculturation procegs: (1)

euphoria over the new culture, (2) culture shock, (3) partial recovery, and

(4) Ffull recovery. Brown hypothesizes that there is a critical

sociocultural period and that the optimal time for second language learning
is at stage 3 when the learner ‘begins to recover from culture shock. He
believes that fossilized deviant language forms found in aault speech are
the result of adults' having achieved non-linguistic means of coping in the
foreign culture. Brown's most important point is that coping with

psycho.:dgical and linguistic adjustments may overload the human system so

that both linguistic and cultural adjuStmentsxare impaired.

While this theory is an intriguing one, there is no empirical evidence to
support it and no approach based on it. There are spec programs,

however, that recognize the importance of cultural.oriefitation to

4Facilitate the language learning process. These programs ejther offer

separate cultural counseling or teach the second language thr cul tural

counseling.
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Code-switching. Code-switching or using two or more languages during

social interaction is a social phenomenon that occurs when two languages
come into contact, e.g., Spanish and English in the Southwest. While
code-switchind is not a lanquage learning theory, it is the main focus of
Jacobson's (}981) New Concurrent Approach. The theory underlying this

approach is that if learners are exposed to two languages they will learn

Both languages. Sociolinguists who have studied code-switching have
concluded that it is nbt random, but governed by situational, linguistic,
developmental and social factors. Gonzalez and Maez (1980) cite studies

that show that:

~

1. code-switching reflects the languagé situation of the home;

2. regional social conditions trigger it,

3. ability in both languages may be a prerequisite,

4. situational code-switching appears first, followed by

stylistic code-switching.
Gonzalez and Maez (1980) propose a four s;age model of code-switching that
represents a learner going from a strong language and one we;k language to
a stage where the formerly strong language is now the weaker and the
formerly weai Ianguagé the stronger. This is apparently the situation in
Southwestern United States where many children begin school w{th strong
Spanish and weak English. To account for this they suggest that there are
two types of code-switching: intersentential and intrasentential. They
argue that intrasentential code-switching is associated with diminishing
ability to communicate in one language while intersentential code-switching
reflects competency in both languages. In a study conducted by Garcia,
Gonzales, Maez and lIbanez (1979) -on four-, five-, and six-year-old
Spanish-speaking childrgn from different ethnic groups, the mean length of
132
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utterance (MLU), which is a measure of linguistic development, increased

for English and decreased for Spanish. The authors consider this to be

-r .

evidence that regressive code-switching reflects dfhinishing proficiency in

~one of the languages. They therefore recommend that co&e-switching, if

used as a teaching device, be intersentential and not intrasentential.‘
Their point is that intersentential céde-switching reinforces proficiency
in both languages since diminishing proficiency was found to accompany
intrasentential code-switching. They reason that intérsentential

code-switching provides a more complete model of the language.

Discourse Analysis. Discourse analysis is an analysis of language parts
at the level above sound, word ordeE; meaning, andlspeech acts. In other
words, it is an analysis at the level beyond the sentence. This includes
}he study of human interaction which has stirred much interest recently.
While discourse analysis is not a language learning theory, it is based on
the idea that the nature of communication is largely social and that
language learning is the process of internalizing a social code (Hymes,

1972).

Recent studies have used discourse analysis to study classroom interaction.
Three aspects of clascroom discourse have been studied: the linguistic
environment, patterns of pagticipation and error treatment. In the
1inguistic environment the nature of the input available to learners has
been observed and analyzed. Gaiés (1577), for example, found that the ESL
teacher's classroom speech was syntactically less complex and was finely
tuned to the proficieﬁcy of the students. ’Fillmore (1982) Iookéd at
participation in the elementary bilingual classroom and found that students

have to comprehend exchanges of information and the language of behavior
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regulation. Language that students have to produce }ncludes inltiatioh of
informative sequences and r;quests, and responses to teacher-initiated
elicitation sequences. Long and Sato (1983) found that display questions
outnumber referential qug;tions fouf to one in the classroom while
referential questions are ﬁredominant outside the classroom. Schinke
(1581) found that mainstreamed limited Edglish proficient students at the
high school level have fewer interactions with the teacher than non-LEP
studénts. Neves (1983) reporté that Spanish‘monolinguals have fewer
interactions in small group classroom activities than Fluént Eilinguals do,
while language limited student; have the Fewegﬁ number of ipteractions.
Error treatment has been studied by Chaudron ﬂ1977) who found thst error
treatment is complex, inconsistent and amb i quous. Error treatment -is
highly variable across teachers so that conclusions are difficult to draw

from these studies.

We have included this brief introduction go studies that have u;ed
discourse angiysis to discover what input learners are receiving and the
effects of that input on their acquisition of a second language, because
some current approaches draw on this information as a guide to a language
syllabus (see Communicétive Approaches). The potionaj/functional syl labus,
for example, looks to discourse analysis to explain ﬁow language is

organized and. used in interactions and in lengthy discourse. Current

I

materials are also based on the findings from discourse analysis (Kramsch,

1981). While discourse analysis does not apply directly to current
pedagogical approaéhes, there are a number of important implications for
both language learning theéry and teaching approaches:

1. Language studied in theory is quite different from natural
language.

134

143




P

2, Natural language 1is complex, rule governed, and highly:
social."~

3. The language of the.classroom is different from the language
outside the classroom. ) ;

4.” How -learners -use input to be able to proddce a second
language is not known.

5. The role of learner output is not known.

Krashen (1981) observes that people do \earn in natural lapguage settings
and do becoﬁe quite fluent. Exactly how thgy do thfé, in sﬁfte of
varjaéion in social, ﬁSychologiqal, and cognitive factors, is the zhizct of
recent and future research. The real contritution of discoursé analys?;;
‘however, is a description of real language in natural settings. This is a
major element in thegries of communicative competence or what it is that

the learner must know to be able to communicate in a natural language

setting.

Communicative Competence. Hymes (1972) proposed that the underlfing

knowledge that the language learner has must include the notion of
socioculfural appropriateness. Sociocultural knowledge , together with
knowledge of grammar ;akes up what Hymes terms commuﬁicative competence.
!n.this view, the learner acquires‘not only grammatical .structures and
meanings, but also krowledge of when and- how to use language to accomplish
tasks. The learner must, fcr example, know’ how to elicit information, how
to express time and space, and how to socialize. He must also know the
rules of use of functions, e.g., requesting, and notions, e.g., expressing
time. .These include T}arﬁing complex social rules such .as when it is
appropriate to speak; how to take leave, how to hold the floor, how to

signal a topic change, how to tell a story, and how to structure lengthy

discourse without loging listeners.
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Csnale and .Swain (1980) add knowledge BF communication strategieg and
- discourse to the notion of communicative comp;tence and grammatical
compétence. They argue that real communication is a form of social action,
igvol;es‘a high degree of unpredictability, has a purpose, takes place in
sociocultural contexts which govern language use, and has successful or
unsuccessful outcomes. Because communication is highly unpredictable, the
learner must have communication strategies that‘enable him to negotiate
meaning, to handle breakdowns in‘qommunication, and to énhance
commynication. Since communication is highly social, the learner must also
know the rules of discourse such as holding the floor, taking a turnm,

changing the topic, beginning conversations, and ending conversations.

Canale and Swain thus propose a mode! of communicative competence that is
made up of grammatical, sociolinguistic, discourse, and strategic
competence. Evidence for such a model comes from proficiency testing.
Canale (1980) found small positive correla;ions among measures of
information, grammaticality, pronunciation, appropriateness, and discourse
in 37 French speaking tasks perfbrmed by 174 students of French as a second

language in the 6th and 10th grades. Bachman and Palmer {(1981) found that

second language testing data were best accounted for by a model that

distinguished grammatical, pragmatic and sociolinguistic competence. This

means that knowledge of discourse is important when describing learners'
underlying competence. While the evidence is thin, this theory addré;ses a
concept of language proficiency that is much broader than those that are
grammatically or semantically based. It also views the learner as é member

of -a language community that shares sociolinguistic rules. This =
i

} theoretical framework has implications for communicatively based




approaches. First, the languagé tegching syllabus must include Functions
beeause functions best illustrate how different grammatica} For;s are used
to accomplish similar com%uniéative tasks. Second, language teacﬁfng
activities must reflect principles of communicatien and include real

" language. Third, the teacher's role must be as instigator of meaningful

communication. Finally, textbooks must include authentic language.

The Natural Approach (Krashen and Terrell, 1983), Total Physical Response
(Asher, 1982); Strategic\lnteraction (Di éietro, 1982), and Communicative
Language Teaching are éll communicatively based épproaches. They are all
based on theories of communication and address the sociolinguistic aspects

as well as the affective aspects of language learning.

Monitor Theory. Drawing on research from biological/neurological,

developmental, linguistic, and affective studies, Krashen (see Gingras,
1978; Krashen,'ISSI, 1982) offers the Monitor Theory. This model is a
result of a series of hypotheses formulated to explain second language
acquisition in informal and formal environments, The hypétheses are the
Natural Order Hypothesis, the learning/acquisition distinction, the Monitor
Hypothesis, the Input Hypothesis, and the Affective Filter Hypothesis.

7 Citing evidence from the order of morpheme acquisition studies, Krashen
(1981) shows that among children and adults learning English as a second
language there is an invariaq& order in which certain morphemes are
acquire&. Krashen takes this as gvidence that there is an acquired system
that is independent of the learned system where morphologicél rules and
forms may have been presgnted formally in a classroom, but where students

do not exhibit acquisition of these morphemes. From studies of written
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producfion, Krashen also shows that if stud=ats are asked to focus on their
grammar and given as much time as they need, the arder of morphemes is
different. Krashen posits the application of the Monitor, a condition in

which the learner applies conscious learning to his production,‘to explalin

the difference in morpheme acquisition orders.

The difference between morpheme acquisition orders in the conditions of

spontaneous speech and grammar tests, in which students focussed on form,

is attributed to the learning/acquisition distinction (Krashen,™ 1982).

Learning is the result of conscious application of knowledge that a learner

has about a language. With learning, the learner is aware of the rules of

thé'languaée and can -tall about them. Acquisition, in contrast, refers to
the subconscious process of devéioping ability in & lasnguage. The
acquirer is aware that he Is using language for communication and has a
feel for what is right, but may not be able to- express the rules of the
Iang;age. Evidence from error correction studies indicates that there is
little or no effort to correct errors made by a learner whq has acquired a
language.  Furthermore, Krashen (1982) belleves that all production Is

initiated by the learner's acquired competence. Learned competence may be

used only as a Monitor to edit the output.

In the Monitor Hypothesis, learning functions, only as a Monitor or editor.
The source of the Monitor is fhe onset of formal operations (see Cognitive
Theories) which -allow conscious learning to take place. Utterances are
initiated by the acquired system and the learned system can only alter the
output'of the acquired system. This is in contrast to most cognitive
theories of language acquisition which view learning along & continuum of

subconscious to conscious. To use the Monitor, the learner must focus on
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form and must know the rule. Krashen cites the order of morpheme

acquisition studles as evidence for the Monitor. As stated before,

di‘ferences in acquisition order found In spontaneous production and in

written grammar tests are attrlbuted to the use of the Monitor. Krashen

(1982) states that "use of the conscious Monitor thus has the effect of

allowing performers to supply items that are not yet acquired" (p. 17).

To explain how acquirers progress from one stage to another in second
language acquisition, Krashen offers the Input Hypothesis. (The hypothesi's
states that the acquirer must have comprehensible input that contains
language structures slightly beyond those that the learner has acquired in
order for the lerrner to progress to the next stage. This implies that
communication rathér than grammar is the central focus of acquisition.
When communication is successful, the input is understood and the acquirer
is able to internalize the structures accompanying the input. This means
that speaking fluency cannot be learnéd directly. It must be acquired over
time and through ébﬁprehensible input. The evidence fcr the Input
Hypothesis comes from studies in first and second language acquisition.
Caretaker speech to children has been shown to be simpler than speech to
adults and contains structures just beyond the acquisitional level of the
children. It deals with topics involving the immediate environment so that
the language of caretaker speech is highly context embedﬁed,and thus
comprehensible. Studies in second language acquisition show that native
speakers make modifications when speaking to nonnative speékers that are
similar to those made by caretakers. Native speakers make modifications to
enhance comprehension of the communicative message and these modifications
appear to be rOughlf tuned to the level of. the second language learner's

proficiency.
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The Affective Filter Hypothesis holds that second language proficiency is

influenced by affective factors. Dulay and 3urt (1977) preposed the
Affective Filter io\explain differences in language proficiency despite the

stability of other factors such as environment and intelligence. Krashen

(1982) hypothesizes that the Affective Filter relates to acquisition and

not to learning in that affective factors show stronger relationships to
second language achievement when communicative-type tests are used. The
affective filter also explains why learners may receive a good deal of

comprehensible input but not be able to acquire from it.

Finally, the Monitor Theory draws from diverse aréas of study to explain
adult second language acquisition. This model addresses the cognitive and
affective characteristics of the second language learne; by positing
learning and acquisition as separate processes, and a Honitor and an
Affective Filter. The learning/acquisition distinction states that most of
language acquisition is implicit. Traditionally, language learning found
in school programs is formal 6r explicit and encourage§/the use of the
Monitor when focus on form, ana knowledge of the rules @ée required. The
Affective Filter has to do with the learner's feelings about himself and
ianguage learning in general.

The most important implication from this model is that comprehensible input
is the key to acquisition of a second language. If input is modified to
enhance comprehension of the message, acquisition will follow.

Krashen and Terrell (1983) propose the pedagogical approach, the Natural

Approach, as one that focuses on comprehensible input and real

-
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communic¢ation. Other approaches which focus on communication of +the

message and providing comprehensible input are Di Pietro's (1982} Strategic

Interaction, and Asher's ‘(1980) Total Physical Response.

The interactibnist Model. Fillmore and Swain's Interactionist model does

not underlie any current pedagogical approach. However, we have included
it ﬁere because it draws on two of the theoretical categories included in
thﬂs survey--coénitive and socio-affective categories. In this view,
geﬁaral cognitive processes are central in determining the rate and
uwfimate success of child second language learners. While coénitive

|
a§ilitiés that are language specific are central in first language

- -

aéquisition, general cognitive abiiities are more important in second
laﬁguage acquisit§on. In contrast to Krashen's Monitor Model, Fillmore and
Swain believe that focus on form is an important élemehf in second
language acquisition. Five other components make up this model--the
linguistic component, the social component, the learner component, the

target language users component, and the social context component. The

I’

linguistic component refers to the assumptions that both the learner and
the native speaker have regarding the target language and the Input that
the learner receives. The social component includes what the learners know

abnut the rules of interaction. The lsarner component includes factors of

age, personality, aptitude, motivation, and cognitive style. The user

compornient is made up of setting, sociai roles, and the status of the first
and target languages. Finally, the social context component consists of
the native speaker's 'language modifications for theinonnative Qpeaker, the
nature of the target J}anguage, and the relétion between the mother tongue

and the target language.
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Fillmore and Swaln belleve that all six components interact with each other
in complex and as yet unknown ways. They argue that evidence for -the
various components is found in (1) an examination of what the learner has
to do to communicate and in (2) variation in second language learning. The
great variation in second language learning when most factors are equal
noints to the use of general cognitive skills. An examination of the
language learning task indicates that general cognitive skills such as
association, use of social knowledge, inferencing, and categorizing are

involved.

This particuiar theory is too new to have been empirically tested. What is
of import to theorists and practigioner& alike, however, is that social,
affactive, cognitive, and linguistic consideralicns are being addressed in
one theory for the first time. The paucity of theories or research
focusing on the child second langusge learner also makes this a valuable
theory. Perhaps this model will stimulate much needed research in this

area.

142

151




SOC10/AFFECTIVE THEORIES REFERENCES

Acton, W. (1979). Second lanquage learning and gercepiion of difference
in attitude. Unpublished doctoral dissertation. University of
Michigan, Ann Arbor.

Asher, J.J. (1982). Learning another lanquage through actions: The

complete teacher's quidebook. Los Gatos, CA: Sky Oaks Production.

Bachman, L., & Palmer, A.S. (1981, Harch). The construct validation of
tests of communicative competence. In Validation of oral proficiency
tests. Colloquium conducted at the University of Michigan.

8rown, J.D. (1980). Optimal distance model of second language
acquisition. TESOL Quarterly, 14(2), 157-167.

Canale, M. (1980). Introduction to the Ontario assessment ‘pool for
French as as second language. Toronto: Research and Evaluation
Branch, Ontario Ministry of Education, Canada.

CanaI;, M., & Swain, M. (1980). Theoretical bases of communikatjve
approaches to second language teaching and testing. Applied
Linquistics, 1(1), 1-47.

Chaudron, C. (1977). A descriptive model of discourse in the corrective
treatment of learners' errors. Language Learning, 21(1), 29-h6.

Curran, C.A. (1976). Counseling-learning in second lanquages. Apple
River, IL: Apple River Press.

DiPietro, R. (1982). The open-ended scenario: A new approach to
conversation. TESOL Quarterly, 16(1), 15-20.

Sulay, H.C., & Burt, M.K. (1977). Remarks on creativity in Iangua?e

acquisition. In M. Burt, H. Dulay, & M. Finnochiaro (Eds.),
Viewpoints on Enalish as a second lanquage (pp. 95-126). New York:
Regents.

Fillmore, L.W. . (1982). Language " minority students and  school
participation: What kind -of English is needed. Journal of Education,

16k(2), 143-153.

Fillmore, &.W., & Swain, M. (1984). Child second lanquage development:
Views from the field on theory and research. Paper presented at the
TESOL Convention, Houston, Texas.

Gajes, S.J. (1977). The nature of linguistic input in formal second
language learning: Linguistic and communicative strategies in ESL
teachers' classroom language. 1In H.D. Brown, C. Yorio, & R. Crymes
(Eds.), On TESOL 177 (pp. 204~212). Washington, D.C.: TESOL.

Garcia, E.E., Maez, L., Gonzalez, G., & Ibanez, J. (1979, May). A

national study of early childhood bilingualisms An .age by region
analysis of Spanish/English MLU.  Paper presented at the National
Association for Bilingual Education Conference, Seattle, Washington.

143

= {52

<




Gardner, R.C. (1978). Cognitive and affective variables in foreign
lanquage acquisition. (Available from Department of 'the Secretary of

State, Ottawa (Ontario), Canada.

Gardner, R.C., & Lambert, W.E. (197i). Attitudes and motivation in
second lanquage learning. Rowley, MA: Newbury House.

L)

Gingras, R.C. (Ed.): (1978). Second language acquisition and foreign
lanquage teaching. Washington, D.C.: Center for Applied Linguistics. -

Gonzalez, G., & Maez, L.F. (1980). To switch or not to switch: The role
of code-switching in the elementary bilingual classroom. In
Ethnoperspectives in bilingual education research, Vol. 11t Theory in
bilinqual education (pp, 125-135). Ypsilanti, Ml: Eastern Michigan
University. ’

Guiora, A.Z. (1972). The effects of experimentally induced changes in ego
states on pronunciation ability in a second language: An exploratory
study. Comprehensive Psychiatry, 13, 421-428. )

' Hymes, D. (1972). On communicative competence. In J.B. Pride & J. Holmes

(Eds.), Sociolinquistics. Harmondsworth: Penguin.

Jacobson, R. (1981). Implementation of a bilingual instruction model :
The NEW concurrent approach. In R.V. Padilla (Ed.), Ethnoperspectives
in bilingual education research: Bilinqual education technology (pp.
14-29). Tempe, AZ: Arizona State University.

Kramsch, C.J. (1981). Discourse analysis and second language teaching.
Washington, D.C.: Center for Applied Linguistics.

Krashen, S.D. (1981). Second language acquisition and second lanquage
learning. Oxford: Pergamon Press. :

Krashen, S.D. (1982). ‘Principles and practice in second lanquage
acquisition. New York: Pergamon Institute for English.

Krashen, S.D., & Terrell, T. (1983). The natural approach. Hayward, CA:
The Alemany Press.

Lorng, M., & Sato, C. (1983). Classroom foreigner talk discourse: Forms
and functions »of teachers' questions. In H.W., Seliger & M. Long
(Eds.), Classroom oriented research in second language acquisition
(pp. 268-285). Rowley, MA: Newbury House.

Lozanov, G. (1979). Suggestology and outlines of suggestopedy. New York:
Gordon and Breach Science Publishers.

Neves, H.A. (1983). Talking in the classroom and second Iangugﬁg
acquisition. Unpublished doctoral dissertation. Stanford University,
Stanford, CA. .

Schinke, L.A. (1981). English foreigner talk in content classrooms.
Unpublished doctoral dissertation. Northwestern University, Evanston,
L. -

144

153




Schumann, J.J. (1984, Martch). Acculturation Model: ~ The evidence. In
Current approaches to second language acquisition. Symposium
conducted at University of Wisconsin-Milwaukee.

So, A.G., & Chan, K.S. (1984). What matters? The relative impact of
language background and socioeconomic status on reading achievement.

NABE Journal, 8(3), 27-h1.

| s

* ERIC \ . 154"




