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What We Do and Don’t Know about Chinese Learners of English:
A Ciritical Review of Selected Research

Sau-ling Cynthia Wong
University of California, Berkeley
USA

This paper is a critical review of selected research on the learning of
English by Chinese speakers, in particular, on the difficulties they
experience and the variables determining the success of their under-
taking. Areas of consensus and dispute among researchers, as well as
suggestions for needed research, will be pointed out. Emphasis is on
analyzing approaches and noting trends. The premise of the paper is
that, to whatever extent (as justified by empirical evidence) Chinese
speakers may be said to share a common language and culture, such
a survey would be helpful to the formulation of lines of inquiry and
the development of learner-language-specific methods and materials.
Studies of social/affective factors in English acquisition (which are
locale-specific) will not be discussed. Topics covered include phono-
lezy, morphology and syntax (and beyond), the typological transfer
hypothesis, analysis of written discourse, analysis of spoken discourse
and sociocultural competence, and reading.

Introduction

The following paper is a critical review of selected research on the
learning of English by Chinese speakers, in particular, on the difficulties
they experience and the variables determining the success of their under-
taking. Areas of consensus and dispute among researchers, as well as
suggestions for needed research, will be pointed out. Emphasis is on ana-
lyzing approaches and noting trends.

The topic commands interest because of the large number of Chinese
speakers worldwide who are currently studying English.' The premise of
this paper is that, fo whatever extent (as determined by empirical evidence)
Chinese speakers may be said to share a common language and culture,
knowledge gained on omne subgroup of Chinese ESL learners may be
generalizable to another, or at least help further investigations on the lat-
ter. Of course, the idea of a ‘‘common language”’ fluctuates in usefulness
according to the area of language studied; thus the heterogeneity of
dialects subsumed under ‘‘Chinese’’ may be more of an issue in phono-
logy but less so in synthax. Also, the idea of a ‘‘common culture’’ is neu-
tralized to some extent by the inevitable variations, according to place of
residence, in the social and psychological factors of second language ac-
quisition. Still, the bringing together of studies on ‘‘Chinese speakers
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“learning English”’ allows for ready comparison and contrast between
various subgroups and research approaches; this ir turn will help one
formulate promising lines of inquiry or develop more effective methods
and materials.

Since the paper assumes Chinese speakers learning English can be
viewed as a group, it inevitably raises fundamental issues about language
transfer theory. However, its aim is not to arrive at a firm answer on the
precise role of transfer in a universal theory of language acquisition. Its
point of departure is Gass and Selinker’s (1983:7) statement that there is
no necessary conflict between some of the less deterministic tenets of
contrastive analysis and the cognitive principles underlying error analysis.

Several types of sources w:ll be excluded: (1) Studies of attitude and
motivation and other social/affective factors in language learning (e.g.,
Fu 1975; Lyczak, Fu and Ho 1976, Oller, Hudson and Liu 1977; and
Pierson, Fu and Lee 1980), as these necessarily vary from placeto place.
(2) Longitudinal, developmental studies of individual Chinese children
learning English, such as Huang (1970), Yang (1981) and Kwan-Terry
(1986). (3) Comprehensive contrasts of Chinese and English according to
established grammatical frameworks (mostly structural), such as Defense
Language Institute (1974), Wu (1981), Zhang and Chen (1981), Zhao
(1981), or Ren (n.d.). (4) Compendia of typical errors made by Chinese

learners of English, presented as ‘‘laundry lists’’ and designed for self-
study situations, such as The Commercial Press (1972). T. Lin (1979), or
Sha and Zhou (1981). (5) Potentially useful sources that are not readily
available in the U.S., such as those listed in British Council (1975).

Phonology

Research on the difficulties of Chinese: speakers learning English
began in the early days of contrastive aralysis and audiolingualism
(Reed, Lado and Shen 1948). A series of contrastive studies by Shen
(1949, 1955, 1956, 1956-7, 1959) deal with Mandarin speakers’ problems
with the sound system of English. Attempts to identify universal phono-
logical processing strategies and explain errors made by Chinese speakers
(among others) in non-transfer terms (Sampson 1971; Tarone 1976) have
met with only limited success.

Saunders (1962, 1963) and Hart (1969), continuing in the con-
trastive tradition, turn their attention to speakers of South Chinese dia-
lects (Cantonese, Hokkien or Amoy, and Hakka) in Southeast Asia.
Syllabic structure is studied in Tice (1969; on Mandarin speakers) and
Anderson (1982, 1983; on Mandarin and Amoy speakers) and included
in a more general survey of pronunciation difficulties by C.-Y. Chen
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(1976; subjects spoke Mandarin in addition to a South Chinese dialect).
Han and Koh (i976) focus on aural discrimination difficulties of Chinese
speakers (Cantonese and Hokkien), but their findings naturally bear on
pronunciation also.

The following common problem areas are repeatedly noted by re-
searchers: final consonant deletion, consonant cluster simplification
(especially in word-final position), vowel simplification, unreduced
vowels in unstressed positions, and epenthesis. Substitution of individual
segmental phonemes, and difficulty with voicing and aspiration, will
vary according to the native dialect of the learner.

From existing research, it seems that a contrastive approach is use-
ful in studying the aural discrimination and oral production difficulties
of Chinese learners of English, especially if the effort adopts an empiri-
cal, systematic, learner-centered, and performance-based approach. In
addition to error distribution, error gravity as perceived by native
English speakers should also be taken into account. It is well known that
errors in intonation are likely to be perceived as more serious than errors
in segmental production. Given this, it is surprising to find so little work
done so far on the possible effects of the tonal properties of Chinese on
the learning of English speech contours. Intuitively, it seems plausible
that speakers of Chinese, a tone language, would have trouble with
English, a language in which tone is non-phonemic. Tucker (1969) hypo-
thesizes that a Cantonese learner of English may be ‘‘predisposed’’ to
hear as several words the same English word uttered with different inton-
ation patterns; the learner “‘attends to the tone and stress of each word in
a sentence and finds it difficult to learn to attend to the sentence intona-
tion patterns’’ (45). Han and Koh (1976:54) make a similar suggestion.
This interesting possibility should be investigated.

Pronunication is intimately related to group identify (see, for exam-
ple, Stevick 1976:47-64; Scovel 1977; Bourhis 1979). Given the complex
history of interaction between Chinese speakers and English speakers in
various colonial and quasi-colonial situations, inquiry into this aspect of
English learning should be pursued.

Finally, for pedagogical purposes, ‘he interaction between phonology
and other areas of the language, such as morphology, should be more
closely examined. (An example is the effect of final consonant cluster
omission on the Chinese learner’s understanding of the English past
tense.)
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Morphology and syntax (and beyond)

A number of nen-quantitative papers (or parts of papers), mostly
addressed to teachers, and mostly dealing with writing, try to give a more
or less general account of the common difficuities Chinese learners have
with English morphology and syntax, explaining them in terms of in-
fluence from the mother tongue: Lay (1975), J. McKay (1975), M. Lee
(1976-7), R. Wong (1978), Tan (1978), and others. The authors vary in
their knowledge of the Chinese language and in the scope, intention and
accuracy of their studies; all agree that the uninflected nature of Chinese
has a profound effect on the learning of English, a moderately inflected
language, by Chinese speakers. The existence of the errors mentioned in
the above studies can be attested to by experienced teachers. The challenge

is how to arrive at a coherent view of the problem and give a convincing
account of error causes.

The most obvious way to impart some coherence to a colleciion of
errors is to organize them by frequency of occurrence within established
grammatical categories (e.g., by part of speech). Such is the approach
adopted by W. Ho’s (1973) study of Singapore Chinese speakers’ errors
in written English and by C. C. Chen’s (1979) error analysis of composi-
tions written by Chinese college students in Taiwan. The two researchers’
findings show some agreement; for example, both researchers find verb
form errors to be the most serious (making up about 20% of the total
number of errors).

At first sight, statistical counts of morphological/syntactic errors
seem comparable in nature, and therefore in desirability, to statistical
counts of aural/oral errors. Yet upon reflection, one discovers that mor-
phology and syntax are vastly more complex than phonology (whose sub-
ject matter is more circumscribed even if studied psycho- or sociolinguis-
tically). When one conducts an error count by established morphological
and syntactic categories developed by linguists, one immediately runs into
a serious problem: without assuming that these categories have some psy-
chological reality for the learner, the undertaking offers little in the way
of explaining error causes; yet such an assumption is hardly warranted.
Learners perceive the language they are learning in whatever ways come
natural or appeal to them, regardless of what the grammarians have said.
Fitting errors into an apriori scheme thus raises more questions than it
answers.2

In fact, not only do established concepts like *‘part of speech’’ offer
the error analyst little useful insight, but the very boundaries between
traditional areas of linguistic study like morphology, syntax, lexis, and so
on may have to be transcended if one hopes to take learner perceptions

;
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fully into account when ascribing error causes. (See the argument made
in S. Wong 1983; see also S. Wong 1984a, 1984b). To my mind, a study
like Tse (1977), though modest in scope and imperfectly executed, is
potentially more illuminating than large-scale error counts based on
rigid, compartmentalized categories because it recognizes complex
sources of learner confusion. Likewise, Shaughnessy (1977), although
only occasionally touching on Chinese learners, is a model of sensitivity
to learner psychology and attention to patterns in naturally occurring
learner errors.

.As with phonological problems, morphological and syntactic ones
should be subjected to much more fine-grained analyses than they have
hitherto received. In studying interlanguage, the importance of multiple
causation in interlanguage formation cannot be overemphasized. A tacit
assumption of the error count procedure criticized above is that each error
is accounted for only once, as if there could be only one explanation for
each problem. This view is too simplistic; alternative research approaches
must be devised.

In addition, baseline data about the performance of non-Chinese
language groups of similar proficiency and about that of native English
speakers in similar situations are needed for comparison. Schachter
(1974) points out that the important learner strategy of avoidance will be
missed if the error patterns of one language group are examined in isola-
tion. Hasty attribution of errors to transfer when other causes may be at
work constitutes another danger. An adequate profile of difficulties
peculiar to Chinese speakers cannot be constructed until more is known
about how they compare with other users of English.

Traditionally, studies of morphological and syntactic errors do not
go beyond the sentence boundary. Yet it is obvious that certain errors,
cannot be understood or even identified correctly except in terms of dis-
course (Huebner 1979). Once again, flexibility is needed in the way errors
are classified; classification is not just a preparation for analysis but an
integral part of the analysis itself.

The typological transfer hypothesis

Of existing theories on the morphological and syntactic problems
of Chinese learners, Rutherford’s typological transfer hypopthesis (1983)
is one of the most provocative and potentially useful. It will therefore be
discussed at some length here under a separate hea~ing.

Brieflv stated, Rutherford sees as central to an understanding of
Chinese-English interlanguage Li and Thompson’s (1976) typology charac-
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terizing Chinese as a topic-prominent language and English as a subject-
prominent one. The canonical sentence form in Chinese is topic-
comment, that in English, subject-predicate, although mixing occurs in
both languages. When Chinese speakers learn English, it is argued, they
tend to manifest their deeply-ingrained preference for topic-comment
discourse organization by favoring certain English syntactic structures,
by producing unique error types, and so on. His hypothesis is based on
data on Chinese, fapanese and Korean speakers; in this paper, only those
arguments pertainiing to Chinese learners of English will be examined.

The typological transfer hypothesis has appeared in a slightly dif-
ferent form earlier, in Schachter and Rutherford (1979), where it is
claimed that Chinese speakers, transferring a preference for topic-
comment structure, overproduce the there existential because they use
the construction “‘almost exclusively”’ ‘‘to introduce new referents which
serve as subsequent topics.”’ In addition, a type of there existential error
peculiar to Chinese learners (e.g., *There are many people smoke in the
room, where the second verb should be nonfinite smoking; this example is
supplied by me), is analyzed as showing a topic-comment structure. The
idea of discourse function transfer leads Schachter and Rutherford to
reinterpret errors in the English passive made by Chinese speakers, such
as Chiang’s food must make in the kitchen of the restaurant, but Marty’s
Jood could make in his house. Most teachers would consider the error to

lie in imperfect mastery of the required verb forms in the English passive,
but the authors argue that such sentences reflect a carryover from the
topic-comment structure of Chinese, one of the corollaries of which is
that both subject and object pronouns can be unexpressed when the con-
text makes the referents clear. Thus a full rendition of the faulty sentence
should be Chiang’s food [they] must make [it] in the kitchen, bur Marty’s
Jood [he] could make [i] in his house.

In the more recent formulation of his thesis, Rutherford {1983) adds
to the above evidence by suggesting that an error type peculiar to the
Chinese, what he calls the use of ‘‘heavy’’ full-clause subjects (e.g., *A4
man choose a wife is a man’s business), again reflects preference for
topic-comment structure. Compared to the earlier version, Rutherford’s
(1983) conception of typological transfer is broader in scope and more
clearly argued. One of his most persuasive arguments is the observation
that, of the three language typologies considered -- subject, verb and ob-
ject word order; subject- vs. topic prominence; and grammatical vs.
pragmatic word order — the first is not reflected in interlanguage but the
other two are. (Learners from languages placing the verb at the beginning
of the sentence, for example, never do the same thing in English even if
they are beginners.) Apparently, then, the transferable configurations
are discourse-related while the untransferable ones are syntactic.
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The typological transfer hypothesis is attractive because it promises
a way out of the myopic, fragmentary, morpheme- or sentence-bound
approaches to Chinese learners’ errors in English criticized earlier in this
paper. If it holds, it will give coherence to apparently unrelated pheno-
mena observable in Chinese-English interlanguage. For example, the
““putative passive’’ thesis is more elegant than the traditional interpreta-
tion emphasizing localized verb form errors because the former allows us
to make sense of the similarity between a sentence like Chiang’s food
must make in the kitchen and other deviant sentences like the following
(collected by this author), in which the understood subjects are more ob-
viously ‘‘omitted”: *You cannot eat anything and [this] make you sit
there not comfortable; *He was bleeding badly and [somebody/they] has
to send him to the Hospital for treatment. (The ‘‘omitted’’ subjects are
supplied in square brackets; verb form and other errors have been left
uncorrected.)® Choosing between competing interpretations of errors is
not merely an academic matter, for the decision has important bearings
on teaching.

Exciting as the hypothesis is, there are certain central issues which
must be resolved before it can be accepted fully. The main objection to
the hypothesis is briefly this: since word-by-word translation from
Chinese would have resulted in all the unique error types identified by
Schachter and Rutherford, the existence of these error types by itself can-
not be cited as primary evidence for a separately identifiable process called
typological transfer. That these error types show a topic-comment
structure is not surprising, since the Chinese originals also show that
structure; that fact alone is insufficient support for the claim that discourse
functions have been incorrectly transferred to English form. In other
words, evidence of topic-prominence in a Chinese learner’s interlanguage
may simply be a corollary of syntactic transfer, so that discourse terms
need not — although they certainly can—be brought in. In this connec-
tion, it should be noted that morphological simplicity, as a characteristic
of Chinese, is at least as fundamental and pervasive in manifestation as
subject-prominence. Some of the error types attributed to typological
transfer could just as readily be explained in terms of the Chinese
speaker’s confusion over choice of English verb form. For example, the
purportedly subject-prominent sentence cited by Rutherford, *7ake
good physical care of themselves is very important, could very well have
resulted frora imperfect understanding of the finite/nonfinite distinction
in English verts. The challenge to the researcher is therefore to locate
evidence for typological transfer when its effects are not confounded
with those explicable in terms of other processes. Rutherford himself
concedes, when suggesting that at low proficiency levels, what looks like
a subject-prodicate form in a Chinesc speaker’s interlanguage may have
been conceived as topic-comment, that such a claim is ‘‘very difficult ...




Q

E

PAFullToxt Provided by ERIC

RELC JOURNAL VOL. 19 NO. 1 JUNE 1988

to substantiate’” (363). Much work in disentanglement thus awaits re-
searchers.

RIC

Fortunately, from a pedagogical rather than theoretical standpoint,

we are not compelled to make either/or choices when our considerations
are less than purely theoretical; it may in fact be more fruitful to conceive
of a number of transfer processes operating simultaneously (along with
other non-transfer strategies).

Analysis of written discourse

The central issue in ihe analysis of written discourse produced by
Chinese learners of English may be phrased thus: experienced teachers
have repeatedly attested to the existence of something noticeably
unnative-like in the written discourse of advanced learners even when it is
relatively free of surface errors in morphology and syntax; if that is the
case, what is this je ne sais quoi, where does it come from, and what can
teachers do about it? For convenience, we may coin the term ‘‘written
discourse accent’’ to refer to this elusive property, after Scarcella’s
(1983) concept of ‘‘discourse accent’’ in her study of conversational
features in second language speakers.

Several approaches for determining the existence and nature of
written discourse accent may be proposed; there may well be others.

As implied by the iypological transfer hypothesis, the notion of topic-
vs. subject-prominence may bear on written discourse. 1f topic in Chinese
is broadly conceived as a ‘‘frame in which predication holds’ (S.A.
Thompson, cited in Rutherford 1983:369), its influence should operate
across boundaries of what in English may constitute discrete sentences
because of that language’s stringent requirements on grammatically rea-
lized subjects and predicates. How exactly this influence may be embodied
is not known. Li and Thompson (1981:657-675) point out that Chinese
does not require the specification of a noun phrase when it is understocd
from context. It is possible that advanced Chinese learners may know
that in [ 1glish they need to produce grammatically complete sentences
even in such cases, but they may not know well the explicit and implicit
constraints on how to realize the ‘‘understood’’ material; hence they may
end up with correct individual sentences which nonetheless create an im-
pression of foreigners when read in succession.

Another possibility is that written discourse accent is manifested in
the unnative-like use of cohesive devices. Hu, Brown and Brown’s (1982)
comparison of the English writing of Chinese and Australian students
finds a preference for conjunction among the Chinese and notes the *‘fre-

st
ol
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quent use of lexical cohesion by the Australian students,”” which they
attribute to the English speakers’ greater command of English lexis.
Johns (1984) notes (withcut any quantification of her data) that overuse
of conjuncts (especially additives) as well as underuse of lexical cohesion
among the Chinese learners in comparison to native English speakers.

Suggestive as the above studies are, much more needs to be done on
the subject before it can be determined whether unnative-liks distribution
of cohesive devices is a significant source of written discourse accent. If
the conjecture is confirmed, other possible explanations besides those of-
fered by Hu, Brown and Brown and by Johns may be explored. For ex-
ample, in English written discourse, extensive embedding of phrases and
subordinate clauses is recognized as a sign of syntactic maturity (Hunt
1965), but the use of this resource is contingent upon a firm grasp of syn-
tactic structures like post-nominal relative clauses or noun compleinents
in subject position, which Chinese speakers find difficult; their overuse
of connectors like conjuncts to mark logical relationships may therefore
be a result of avoidance of subordination. This speculation is supported
to some extent by Hu, Brown and Brown’s findir.g that the Australian
students in their study show a higher mean sentence depth and interrup-
tion rate than the Chinese learners, indicating the former’s greater sen-
tence complexity. With regard to underuse of lexical cohesion, this
cohes.ve device is uncommon in the Chinese language itself, so transfer

may be a possible cause. As with morphological and syntactic errors,
cohesive devices are relatively amenable to quantification; in studying
the latter, care should be taken to avoid a mechanical and fragmentary
approacn.

The study of cohesive devices 2nJ syntactic maturity shades off into
the area of stylistics. W. Lee’s (1973) study of English “‘intrusions’’ in
the compositions of Chinese students in Hong Kong throws >ut some in-
teresting leads concerning stylistics, for instance, the possibility that
Chinese speakers prefer symmerty of form and regularity of rhythm in
their native Janguage and carry over the same preference to English,
which tolerates a lower frequency of such features in exposition. Unfor-
tunately, most of W. Lee’s formulations are crude, 2iad her choice of ex-
amples unconvincing.

The best known hypothesis concerning written discourse accent is
Kaplan’s theory of ‘‘contrastive rhetoric,” first proposed in his seminal
“Cultural Thought Patterns in Intercultural Education’ (1966) and
amplified in several later articles (1968, 1976). (Only the parts referring
specifically to Chinese speakers will be exarnined.)
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Kaplan posits the existence of certain deeply ingrained habits of
rhetorical organization in different cultures. Thus when speakers of a
language which characteristically embodies thought in a non-linear rhe-
torical pattern learn English, they are likely to exhibit unnative-like
organization. Kaplan hypothesizes an ‘‘Orier:tal’’ thought pattern distin-
guished by indirection, which he represents dizgrammatically as a spiral.
Chinese speakers are included in his category of ‘‘Oriental.”’ In his 1968
paper, Kaplan explicitly relates the alleged indirectness of English writing
by Chinese speakers to the influence of the classic ‘‘eight-legged essay,’’
illustrating his point with four learner essays, each of which he divides into
eight “‘legs.”

Several reservations might be voiced about Kaplan’s hypothesis: (1)
The *“‘Oriental”’ writing samples on which his concept of the ‘‘spiral’’
pattern is based are extremely mixed, consisting of nine East and South-
east Asian language groups of various sizes. How one arrives at a single
concept from such an arbitrarily mixed sample is not made clear. (2) The
author himself concedes that the ‘‘eight legs’’ in the traditional Chinese
form are very similar to the kind of six-part formula on essay-writing
taught in American composition courses. Further, the division of the
four cited essays into eight ‘‘legs’’ was done not by independent,
“‘naive’” judges but by Kaplan himself, who may be faulted for finding
what he wanted to find. There is also no account of how those four
essays were selected, or what one should make of the many essays written
by Chinese speakers which do not fit into the formula. Finally, as Mohan
and Lo 1985) point out, the ‘“‘eight-legged essay’’ in China was abolished
sufficiently long ago to raise doubts about the possibility of rhetorical
transfer; modern Chinese composition textbooks in fact explicitly con-
demn indirection. (3) Digression, lack of paragraph unity, incoherence in
thought, etc. are hardly the monopoly of foreign learners of English but
are common problems among ‘‘basic writers’> who are native English-
speaking but unfamiliar with the conventions of written exposition; they
are developmental, not transfer, problems (Mohan and Lo 1985). One
must ask whether compositions marked by ‘‘indirectness’’ written by
both native English-speaking and Chiness writers can be told apart in a
“‘blind’’ sorting test (once the surface graiamar errors in the latter group
have been removed), and if so, how the judges arrive at their ccnclusions.
(4) Mohan and Lo (1985) also note that problems in English rhetorical
organization shown by Chinese learners may have been caused by differ-
ences in instructional empbhasis.

With Kaplan’s contrastive rhetoric theory as well as with the con-
cept of written discourse accent in general, a central problem is presented
by the fact that it is very difficult to find natural examples of writing in
which the effects of incomplete mastery of English morphology, syntax,

I




WHAT WE DO AND DON'T KNOW ABOUT CHINESE LEARNERS OF ENGLISH:
A CRITICAL REVIEW OF SELECTED RESEARCH

lexis, etc. are not inextricably tied to the effects, if any, or more ‘‘intan-
gible’” influences, such as the native language’s typical cohesive patterns,
its typical organization of given vs new information, and so on. Only
when the learner’s command of English falls within a very narrow range
of delicacy, i.e., when his English is good enough to be free of sentence-
level surface errors but not of discourse-level problems, would written
discourse accent be readily discernible as a separate difficulty peculiar to
those of his language background. How to circumvent the limitations of
natural writing samples needs to be worked out. .

Last but not least, it should be pointed out that not only the form
but also the content of written discourse may be a source of written dis-
course accent. Hu, Brown and Brown’s work (1982), referred to above,
suggests that Chinese speakers conceived of their roles as family
members, friends, etc, differently from Australian English speakers
when they were asked to write on hypothetical situations in English, and
that different sets of ideas were emphasized by the two groups on the
same topics. S. McKay (forthcoming), comparing Chinese ESL learners
in China with a mixed group of ESL learners in the U.S., finds that the
choice and development of composition topics in their English composi-
tion is largely a factor of the learners’ cultural experience as well as the
social and educational policy of their place of residence. Cultures differ
vastly in what ideas are taken for granted to be self evident by their
members; in written discourse, such unspoken assumptions may intrude
when speakers of one language write in a second language, either in the
form of introduction of unexpected topics or in the unexpected amount
of elaboration accorded various topics. This speculation remains to be
investigated.

Analysis of spoken discourse and sociocultural competence

Interestingly enough, Kaplan’s contrastive rhetoric hypotehsis, ori-
ginally based on written discourse, finds its strongest support in analysis
of spoken discourse when it comes to its application to Chinese speakers.
Young (1982) examined Chinese speakers in a number of formal speech
encounters and found that they favored an indirect approach when per-
forming face-to-face negotiations, even when the language used was
English. Young also notes that certain English sentence connectives, sucin
as because, as and so, have been ‘“‘invested with meanings which are
somewhat different from their usual associations in English” (79),
leading to further bewilderment on the part of the native English-
speaking listeners. Young concludes: ““Put in capsule form, the dif-
ference between Chinese and English expectations of discoursc norms
boils down to the distinction between ‘where the argument is going’ and
‘where the argument is coming from,’ respectively”’ (83). (Incidentally,
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Young also supplies anecdotal evidence that Chinese speakers are averse
to the ““linear’’ rhetorical organization of English.)

Gumperz (1982, especially 148-9, 162-71, 172-86) has shown that
non-native speakers’ violations of native speaker expectations in conver-
sation can take many subtle forms, including in speech prosody and
paralinguistic cues; since native speakers are hardly conscious of their
own presuppositions in this regard, they tend to attribute the roughness
in the interaction to some form of uncooperativeness or even intentional
rudeness or malice on the part of the non-natives. Thus research on the
spoken discourse of Chinese speakers learning English should not be
limited to examining the organization of larger “‘chunks”’ of information
but should be extended to include such subtle features as speech prosody,
turn-taking behavior, and so on.

Another potentially fruitful line of inquiry concerns speech acts
like compliments and apologies as well as politeness strategies (Brown
and Levinson 1978). Nash (1983) finds that in improvised role play in-
volving a “‘face-threatening act,”” Chinese speakers tend to use *‘positive
politeness’’ (i.e., supporting the listener’s positive self-image). In con-
trast, Americans tend to use ““negative politeness’’ such as hedges. Impor-
tant cultural differences may be involved here. Nash’s study concerns
Chinese using Mandarin and Americans using English; however, his ap-
proach can be adopted to study Chinese learners using English. Approa-
ches like those used in Borkin and Reinhard (1978), Walters (1979),
Cohen and Olshtain (1981), and Olshtain (1983) provide useful models
for studying Chinese-English pragmatics.

On the whole, we seem to know very little about Chinese learner’s
command of what may be broadly termed “‘sociocultural competence”’
in English.4 Commonplace observations — cliches, one might say — on
the subject abound and are passed around in the field of teaching English
as a second language in vague, unsubstantiable form. In exactly what
kinds of behavior do these qualities consist? The answer must go beyond
general statements like *‘the Chinese avoid €ye contact out of politeness”’
and attain a satisfactory degree of precision and sophistication before
sociocultural competence in English can be taken into account in
language teaching (as much as such a thing can be taught given its
nature).

Reading

As far as I am aware, no researcher has suggested that Chinese spea-
.<rs have particular difficulty processing English in reading. Are Chinese
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speakers simply better at reading than at other language learning tasks?
Possibly. Tzeng (1983:78), citing Makita (1968) and Tzeng and Hung
(1980), notes that ‘‘few reading disability children are observed in writing
systems with concrete script-speech relations such as the Japanese sylla-
baries and Chinese logographs.’’ Native English-speaking children, learn-
ing to read in an orthography where there is a more abstract mapping of
speech sounds onto script, apparently have more trouble.’ Reading is one
of the transferable skills in what Cummins (1980) terms the CALP
(cognitive/academic language proficiency) component of language profi-
ciency. It stands to reason that Chinese speakers who have acquired lite-
racy through a language with more concrete script-speech relations than
English would have little trouble processing the alphabetic language,
even if two different processes might actually be involved in reading
Chinese and English. (See Tzeng 1983 for a review of literature on the
cognitive processing of various orthographies.) At the very worst,
Chinese speakers confronted with English may simply apply what they
do in learning to read in Chinese, i.e., rote memorization of the meaning(s)
associated with a word of a certain configuration, to the new system,
which is inefficient but ‘‘safe.”’

Yet is a highly developed visual memory necessarily an asset to
Chinese speakers learning to read English? Wang and Earle (1972), in an
overview of problems Chinese children may have in English reading
classes, suggest that their visual recognition mode may be at odds with the
aural/oral teaching methods aimed at fostering overall language profi-
cie .y. If a Chinese language background may imply over-reliance on
localized, visual word processing in reading, then in communities with
large numbers of Chinese ESL learners, whatever elements in the
prevalent reading pedagogy contribute to the p _blem (such as the
emphasis in China on grammar-translation and *‘intensive reading,”
reported in Yu 1984 and Hou 1987 respectively) will need to be rev1sed
to accord a greater role to active cognitive involvement in the reading of
English. Such a modification in methodology would be in keeping with
the received view among reading professionals in the U.S. today, namely,
that reading is pnmanly a matter of prediction and hypothems-testmg
(Smith 1971). It is not known whether, or to what extent, the Chinese
learners’ first experience with reading in Chinese, which requires much
memorization, has an effect on their readiness to tolerate uncertainties
and engage in intelligent guessing when reading English. The question
certainly merits attention because of the large number of learners af-
fected.
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Notes

THou (1987:25) estimates that there are some 50 million people studying
English in China. English is the most popular foreign language taught in
Taiwan (Kaplan and Tse 1982:2). Both Singapore (76% Chinese) and
Hong Kong (98% Chinese) use English as an official language and have
large numbers of English learners in the schools; see Tay (1982:51) and
Cheung (1984:273).

2In W. Ho's case, for example, one may ask what can be gained by listing
article and number errors separately, given the fact that the article is an
integral part of the noun phrase and choice in one grammatical category
entails choice in another.

3Gundel and Tarone (1983) have included Chinese subjects in their study
of pronominal anaphora in interlanguage; though their findings on
Chinese speakers are inconclusive, it is possible that the relatively low
frequency of zero anaphora in object position found in their Chinese
sample is somehow related to the topic-comment organization of
Chinese. The study of English pronoun use by Chinese learners may ac-
tually constitute a promising line of inquiry in the search for evidence on
the typological transfer hypothesis.

4l have not been able to review C. Ho's (1981) study of the communica-
tive competence of Chinese ESL learne:s.

3An interesting experiment reported in Rozin, Poritsky and Sotsky (1973)
found that native English-speaking (non-Chinese) children who were
having trouble learning to read in English were able, after very brief
tutoring, to ‘“‘read” English represented by Chinese characters. This
result was attributed in part to the nature of Chinese orthography, which
is unlike the English in that it ‘‘does not map into the sound system
altogether.”
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Cultural Forces in the Classroom: Teaching English to Trukese

Harry Krasnick
Canada-Indonesia Language Program
Jakarta

Commonly, classroom interaction is conceived of as a waystation
lying somewhere between the formal curriculum and the intended learn-
ing outcomes. Language learning is treated as an individual accomplish-
ment, albeit one which takes place in a social environment. With few ex-
ceptions (e.g., Trueba, Guthrie and Au, 1981), second language learning
is seen as a psychological phenomenon rather than a sociocultural ore. In
this paper, | hope to illustrate the necessity of viewing formal language
instruction in terms of both intercultural and intracultural encounters as
well.

The University of Guam, and Micronesia

The classrooms 1 will comment on are those of the University of
Guam. Guam is an American territory, acquired from Spain many ycars
ago. Ceologically, Guam is a tropical volcanic island roughtly 40 kilo-
meters long and between seven and twelve kilometers wide. It is part of
the geographical region known as Micronesia, and is located about fif-
teen hundred miles south of Japan and a similar distance east of the
Philippines. The civilian population is about 100 thousand; half are
Chamorros (the term which denotes ethnic Guamanians as well as their
language), about one-fourth are Filipino immigrants to the United
States, and the rest are Micronesian migrants, East Asian foreign
workers and immigrants, and Mainland Americans. Guam is also home
to large American air force and naval bases, whose troops and their
dependents add another 20 thousand or so to the total island population.
The language used in the public school system is English, but many
Guamanians are bi-lingual (English and Chamorro).

The University of Guam (UOG) is a locally controlled English-
medium institution which follows the American educational system and
serves both Guam and the rest of Micronesia. Most faculty are Mainland
Americans. The student body numbers between two and three thousand.
Included among these are hundreds of Micronesian students, with
Trukese being the most numerous. Truk is one of the former Trust Terri-
tory islands which were administered by the United States following
World War 11. (Others are the Marshall Islands, Ponape, Kosrae, Yap,
Palua, and the Marianas Islands.) English is spoken widely in the Micro-
nesian islands due to the American influence, but the native languages
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are used in the public schools. Though there is a two-year college in
Micronesia, only UOG offers four-year university degrees. UOG has an
‘open enrollment’ policy, so virtually any high school graduate from
Micronesia is able to attend UOG.

Culture in the Classroom

Having said something about the social context of education at UOG,
I would like to turn to the English language program there. The Division
of English and Applied Linguistics is largely an English language service
unit. UOG’s English language requirement for graduation is satisfied by
completion of English 110 (freshman composition) and English 11 (the
term paper). Many of the Division's 600 or so students have to complete
one or more reading and/or writing courses before proceeding to the
100-level courses, and some students (Asians and Micronesians, it hap-
pens) must also complete one or both of the Division’s combined listen-
ing/speaking courses.

The Division refers to the reading and writing courses as ‘‘develop-
mental’’ (i.e., remedial) because many students are in fact native speakers
of English (Chamorros, for the most part). Micronesians make up from
one-fourth to one-half of the students in these developmental courses,

but the courses are not considered ESL courses. In the oral/aural courses,
which are in fact treated as ESL courses, the proportion of students from
Micronesia rises to between perhaps 60 percent and 100 percent. With
few exceptions, the Micronesians in the ESL courses ate Trukese; the
other students are Asians.

In a culturally heterogeneous ESL class, there are no unusual pro-
blems, but when Trukese dominate, a problem familiar to most ESL in-
structors arises: diffidence. On occasion, the resistance to speaking is
simply massive. It would be natural to classify the Trukese with other
students often considered to be reticent, e.g., Japanese or Chinese
students. However, instructors usually come to terms with the Asian
cultural views on teacher authority, student independence, conformity,
and so on. This has not been the case with the Trukese. The sociocultural
bases of their diffidence remain a mystery to the staff, and there have to
date been no strategies for compensating for the cultural influences which
seem to account for the Trukese students’ diffidence. What may be sur-
prising to ESL instructors who are familiar with Asian students is that in
mixed classes of Trukese and Asian students at UOG, it is the latter who
arc the star performers, with Trukese playing the role of ‘the ones who
won'’t talk.’
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Two Illustrative Examples

Personal experience teaching Trukese students for two semesters
had not provided much direct illumination, so at the end of the second
semester I asked the members of one class to write down all of the things
which a new ESL student might worry about and which might inhibit
him or her from making the most of the ESL course. The imaginary
students described by my class expressed active fear of public ridicule
from peers if they made a mistake, or even spoke up in class. While their
portrayals showed much concern with fluency in general, expressed nega-
tively in terms of embarrassment of feeling ‘ashamed,’ it was student-
student interaction in the classroom that seemed to be the most potent
factor. In putting -.ords into the mouths of hypothetical beginning ESL
students, the men.bis of the class wrote things such as:

My classmates might laugh at me,
They might think my nose is too big.
They will thing I am ugly.

Virtually every Trukese wrote something of this sort (and the few Orien-
tal students in the class did not). The general fear that ran through the
responses was that others in the class would be waiting for an opportunity
to poke fun at or try to ‘shoot down’ any student who dared to answer a
question or otherwise participate. (Their noses are not big, they are not
ugly, and their fluency is not all that bad, either.)

This self-portrait by the Trukese is not out of line with anecdotal
data which underscore the power of culture in the classroom at UOG. In
one case, a Trukese student came to class one day with his head shaved.
This was an all-Trukese class, and the behavior of the other students sug-
gested that this had been done by other Trukese (students?) as a repri-
mand or punishment. The instructor, an anthropologist with many
years’ experience teaching foreign students, felt that, in the circum-
stances, she should not maks any inquiries, especially since the student
was in fact back in class, and nothing was changed other than his hairstyle
and the other students’ attitude toward him. The student’s return to class
the very next day after the ‘haircut’ begged for an explanation. Was being
hairless no reason to stay away from school even though the style was to
wear the hair rather long and full? Was it some sort of testimony to the
strength of his motivation? Or did it mean that the apparent sanction was
intended not to drive him away, but rather to make him conform to some
group expectation which he had been disregading? The following year, 1
found myself making an oblique inquiry about the student’s shaved head
in a conversation with an older Trukese student with whom I had a good
relationship. He confirmed that th= student’s head had in fact been shaved
by other Trukese as a sanction, but he was clearly uncomfortable about
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revealing even that, and nothing further was said about the matter.

A second anecdote is one which is told to every new English instruc-
tor at UOG. It concerns a class which had a preponderance of students
from one of the outer islands of Truk State. (The outer islands approxi-
mate the stereotype of a tropical island: a coral atoll with beautiful
beaches and swaying palm trees, no electricity or motor vehicles, men
fishing from outrigger canoes, children walking barefoot along a path
through the palm trees.) One feature of the traditional culture which re-
mains quite alive is an injunction against females placing themselves
physically above males. As told to me by one female outer island student,
a female should not pass by closer than about one hundred yards from a
group of seated males, for to do so would be to put herself (walking)
above the men (sitting). In the UOG class, a problem arose whenever an
older, higher-status male student from the island was already seated in
the room and the female students had not yet entered. This of course
caused a dilemma for the female students, which they solved by crawling
into the classroom on their hands and knees. (The instructor eventually
handled the problem by having the male student wait outside until the
females had entered and seated themselves.) Of course, lowering of the
body to show respect or deference is known in many parts of the world,
and there is no assertion being made here that Trukese culture is remark-
able in this respect. What does seem to be evident, though, is that there
are cultural forces in the classroom — even in an American territory —
strong enough to put some students on their knees and cost other
students their hair. If that is the case, we should not assume that the dif-
fidence we observe can be understood other than in terms of sociocultural
interaction.

Trukese Culturzl Forces in the Classroom

As stated earlier, the cultural factors which affect ESL studems’
classroom performance are not as clear in the case of Trukese students as
they are in other cases. However, we can certainly derive some hypotheses
from the anthropological literature. A recent study of Trukese society
which seeks to analyze the dramatic pattern of public drunkenness in
Truk (Marshall, 1979) offers, by analogy or extrapolation, one possible
explanation of Trukese behavior in the classroom. Marshall states that
there is enormous pressure on Trukese males to establish a social identity
through behavior in public, behavior which reflects certain core values in
Trukese society (‘bravery and power,’ ‘respectfulness and kindness,’ and
‘strong thought’: see Marshall, 1979, pp. 55-63, 89-93):

During his late teens and his twenties, the young male builds the per-
sonal reputation that will stay with him for the rest of his life. For a
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young man, this is a time of stress, a time of proving himself, a time
of convincing others that he is indeed a man. Crucial to this test .
period of life are those culturally established test situations in which

public evaluations of competence are made (p. 58).

What is significant for the present discussion is not what the society’s
particular values are, but the tension and anxiety involved in proving
oneself in public.

Though Marshall does not identify the classroom as one of the ‘cul-
turally established test situations in which public evaluations of com-
petence are made,’ he does mention that education in general is valued in
Truk, anc. the practice of evaluating another’s public behavior may well
carry over into the classroom as a matter of course. The effect of ridicule
upon the individual student in the classroom may be made even more po-
tesit by the fact that, usually, the class includes one or more members of
one’s own kinship group or residential district, or, worse, members of
districts whose young men are ‘rivals’ with those from one’s own district.
The populatlon of Truk is not large, and it is a rare student from Truk
who is not known to other students already.

Sex roles may also play a part, though not in the way illustrated by
the anecdote recounted earlier. Marshall describes Trukese males as being
vitally concerned with showing their superiority over women:

They boss women about in aggressive tones and expect their wives or
sisters to do a host of menial tasks for them whenever they demand
it. They emphasize how much stronger men are than women and they
boast of their greater capacity for reason, deliberation, and general
intellectual behavior. As a rule, they consider themselves much more
intelligent than women. This is a major reason why, until very recently,
very few women were permitted education beyond the elementary
level by their families. The few highly educated young women from
Truk who have obtained a college education in recent years ar« viewed
by many men as threatening because they have proved themselves
better or more learned (p. 92).

This link between male-female dominance and the meaning of educational
performance may mean than the classroom is doubly threatening for the
Trukese male when women are present, as they always are in UOG
classes. (This provides a nice contrast with what the Western assumption
would be, namely, the all-male classroom is the more threatening one
because of competitiveness among males.)

There is another way in which sex roles may perhaps play a part in

Trukese classroom interaction. Marshall describes young people in Truk
as being considered to be preoccupied with sexual relationships and sex-

~J 25



PAFullToxt Provided by ERIC

RELC JOURNAL VOL. 19 NO. 1 JUNE 1988

ual performance. Citing other anthropological studies of Trukese society,
Marshall relates that in Truk, sexual intercourse is viewed as a contest, in
which the failure of the male to satisfy the female may be met with deri-
sion and insults on her part. Marshall summarizes:

In sex, as in everything else, the Trukese man must take risks if he is
to prove himself competent. And wherever risks are taken, the
possibility of failure always looms in the background (p. 95).

One need not be an orthodox Freudian to consider the possibility that in
such a culture, the fear of ridicule on account of public ‘failure’ takes on
a somewhat different overall meaning. And, one need not be an anthro-
pologist to question whether a conventional, psychological concept such
as ‘communication apprehension’ (see, e.g., Brooks and Heath, 1985) is
adequate for appreciating the pattern of behavior described earlier.

Meeting the Cultural Challenge

Micronesians have been notably unsuccessful as UOG students.
Many have to repeat the various English courses numerous times, and
some never do complete them. Only a small percentage of those who
enter UOG ever graduate (though some transfer to American schools on
the Mainland). Those that do surmount the English language barrier and
take other courscs are still the subject of regular complaint from other
faculty on account of their poor command of English, that is, their having
completed the Division’s English requirements notwithstanding.

While no substantial modifications to the curriculum arc contem-
plated, various adjustments to accommodate the Micronesians in the
classroom are made by individual instructors. In the ESL speaking/listen-
ing courses, the reluctance to speak can be accommodated to some
degree by devoting more time to aural comprehension, which is justified
to some extent by ‘input theory.’ In addition, much greater reliance can
be placed on group work, since there is now empirical evidence that con-
versation among nonnative speakers is not detrimental ‘o the learncr as
far as adequacy of input is concerned (see Long and Porter, 1985). (The
first time 1 assigned a small-group task in class, I thought initially that the
students were refusing to do the task — their volume was so low that I ac-
tually had not perceived them to be speaking.)

As for teaching materials, locally produced writing text-books in
which the customary Anglo-Saxon names, geography, and lore have
been replaced with Chamorro or Micronesian examples have been used
for a number of years. Such textbooks seem to say to the student, ‘See?
We know that you are not Mainland Americans.’ it scems, however, rhat
we need changes not only in procedure and design, but in basic approach



CULTURAL FORCES IN THE CLASSROOM: TEACHING ENGLISH TO TRUKESE

(see Richards and Rodgers, 1986, Ch. 2, for a discussions of these terms).

There is in fact a deeper level at which accommodation, or at least
rapprochement, is needed. For instance, some of the students’ gross
behavior continues to mystify and frustrate instructors: Students stroll
into the classroom long after class has started, without making the apology
that they know is called for; they leave in the middle of class to smoke a
cigarette, answer nature’s call, or expectorate over the railing. It seems
an inescapable conclusion that we will have to understand these actions
in terms of their meaning for the students themselves before a proper res-
ponse can be made. There is nothing wrong with these students’ com-
municative competence — it is their performance that needs attention.
These students, one way or the other, are caught up in the ebb and flow
of cultural forces. If there is no apparent way that such students can be
helped to avoid wasting their time in what will likely be their only chance
at getting a university education, there must be something wrong with
our ESL ‘materia medica.’ It is easy to adopt an assimilative, prescriptive
posture, as some instructors in fact do, and treat the Trukese students’
immediate problem as one of Improving Their English. But that approach
has probably assisted the instructors in making sense of their activities in
the classroom much more than it has helped the students.

Conclusions

The overall importance of the role of Trukese culture in the ESL
classroom should not te overemphasized. Certainly the lives of my
former Trukese students are being determined far more by the rapid
political and economic change. affecting Micronesia these days than by
anything that did or did not happen in the classroom at UOG. The
shocking rise in alcoholism and adolescent suicide suggests very strongly
that there are problems in Micronesia which have little if anything to do
with university instruction.

On the other hand, the Trukese case does point up the reality of
culture in the classroom, and I believe that it does need to be pointed up.
In the ESL profession as a whole, almost all of our effort has been ex-
pended on refining teaching techniques and revising teaching materials.
The overall effect is more and more to define cultural and interactional
issues out of existence by focusing on problems which are perhaps easier
or more convenient to approach. The fact that cultural and interactional
forces do not always call attention to themselves in the rather dramatic
fashion they seem to in the Trukese examples described earlier does not
mean that they do not exist. It may simnply be that we do not recognize
their existence until students crawl into the classroom on their hands and
knees or come to class with shaved heads.
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Much of current L2 writing theory has been extrapolated from L1
literature on native speaker writing processes (Zamel 1982, 1983; Raimes
1985). This has led to an influx of L1 instructional practices into L2
classrooms which remain largely untested on non-native populations. As
a relatively new applied field, the teaching of composition to non-natives
has been largely dependent upon the pedagogical practices modelled on
research findings and practical experiences of first language composition
teachers. The paucity of field testing of first language composition
teaching techniques in the second language context, however, has led to
widespread belief that whatever works for native speakers must be equally
effective for non-native writers. Three such practices which are widely
used in L2 classrooms are sentence combining and journal writing, and
more recently, composition reformulation techniques. The present study
reports a study of the relative effectiveness of these three composition
strategies in a second language context.

The rationale behind the use of journal writing in L2 instruction
derives primarily from testimonials in L1 literature (Spack and Sadow
1983). Proponents of journal writing contend that increased opportunities
for informal writing practice provide invaluable experience in the appli-
cation of wr'ting strategies in a context where there is less anxiety and
concern wita form (Kirchotter 1974; Esch 1975; Koch 1975; Fulwiler
1978; Scheu-rmann 1977). The primary focus of L1 research has been to
monitor thr.e positive attitudinal changes rather than addressing th~
question o: whether such instruction resuits in improved writing quality
(Hull 1981, Staton, Shuy and Kreft 1982). Research on the relationship
betwen writing frequency and writing quality, however, suggests that the
practice of writing for fluency alone may have a negligibie effect on im-
proving student writing (Hunting 1967, Azabdaftari 1981).

In spite of recent research suggesting the ineffectiveness of corrce-
tive feedback on composition (Hendrickson 1981; Robb, Ross and Short-
reed 1986), especially when correction and revision takes place well after
the process of composition has been completed, there is nonetheless an
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inclination among practising foreign language composition instructors to
provide negative evidence to their students in the hope that at least sur-
face errors will be more easily revised. Moreover, the composition and
correction process has considerable ‘face validity’ to both instructors and
students alike in many foreign language learning traditions (e.g. that of
Japan). The apparent need to prove that there has been some effort made
to untangle the learners’ attempt at written expression in the L2, and
possibility that at least some negative evidence is useful to the process of
second language acquisition {see Bley-Vroman 1986), it appears that cor-
rection is still considered a viable option by many composition teachers.

Reformuation techniques have of late gained increasing favor in L2
composition. Reformulation entails having L2 writers consider both
rhetorical and stylistic aspects of composition in addition to mechanics in
their analysis and revision (Cohen 1984). The reformulation technique
endorsed by Allwright (1984) requires the instructor to reformulate and
‘nativize’ student compositions. Students then have the opportunity to
examine how their original compositions would look after they are revised
and expanded by the instructor. The essential aspect of reformulation is
a comparison of drafts which represent the learners’ first attempt at ex-
pression in the L2 and the instructors’, or potentially, pecrs’ reformula-
tion of the writers’ ideas.

The suitability of employing sentence combining in L2 classrooms
appears questionable in light of the conflicting results of previous
research. In an early L2 study on sentence combining, Cooper et al
(1978) reported a significant improvement in the syntactic maturity of
American foreign language students’ studying Spanish, French and Ger-
man with a core curriculum in sentence combining. Studies by Williams
(1978) and Ney and Fillerup (1980) report similar gains for ESL students
receiving short term practice in sentence combining. However, both studies
found that this did not result in any overall improvement in writing
quality when compared with control groups receiving more traditional
instruction. Similar results were obtained by Perkins and Konneker
(1982) and Perkins and Hill (1984) who report negligible effects on tre
overall writing quality of two groups of intermediate and advanced ESL
students practicing sentence combining in intensive writing programs.
They concluded that time could be better spent addressing more global.
aspects of the composing process. A similar obscrvation has been ad-
vanced by Zamel (1982) and Crowhurst (1983a) who caution that the out-
comes of sentence combining practice may vary greatly in first and second
language environments.

In spite of these recent misgivings about the effects of sentence com-
bining, however, its application to English as a second/foreign language
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writing has actually become more widespread (e.g. Kelly and Shortreed,
1985) The increase in the use of sentence combining techniques may
reflect a reaction by many language teachers against the ‘traditional’ ap-
proach to grammar and translation. Although there is no clear evidence
that intensive sentence combining, with its focus on syntax, can in fact
produce better student compositions, many teachers assume that since it
is not focussed on discrete grammar, it somehow makes for more suitable
composition practice. Sentence combining is therefore considered here
for reassessment in a context in which it has not been examined empiri-
cally.

In order to compare the efficacy of using L1 based methods in L2
classrooms, a study was conducted contrasting sentence combining and
structural grammar instruction in conjunction with journal writing, con-
trolled composition writing with feedback on surface error, and peer
reformulation. Two modes of written discourse, narrative and exposi-
tory, were utilized on all the criterion essays in order to assess any differ-
ential effects which might accrue with the use of the main teaching strate-
gies.

Experimental Design

Freshman students at a Japanese university were alphabetically
assigned to three sections of English composition.! All students in the
three sections were English language and linguistics majors taking six re-
quired basic skills English courses in their freshman year. Each section
was instructed with one of three distinct composition approaches.

Group 1: Correction Group 2: Journal Group 3: Reformulation
N =30 N=32 N =28

The Correction group wrote weekly compositions, each of which
averaged between 200 and 250 words, over the course of the year (24
class meetings, 20 compositions). Correction was provided weekly in a
two-level marking scheme. Two of the experimenters corrected all errors
in black ink before covering the corrections with text marking pen ink.
The compositions were then returned to the students in a dark green see-
thru plastic folder which provided the students with information about

the location of the surface grammar, vocabulary and mechanical crrors

marked. The students attempted to rewrite the composition based on this
feedback initial level of feedback. After the students finished the first f-
fort to revise based on limited information about the location of errors,
they next compared their corrections to those provided by the instructor
by removing the original composition from the green folder so that the
teachers’ corrections could be directly seen.

tA’ ) .
()9)
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The Journal group maintained a journal as their only homework
assignment. They were told that their grade for the course would be deter-
mined solely by the gross number of pages written during the term. Stu-
dents wrote an average of 153 pages by the end of the academic year.?
Students were encouraged to include personal details in the journal in
order to increase their personal investment in the process of journal
writing. Although a considerable proportion of each journal contained
private information, students were periodically asked to select a few non-
personal entries to share with other class members. In the journal ex-
change activity phase of the class period, students had ample opportuni-
ties to read and comment on the diaries of various class members.

The peer Reformulation section? was required to improve a com-
position which had been chosen from those written by the freshman
students in the previous year. Copies of a new composition were distri-
buted to all students each week. The following week a model reformula-
tion of the original composition was provided by the instructor for stu-
dents to compare with their own reformulation. Students in the refor-
mulation section were required to tally all changes which were different
from the model provided by the instructor. Students thus had to refor-
mulate peer narrative and expository essays before comparing their
reformulations with a model provided by the instructor. The students in
this section wrote no original compositions aside from the periodic in-
class measurements discussed below.

In addition to comparing the differential effects of journal writing,
composition with correction and peer reformulation, a second factor
designed to assess the effects of sentence combining in contrast with
grammar practice was included in this field experiment. Half of each
class spent the entire year doing sentence combining while the other half
did grammar exercises in a fill-in-the-blank format. Both groups spent
30-45 minutes per class doing their assigned in-class activities {(sentence

Design
/ Journals
/ Correction

Reformulation

Sentence Combining

Grammar Analysis

N1
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combining or grammar exercise), after which a model answer sheet was
distributed so that individuals could compare their work sheets with the
instructor’s. The instructor’s role during the in-class work was one of a
facilitator and guide for studeats requiring specific help.

A two-facter design was used to test the following hypotheses:

1) A difference would result in the fluency, accuracy and syntactic
maturity of the group with the most practice in writing, i.e. that the jour-
nal group would gain an advantage over the correction and reformula-
tion groups.

2) Students who practiced sentence combining would write syntacti-
cally more complex sentences compared with students who practiced
verb morphology and surface grammar.

3) There would be a differential effect in the development of writing
fluency, complexity and accuracy on the narrative and expository modes.

Assessment Criteria

Two baseline measures of writing proficiency were administered
during the first and second weeks of classes (April) followed by an addi-
tional pair of tests at mid-term (July) and at the end of the course
(December). One measurement in each pair consisted of an 70-minute in-
class narrative composition based on a 4-frame picture story. The second
measurement was an expository essay based on a reading which had been
distributed to students one week in advance. Dictionaries or other
reference materials were not permitted during the essay writing
assessments. All essays were then masked, randomized and distributed to
three evaluators (the authors). Essays were graded on a holistic scale based
on the Newbury House Profile (Jacobs et al, 1984) plus a number of
objective measures: number of terminal units,? error-free terminal units,
the ratio of error free terminal units to total terminal units, the average
number of embedded clauses and total words written. These measures
were to represent accuracy, writing fluency and complexity as defined in
earlier principal factor analyses of more than seven hundred narrative
essays written by Japanese students (see Robb, Rose & Shortreed, 1986).
Inter-rater reliabilities of the objective criteria were all considered suffi-
cient (Coefficient of Concordance .80 or greater). An initial analysis of
variance of the pre-test indicated, however, that there were pre-
instruction differences between the groups on some of the variables of in-
terest. A factorial analysis of covariance® was therefore employed as a
strategy to compensate for the initial inequalities. Provided there were
significant differences on either of thc factors, post-hoc comparisons
contrasting group means were carried out using the Newman-Keuls Test.

KX
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Results
Accuracy

After the correlations between the pretest (covariate) and the mid-
term and posttest tallies of the total number of error-free T-units were
taken into account, there were no significant differences between the
groups on either of the modes of writing. Likewise, on the second mea-
sure of accuracy, the ratio of error-free T-units to total T-units (hereafter
eftu/tu), no significant differences ( «<.05) emerged. This finding pro-
vides empirical evidence against the use of negative feedback on error,
especially, as in the case of the present study, when the feedback is pre-
sented well after the composition process has been completed.

Adjusted mean scores

Total error-free T-units

Grammar + Sentence Combining +
Teu Correction lonrnals  Relormulauon - Correcnon Journals  Reformulation Made
mtdicrm 6.38 6.06 811 7.82 1.09 .2 CXpOsitorny
postiest 7.41 "0 817 7.32 10.83 7.0% CcAPOMIon
mdiesm 14.54 15.68 1192 14.89 15,81 1897 nmrraline
posttest 18.84 19.62 2.0 17.92 2219 18.38 natiaimne

Rauo of error free T-unns 1o ol Tumin

Crammar ¢ Sentence ¢ ombimng «

Tew Correction Jouwrnale  Reformulanon Correction Journals  Reformulanon Mode
midterm .267 210 L08R 289 226 278 expoviIon
postied 32 23 294 RIN 7 262 cypoatany
ridterm 416 A m 451 el 450 natranne
postiest A%y 408 S 829 483 487 narrine

Syntactic Complexity

Two criterion variables were assessed in the measurunent of syn-
tactic complexity. Error-free clauses and extra clauses embedded in ter-
minal units were tallied in all six compositions. The error-free clauses,
while being ‘face valid’ as measures of accuracy, can be considered ‘com-
plex’ criteria for assessing syntactic complexity in that they measure both
accuracy and the ability to embed clauses into longer T-units. Likewise,
the extra clause tallies measure both ability to embed and fluency in
writing.

The post-hoc Newman-Keuls tests indicated there were initial effects
favoring composition with correction by the midterm narrative composi-
tion on the error-free clause criterion, these effects were short-lived as
they did not reemerge on the final composition. In the extra clauses in
T-units criterion, the cumulative effects of continued writing practice by
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the journal group resulted in clear main effects on the method factor.
Post-hoc tests indicate significant differences favoring the journal
groups over the composition or reformulation groups. It is important to
note that the effects of journal writing are limited to the narrative mode
as far as syntactic complexity is concerned.

Adjusted mean scores

Total error-free clauses

Grammar « Senteace Combinmg 1
Test Correction Journals  Reformulation - Correction Journals  Reformulation NMode
midierm .68 1.6l 213 2.3 213 178 expOnItony
positest 2.26 0.89 2.00 .88 1.50 .80 [SRRNITHIY
audierm 1.92 2.00 1.31 2.8 0.79 1.34 nareanse
Posttest 1 65 1L .22 2.64 1.90 190 narene

Toral extra clauses m T

Grammai ¢ Sentenee Combinng +
fea Correction Journalv  Refarmularion Correction JTournals  Retormnlanion Mode
audierm 11.04 9.78 12.26 10,90 146 1224 exposiany
postiest 8.63 R.T0 1130 10.03 10.46 1.2 TSIty
ondierm 672 8.8% 641 280 194 TS nnralive
postiest 6.86 HE X T8 8.20 11.08 178 narane

Fluency

The analyses of covariance and post-hoc comparisons indicated that
the journal groups wrote significantly more T-units on the narrative
compositions as well as more words on both narrative and cxpository
compositions, lending substantial support for the second hypothesis con-
cerning the development of fluency among the journal groups, especially
in the narrative mode. A comparison of the T-units in narrative and
T-units in expository graphs, however, suggests that writing -fluency’
may not be a skill which is developed with conscious practice alone, but
is as much an attitude towards the writing task. The journal group, after
hearing that the criterion for success in class was related to the quantity
of written journal pages, immediatcly applied a ‘fluent” writing strategy
to the subsequent composition. Thus, in one week’s time the journal
group demonsirated a significant gain in ‘fluency’.

Adjusted mean scores

Total T-unus

Gramaan ¢ Scnrenee Combimng

Tew Correction fonrmals  Relormulanan Conechan Jommals  Retormmlanon Muade

nudterm 2480 27 4% 2498 27 %6 26 46 2024 cypositon
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posticst 24.31 31.39 26.44 25.86 29.98 25.58 expository
midterm 36.03 40.09 34.61 33.56 43.29 35.53 narrative
posttest 38.46 46.84 42.24 34.96 46.66 39.81 narrative

Adjusted mean scores

Total words
Grammar + Sentence Combinint +
Test Correction Journals  Reformulation 1 Correction  Journals  Reformulation Maode
midterm 259.9 289.0 265.14 270.0 283.5 283.4 expository
posttest 264.2 3355 290.0 269.1 3e 2659 cxpository
midterm 27190 331.7 2789 284.5 9.1 280.3 narratine
posttest 299.6 376.4 316.4 2849 365.6 M6 narrative
Total T-Units Expository
34 1
32
30
I»———._ﬁa
28 F’_’_’,,.-F""" —
s
26

22

4
20
18
i6 4+ + —t {

1 2 3 4 [

X
Pretest midtest migdtest adjusted posttest posttest adjusted

Black symbols denote sentence combining. White symbols denote gram-
mar analysis in class (factor 1). Diamonds represent correction group:
squares represent journal group; triangles represent the reformulation
group (factor 2).

Holistic

Composition Profile total score

In addition to the componential mecasures of writing skills, a holistic
assessment was used. The Profile rating system (Jacobs, et al 1981) in-
cludes subscales for content, organization, vocabulary, language usage
and mechanics, which when summed, provide a global rating of writing
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skill. In this study, Profile ratings were made on all of the six sets of stu-
dent essays. Pre-test and mid-test correlations however, revealed that
there was little shared variance between the pre-test ratings of the ex-
pository essay and the midtest and posttest essays. This fact makes the
use of the analysis of covariance problematic at best in this instance,
since the initial gro p differences evident on the more objective measures
are not taken into iccount. Even with this interpretive constraint, how-
ever, the post-hot tests performed on the factors with significant om-
nibus F ratios suggest that the journal writing groups, though certainly
producing prolix essays, did not in fact achieve as high ratings on the
global measure as either the composition with correction or the refor-
mulation groups on the midterm expository essay. No significant con-
trasts emerged on the narrative Profile ratings. The posttest expositive
essay also revealed a significant difference favoring the grammar instruc-
tion groups over the sentence combining groups. Given this result, and
the fact that no other main effects for the sentence combining factor
were found on the accuracy, fluency or complexity measures, there ap-
pears to be no empirical support for the second hypothesis concerning
the efficacy of sentence combining in the clementary level EFL context.
This observation occurs with those of Perkins and Konneker (1982);
Perkins and Hill (1984).

Profile total expo

—
“‘7’-\\—’?\“"
=B
62 4
vl

sg O

! 2 3
X

Pretest midtest midtest adjusted postiest posttest adjusted

Black symbols denote sentence combining. White symbols denote gram-
mar analysis in class (factor 1). Diamonds represent correction group;
squares represent journal group; triangles represent the reformulation
group (factor 2).
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Profile to:al score

Grammar + Scntence Combining 4
Test Correction Journals Reformuiation | Correction Journais Reformulation Mode
midterm 69.9 66.0 69.9 69.2 617 70.0 expository
posttest 1.0 0.1 7.5 69.7 69.1 66.6 exporitory
midterny 69.6 68.0 68.8 1217 69.9 1.0 narrative
posttest 2.7 70.1 7.5 69.7 679 ny narrative

Since distinct modes of writing were utilized in testing the firs. two
hypotheses about the effects of sentence combining, writing for fluency,
reformulation and composition with correction, the results would be
limited to the type of prose used in the essay task itself. It was therefore
considered necessary to examine the relative difficulty of the two modes
of written discourse in this study. Therefore, the third hypothesis exa-
mined in the study predicted the differential facility in producing complex
and accurate sentences in the two modes in L2 composition. Narrative
prose was predicted to be relatively easier for Japanese EFL writers than
expository prose because of the considerable differences between English
and Japanese expository rhetorical structure (Hinds 1982). The average
number of error-free T-units was here the criterion of interest. Likewise,
syntactic complexity, here d=fined as the avcrage number of embedded

N = narratives
E = expository modal comparisony

pre-test x final
mid-term

Note: first two columns on the left of cach set denote mean number of
embedded clauses. The thitd and fourth columns in each set denote mean
number of error-frec clauses.
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clauses, was predicted to be greater in expository prose than in narrative
prose (see Crowhurst 1983b).

Discussion

The first hypothesis concerning the development of fluency in writing
was partially supported. EFL writers appear to gain increasing skill in
circumventing the usual ‘compose in L1 — translate to L2’ strategy com-
monly used by Japanese writers. However, it should be noted that this
sort of fluency is limited to narrative prose. When students are required
to write in a more precise and structured manner the limits of jouraal
practice become apparent. This suggests that journal writing may be pro-
fitably employed at the outset of a second language writing program but
should not be overused nor considered as a replacement for instruction
on other forms of writing, particularly, academic forms of prose.

The second hvpothesis regarding the beneficial effects of sentence
combining practice was not supported. Sentence combining practice did
not appear to directly influence the development of greater syntactic con-
trol in these EFL writers. This finding leads us to conclude that sentence
combining may work in a curvilinear manner with different populations
of writers. The original enthusiasm for the technique in the teaching of
writing to native speakers of English was probably due to the fact that
students with the ability to write strings of conjoined t-units fluently
could easily gain skill in embedding these strings into more complex units
of discourse. The essential component for success of sentence combining
in L2 instruction appears to be linked to the attainment of some sort of
threshold fluency. Elementary level writers still constrained by the need
to compose in L1 and translate into L2 may well be below this threshold
level. In contrast, ESL students who have developed considerable fluency
in the spoken language, often as the result of extensive interaction with
native speakers of English, are in a better position to generate the basic
sentential units which form the basis for the more complex strategies re-
quired in sentence combining. As ESL/EFL writers move beyond this
middle range of proficiency towards more advanced levels of writing,
there appears to be little more sentence combining can do since as
Perkins and Hill (1984) »oint out, such writers are capable of writing
complex strings ‘directly’ without the need to apply sentence combining
strategies post hoc.

An ancilliary result of this study once again brings into question the
efficacy of corrective feedback on surfacc error. The non-significant dif-
ferences found between students who received extensive feedback on sur-
face error (composition group) and those who received no feedback
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whatsoever (journal group) suggests that sentence level feedback may be
only meaningful once learners have developed the requisite grammatical
competence to internalize such feedback. This finding supports an ap-
proach which would encourage fluency at the outset and progressively
move toward more control at the more advanced stages of writing instruc-
tion.

The comparisons of expository and narrative prose types (hypothesis
three) indicate that there is an increase in writing volume for the diary
group in the study relative to the other two groups across both narrative
and expository modes. Sentence combining, on the other hand, did not
improve the syntactic complexity of those students who spent classroom
time on such activities. As predicted, narrative prose proved to be easier
for the Japanese writers than the expository prose. Expository prose also
required more elaborate syntactic embedding.

Fluency writing techniques such as the journal writing examined in
this study provide valuable extracurricular writing practice for L2
students. Sentence combining, however, appears to be better suited to
learners who have first developed ample skill in ‘direct’ writing, that is,
writing without overt translation from L1 into basic sentential strings in
the target language. Sentence combining would best serve the needs of
EFL students if it is withheld until sufficient basic fluency in writing is
achieved and perhaps, as Krashen (1985) suggests, reading skills are
developed.6

Notes

1. The university assigns students to sections according to standard
kana order.

2. Mean 153 pages, standard deivation 29.4 pages, range 242-95 pages.

3. The reformulation section was as close to a *‘control group’’ as could
be possibie given the circumstances and the expectations of the
students.

. A *“‘terminal unit” (T-unit) is defined as one main clause plus any
subordinate clause or nonclausal structure attached to or embedded
in a main clause.

. The transfer of skills from such fluency based instruction to more
controlled forms of writing was not directly investigated in this study.
An interesting research question remains regarding how second
language writers employ the writing strategies gained through journal
practice when faced with more controlled forms of expository prose.

. This Jatter observation is now under examination in a follow up study
which compares a fluency based approach emphasizing production
with a reading bascd comprehension approach as advocated by
Krashen.
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Appendix
Analysis of Covariance Tables

Criterion: Ratio of error-free T-units to total T-units

Test: midterm
Mode: expository

Effects degrees of freedom mean squarces P-level

covariate i > 1000 00001

sentence combining 1 0.0001 . 918

method 2 0.0445 099

interaction 2 .0065 715
82 .0189

Test: final
Mode: expository

Effects degrees of freedom mean squarcs F-ratio

covariate 1 >1000 >50

sentence combining 1 .0026 173

method 2 .0203 1.34

interaction 2 .0065 .343
78 0151

Test: midterm
Mode: narrative

Effects degrees of freedom mean squares F-ratio P-level

covariate 1 > 1000 >50 .00001

sentence combining 1 0170 992 323

method 2 0.373 2.17 118

interaction 2 .0065 343 .596
83 0172

Test: final
Mode: narrative

Effects degrees of freedom  mcean squares F-ratio P-level

covariate 1 > 1000 50 .00001

sentence combining 1 .0042 238 632

method 2 0478 2.7 070

interaction 2 0238 1.35 .263
83
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Criterion: Ratio of error-free T-units to total T-units

Test: midterm

Mode: expository
Effects
covariate
sentence combining
method
interaction

Test: final

Mode: expository
Effects

covariate

sentence combining
method

interaction

Test: midterm
Mode: narrative

Effects

covariate

sentence combining
method

interaction

Test: final

Mode: narrative
Effects

covariate

sentence combining
method

interaction

Test: midterm
Mo?c: expository
Effects

covariate

sentence combining
method

interaction

degrees of freedom

1
1
2
2
82

degrees of freedom

1
1
2
2
78

degrees of frecedom

1
1
2
2
83

degrees of frecedom

I
I
2
2
83

Criterion: Extra clauses in T-units

degrees of freedom
I
1
2
2
82

.

b 46

mean squares
82.80
4.16
8.71
9.12

mean squarcs
149.29
8.36
29.82
34.19

mean squares
172.11
16.05
9.21
7.54

mean squares
316.34
7.64
57.57
73.92

mean squares

365.26
5.65
19.98
7.80

F-ratio
4.85
244
S
.535

F-ratio
8.76
.491
1.75
2.00

F-ratio
5.60
523

.300
.246

F-ratio
5.27
128
960
1.23

F-ratio
20.29
0.31
.11
0.43

P-level

0.28
.628
607
.593

P-level

.004
492
178
139

P-level
.019
478
.745
784

P-level
.022
.720
.389
.296

P-level
.0001
.583
334
.655




FIRST LANGUAGE COMPOSITION PEDAGOGY IN THE
SECOND LANGUAGE CLASSROOM: A REASSESSMENT

Test: final
Mode: expository
Effects degrees of freedom  mean squares F-ratio P-level
covariate 1 234.83 14.21 .0001
sentence combining 1 10.53 0.63 432
method 2 16.08 0.97 .384
interaction 2 14.59 0.88 .420
78
Test: midterm
Mode: narrative
Effects degrees of freedom  mean squares F-ratio P-level
covariate 1 38.24 3.26 .070
sentence combining 1 10.46 0.89 .349
method 2 16.67 1.42 .245
interaction 2 17.85 1.52 221
83
Test: final
Mode: narrative
Effects degrees of freedom mean squares F-ratio P-level
covariate 1 42.41 2.73 .097
sentence combining 1 3.87 0.25 .624
method 2 154.32 9.95 .0003
interaction 2 9.61 0.62 .545
83
Syntactic Complexity
Criterion: Total error-free clauses
Test: midterm
Mod<. narrative
Efiects degree: of freedom mean squares F-ratio P-level
covariate 1 4.33 1.99 157
sentence combining 1 0.83 0.38 .543
method 2 7.22 3.33 .039
interaction 2 6.49 2.99 .054
83
Test: final
Mode: narrative
Effects degrees of freedom mean squares F-ratio P-level
covariate 1 13.11 2.17 .140
sentence combining 1 1.30 0.21 .648
method 2 2.49 0.41 .389
interaction 2 10.55 1.74 .178
83
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Test: midterm
Mode: expository

Effects degrees of freedom mean squares F-ratio

covariate i 14.30 4.08

sentence combining 1 1.31 0.37

method 2 0.06 0.01

interaction 2 1.89 0.53
82

Test: final
Mode: expository

Effects degrees of freedom mean squares P-level

covariate 1 14.89 010

sentence combining 1 0.20 .754

method 2 4.69 123

interaction 2 3.13 246
78

Fluency
Criterion: Total T-Units

Test: midterm
Mode: expository

Effects degrees of freedom mean squares F-ratio

covariate 1 977.58 49.87

sentence combining i 2.02 0.10

method 2 5.81 0.29

interaction 2 15.06 0.76
82

Test: final
Mode: expository

Effects degrees of freedom mean squarcs F-ratio P-level
covariate 1 768.73 15.16 .0004
sentence combining 1 1.18 0.02 851
method 2 193.44 3.8] .025

interaction 2 16.58 0.32 .726
78

Test: midterm
Mode: narrative

Effects degrees of frcedom  mean squares F-ratio P-level

covariate i 398.9 8.78 .0042

sentence combining 1 6.58 0.14 704

method 2 453 .41 9.99 .0003

interaction 2 60.50 1.33 .2€8
83
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“Test: final
Mode: narrative

Effects degrees of freedom mean squares
covariate 1 649.04
sentence combining 1 90.21
method 2 733.71
interaction 2 21.73

83

Criterion: Total Words

Test: midterm
Mode: expository

Effects degrees of freedom nican squares
covariate 1 70965.7
sentence combining 1 1396.1
method 2 2296.8
interaction 2 1122.5

82

Test: final
Mode: expository

Effects degrees of freedom mean squares P-level

covariate 1 14360.70 026

sentence combining i 3451.15 277

method 2 18137.41 .003

interaction 2 1776.02 . .548
78

Test: midterm
Mode: narrative

Effects degrees of freedom mean squares F-ratio

covariate 1 6564.12 3.19

sentence combining | 1408.83 .68

method 2 34176.31 16.64

interaction 2 530.88 25
83

Test: final
Mode: narrative

Effects degrees of frecedom mean squares F-ratio P-level

covariate 1 23792.0 10.35 .002

sentence combining 1 1384.80 .60 446

method 2 45624.11 19.84 .0001

interaction 2 493.72 21 .808
83
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Criterion: Profile Total

Test: midterm
Maode: expository
Effects

covariate

sentence combining
method

interaction

Test: final
Mode: expository

Effects

covariate

sentence combining
methcd

interaction

Test: midterm
Mode: narrative

Effects

covariate

sentence combining
method

interaction

Test: final

Mode: narrative
Effects

covariate

sentence combining
method

interaction

48

degrees of freedom
1
1
2
2
78

degrees of freedom
1
1
2
2
75

degrees of freedom
1
1
2
2
83

degrees of freedom
1
1
2
2
83

J 4

mean squares
12.30
55.62
320.09
37.21

mean squares
103.24
151.36
5.37
46.25

mean squares
283.57
124.02
38.7
3.21

mean squares
47.83
69.85
74.40
6.57

F-ratio
.19
.539

3.011
.361

F-ratio
2.62
3.85

13
1.17

F-ratio
7.44
3.25
1.01

.08

F-ratio
1.10
1.61
1.72

.15

P-level
728
471
.049
.703

P-level
.105
.050
.868
313

P-level
.007
071
.367
911

P-level
.296
.204
.183
.856




Context and Meaning of the English Simple Tenses:
A Discourse-Based Perspective

Martha C. Pennington
Univeristy of Hawaii at Manoa
USA

Abstract

“he English simple tenses (present and past) are examined in the con-

text of pedagogical assumptions usually made about their meaning,
use and instruction. It is found that the several meanings ascribed to
these tenses are essentially inaccurate. Each tense gains much of its
associated meaning from context, and the central sense of each is a
kind of modal, rather than temporal or aspectual, meaning,
representing subjective interpretations of events and situations.
Ways of depicting these tenses in visual displays are proposed and
implications for teaching explored.

Introduction

The ESOL practitioner must have a knowledge of the English tenses
and how they are to be presented, whether explicitly in a grammatically
based syllabus or implicitly in a functionally or communicatively based
course. Hence, ESOL teachers, curriculum planners and materials deve-
lopers can all benefit from attention to findings about the simple tenses, '
present and past, growing, in particular, out of discourse analysis. This
information is also of value to researchers investigating the development
of tense usage and temporal marking in second language learners (cf.,
Dittmar, 1981; Kumpf, 1984; Meisel, 1987; Sato, 1986; von Stutterheim
and Klein, 1987).

The analysis below offers a unificd account of the simple tenses,
stressing the role of context in determining the choice and semantic inter-
pretation of the tenses in specific cases. Following Wallace (1982), it is
concluded that the meaning of the simple tenses is essentially modal
rather than temporal. According to this analysis, the simple tenses repre-
sent not objective descriptions of temporal relationships, but the
speaker’s subjective relationships with and perspectives on events and
situations. The choice of verb form therefore involves the speaker’s
interpretation (value judgements, opinions) of these events and situa-
tions. The analysis is presented in the context of assumptions which have
traditionally been made in second language theory and practice about the
meaning and use of the tenses. This presentation is followed by a discus-
sion of its implications for language analysis and instruction.
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My treatment of the simple present tense differs from that of other
practitioners in ESOL, though it shares features with linguistic treatments
of tense by Twaddel (1960), Joos (1964), Langacker (1978) and Comrie
(1985), and of tense in the context of other features of language by
Fillmore (1971, 1974) and Brown and Levinson (1978). The general
thrust of my analysis of the past tense is similar to that presented in
Knowles (1979) and Riddle (1986). The analysis presented here, like that
of Knowles and unlike that of Riddle, easily incorporates the counterfac-
tual or hypothetical and other uses of the past tense which were excluded
from her analysis, thus cmphasizing that this tense need not be seen as
essentially temporal in nature. The analysis which 1 propose is more
general than that of Riddle or others who have assumed temporal mean-
ings for the past tense. Moreoever, this analysis makes it possible to give
a unified account of the present and past tense in English which is rele-
vant to discourse contexts and consistent with analyses of tenses in other
languages. Finally, the treatment of the tenses proposed here suggests
new possibilities for analyzing the tenses in research and for representing
and teaching these tenses in English. Specific suggestions are offered for
teaching and depicting the tenses using visual cues to meaning and
discourse structure.

The Present Tense

The meaning of the simple tenses is said to vary — from *‘specific
time’’ in the present or past, to meanings such as ‘‘repetition’’, ‘‘habit”’,
“‘generality’’ or ‘‘completion’’ (see below). However, these are not so
much the meanings of the simple tenses themselves as the meanings
which they gain in particular contexts. It is only the tensz plus the context
which can be said to express a certain temporal or aspectual meaning
such as repetition, habit, or generality. The tenses themselves do not
carry such specific meanings. If they did, then context we - not be
necessary for interpreting the time reference of a verb. To put this point
another way, if the same verb in the same tense can appear in different
contexts with regular differences in meaning associated with regular dif-
ferences in context, then the differences in meaning can be attributed to
the differences in context.

It would therefore scem misguided to view tenses as *‘polysemic’’
and to attribute two or more different meanings to a given tense, if those
meanings actually derive from different environments. The alternative
view {(which is that taken here) is that each tense has only one general
meaning which becomes more sj-ccific in the environment of particular
verbs, adverbs, and other linguistic and situational context.




CONTEXT AND MEANING OF THE ENGLISH SIMPLE TENSES:
A DISCOURSE-BASED PERSPECTIVE

The simple present tense is often taught as having a central meaning
of *“habitual aspect’’. At the same time, the simple present tense is gene-
rally taught as having a variety of other possible meanings, or time refer-
ences. Azar (1981), for example, gives the following account:

The simple present says that something was true in the past, it is
true in the present, and will be true in the future. It is used for
general statements of fact.

The simple present is used to express habitual or everyday activity.
Certain verbs are not used in the progressive tenses.... With these
verbs, the simple present may indicate a situation that exists right
now, at the moment of speaking. (p. 81)
A future tense is not used in a time clause. The meaning of the
clause is future, but the simple present tense is used. (p. 100)

In a recently published pedagogic grammar, Werner (1985) gives a brief
description of the simple present tense as follows:
Simple Present — Describes habits or routines, gives facts, or ex-
presses opinions. It is often used for unspecified time. (.19
Present Tenses Used to Indicate Future Time — Both the present
continuous and the simple present tenses may be used to describe
future actions or situations. (p. 20)

The following examples are a representative sample of the range ot
possible contexts of the present tenses:

Future (1) (a) When you come, [ will leave.
(b) They leave for Florida tonight.
(c) After Gail eats dinner, she’s getting a haircut.

(2) Joe pitches a no-run game. It’s a good night
for him. (said by a television sports announcer
in dcscribing a baseball game played the night
before)

Present (3) (a) Here they come.
(b) There they go.
(c) I see you.

Timeless (4) (a) Gail likes men.
Generality (b) Gail is a woman.
(c) Gail knows a lot about people.

Timeless (5) (a) Gail leaves for work at 7:00 every day.
Repetition (b) Gail visits her mother on Sundays.
(¢) Gail washes her hair once a week.

From the examples above, it is clear that the present tense gains a
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great deal of its meaning from the particular verbs and other featuers of
the environment in which it occurs. The present tense is by no means res-
tricted to indicating present time; it is, temporally speaking, quite flexi-
ble. The flexibility of time reference should come as no surprise since in
fact this tense has no marki g of tense. The irregular marking of the
third person singular by —s is best seen as a marker of person and num-
ber, rather than of tense, since there is no marker for the other persons.
Excluding this exceptional marking of the third person singular, what is
referred to as the present tense in English is basically the uninflected,
pure form of the verb. What is labeled the present tense occurs in the
same sorts of contexts as other tenses, e.g., between subject and object,
and undergoes the same sorts of transformations as other tenses, e.g., ex-
traction and preplacement of an auxiliary in questions and negatives.
One is from this point of view justified in describing the present tense as
a tense, though it is more conservatively described as a verb form un-
marked for tense, aspect or mood.

Twaddell (1960) describes the lack of overt marking of the present
tense as consistent with a meaning of *‘timelessness’’. Langacker (1978)
describes this lack of overt marking as indicating the conceptually un-
marked nature of the present tense. Hence, the simple present tense,
when not limited by particularizing context, can be viewed as indicating

unlimited or unmarked generality. The speaker always has the option,
though, of using this tense in more specific contexts, e.g., to describe im-
mediate sensations or sequences of particular past or future events. As
the unmarked form of the verb, the simple present tense is the logical
choice for describing feelings and perceptions which are present in the
speaker’s consciousness at the time of utterance. That is, it is the logical
choice for describing situations which are of particuiar relevance to the
‘‘here-and-now’’ of the speaker’s environment. Analogously, when the
simple present tense is used to describe the chronological past or future,
the speaker is describing them in a very immediate way, in a sense bring-
ing the past or future into the present. In such uses of the present tense,
the speaker brings events from other times into the immediate frame of
reference, including them as part of the present reality of the speaker and
the hearer. As pointed out by Brown and Levinson (1978), shifting to the
‘*vivid’’ present tense is a way to show deference and positive regard
towards the hearer, ‘‘making a good story’’ which *‘pulls [the hearer]
right into the middle of the events being discussed, metaphorically at any
rate, thereby increasing their intrinsic interest....”” (p. 111).

The basic meaning of the simple present tense is then “‘unmarked
within the speaker’s frame of reference’’. Hence, the simple present tense
does not have any of the meanings which have been ascribed to it in the
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ESOL literature. In particular, it does not have the meaning “‘habitual’’,
which has most often been mentioned as its central meaning. What con-
stitutes habitual action is determined completely by experience, and not
at all by language — especially not by the tense of the verb. Smoking
cigarettes or drinking coffee or getting up at 7.30 may, or may just as well
not, be habitual. It just so happens that we know that such activities may-
be repetitive or habit-forming, so that we can easily associate a habitual
meaning with the following combinations of lexical items:

(6) (a) smoke + cigarettes.
(b) drink + coffee.
(c) get up + at 7:30.

Accordingly, sentences such as the following can in fact describe habitual
actions:

(7) (@ Ann smokes cigarettes.
(b) Ann drinks coffee.
(c) Ann gets up at 7:30.

However, it is only what we know about these actions, along with the
absence of any contextual features tying them to a particular place and
time, that makes the sentences of (7) habitual. And certainly the present
tense is not responsible for the habitual interpretation since sentences in
other tenses may also express what can be viewed as habitual states of af-
fairs:

(8) (a) Ann will be smoking cigarettes for the rest of
her life.
(b) Ann has been drinking coffee for ten years.
(c) Ann always got up at 7:30 in those days.

As these examples and the ones in (1)-(5) above show, certain meanings
attributed to a particular tense may not be intrinsic to inat tense but
rather are the result of combining the intrinsic scmantic properties of the
tense with the semantic properties of lexical and other contextual
features.

The Past Tense
As Riddle (1986) notes:

Even very advanced students often use the past tense
inconsistently.... A key source of the difficulty may be that the past
tense is generally taught as having a completive sense, while a more
general meaning and discourse conditions on its use go unrecognized....
Specifically, it is argued here that the past tense simply means ‘true
before speech time’ and that completion is not part of its denotative
meaning, although it is'an implication often associated with the past
tense in many contexts (p. 267).
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Several examples of the type of explanation offered for the meaning of
the simple past tense in ESOL grammar books confirm Riddle’s sugges-
tion about how this tense is taught. Praninskas (1975), for instance,
states: ‘‘Simple past expresses a one-time completed past event’’ (p. 110).
According to Frank (1972): ‘“The past tense indicates definite time ter-
minating in the past, whether a time word is given or not’’ (p. 73). Even
the more recent, student-oriented grammar texts carry on this tradition
of describing the past tense in *‘completive’’ terms. Azar (1981), for ex-
ample, writes: ‘“The simple past indicates that an activity or situation
began and ended at a particular time in the past”’ (p. 86). Werner (1985)
gives the following brief account: ““‘Simple Past — Describes an action or
situation completed in the past’ (p. 18).

These descriptions of the meaning of the past tense are inaccurate on
several counts. First of all, the specific type of meaning associated with a
use of the past tense depends on the predicate context in which it occurs.
For example, (9a) and (9¢) are more ‘‘completive’’ than (9b) and (9d).
(9a) and (5¢) each describe a single event completed at a certain time,
whereas (9b) and (9d) describe activities engaged in by the subject at
some time.?

(9 (@) Mildred reached the summit ahead of the
others.
(b) Mildred did a lot of mountain climbing in her
day.
(c) Mildred ate an apple last night.
(d) Mildred ate apples last night.

Secondly, they do not account for the fact that the past tense is also used
to describe situations which are non-past, such as counterfactual condi-
tionals. In some ESOL grammar books, the past tense is taught as in-
dicating ‘‘completion’ or ‘‘past time’’, and a distinction is made bet-
ween a ‘‘specific’ past time meaning and a *‘general”’ (‘‘durative” or
“‘repetitive’’) past time meaning analogous in meaning to the ‘“‘used to”’
past. In general, the counterfactual or hypothetical uses are simply
“tacked on”’ to general descriptions of the uses of the past tense or
taught entirely separately from the uses indicating *“past completion’’.
Frank (1972), for example, says:

The past tense may refer to:

1. One event completed in the past:
I saw him fast night.
They left two hours ago.
2. Repeated events completed in the past and no longer happen-
ing: ‘
Last year it rained frequently in this area.

Lo,
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(custom) When I was young, I went swimming every day.
- Duration of an event completed in the past:

He lived in New York for thirty years and then he decided to
return to France.

In Columbus’ day, people believed that the earth was flat.

The past form used as a subjunctive in {f or as if clauses, and in rthat
clauses after the verb wish, represents present time:

If he studied harder now, he would get better grades.
She wishes she were rich instead of beautiful.

(p.73)

It is easy to show that the simple past tense — like all other tenses

— gains its proper meaning, including its time reference, from context.
Consider the following example:

(10) Susan left work at 5:00.

One’s first impression of this sentence might be that it is an unambiguous
statement of one specific event in the past. Indeed, it would be, in the
discussion of any of the topics in (11):

(11) (a) what Susan did at 5:00 today (or yesterday,
etc.)
(b} when Susan left work today (or yesterday,
etc.)
(c) where Susan is now

In each case, the context of the conversation in (11) would make the time
reference of (10) specific.

It is impcrtant to realize that cvery sentence, whether spoken or
written, occurs in a larger situational and linguistic context. Thus a
sentence such as (10) does not contain all the information required for its
interpretation. Sentence (19) in fact has several possible interpretations
besides referring to a sprcific event in the past, i.e., it occurs in contexts
besides those of (11). The sentences of (12) below represent a range of ex-
amples of different types of context which could be present in a variety
of forms, linguistic and non-linguistic. (12a), for instance, represents
contexts such as those in (11) above; it is a kind of shorthand for all such
contexts.

(12) (a) Last night, Susan left work ar 5:00.
(b) For two months, Susan left work ar 5:00,
(¢) Last year, Susan left work ar 5:00.
(d) When she work | here, Susan left work at
5:00.
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(¢) When she was alive, Susan left work at 5:00.

(f) Susan might not leave work at 5:00 today. If
Susan left work at 5:00 today, I could ride
home with her.

(g) Susan does not leave work at 5:00. If Susan
left work at 5:00, 1 would ride home with her
every day.

(h) Susan used to leave work at 5:00 sometimes.
If Susan left work at 5:00, 1 always rode
home with her.

(12a) describes one particular event in the past; as we move from
(12a) to (12¢), we move from the particular to the general. (12b) is more
general than (12a), (12¢) is more general that (12b). (12d) is intended as
more general than (12¢) — assuming that Susan worked “‘here’’ longer
than one year, and (12¢e) is intended as more general than (12d) — assum-
ing that Susan was alive longer than she worked “‘here’’. From these ex-
amples it is clear that not only the fact of generality or specificity, but
also the degree of generality or specificity, depends on the context.
Hence, it is inaccurate to say that the past tense has the two meanings
“sspecific past time’’ and ‘‘general past time’’, as some ESOL texts state.
As (12f) and (12g) indicate, the past tense can occur in sentences which

do not express past time of any kind. In (12f), the time reference is
future, and there is an element of uncertainty in the meaning. In (12g),
the time reference is general and non-past, and there is an element of
unreality in the meaning, i.e., the dependent clause is contrary to fact. As
in (12a)-(e), the time reference and the generality or specificity in (12f)
and (12g) of Susan’s leaving work at 5:00 depends wholly on context.

Notice that it is the speaker’s knowledge about Susan’s actions and
other contextual elements — €.8., today in (12f) and every dayin (12g) —
which make (12f) unlikely and (12g) unreal. 1t is not merely the presence
of if, in combination with the past tense, which signals unlikelihood or
unreality. The interpretation of if, like the interpretation of every linguis-
tic element, depends on the context. In (12h) there is no sense of unlikeli-
hood or unreality; rather, if must be interpreted as meaning
sswhenever’’, so that (12h) refers to general (or repetitive) past time.

A broad meaning, common to all of these cases, for the past tense
is “‘distance from the speaker’s world”’ or “‘distance from the present
reality’’. One way of creating distance from the present reality is to talk
about the past, a previous reality. Another way is to hypothesize about
the future in the present, and another is to hypothesize about the opposite
of what is true at present.
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According to Riddle’s analysis:

the speaker’s point of view and purpose in communicating play a
crucial role in the choice between the past and present tenses. A
situation whose time frame extends fromn the past to the present may
be described in the past rather than the present or present perfect
tenses if the purpose is to present information or ask a question from
a past point of view (p. 269).

There are two senses in which speakers may have a ‘‘past point of
view'":

1. Past association: The fact or nature of a person’s association with a
particular situation in the past is more relevant to the purpose in speak-
ing than the okjective current existence of that situation.... In this case,
the past tensc¢ functions as an indicator of subjective attitude.

Background information: Although the information to be presented is
about a situation subjectively viewable as existing in either the present
or the past (as above), this is considered to be background to other in-
formation whose present existence is to be emphasized. Here the past
tense functions as a discourse-organizing device which backgrounds in-
formation (pp. 269-270).

Riddle provides a number of examples of how point of view and
communicative purpose determine the choice of a past tense rather than
a present tense form. Such features of the speaker’s attitude and inten-

tions — which have traditionally been subsumed under the grammatical
category of ‘‘mood’’ rather than ‘‘tense’’ or ‘‘aspect’’ — are in fact even
more important to the choice of a past or present tense form than has
generally been assumed. To see that this is true, consider for a moment
the cases in which the present tense substitutes for the past tense, e.g., in
“‘blow-by-blow’’ accounts such as (13), or in the conversational historical
present as in (14):

(13) Navratilova #its a low ground stroke, Evert Lloyd
runs up and returns it low over the net to Martina’s
backhand, and it’s a slam to Evert Lloyd’s
forehand; but, no, she /isses it by a mile....
Well, we were getting dressed to go out one night
and I was, we were leaving, just walking out the
door and the baby was in bed, and all of a sudden
the doorbell rings and Larry says, “‘There’s
somebody here for you'’, and I walk in the living
room and she’s there with both kids.

(Wolfson, 1979, p. 174)

In such cases, the use of the present tense is chosen to make the des-
cription of events more vivid, to bring them into the frame of reference
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of current relevance, the ‘‘here-and-now’’ of the speaker. Conversely,
the past tense can be used in speaking English to emphasize not only past
association, rather than present relevance, but also in cases in which the
speaker elects to create a kind of ‘‘psychological distance’’ from the im-
mediate situation, that is, to avoid ‘‘vividness’’ or immediacy. In one
type of example, the use of the past tense covers up embarrassment or
discomfort in a certain type of social situation, as when a nervous teenager
asks for a date in the following way, using the past tense:

(15) 1 just thought, I mean, I hoped, er, I had this idea
that — maybe you’d like to go out with me?

A similar instance (cf., Leech, 1971; Waugh, 1975; Wallace, 1982; Com-
rie, 1985) is the ‘“‘polite”’ or ‘‘indirect’’ use of the past tense:

In English, for example, to say ‘‘Did you want me?’’ with reference
to a present desire is more tentative and thus more polite than to
say abruptiy ‘‘Do you want me?”’, Compare also in this regard the
widespread modern western Indo-European tendency to use the
conditional (etymologically a past tense) for present politeness: |
would like..., French je voudrais..., German ich hdtte gerne...,
Spanish querrd..., Dutch ik zou graag..., and so forth (Wallace,
1982, pp. 202-203).

Brown and Levinson (1978) describe this function of the past tense as
follows:

As the tense is switched from present into past, the speaker moves
as if into the future, so he distances himself from the here and now.
Hence we get negatively polite {speech acts] with increasingly
remote past tenses, for requests:

‘have beenl
(396) I | was wondering whether you could do me a little
favour.
and for questions:
(397) I was kind of interested in knowing if ...

Note that the present relevance of the present perfect form have
been renders (396) less distant than the same sentence with was, and
hence less negatively polite. Even more remote and therefore more
polite are forms like:

wondered whether
felt
hoped
thought

398) 1 I might ask you ...

and still one more degree of remoteness can be gained byuse of the

‘__" Fut
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unstressed auxiliary did, as in:
(399) 1 did wonder whether you might ... (pp. 209-210)

Knowles (1979, p. 22) offers the example, Did you want anything else,
sir? as typically occurring in an elegant restaurant. ‘‘This kind of polite,
formal language is often heard in good department stores and other
places where service is considered important’’ (Knowles, p. 23).

Another kind of example, that of the counterfactual or hypothetical
use of the past tense, as in (12f) and (12g) above, demonstrates that the
past tense can indicaie non-immediacy in yet another sense — that of
speculation or hypothesizing. Riddle excludes this type of example as
“‘too abstract to be suitable for pedagogical purposes and ... best covered
separately’’ (p. 267, n. 1). However, if this type of example is excluded
from the analysis, an important generalization is missed which may be of
value to students and which may in fact help the teacher to provide a
unified presentation of the uses of the past and present tenses in English.
Moreoever, it is simply incorrect to exclude counterfactuals as qualita-
tively different from other uses of the past tense. In fact, ‘‘temporal
past’’ and ‘‘counterfactual’’ meaning are on a continuum, as can be seen
in comparing the response of the second speaker (S2) to the first speaker
(S1) in examples such as (16)(a)-(e) below, where inferences concerning the
truth or possibility of the underlined proposition are shown in square
brackets for each context.

(16) (a) S1: Patricia said that the accountant
made an error.
S2: I know that Patricia said that.

[1 am sure that Patricia said that
(the accountant made an error).]

. Patricia said that the accountant
made an error.
If Patricia said that, 1 am inclined
to believe her.
[1 believe you that Patricia said
that (the accountant made an er-
ror).)
I’m not sure whether or not the
rain stopped yet.

: Well, if it stopped, then it’s time to
go home.
[I do not know whether or not the
rain stopped.}
I’m afraid it might rain all day.
If it did, then it would be the first
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time in ten years.

{It is possible that it might rain,
but it is unlikely in my estimation.]
I'll give you a loan to cover your
rent this month.

If I had a decent job, I could pay
my own rent.

[I do not have a decent job.]

In moving from (a) to (¢), we move from cases of certainty on the part of
the second speaker about the truth of the proposition, through increasing
degrees of uncertainty about its truth, to a pure counterfactual use of the
past tense.

From the examples above, it can be seen that the use of the past
tense to denote ‘‘true before speech time”’ is but a specific case, albeit a
common one, of a more general meaning or function of the past tense
whereby the speaker signals distance from the present reality or the im-
mediate frame of reference. Thus, the one-dimensional concept of the
past tense as indicating temporal distance from the speaker’s point of
reference is replaced by a multidimensional concept in which the distance
from the speaker’s point of reference may be temporal, psychological,
hypothetical, or evaluative, in the sense of showing the speaker’s attitude
regarding the relevance or pertinence of information to that reference
point. The present tense, in contrast, indicates that the speaker views
whatever is described by means of that tense as non-distant temporally,
psychologically or actually. Indeed, it is possible that the temporal use of
the simple past tense is not the most central use of that tense,’ and that a
type of modal meaning involving speaker judgments and perceptions is
more basic to both that tense and to the simple present, in English as well
as in a number of other Indo-European languages such as Dutch, Ger-
man, Russian, French and Spanish. As Wallace (1982), following work
by a number of other linguists (e.g., Joos, 1964; Waugh, 1975; Lyons,
1977: Langacker, 1978, 1982), concludes:

No reasonable person would deny that time is an important semantic
property of the categories of tense. The moot point is whether or not
it is a focal, central, nuclear property. One might in fact argue that
the distinction between ‘‘present” and ‘‘past’ ‘‘tense’’ in the
languages mentioned is not so much temporal as it is modal:
immediate-direct-certain “‘present’’ mode versus remote-indirect-
hesitant ‘‘past’’ mode (p. 203).

In fact, the second function of the past tense cited by Riddle, that
of backgrounding situations, may be more central to its use — and more
essential for characterizing and understanding its use — than its temporal
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properties. Kurnpf (1984) describes the distinction between grammatical
foreground and background as follows:

The foreground, then, is the event line, and the background consists
of clauses which set the rcene, make digressions, change the normal
sequence of events, or give evaluative remarks. For virtually any lan-
guage which has been described in this regard, the background is
more elaborate in terms of grammatical devices than the foreground.
The background marking load is greater — in whatever way the lan-
guage does that — because there is more to explain, in terms of time
relationships. Contrast the event line, which stays in the same time
frame for the entire episode or story (p. 133).

Besides the possibility of explicit backgrounding by means of the past
tense, that tense is in a sense ‘‘naturally’’ backgrounded as compared to
the present tense, which is the speaker’s conceptual anchor point or un-
marked reference point (Langacker, 1978).* The present tense frame of
reference is therefore automatically ‘‘foregrounded’’, that is, it serves as
the psychological or temporal focus, in a discourse context in which it oc-
curs in a main clause. The distinction between foreground and back-
ground appears to be a pervasive one in grammar, differentiating con-
crete from mass nouns, perfect from imperfect tenses, and pervading a
host of other grammatical and semantic distinctions (Wallace, 1982).
Moreover, the distinction can be revealingly portrayed in visual form,
for the purposes of coding data to show discourse structure or for help-
ing students to visualise meaning or discourse organisation as will be seen
in the next section.

The account presented here is a kind of ‘‘deictic’’ view of tense.
According to Comrie (1985):

...[T]ense is grammaticalised expression of location in time (p. 9). A
system which relates entities to a reference point is termed a deictic
system, and we can therefore say that tense is deictic. (By contrast,
aspect is non-deictic, since discussion of the internal consistency of a
situation is quite independent of its relation to any other time point.)
(p. 14).

The present treatment of tense as a form of deixis, however, goes beyond
that of Comrie, whose account is primarily temporal, to incorporate
non-temporal aspects of deixis, as in the work of Brown and Levinson

(1978), based on studies by Fillmore (1971, 1974). According to Brown
and Levinson:

Deixis has to do with the ways in which sentences are anchored to
certain aspects of their contexts of utterance, including the role of
participants in the specch event and their spatio-temporal and social
location.... It seems a safe hypothesis that the normal unmarked
deictic centre is the one where the speaker is the central person, the

Lo
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time of speaking (or ‘coding time’) is the central time, and the place
where the speaker is at coding time is the central place.... That is to
say, temporal and spatial descriptions are here understood relative to
the time and place of speaking, the central reference point. These
central locations provide the unmarked anchorage point, from which
all other usages are departures which take their meaning by reference
to this basic anchorage point. However, the fact is that many utter-
ances have deictic centrings that are not this one. We call such depar-
tures ‘point-of-view operations’.... (p. 123).

In sum, the meaning differences between the simple present and simple
past tenses reduce essentially to differences in perspective on the part of
the speaker as to the relevance or immediacy of situations. The reference
of speaker perspective to situation in this account of the meaning differ-
ences in English simple tenses implies that such meaning differences must
be analysed at the level of discourses and not that of individual utter-
ances. It also implies that part of what a non-native speaker must learn to
become a competent speaker of a second language involves the evalua-
tion of situations in terms of perspective: ‘‘Knowing a language includes
knowing what perspectives’ are available for talking about different
types of situations’’ (Smith, 1983, p. 479).

Practical Applications

A general conclusion arising from the analysis presented above is
that the tenses must be taught in discourse contexts, through paragraph
and longer readings and through extended conversational contexts. Two
underlying principles can be employed for teaching the usage of the sim-
ple tenses: contrast, to show the differences among forms and functions,
and clustering to show how forms can be clustered together under similar
uses or contexts. Under the first principle, the present and past tenses
should be illustrated together in one context, especially in contexts where
the differences in point of view is easily illustrated, e.g., through pic-
tures. Examples such as the fo!lowing, which include simple present and
simple past tenses, the latter (in contrast to the former) shown as occurr-
ing with both stative and non-stative verbs, would be easy to illustrate or
to elicit through picture prompts showing ‘‘Before’’ and ‘“After’’ scenes:

(17) Some workmen came to paint our house today.
So when 1 feft to go to school this morning, the
house was white, but now it’s blue,

(18) Mr. Salgado changed his hair color. It was white
before, but now it’s black.

It makes sense to teach such contexts very early, and before the contrast
of present progressive and simple present tense is introduced.

Gu
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There is a conceptual boundary separating the present and past
tenses into two different ‘‘worlds’’ or ¢‘universes of discourse’’. Nothing
can be in both the simple present and the simple past worlds simultaneously.
This conceptual boundary can be represented by a solid vertical line as
follows:

Qen WORLD OF | WORLD OF
«pAST” MEANING | “PRESENT” MEANING
(Distant) (Non-Distant)

Carrying this metaphor a bit further, we can also illustrate the relation-
ship between the present and present perfect tenses, and that between the
past and past perfect tenses, as involving a weaker, or a different, sort of
conceptual boundary, illustrated by the dashed vertical lines in the

figures below:

(22) WORLD OF WORLD OF
“PAST” MEANING “PRESENT” MEANING
{Distant) {Non-Distant)
If 1 had been 1 was not I have eaten I eat
born a man... born a man

The meaning of the perfect tenses thus involves the relationship between
two particular frames of reference, or worlds.

Possibly the most concrete and practical way of using these visual
representations of the distinctions among the tenses is to ‘‘diagram’’ or
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“‘chart” the contrast and development of tenses within a discourse. Ex-
ample (14) from above, taken from natural conversation, and an exam-
ple cited by Riddle (1986) have been analysed below:

(23) WORLD OF WORLD OF
“PAST’’ MEANING “PRESENT’’ MEANING
(Distant) (Non-Distant)

Well, we were getting dressed
to go out one night

and [ was,
we were leaving,
just walking out the door

and the baby was in bed,

and all of a sudden
the doorbell rings

and Larry says,
““There’s somebody here
for you”’,

and I walk in the
fiving room

and she’s there
with both kids.

(Wolfson, 1979, p. 174)

In a narrative such as that shown in (23) above, in which the past
tense alternates with the conversational historical present tense, the chart-
ing also serves to indicate episodic boundaries. The functions of different
episodes may also be labeled on the chart (see Wolfson, 1979, 1982 for a
discussion and for similar charting conventions), as shown in the follow-
ing example:
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24) WORLD OF WORLD OF
“PAST MEANING “PRESENT” MEANING
(Distant) {Non-Distant)

In November 1859, Charles
Darwin's The Origin of
Species, one of the greatest
and most controversial
works in the literature of
science, was published in
London.

The central idea in
this book is the
principle of
natural selection.
In the sixth edition, which
appeared in 1872

and which Darwin regarded
as the definitive one ...
Darwin wrote:

This principle of
preservation or the
survival of the
fittest, 1 have called
Natural Sclection

(Eigen & Winkler, 1981, pp. 53-54)

In discourses in which more than one tense occurs, this type of chart-
ing represents the relative level of backgrounding and foregrounding by
the left-to-right dimension, the leftmost parts of the context being the
most backgrounded (and the least foregrounded). Thus the use of the pre-
sent perfect tense in figure (24) is shown as relatively more backgrounded
than the prescat tense but relatively less backgrounded than the past
tense. The styles of different types of written or spoken discourse in
terms of tense usage can be graphically represented to students in this
type of charting, which will give a clear indication of such features as
main ideas (those not backgrounded) and subdiscourses (those stretches
of unbroken text occurring on one side of a line). A tangent may be iden-
tifiable, perhaps, as a stretch of discourse occurring in a portion of the
diagram in which very little, if any, other text is located.

For maximum contrast, students can be shown a present tense and
a past tensc version of the same sequence of actions in this framework,
which may help them visualise the distinctions in appropriate contexts.
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(25) WORLD OF WORLD OF
“PAST”” MEANING “PRESENT”’ MEANING
(Distant) (Non-Distant)
Preamble: Setting for
Main Event

I was getting ready for
my boyfriend
to come over last night,

Sequence of Events =
Main Event

when all of a sudden
the phone rings.

I pick it up

and say hello.

But there’s no answer.

I hang up.

It rings again.

The same thing happens
three times in a row.
Resolution: Conclusion of
Narrative

So I called my boyfriend
and told him
we were going out,

(26) WORLD OF WORLD OF
“PAST” MEANING “PRESENT’’ MEANING
(Distant) {Non-Distant)

Clara enters, stage left,

and walks briskly

over to Eunice, who

picks up the gun

and throws it

across the room,

knocking Clara unconscious.

For example, the present tense sequence of events below in (26) could be
stage directions for a play. Students could then be asked to use thesc
‘“‘stage directions’’ to write a 1eport of what actually happened in that

6 \J
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part of the play, as though they were a reporter viewing the scene from
the audience. Their reported version would presumably be as shown in
Q@n:

(27) WORLD OF WORLD OF
“PAST”’ MEANING “PRESENT” MEANING
(Distant) (Non-Distant)

Clara entered, stage left,
and walked briskly

over to Eunice,

who picked up the gun

and threw it

across the room,

knocking Clara unconscious.

Another way of indicating discourse structure is through color highlight-
ing, e.g., on computer, to show tense shifts, backgrounding and fore-
grounding in different parts of a text.

Such charting or highlighting devices serve to illustrate graphically
the tense structure of a text and how the tense structure of one text dif-
fers from another. This kind of visual display may be valuable for help-
ing students to focus on important contrasts and to attend to certain rele-
vant aspects of discourse structure. In addition, such devices may have
utility in illustrating the resuits of discourse analyses carried out as
research, or for characterizing the interplay of different tenses in the
developing interlanguage of a sample of speakers or of one speaker over
a period of time.

According to the clustering principle alluded to above, the temporal
uses of the past tense would be taught in the context of modal verbs and
hypothetical uses, both of which have similarly ‘‘distal” (Langacker,
1978) or “‘remote’’ (Knowles, 1979) meanings. From the point of view of
function and meaning, this group of verb forms comprise a cluster of
“non-present’’ ‘neanings. Considering students for whom the native lan-
guage does not mark distinctions of tense or for whom the native lan-
guage marks temporal distinctions in ways which are significantly different
from English usage, it is possible that such clustering will be meaningful
in terms of the native pattern. To give just one example, in Turkish, the
mis “‘aspectual marker’’ subsumes parts of the English categories of past
time, reported speech, conjecture and uncertainty of the sort described
by English modal verbs.

67
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As another type of clustering, the present/past distinction can be
taught in the context of other foregrounding/backgrounding devices,
€.g., subordination and weak stress as backgrounding devices, front of
sentence placement (Here they come; there they go) and emphatic/con-
trastive stress as foregrounding devices. Languages differ in the degree to
which foregrounding/backgrounding or close/distant perspectives are
codified in the verb system, as opposed to some other linguistic system —
e.g., the system of nouns or adverbs. Clustering in terms of functional
similarity can therefore help the student to see how pragmatic distinctions
are realized in English by various aspects of its grammar and how this
codification differs from the way in which those pragmatic distinctions
are realized in the native language.

It is possible that foregrounding is a more difficult skill to master
than backgrounding, especially as regards the past tense, which is cus-
tomarily backgrounded. Two limited studies (Kumpf, 1984; Riddle,
1986) suggest that this is at least an interesting hypothesis to test. The use
for temporal reference of contextual anchor points established in earlier
parts of a discourse (cf. Long<and Sato, 1984) and how the development
of these discourse anchoring strategies relates to the development of
backgrounding and foregrounding strategies would seem to be a fruitful
area for investigation.

A general question to be examined is whether the grammaticaliza-
tion of tense distinctions in interlanguage develops on a basis of the prag-
matic distinction between background and foreground, or distant and
non-distant perspective. Researchers might also wish to compare the de-
velopmental sequences for use of the variety of English devices for fore-
grounding and backgrounding, to discover to what extent they covary in
the interlanguage of sample groups or individuals over time. It would be
interesting, for example, to analyse whether any universal tendencies ex-
ist, e.g., for early learners to prefer a combination of discourse-initial
stress and sentence-initial placement of topic, that is, for a foreground-
ing communicative strategy at the beginning of a discourse, or for the op-
posite, a backgrounding strategy beginning with weak stress and non-
topical information. In this way, the analysis would become multidimen-
sional in the sense of Long and Sato (1984).

Concluding Remarks

It might at first have seemed that a focus, advocated here, on the
apparently idiosyncratic, subjective features of tense usage, on the
details, the ‘‘exceptions’ and the most general aspects of a tense in com-
parison to other forms of the language, both tenses and non-tenses,
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would not be a productive use of student time. However, such aitention
to subjective aspects, detail, hard to explain areas and general patterning
of meaning and function of the simple tenses in the context of other
related items of English might be just the data that learners need to really
understand how those tenses are used and how they fit into the larger
scheme of the language. We must beware of assuming that students can-
not bandle a certain amount of abstraction since it should be expected
that most learners, particularly adults, are accustomed to the abstract
nature of the world and of language, to the fact that grammatical forms
can have many varied and non-transparent functions. We do our
students a disservice, 1 think, when we simplify our presentation of the
language to the point where the information which they are exposed to,
in formal instruction or ‘*natural’’ classroom approaches, is incorrect or
oversimplified to the point of being entirely inadequate for understan-
ding or producing most real human communication. Similarly, we handi-
cap our rescarch efforts when the framework for gathering and analysing
data is not sufficiently rich for testing hypotheses about real human learn-
ing and communication. Wolfson (1982) reminds us:

If native speaker usage is to be the model for second language
learners, then we must know how native speakers use the features we
wish to investigate, recognizing that discourse rules apply differently
to different genres. While discourse analysis is undoubtedly of far
greater value than simple sentence level analysis, it also requires a
much more sophisticated approach toward research (p. 68).

With the above points as background, a few interrelated observa-
tions about ESL teaching and research can serve as concluding remarks:

(A). ESOL practitioners are, by and large, presenting students with
the wrong meanings of the English tenses. Certain notions deserve
special mention — e.g., that the ‘‘central’’ meaning of the past tense is
“‘completion’’ or *‘specific past time’’ and that the ‘‘central’’ meaning of
the present tense is ‘‘habitualness’’. These are not meanings of the
tenses; they are the meanings of whole sentences or larger contexts, of
different uses of the tenses in different environments. And there is no one
“‘central”’ use of the tenses which should be presented to the exclusion of
other uses.

(B). The ESOL instructor must be thorough in presenting the whole
range of uses of a given tense, being careful not to exclude the uses of the
simple present tense in past or future time contexts, nor of the simple
past tense in present or hypothetical contexts. The instructor must seek
to conceptually tie together all the uses of a given tense, explaining why
and how, for example, past time can be represented by present tense
forms. It is unrealistic to expect students to be able to use English tenses
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properly without having a grasp of the overall system: students cannot
master the use of a single tense until they know when it is not appropriate
to use it, which means until they know the unique place which that tense
and its usage occupies in the tense system as a whole.

(C). ESOL practitioners are focusing too much on traditional cate-
gories of grammar, both form and meaning, and not enough on modal
meaning. They are giving students the wrong system of English tenses.
The English system is essentially modal, rather than temporal or aspec-
tual, in that the choice of tense is determined as much by the perceptions
and interpretations of situations by the speaker as by the time of occur-
rence relative to the time of utterance or the type of action described by
the verb. As Knowles (1979) states:

It is therefore unwise to structure explanations of predicate forms
li.e., tenses — MP] into time frameworks, for the simplicity that
seems to appear is superficial at best and usually a distortion that
eventually leads to confusion (p. 25).

The basic distinction between. past and present tenses is one between
““distant’’ and ‘‘non-distant’’ viewpoints. It is important for students to
realize that the way they want to represent facts — e.g., as imm=diate or
non-immediate in a given context — will determine the selection of tense
as much as the chronological time of what is described.

(D). In general, more attention needs to be paid to situational varia-
bles in all aspects of ESOL practice. ESOL practitioners are focusing too
much on individual items and sentences, rather than on the larger context
of utterances, including both explicit and implicit assumptions, percep-
tions, preferences, values, etc. As a consequence, studcnts are not being
taught the types of analysis (for comprehension) and synthesis (for pro-
duction) which are necessary for correctly interpreting and formulating
utterances in English. It is hoped that the treatment offered above, in
conjunction with some of the pedagogical suggestions, will be helpful in
teaching students what to attend to in order to achieve a high ievel of
competence as an English speaker.

(E) It is possible that the acquisition of tense involves gradually
moving from the more concrete, immediate uses to the less concrete, less
immediate uses. We can thus expect that students might master the uses
of the present tense to indicate immediate sensations, desires and needs
before mastering the unlimited sense of the present tense. Similarly, it is
likely that the skills required to background in different contexts and to
explicitly foreground information by means of tense choice or other dis-
course features develop only gradually and in certain identifiable ways. It
would be of value to examine these developments in detail, both for the
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tenses individually and for the larger tense system as a whole — e.g.,
comparing present and past tense usage over time in the interlanguage of
a variety of learners — to see if any complementary or contrasting pat-
terns obtain. Perhaps the foregoing analysis will serve to elicit more spe-
cific hypotheses along these lines in the research presently underway on
the development of the tenses in second language learners. Indeed, the
presentation above may be able to add to the analysis of data already ob-
tained and provide tools for continued work in the future on the develop-
ment of tense in second language learners.

Notes

!The term “‘tense’’ is used throughout this paper to refer to a class of lin-
guistic forms (morphemes) which have traditionally been called the
“simple present”’ and the ‘‘simple past’’ tenses, even though the former
is not in fact marked by any verbal inflection (see discussion of the pre-
sent tense as ‘“‘unmarked’ below). According to this line of thought,
there is no future tense in English and hence no way of indicating ‘‘pure”’
futurity. Instead, there are various forms which happen to indicate
futurity, in various ways. Be going to expresses a planned action or a
future event for which there is already some evidence (/1’s going to rain).
Be about to indicates immediate readiness. Will expresses certainty on
the part of the subject, and in general contexts (Boys will be boys) indi-
cates general, rather than future, certainty. In more specific contexts, the
subject’s certainty functions as a promise ({ will be a doctor) or a predi-
cation (The plane will arrive at 5:00). With definite future context, the
present tenses can indicate an event which occurs in the future (T#e plane
arrives/is arriving at 5:00 tomorrow).

%In one tradition, examples such as (9b) and (9d) are described as itera-
tive, that is, as repeating a series of (completed) events. However, in the
interpretation presented in the present article, which is based on Vendler
(1967) and which it is felt will be more transparent to students, a distinc-
tion is made between acrivities — as in (9b) and (9d) — and achievements
or accomplishments — as in (9a) and (9¢). Vendler's analysis elucidates
the fact that sentences such as (9a) and (9c) imply “‘completion’’ in any
tense,

30n this point, I disagree with Comrie (1985) that “‘past time reference is
the basic meaning of the past tense’’ (p. 20), whereas other meanings or
uses such as those indicating politeness or counterfactual conditionals
are secondary. In the treatment presented above, I believe that I (and
Knowles, 1979, who groups together all uses of the past tense morpheme
under the meaning of *‘remote’’) have met the following condition set up
by Comrie for an alternative account of the past tense (and the present
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tense) as having one meaning underlying all uses:

In order to abandon the characterisation of the English past as indi-
cating basically past time reference, it would be necessary to show
that there is some alternative characterisation of its meaning from
which past time reference, as well as politeness (and perhaps present
counterfactuality) would all fall out automatically as special cases (p.
20).

4] have intentionally avoided the ““figure/ground” terminology of
Wallace (1982) and the use of “ground” in the sense of Langacker
(1978), which is equivalent to my “anchor point’’ or ‘‘unmarked refer-
ence point’’, to avoid confusion. If it were not for this unfortunate clash
of meanings, it might be useful to speak of both background and fore-
§round as relative to ground.

Smith’s specific meaning of “‘perspective’’ and ‘‘viewpoint”’ is not ex-
actly equivalent to my usage, as she is mainly concerned with describing
the aspectual properties — what Comrie (1985) calls “‘the internal tem-
poral countour[s]” (p. 40) — of situations viewed as either events or
states, in a sense, a “‘finer’’ level of analysis than that undertaken in the
present paper. However, 1 think it might be fruitful to explore the points
of intersection between her werk and what is presented here.
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Self-Assessment of Foreign Langnage Skills: Implications for
Teachers and Researchers
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Abstract

Self-assessment accuracy is a condition of learner autonomy. If stu-
dents can appraise their own performance accurately enough, they
will not have to depend entirely on the opinions of teachers and at
the same time they will be able to make teachers aware of their indivi-
dual learning needs. The purpose of this article is (1) to summarize

. the literature on self-evaluation of foreign language skills and (2) to
show what it could mean to teachers and researchers. The conclusions
of several self-assessment studies are somewhat contradictory, but
these differences seem to support Stephen D. Krashen’s Monitor
Model/theory. Therefore both teachers and researchers should keep
in mind chat foreign language learners’ self-estimates may be in-
fluenced to a varying dégree by the use of the Monitor.

Introduction

Students need to know what their abilities are, how much progress
they are making and what they can (or cannot yet) do with the skills they
have acquired. Without such knowledge, it would not be easy for them to
learn efficiently.

From an educational standpoint, knowing to what extent students
can appraise their own performance is also important. If they can do it
accurately enough, they do not have to depend entirely on the opinion of
teachers and at the same time they can make teachers aware of their indi-
vidual learning needs.

Self-assessment accuracy is a condition of learner autonomy. In this
respect, however, foreign language students may be at a aisadvantage
because they are not always able to compare themselves to native speakers.
Moreover, the reliability of these students’ judgements may be hampered
by the fact that language learning is a complex process in which subjective
factors such as affectivity and personality traits play a very important
role.

The purpose of this article is twofold. First, it is to summarize the
literature on self-evaluation of foreign language skills with regard to
cases in which the estimates given by adult learners have been compared
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to teacher appraisals and/or to other, more objective measures of profi-
ciency. Second, it is to ponder the implications of self-rating for foreign
language teachers and researchers.*

Summiag up the Literature

The information presented in this article was obtained through (a)
an extensive search of the literature, (b) the examination of completed
questionnaires about ongoing activities in the field, (c) research projects
reports dealing with the theoretical and practical aspects of self-assess-
ment and (d) a self-evaluation experiment conducted by the author at the
U.S. Department of Defense Language Institute, Foreign Language
Center (DLIFLC), in Monetary, California, during the first four months
of 1985. The bulk of the information was collected at the administrative
headquarters of the Council of Europe in Strasbourg, France, between
March and June of 1984, before the DLIFLC experiment. An explora-
tion of the ERIC File data base was carried out ia the United States in
1985, which supplemented the EUDISED! search that had already been
done in Europe.

The literature which the author reviewed was focussed on the lower
levels of language learning. The oldest reports that came to his attention
were published in 1976. The topic of self-assessment (variously termed

‘self-rating”’, “‘self-appraisal’’, ‘‘self-control’’, etc...) has apparently
just begun to expand as a distinct field of interest in language testing and
evaluation. The Modern Languages Proejct of the Council of Europe,
dedicated as it is to promoting student-centered, needs-oriented and
motivation-based learning, seems to have played a crucial role in this
development.

Research reports dealing with self-evaluations of foreign language
skills were produced in different parts of the world. Most of them involved
high-school or university undergraduate students and, in the majority of
all cases, students of English as a foreign language (other languages studied
were French and, once only, Swedish — but that time the learners were
adult migrants).

Few reports were concerned specifically, let alone exclusively, with

*Author’s nute: The second scection (“SUMMING UP THE LITERATURE”) and the
last section (“‘A PROPOSED FORM FOR CONTINUOUS SELF-APPRAISAL") of this
paper arc largely based on the rough draft of the comprehensive survey which Professor
Mats Oskarsson (of the University of Géteborg, Sweden) submitted to the Council of
Europe in 1983, Professor Oskarsson’s original input and subsequent encouragement are
gratefully acknowledged.
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SELF-ASSESSMENT OF FOREIGN LANGUAGE SKILLS:
IMPLICATIONS FOR TEACHERS AND RESEARCHERS

self-appraisal practices. Often times self-rating got into the picture because
student input was needed by course developers for a more general needs
analysis; or else it was one component of a much larger research design.

The studies that were reviewed are compared in Table 1 below. Each
study is identified by the name(s) of the investigator(s) who described it.

The emerging pattern is one of consistent overall agreement between
self-assessments and ratings based on a variety of external criteria. The
accuracy of most students’ self-estimates often varies depending on the
linguistic skills and materials involved in the evaluations (Raasch, 1979,
1980; Evers, 1981; Anderson, 1982; Blanche, 1985), but these estimates
are generally good or very good (Raasch, 1979, 1980; Palmer and
Bachman, 1981; Evers, 1981; LeBlanc and Painchaud, 1981; Achara,
1980, 1981; von Elek, 1981, 1982; Rea, 1981; Blanche, 1985; Oskarsson,
1977, 1978, 1980).

Several studies included quantitative comparisons between self-ap-
praisals and more objective measures of proficiency, usually in the form
of calculations of Pearson product-moment correlation coefficients.
Values ranging from .50 to .60 are common, and higher ones not uncom-
mon. What this means is that a set of self-assessments (such as answers to
a questionnaire) tends to carry about the same wcight as any of the
various parts (sub-tests) of a standardized testing instrument. However,
the more elaborate statistical analyses of two rersarchers (Anderson,
1982; Blanche, 1985) revealed that there were no significant relationships
between the accuracy of the students’ self-evaluations of their foreign
language skills and their actual (classroom/test) performance. In addi-
tion, some investigators have pointed out that self-assessed scores may
often be affected by subjective errors due to past academic record, career
aspirations, peer-group or parental expectations, lack of training in self-
study and self-management, etc.... The need for practice in autonomous
learning and self-directed evaluation was emphasized a number of times
(Bournemouth Eurocenter, 1982; Oskarsson, 1977, 1978, 1980): the
author himself believes that teacher-training in these areas is an important
prerequisite for the effective development of student-centered control
techniques.

Several kinds of self-rating instruments were employed. Somgc of
them were used for general research purposes, others for purposes of
continuous performance appraisal in ordinary teaching-learning situa-
tions. The self-test items that seem to have yielded thc most accurate
answers contain descriptions of concrete linguistic situations which the
learner can size up in behavioral terms. Moreover, higher correlations
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were obtained between self-assessments based on such situational models
and other examination results than between other examination results
and global self-aprpaisals of ‘‘macroskills’’ like ‘‘writing’’ or ‘‘under-
standing a native speaker.”’

In eight of the studies which were examined (Lee and Low, 1981,
1982; Fok, 1981; Bournemouth Eurocentre, 1982; von Elek, 1981, 1982;
Heindler, 1980; Heidt, 1979) the researchers found that self-evaluation
practices appeared to have increased the learners’ motivation. Likewise,
many investigators concluded that their more proficient subjects tended
to underrate their linguistic abilities (Ferguson, 1978; Evers, 1981;
Achara, 1980, 1981; Heindler, 1980; Bournemouth Eurocentre, 1982).
Conversely, overestimation cases involved weak students to a greater ex-
tent than high achievers (Ferguson, 1978; Heindler, 1980; Blanche,
1985).

Low self-estimates as well as low correlations with more objective
scores were consistently reported in two language learning areas: pronun-
ciation (Raasch, 1979, 1980) and grammar (Palmer and Bachman, 1981;
Anderson, 1982; von Elek, 1981, 1982; Blanche, 1985). Thus, on the
basis of the research literature reviewed, most learners would be likely to
find it comparatively easier to assess their purely communicative skills.

It also appears that the self-evaluations of different language skills
are probably not comparable. For instance, Anderson (1982) has sug-
gested that some ESL students may appraise their overall performance
only in relation to their ability to speak and write English. Consequently,
an experiment that was not focussed on just a few linguistic processes
could have been overambitious.

The variety of the cultural backgrounds of the subjects who took
part in the studies reviewed was another frequent problem. Many of
these persons were adult foreign students who did not share the same
value systems with their instructors. This situation was often aggravated
by a third problem: the lack of common, valid criteria which both learners
and instructors could use to make sound judgements. Too many studies
relied solely on questionnaires. Even when students and teachers were
answering the same graded questions, this type of procedure might still
not have afforded precise measures of the learners’ self-rating accuracy
levels. What a majority of teachers and students are considerably more
familiar with is administering or taking examinations. Tests routinely
administered by instructors did not scem to have been used as self-
assessment tools before the author of this article designed an experiment
in which the subjects were asked to guess their grades immediately after
such regular checkups.
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Implications for Researchers

The self-assessment studies found in the research literature were
somewhat contradictory, but many of the contradictions which these

studies imply seem to support Stephen D. Krashen’s Monitor model/
theory.

Krashen’s model “‘attempts to account for several perplexing pheno-
mena, such as discrepancies in oral and written second language perfor-
mance ... and the observation that certain students display a firm grasp
of the structure of the target language, while others do poorly on struc-
ture tests and appear to be able to communicate quite well.”” It proposes
that adult learners concurrently develop two porsible independent systems
for second language performance, one ‘‘acquired,”’ developed in ways
similar to first language acquisition in children, and the other *‘learned,”’
developed consciously and most often in formal situations. The model
assumes that “‘adult linguistic production in second languages is made
possibly by the acquired system, with the learned system acting only as a
Monitor. The Monitor, when conditions permit,? inspects and sometimes
alters the output of the acquired system.” As a result, the model predicts
that performers will vary with respect to the degree to which conscious
monitoring is used. At one extreme, there are performers who seem to
monitor whenever possible (‘‘Monitor over-users’’) and whose perfor-
mance is therefore quite uneven. At the other extreme are performers
who do not seem to use a Monitor at all (*‘Monitor under-users’’), even
when conditions would allow it.

Thus Krashen’s Monitor theory appears to account for differences
between the self-evaluation accuracy rates observed in several studies:
while the Monitor only has the function of editing, performers often self-
correct using acquisition in both first and second language (Krashen,
1983). This means that in the future investigators should first try to
determine whether their subjects are more likely to use the Monitor or
the acquired system for self-appraisal purposes. Then it will be much
easier to select those research results which can legitimately be compared.

The L, plus Monitor Mode

For example, cases involving the *‘L, plus Monitor Mode"’ would
theoreticaliy be comparable. The L, plus Monitor Mode of speaking
makes it possible for adult learners to produce utterances without ac-
quired competencs. Adults can apparently resort to their first language
as a substitute utterance initiator, which may take the place of acquired
second language competence (Krashen, 1977). This happens more often
when learners need to perform very early in their second language exper-
ience, before they have had a chance to acquire the needed L, structur:
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through natural input. They simply start from the surface structure of
their first language, and then utilize the conscious grammar as a Monitor
to make alterations to bring the L, surface structure into conformity with
their own idea of the second language. The L, plus Monitor Mode
enables adults to engage in conversation. It invites input. This, in turn,
may stimulate language acquisition (if the input is comprehensible:
Krashen, 1985). Such a mode does aillow for early production and in and
of itself helps to account for early progress in second languages. But it is
very limited, since it depends so much on the performer’s ability to make
repairs. As soon as learners become aware of this constraint, they will be
induced to rely more and more on their acquired system. In an intensive
course, they will probably feel the pull sooner.

The learner’s age or level of cognitive development

In none of the self-rating studies which the author reviewed was the
age of each subject taken into consideration, yet it could have been an
important variable. We do know that monitoring is more easily done
when learners have reached Piaget’s ‘‘Formal Operations’’ stage (Kra-
shen, 1982); but we do not know whether self-correction is generally
easier for younger or older adults. Furthermore, it would be useful to
find out how differently children, adolescents and adults perform on the
same or similar self-assessment tasks.

The amount of formal instruction the learner has experienced

The learner’s level of cognitive development also depeuds on the
amount of formal instruction he or she has experienced. We would expect
that the more training one has had, the greater one’s monitoring capacity
will be. In the DLIFLC experiment (Blanche, 1985), however, neither
prior education nor prior exposure to foreign languages seemed to have a
measurable impact on self-appraisal error rates. This might be explained
in two ways. On the one hand, the availibilitvy of conscious knowledge of
the rules of a language does not guarantee that it will be used (Krashen,
1982). On the other hand, the monitoring function makes sense only
after there is something to monitor, i.e., after communication strategies
are somewhat developed and after the acquisition process is well esta-
blished. Thus the following two research questions should be asked in
future studies: how many rules do the performers know in any language?
How many rules hc.ve they actually been able to acquire in the target lan-
guage?

The individual personality of the learner

Likewise, it would be advisable to control for some aspects of per-
sonality, due to the observed relationship between personality and avoid-
ance behavior (Kleinman, 1977): persons who are insecure, self-
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conscious and afraid to make mistakes tend to use the Monitor more
than others (Krashen, 1982). In addition, the relationships between the
learner’s attitude, aptitude and self-evaluation accuracy should be inves-
tigated, since we already know that (1) both attitude and aptitude can be
related to achievement in foreign languages (even though they are unre-
lated to each other) and (2) attitudinal factors almost certainly outweigh
aptitude factors in second language acquisition (Krashen, 1985).

The nature of the linguistic task being performed and the focus required
by this task

But the degree to which the Monitor is likely to be used by foreign
language learners may depend even more on the nature of the linguistic
task being performed and the focus required by this task than on other
variables. Tasks which cause students to focus on linguistic analysis
(such as fill-in-the-blank with the correct morpheme) invite monitoring,
while tasks which impel the speaker to focus on communication (such as
answering a real question) do not (Krashen, 1982). It follows that the
Monitor should be more effective in writing and prepared speech exer-
cises — if the students already communicate well in the target language
and if they are given enough time to make the use of the Monitor desir-
able. Unfortunately very little research is available on the self-assessment
of writing exclusive of other language skills.

The nature of the curriculum

Lastly, the background against which linguistic tasks are being per-
formed is bound to reflect the entire language curriculum that undergirds
it. Although we do not know how the curriculum itself may affect the
accuracy of self-estimates of learning, we may hypothesize that language
programs as different from one another as a short intensive course espe-
cially designed for high-level business executives in Western Europe and
a two-semester course at an average American high school should not be
compared without certain qualifications.

Implications for Teachers

So what does this all mean to language teachers? Knowing that self-
appraisal exerci 'es are likely to increase their students’ motivation is pro-
bably not enough.

A growing body of research clearly shows that acquisition (as opposed
to learning) is responsible for most second language performance. Acqui-
sition results are also sub-conscious. We are never completely aware of
the rules we have acquired. A lot of times we only have a “feel”’ for cor-
rectness (Krashen, 1983): when we hear a mistake, we may not know ex-
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actly which rule was broken, but somehow we know that was a mistake.
The notion that complex aspec of grammar are difficult to teach
through rule is shared by many curriculum developers. Nevertheless,
language teaching has traditionally been directed at learning and not ac-
quisition. Therefore teachers should know when and how self-rating can
in fact help to promote acquisition in the classroom.

Situations involving a high degree of communicative urgency (such
as simulated telephone conversations) make the learners attend to the
accuracy of their message and the appropriateness of their utterances to
the discourse rather than to their grammatical accuracy (Schlue, 1976).
Stated simply, communication goals call for more meaningful input and
encourage language acquisition (Krashen, 1983). However, only the
tasks that direct the learners’ attention to linguistic form bring moni-
toring into play (Krashen, 1982). Although such a contradiction can be a
problem, it is not a dead-end. If teachers realized that a majority of
students find it easier to estimate their purely communicative competence
level than their mastery of grammar, they might wish to employ self-eva-
luation devices to keep these students intent on communicating.

According to Krashen, the goal of the language teacher should be
to produce optimal Monitor-users, i.e., performers who can use rules to
supplement acquisition when appropriate without interfering with the
flow of communication. This implies that formal grammar instruction
should not have a central place in the curriculum — but it does have an
important role to play. One of Krashen’s beliefs is that while children in-
evitably acquire tanguage, adults both acquire and learn. Given this, the
ideal foreign language classroom might be one in which both learning
and acquisition are possible, and in which the creative construction pro-
cess is stimulated by contextualized exercises and the opportunity to use
natural language, while clear presentation of grammatical rules and selec-
tive error correction may be effective for those in class who are Monitor-
users. Yet teachers should not expect the students at the end of a particu-
lar course to have acquired a certain group of structures or forms. In-
stead they should expect them to deal with a particular set of topics in a
given situation.

Therefore, students could and should be asked to assess their ability
to handle topics on a regular basis, as there is plenty of evidence that they
can do it with a fairly high degree of accuracy. This kind of self-appraisal
would be particularly helpful in the case of (false) beginners. Beginners
of any age have very little use for monitoring, unless monitoring involves
the L, plus Monitor Mode. Indeed too much reliance on grammar in carly
acquisition stages is often detrimental, because speakers may spend so
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much time grappling with rules and forms that they miss the message being
conveyed, thereby hindering the progress of acquisition (Krashen, 1983).

On the other hand, intermediate and advanced students of a second
language (those who can communicate fairly well and who usually under-
stand most of what is said to them) might profit by concentrating on
learning aspects of morphology and syntax that are normally acquired
late. In this case, self-rating exercises calling for the utilization of the
Monitor would be in order. In addition, grammar-oriented self-
evaluation components could be incorporated into computer language
learning units, which would allow teachers to increase the time spent on
communicative activities in class.

Finally, both the Monitor Model and recent self-assessment research
data point to the advantages of two-tiered language programs that con-
sist of a core curriculum supported by language skills *‘clinics’” in gram-
mar, vocabulary, reading, writing, listening comprehension, pronuncia-
tion and discussion. Such programs can very strongly emphasize interac-
tive communication, but in the clinics students working in small groups
have an opportunity to make up for specific deficiencies and to learn
how to utilize the Monitor more efficiently. As a result, self-estimates
made in these clinics can involve either communicative ability or know-
ledge of rules in relation to a particular language skill.

A Proposed Form for Continuons Self-Appraisal

In closing, the author of this article would like to propose a draft
form that could be used as a basis for continuous self-evaluations of learn-
ing progress in a language course. The questions and item descriptions
which it includes should be translated into the students’ native language
unless these students are at a fairly advanced stage of linguistic develop-
ment. Items should be sampled, rephrased, rearranged and supple-
mented in such a way that they give each learner an opportunity to reflect
upon all the various aspects of the course.

Notes:

'EUDISED stands for *‘European Documentation and Information System for Educa-
tion."* Produced by the Council of Europe in collaboration with national agencies, the
EUDISED data base is the spinoff version of the printed abstract, journal EUDISED R&D
BULLETIN and contains ongoing and completed projects of educational research and
development carried out in Europe.

2Author’s own emphasis
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AMVIC

1. In the last few lessons (days, weeks)', we/I have studied/practiced/ worked

Fill in the empty spaces with
topics and areas of study that
are relevant in your case for ex-
ample:

(a) pronunciation of words
coraining the sound /6/

(b) how to greet neople

(¢) questions with do/does

The “*new words’’ you have used will be covered under items 3 and 4 below,
so please don’t include vocabulary in this section.
. In your estimation, how well can you deal with the above topics?

Not at To some Fairly Very Thoroughly
all extent well well

L]
.
© U
L
Q) L]
® U

. On reflection, to what extent do your find the above topics important in rela-

tion to your own nceds?

Not important  Not very Fairly Very Extremely
at all important important important important

(a) g U
(b) U U
© U U
() L i L]
(c) UJ ]
) CJ [
. We/I have also come across new words of the following type, or within the
following subject arca(s):

(Write down your native language
cquivalents if it's easier for you)
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. In your -stimation, how well do you know the above vocabulary/areas?

Not at To some Fairly Very Thoroughly
all extent well well

(a) U O g g O

®) g O 0 O O

(© O O g U O

(d) O O O g O

. On reflection, to what extent do you find the above vocabulary/areas impor-
tant in relation to your own needs?

Not important  Not very Fairly Very Extremely
at all important  important  important important

(a) g a d g g

(b) O O O O O

© g a a a |

(d) O O O O O

. Summarizing the last few lessons (days, weeks) we/l feel that we/I have
learnt:

Nothing Very
at all little A little Enough A lot

O O O ] o

. Looking back, I realize that I should change my study habits/learning ap-
proach/priorities in the following way:
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10. 1would want to see instruction in the next few lessons (days, weeks) focussed
on the following points/skills/areas:

Follow-up

Discuss your assessment and your points of view with a fellow student or in a
small group — or with your teacher/instructor/professor. Try to find out
whether others think you tend to overestimate or underestimate your ability and
acquired skills and then decide whether you should reconsider and readjust your
personal ‘‘yardstick.’’ Be sure to compare your subjective impressions with other
criteria such as test scores, your teacher’s evaluations and your fellow students’
opinions.




Current Research in Southeast Asia

Yolanda Beh
RELC

There was encouraging response to the recent call for reports on
language-related research relevant to Southeast Asia. Most of the reports
were on compieted research. Those included in this section are on research
in progress or nearing completion at the time of compilation. Grateful
thanks must be expressed to the researchers for providing information on
their studies through the ‘‘Questionnaire on Research in Language and
Linguistics in SEAMEO Countries’’. Researchers are always welcome to
request copies of this form from the address below or to send to the same
address write-ups on their projects (under the headings: title, description,
name of principal researcher (and other researchers, if any) and the spon-
soring or financing body):

Librarian and Head of Information Centre
SEAMEO Regional Language Centre

30 Orange Grove Road

Singapore 1025

Republic of Singapore

BRUNE]I DARUSSALAM

Title: The Use of Malay and English in the Work Domain
in Brunei Darussalam
Description: The aims of this study are to (1) obtain a picture or

pattern of the use of Malay and English in Bruneian
government and non-government departments/
institutions (2) pinpoint specific areas which may
demand the attention of the Bruneian language
planners as well as the language curriculum
designers and implementers when reviewing their
plans (3) draw some implications of the findings
for the planning of Malay and English and for the
implementation of the national language educa-
tion programme,

Using a stratified random sampling method a total
of 225 adults has been selected from both govern-
ment and non-government institutions and offices
in the country for the study. Data has been col-
lected through questionnaires, language diaries
and informal observations.
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Principal researcher:

Sponsoring or
financing body:

INDONESIA
Title:

Description:

Principal researcher:

Other researchers:

Title:

Description:
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Thesis (M.A. Appl. Ling.) — National University
of Singapore.

Tarip Mat Yassin

Education Officer

Institut Pendidikan Sultan Hassanal Bolkiah
Universiti Brunei Darussalam

Brunei Darussalam

Ministry of Education
Brunei Darussalam

Speed Reading by Computer

The purposes of the project are to determine (1) if
students using computers improved reading speed
and comprehension (2) if they improved more so
than students using books in the classroom (3)
how the Sanata Dharma Speed Reading Program
compared with the commercial programme Speed
Reader I1.

Gloria R Poedjosoedarmo
Lecturer

IKIP Sanata Dharma
Tromolpos 29, Yogyakarta
Indonesia

Mukarto, Soegiarto, and Sister Barbara, Lec-
turers, English Departiment; Yanti, Lecturer, In-
donesian Department, IKIP Sanata Dharma

The Use of Voice to Convey En:.otive Expressive
Meaning in Javanese

The project aims to determine the exact nature in
both articulatory and acoustic terms of (1) features
distinguishing the voice of a pesindhen (traditional
Javanese singer) from a singer trained in the western
classical tradition (2) features distinguishing the
voices of speakers who employ various auditorily
evident voice qualities (3) features distinguishing
the voices of major characters in wayang kulit per-
formances. In addition a questionnaire will be
administered to determine (1) preference of voice
type in singing (2) associations in the minds of

l*Jn



= Sponsoring or
Sinancing body:

Title:

Description.

Principal researcher:

CURRENT RESEARCH IN SOUTHEAST ASIA

Javanese speakers between particular voice fea-
tures and particular personality features.

Gloria R Poedjosoedarmo
Lecturer

IKIP Sanata Dharma
Tromolpos 23, Yogyakarta
Indonesia

Social Science Research Council
605 3rd Ave

New York, NY 10158

U.S.A.

Denominal Verb and Deverbal Noun: A Study of
the Morphology of the Noun and Verb Classes in
Standard Javanese

After extraction from written resources (texts and
a dictionary), data were checked by interviewing a
number of informants from different parts of
Central Java, namely, Surakarta, Klaten, Yogya-

- karta, Magelang, and Purwarejo. The analysis

Principal researcher:

Sponso-ing or
Sfinanciag body:

Title:

Description:

was conducted by using the Word and Paradigm
approach, i.e. by applying the proportional oppo-
site technique based on the correspondence among
the meanings, forms and/or syntactic valences of
words. The expected results include a description
of (1) the morphological systems of the pure noun
and the pure verb (2) the morphological system of
the denominal verb (3) the morphological system
of the deverbal noun.

Thesis (Ph.D.) — Universitas Indonesia

B Karno Ekowardono

Lecturer

FPBS IKIP Semarang

Jalan Kelud Utara III, Semarang
Indonesia

TMPD Depdikbud
Jakarta

A Case Classification of Suwawa Verbs

This study is an attempt to classify verbs in Suwawa,
a language spoken in Gorontalo, North Sulawesi,
Indonesia. The objectives are as follows (1) to

_IU .'
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Principal researcher:

Sponsoring or
Sfinancing body:

Title:

Description:

F.incipal researcher:

Title:

Description:

determine the non-case non-aspectual affixes that
are allowed for each verb (2) to categorize verbs
according to the nature of their case environments
(3) to determine the cases that appear in each verb
(4) to take into consideration the total semantic
reading of a sentence. The study will also illustrate
how the case selectional features of the verb are in-
troduced into a complex symbol, a matrix of spe-
cified features, and attempt to make more adequate
and precise subcategorization of Suwawa verbs by
the use of the features.

Thesis (Ph.D.) — Universitas Hasanuddin

Hamzah Machmoed

Lecturer

Fakultas Sastra

Universitas Hasanuddin

Ujung Pandang, Sulawesi Selatan
Indonesia

Uriversitas Hasanuddin

Question Types and Questioning Techniques
Among Teachers of the English Department, IKIP
Semarang

The purposes of the study are to ascertain (1) the
types of questions teachers ask their students in
order to help them process textual information (2)
the thinking levels and duration of students’ answers
(3) the lapse of time between the questions and the
students’ responses (4) the verbal patterns used by
the teachers after the questions are given and (5)
the quality of time teachers spend in instruction
and non-academic engagements.

Poernomodjati

Professor of Educational Statistics
Perumdin IKIP Semarang

Bendan Ngisor No. 4, Semarang
Indonesia

.Folklore in Central Java: a Study of its Moral

Values in Relation to the State Philosophy

The aim of the study is to identify some of the

1UO




Principal researcher:

Other researchers:

Sponsoring or
Sfinancing body:

MALAYSIA
- Title:

Description:

CUKRENT RESEARCH IN SOUTHEAST ASIA

moral values in the folklore of Central Java. Analy-
ses will be made by matching the identified mora}
values with the thirty-six moral values generated
from the five principles of the State Philosophy,
Pancasila. The ultimate goal of this study is to
classify the stories into categories based on their
relative adequacy to the Pancasila moral teaching
and to further recommend the development of
such stories into more popular versions.

Moeljono Djojomartono

Chief of Language and Social Studies Section
Research Centre, IKIP Semarang

J1 Kelud Utara II1, Semarang

Indonesia

Mursid Saleh, Suwardi Tjokrosudarmo, Tjetjep
Rohendi Rohidi, S Suharyanto, Sugiyanto D A
Language and Social Studies Section, Research
Centre, IKIP Semarang

Department of Education & Culture
Indonesia

Kamus Bahasa Perancis-Bahasa Malaysia
(French-Malay Dictionary)

This project aims at producing a simple bilingual
French-Malay dictionary to meet the needs of
Malay learners of French in the region. The well-
established French dictionary ‘Larousse de Poche’
containing about 25,000 entries is used as the basis
for compiling this dictionary. Entries that are ar-
chaic oi culturally irrelevant to learners of French
in the region will be omitted.

This dictionary sceks to provide the user with the
synonym or definition in Malay of a term in
French; the phonetic representation to facilitate
an understanding of the pronunciation; the gender
of the word and its part of speech. Different word
classifications and meanings are also explained
within an entry for the benefit of the user. The dic-
tionary, however, does not attempt a compre-
hensive explanation of grammatical and semantic

1uvu
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Principal researcher:

Other researchers:

PHILIPPINES
Title:

Description:

Principal researcher:

Otrher researchers:

SINGAPORE
Title:
Description:

nuances of a word.

Choi Kim Yok

Lecturer in French, Pusat Bahasa
Universiti Malaya

59100 Kuala Lumpur

Malaysia

Zainab Abdul Majid, Laurent Metzger, Lecturers,
Pusat Bahasa, Universiti Malaya

The Development of a Communicative Needs
Profile of Second Year High School Learners of
English: an Approximation

The study is an attempt to develop and validate an
instrument that can be used to draw up a communi-
cative needs profile of second year high school stu-
dents learning English in the Philippines.

The instrument is designed around Munby’s para-
meters of setting, interaction, instrumentality,
target level, and communicative event. Other para-
meters, e.g. resources and objectives, from Chan-
cerel and Richterich’s model, are also incorpo-
rated in the instrument,

Thesis (M.A.) — Philippine Normal College

Julieta T Hernandez
Principal

St Augustine School
Tanza, Cavite 2722
Philippines

Phebe S Pena, Alice M Karaan, Philippine Normal
College, Taft Avenue, Manila

The Composing Processes of ESL Student Writers

This is a study of the decision making processes
that take place in student writers as they compose.
Twenty-four university students were observed

14'.‘\/




Principal researcher:

Title:

Description.

Principal researcher:
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and video-taped as they wrote in individual sessions
in the researcher’s presence. Immediately after
writing each student was interviewed and assisted
in recalling the problems/decisions that he/she
wrestled with during extended pauses (pauses that
interrupt the production of text for 15 seconds or
longer). The data will be analysed to discover (1)
what kind of problems hinder written discourse
production (2) what strategies of decision making
ESL student writers employ (3) what differences
exist in the composing/decision making strategies
of basic writers and those of moderately competent
writers in an ESL situation. The main aim of the
research is to further understanding of the compo-
sing process by observing the process itself instead
of the written product alone,

Thesis (Ph.D.) — National University of
Singapore

Antonia Chandrasegaran

Lecturer, English Language Proficiency Unit
National University of Singapore

10 Kent Ridge Crescent

Singapore 0511

Ffunctional Objectives in Language Learning (for
English, Chinese, Malay and Tamil)

This research is intended (a) to identify what may
be called *‘functional objectives’’ in learning Eng-
lish/Chinese/Malay/Tamil at three grade levels,
viz Primary 6 Normal (P6N), Secondary 4 Normal
(S4N) and Secondary 4 Express (S4E) and (b) to
determine empirically how realistic or attainable
these objectives are for pupils at each of the three
grade levels.

Each language project has four phases. The English
Language Project and the Chinese Language Pro-
ject have completed the first two phases and are
currently in the third phase. The Malay and Tamil
Language Projects have just commenced.

English Language Project:

Ho Wah Kam
Head, Educational Research Unit
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Other researchers:

Principal researcher:

Other researchers:

Sponsoring or
Jfirancing body:

Title:

Description:

Principal researcher:

Other researcher:

Institute of Education (IE)
469 Bukit Timah Road
Singapore 1025

Oliver Seet Beng Hean, Head, School of the
Arts and Language Studies, (Team Leader); Vic-
tor Neo, Richard Parker, Pauline Steele, Ruth
Wong, Wong Yin Mee, Lecturers, English Studies
Department, 1E

Chinese Language Project:

Leong Weng Kee
Head, Department of Asian Language Studies,
1IE

Chew Cheng Hai, Neo Eng Guan, Ong Yong
Peng, Chia Thih Yar, Teo Choo How, Lecturers,
Department i Asian Language Studies, IE

Institute of Education, Singapore

English Language Education in Singapore and
Japan

This project, which is intended to culminate in a
book, is aimed at providing a comprehensive des-
cription of the history and present situation of
English education in Singapore and Japan. Among
the topics to be covered are language policies, the
status, role and function of English, English as a
second/international language, English language
programmes on TV and radio, methodology, syllabi,
instructional materials, educational technology
and teacher education. Evaluation will be attemp-
ted, suggestions for improvement will be made
and future directions indicated.

Lee Kok Cheong

Head, English Language Proficiency Unit
National University of Singapore

10 Kent Ridge Crescent

Singapore 0511

Yoshihiro Nakamura

¢/o International Christian University
Tokyo

Japan

11;14
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A Computer-aided Analysis of a Teaching Text
with an Evaluation of the Results for EFL/ESL
Pedagogical Purposes

The aim is to research a corpus of text for such lin-
guistic features as the computer will allow. The
texts comprise the content of two subjects which
the students study in their first year in one of the

. courses at Ngee Ann Polytechnic (i.e. the Diploma

Principal researcher:

Description:

in Business Studies). The corpus of about 80,000
words consists of the entire course material for
Business Organisation and Business Economics.
Given a certain identifiable relationship between
the source texts and model answers for examina-
tions, certain linguistic features can be identified
by CAL-based research (using a Concordance soft-
ware programme). These features will enable the
language teacher to design an ESP course where
one of the main aims is to teach students to write
exam-type answers appropriate to their course of
study. As yet, one of the main areas of research is
to evaluate tokens or exponents of notions used in
related English language textbooks. Thus appro-
priate emphases would be put into course design.
Other areas of research (not yet decided on) could
be lexical distribution, cohesion of text and,
possibly, readability.

Thesis (M.A.) — University of Wales, Cardiff

Ken Collins

Lecturer, English Lang’ ‘ge Centre
Ngee Ann Polytechnic

535 Clementi Road

Singapore 2159

The Development of Communicative Competence
through Play in Pre-School Children — a Longi-
tudinal Study

Three groups of children, aged between 3 and 5
years are video-taped for about one hour every
two months while they are at play in a child deve-
lopment centre. Data are analysed in terms of the
relation between play structure and language to
see how these children develop their communica-
tive competence through play over a period of

1.5
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Principal researcher:

Sponsoring or
Jfinancing body:

THAILAND
Title:

Description:

Principal researcher:

Sponsoring or
Jfinancing body:

Title:

three years.

Loke Kit Ken

Lecturer, Department of English Language and
Literature

National University cf Singapore

10 Kent Ridge Crescent

Singapore 0511

National University of Singapore

Effective Methods for Correcting Writing Errors
in English Made by Thai Students: an Exploratory
Study

The research aims to (1) find the most effective
and appropriate method for correcting errors in
writing English of Thai university students in
Bangkok (2) find the most effective method for
improving the students’ English writing (3) com-
pare and contrast the short-term and long-term
results of student writing corrected through the
four methods of error correction (writing over the
mistake by teachers, underlining and explanations
in class, symbolic labelling of errors, and indivi-
dual feedback).

The research is classroom-centred (CCR). The
methods of data collection consist of observation,
interview and paper-pencil writing tasks. Both
qualitative and quantitative analyses will by
employed.

Achara Wangsotorn

Deputy Director, Research and Services
Chulalongkorn University Language Institute
Prem Purachatra Building, Phyathai Road
Bangkok 10500

Thailand

The Royal Thai Government

The Effects of the Postponement of Foundation
English I to Second Semester on First Year Engin-
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Principal researcher:

Sponsoring or
financing body:

Title:

Description.

Principal researcher:

Sponsoring or
financing body:

Title:

Description:
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eering and Science Students

The research aims to (1) examine problems and in-
vestigate effects on first year engineering and
science students of the postponement of Founda-
tion English I from first to second semester (2)
study and compare attitudes and motivation of the
engineering and science students who take the
Foundation course and those who are exempted
(3) study the retention of language proficiency of
the two groups mentioned in (2).

Priya Teerawong

Assistant Professor

Chulalongkorn University Language Institute
Prem Purachatra Building, Phyathai Road
Bangkok 10500

Thailand

The Royal Thai Government

A Meta-Analysis of the English Teaching and
Learning Process Researches During 1970-1985

This is an attempt to meta-analyze about 300
research works undertaken during 1970-1985 in
Thailand in order to find out the situation
concerning the English teaching and learning pro-
cess in the country. All the research works
gathered for the study were completed by graduate
students and instructors of English from various
universities and colleges. The data analyzing
techniques used are those proposed by Glass and
others (1981).

Suphat Sukamolson

Deputy Director, Research and Planning Affairs
Chulalongkorn University Language Institute
Prem Purachatra Building, Phyathai Road
Bangkok 10500

Thailand

Chulalongkorn University Language Institute

Thai-Khmu-English Dictionary

This dictionary will contain 4000 Khmer words
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Principal researcher:

Sponsoring or
financing body:

Title:

Description:

Principal researcher:

Sponsoring or
financing body:

Title:

Description:

written in phonetic alphabet and Thai script. The
meaning of the words in Thai and English will be
provided. The Khmu variety to be presented is the
central dialect spoken in Park Bank in Laos and in
Chieng Khoung District, Chiengrai Province, Thai-
land. The other main Khmu varieties spoken in
Thailand (especially in Nan Province) will also be
included where necessary.

Suwilai Premsrirat

Assistant Professor

Institute of Language and Culture for Rural
Development

Mahidol University at Salaya

Salaya, Nakorn Chaisri, Nakorn Pathom
Thailand

Mahidol University
National Research Council

Thai-Southern Thailand Malay Dictionary

The term *“Thai”’ refers to *‘Standard Thai’’, the
official language of Thailand. The term
“‘Southern Thailand Malay”’ refers to Pattani
Malay, a dialect of Malay spoken mainly in Yala,
Pattani and Narathiwat which are the southern
provinces of Thailand. The dictionary will list
over 7000 vocabulary items with illustrations of
the usage of each item.

Pitsamai Yupho

Assistant Professor

Institute of Language and Culture for Rural Deve-
lopment

Mahidol University at Salaya

Salaya, Nakorn Chaisri, Nakorn Pathom
Thailand

Mahidol University

A Comparative Study of Morphology and
Semantics in Northern Thai and North-Eastern
Thai Dialects

A survey of both spoken and written forms of
Northern Thai and North-Eastern Thai dialects
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CURRENT RESEARCH IN SOUTHEAST ASIA

has revealed that although both have common
origins, they have begun to differ greatly. The
research project is aimed at finding out the rela-
tionship between the two dialects and at analyzing
semantic changes that have occurred.

Bampen Rawin

Assistant Professor, Department of Thai
Faculty of Humanities, Chiangmai University
Chiangmai 50002

Thailand

Mantana Kiettipongse, Assistant Professor;
Wimonson Salaiwong, Assistant Professor;
Youkhiang Saekho, Lecturer, Department of
Thai, Faculty of Humanities, Chiangmai Univer-
sity

Chiangmai University

The Analysis of Literary Terms Translated into
Thai

As an increasing number of literary works is being
translated into Thai, there is a greater need to
develop a lexis which is commonly accepted
among Thai literature teachers and literary expo-
nents. At present therc is little agreement on
appropriate terms to describe literature. Different
terms are often used to describe the same literary
event and words are often borrowed from the tar-
get language when suitable terms do not exist in
Thai. The project is aimed at collating the terms
currently used, and after analysis of the data, it is
hoped to understand the underlying structure in-
volved in forming literary terms in the Thai lan-
guage. It is also intended to produce a glossary of
globally acceptable terms.

Sarawanee Sukhumvada

Lecturer, English Department

Faculty of Humanities, Chiangmai Universit,
Chiangmai 50002

Thailand

Theera Santadusit
Assistant Professor, French Department

li:‘.




RELC JOURNAL VOL. 19 NO. 1 JUNE 1968

Sponsoring or
Jfinancing body:

Title:

Description:

Principal researcher:

Other researchers:

Sponsoring or
financing body:

Faculty of Humanities, Chiangmai University

National Research Center

Comparative Study of Attitudes, Needs and
Achievement of Students Studying Foundation
English Courses

The teaching and learning of English, including
the texts and the methodology, are at present based
on the structural approach in the Departmerit of
Languages, Kasetsart University. Since the com-
municative approach is now the trend, there are
some instructors involved in a pilot project to
develop a new curriculum based on this approach.
This study will obtain data on students’ attitudes,
needs and interests which will assist in determining
the best approach to be used.

Siriluk Limpakdee

Assistant Professor, Department of Languages
Faculty of Humanities, Kasetsart University
Paholyotin Road, Bangkok 10900

Thailand

Wani Sirikeeratayanon, Assistant Professor,
Monitra Surawan, Instructor, Department of
Languages, Faculty of Humanities, Kasetsart Uni-
versity.

Faculty of Humanities
Kasetsart University




BOOK REVIEW

Course Design: Developing Programs and Materials for Language

Learning

Fraida Dubin and Elite Olshtain
Cambridge Univeristy Press, 1986

Reviewed by
Margaret van Naerssen
Singapore

Course Design by Fraida
Dubin and Elite Olshtain, has
been long awaited by this re-
viewer. I long wish it had come
out sooner, when 1 first started
teaching course design/curriculum
planning. It definitely fills a gap
in the language teaching/learning
field, giving integrity to the pro-
fession of curriculum planning
and mateials development. With
a few exceptions (to be discussed
later), I feel the content is basically
solid, and makes a contribution
towards moving the field forward
in this area. I also have a few con-
cerns about the presentation, but
these will be covered after a brief
introduction to the book.

The authors accurately observe
that the development of expertise
in planning courses and writing
materials has been ‘‘glossed over”’
or ‘‘benignly neglected.”” They
remind us that due to the com-
plexity of human language and
the wide variety of teaching cir-
cumstances, in langue e tcacher
training courses the emphasis has
been on the activities of single

teachers and their students. The
authors note that this has tended
to keep the field of second and
foreign language pedagogy from
paying much attention to the well-
developed field of general curri-
culum construction outside of
ESL. It has also tended to keep us
from examining how a particular
theoretical view toward language
and language learning can be
built into course design/curriculum
planning.

This book differs significantly
from others in several ways, thus
contributing in these areas to the
field. First, the authors have deli-
berately tried to write from a
course designer’s perspective
rather than a teacher’s perspective
to stress that designing a course
or materials for others to use re-
quires expertise that goes beyond
that required for simply planning
one’s own teaching. (Though cer-
tainly much of what they include
would also be valuable to con-
sider when writing one’s own
courses even if no one else uses
the materials.) As part of this
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perspective, they have also pro-
vided a practical orientation to
the role of the curriculum deve-
loper.

Second, their perspective also
differs from that of most others
who have written about method-
ologies and syllabuses: these have
tended to describe and/or evaluate
methodologies and set up theore-
tical frameworks for the .ontent
of syllabuses. Dubin and Olshtain
go further by also tackling the
processes of putting it all together
into an appropriate course, with
a coherent rationale, and one that
is expected to have a life beyond a
single cycle of the course.

And third, while the authors
are not the first to draw on
models of curriculum develop-

ment from outside of the second/
foreign language field, they do
effectively adapt them to English
language teaching contexts, speci-
fically in the area of language
content and existing assumptions
about language learning pro-
cesses. They cover the basic cur-
riculum processes proposed by
Taba (1962 in Dubin and Olsh-
tain 1986:2) and listed below, As
their labels and headings do not
always explicitly follow Taba’s, 1
have cross-referenced chapters
from Dubin and Olshtain that
scem to have significant sections
on these curriculum processes.

1. Diagnosis of needs (Chapters
1 and 2)

2. Formulation of objectives
(Chapter 2 and 3)

. Selection of content (Chap-
ters 4, 5, 6 and 8)

. Organization of
(Chapters 3, 6, 8)

. Selection of learning exper-
iences (Chapters 5, 7, 8)

. Organization of learning
experiences (Chapters 3, 7, 8)

. Determination of what to eva-
luate and the means to eva-
luate (Epilogue)

content

As this book is somewhat of a
pioneer, it is all too easy for the
reader to want it to answer all
his/her questions about course
design processes in a single book.
The authors have recognized they
can only sample the many poten-
tial topics in this field. They have
tried to provide some theoretical
background and have shown,
through concrete examples, how
the development might occur for
a curriculum with communicative
goals, selecting specific content
and skills.

‘“This book is intended for tea-
chers and teachers in training
who may be involved in course
planning and materials develop-
ment either on a large scale or
simply within their own institu-
tion.”’ (Dubin and Olshtain 1986:
cover page) It is also implied that
it could be used in university pro-
grams in applied linguistics, Eng-
lish language teaching and teacher
training. The text certainly can be
read by individual teachers, but
for the most part a teacher or
trainee, relatively new to the
field, may find parts of the text
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too dense to handle effectively
without some guidance and follow-
up discussions, and, in particular,
readers/trainees who are non-
native speakers of English. (This
will be discussed further elsewhere
in this review.) Thus Course Design
would most effectively be used as
the core text of a course on curri-
culum development with follow-
up discussions and use of the
Practical Applications sections
that follow each chapter. An indi-
vidual experienced teacher with
the goal of further developing
his/her own materials for broader
use or who might be joining a
curriculum development team
could also benefit from using this
as a reference. As I have not yet
us:d this text in a course, my
comments are based on my own
experience in teaching curriculum
development and in designing
courses and programs.

Observations About Content

1. Special Strengths of the
Content

While there is much of value in
this book, certain content areas
deserve specific mention.

a. The curriculum writer’s
view
Chapter 9 gives a particularly
valuable overview of curriculum
processes from the writer’s view-
point: the audience; whether the
writer is working on self-initiated
or commissioned materials; and
implications and models of team
work. A practical checklist is also

BOOK REVIEW

-

provided covering basic assump-
tions about the curriculum/mate-
rials design as well as the actual
shape and design.

Building on the authors’ no-
tion about the importance of
teamwork, I would also suggest
that a course instructor might set
up the structure for the class to
operate as a team for the dura-
tion of a course on curriculum
planning. When the class make-
up permits, a few of the Practical
Applications activities might in-
spire the development of an actual
curriculum design rather than
having trainees only role-play
hypothetical cases or sample iso-
lated activities in each chapter.
Students could work on course
designs for actual populations
with the development coordinated
with the content of the book where
possible. Students could present
their materials at various stages
to the class team for critique and
discussion so they could gain con-
fidence in expressing opinions
and in receiving suggestions, an
important part of working as a
team.

b. Social norms

Incorporating Grammars of
Social Norms (Chapter 7) provides
a very useful ‘“‘state of the art”
sampling of how the language for
various communicative functions
and in varied settings has been in-
troduced into learning activities
through matching situations and
utterances, using a story line, and
through five other techniques.

1!.;_L
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c. Roleplays

The authors provide a very
valuable treatment of roleplays,
expressing a concern about the
effective and appropriate use of
roleplays for reaching communi-
cative goals. They want teachers
and designers to be clear about
the theoretical and practical
assumptions made about role-
playing. To do this they first
trace its antecedents in other
disciplines, then discuss a number
of concerns related to the prepar-
ation of roleplays for use in the
language classroom and provide
concrete examples from existing
materials. One concern is the fre-
quent misuse of the roleplay
label, making activities appear to
be communicative when, in fact,
they might not be. As the authors
say, this is like ‘““‘putting old wine
in new bottles.”’

d. Teacher’s role

In Chapter 5 the authors ex-
plore the role of teachers and
others in a communicative cur-
riculum and propose a new meta-
phor that might effectively cap-
ture the nature of the interaction
and responsibilities. The lan-
guage class is a play or sometimes
a play within a play. The teacher
is the director; the learners, are
the players; the administrators
are the producers; writers are
writers; and second language re-
searchers are trendsetters.

e. Reading Skills

The selection of reading to illus-
trate the development of a specific

skill in a communicative curricu-
lum will be greatly appreciated,
especially by those in foreign lan-
guage settings where reading is
still frequently of highest priority.
Also, too frequently teachers in
these settings still see reading as a
passive skill and have difficulty
visualizing how it can be taught
communicatively. Dubin and Olsh-
cain, with their experience in
developing reading texts, are able
to provide a persuasive logic for
the development of reading lessons
along with concrete examples of
materials.

2. Suggested Supplement to " .e
Content

The book seems to be written
primarily as an academic text on
curriculum deelopment, but also
has a relatively wide range of ac-
tivities (Practical Applications)
for trying out ideas suggested in
each chapter. As mentioned before,
it can also serve as a very useful
general reference. But naturally,
any course instructor using this as
a core text will wish to adapt it to
the needs and interests of the
trainees and to other local condi-
tions.

Because the content varies
from chapter to chapier, the fol-
low-up activities do as well.
Thus, if the objective of a course
on curriculum design is for more
than an academic study of the
topic — if an objective is for
trainees to really sense curricu-
lum development as a process ~—

1li.c
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this text should be supplemented
by a supervised curriculum deve-
lopment effort. This wow d pro-
vide a greater sense of continuity
and a better understandirg of the
importance of linking up the
various stages of development.

As an empbhasis of the book is
on process, it would have been
useful to have had at least the
suggestion for such a supplemen-
tary effort or even some Practical
Applications activities built in
that would be relevant to the
chapter content, that would have
contint’¢.  from Chapter to
Chapter ang that would support
the development of small-scale
curriculum/materials projects,
linking the stages of develop-
ment. (But perhaps individual
course instructors would prefer
to personally determine the stages
and criteria for each stage of a
curriculum project.) One of the
authors has pointed out (Olsh-
tain, personal communication)
that she does provide a practical
component when using the book.
The book content is covered in
the first semester; this is followed
by a semester of practical cur-
riculum development. In my own
experiences in teaching such
courses, I have not had two
semesters available, thus I have
had to parallel the content of the
course with the relevant stages of
a practical curriculum develop-
ment effort. Course instructors
will have to consider local time
constraints.

The authors’ chapter content

BOOK REVIEW

and Practical Applications offer
a breadth to the issues. The main
point, then, of these comments is
to suggest that if this book were
combined with an actual curricu-
lum development effort, the
training experience would be even
more valuable,

3. Concerns About the Content

b. Inventories

In Chapter 6 the authors seem
to have forgotten their intention
of illustrating principles using
curricula with communicative
goals when they discuss three
possible inventories for selecting
syllabus content: Inventory A:
Notions and Grammar, Inven-
tory B: Themes and Topics, In-
ventory C: Socio-cultural Func-
tions. They do admit that deter-
mining which inventory is to be
basic depends entirely on the
course goals, and I agree. How-
ever, in the discussion of com-
bining these three inventories into
a syllabus, they fall back on In-
ventory A, as the example of the
easiest one for skeletal planning,
with units from Inventories B and
C providing the ‘‘padding and
the flesh.”

However, admitting that it is
not imperative to use A as the
basic one, they also give an exam-
ple using Inventory B as a pivotal
inventory, but do not provide an
example for Inventory C. In my
opinion, Inventory B (if themes
and topics can include specific
communication settings and sit-

1, ..(..; “ h
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uations) and Inventory C are
more closely linked to the actual
communicative needs of students.
First, determine when students
need to use the language (B). One
could then work from there in
selecting what students actually
need to be able to do with the lan-
guage (C). Priorities should be set
along the way. Then the linguistic
content can be selected. Approach-
ing it otherwise results in ignoring
needs assessment, which, unfor-
tunately, is what frequently hap-
pens.

Since Inventory B and C are
more basic to developing a course
with communicative goals, the
authors would have done a great
service to have highlighted B, using
settings, and then to have shown
how Inventory C and then A can
be derived from B, instead of
highlighting A and ignoring C.
(Use of C as a basic inventory,
however, would probably be just
as problematic as A since it couid
result in just another list of items
like A without a rationale and
without a direct link to needs
through communication settings.)

They also argue that inventories
B and C do not require any inhe-
rent sequential ordering, whereas,
“‘the linguistic inventory has tra-
ditionally been organized in a cer-
tain sequence so it fits everyone’s
cultural expectations. Like recit-
ing the alphabet in customary
order, it seems natural and
basic.”” (Dubin and Olshtain
1986: 110). 1 disagree with this

1.«

assumption. As the authors have
pointed out, ‘‘the linguistic con-
tent has been determined by a
particular theoretical view of the
nature of language’’ (Dubin and
Olshtain, 1986:45), and this has
changed over the years. Thus,
one can argue that even Inven-
tory A has no more nherent se-
quential ordering than B or C.
Solid rationales for ordering can
be developed for Inventories B
and C, based on setting priorities
for communicative needs of the
learners. Using B and C, if derived
from needs, is valid for both ESP
courses and general proficiency
courses.

¢. Evaluation

The treatment of curriculum
development processes seems to
be fairly balanced except for eva-
luation. As the authors note, the
field of evaluation is too broad to
cover in this text, thus, they were
selective. As a result only two
pages are given to evaluation.
They emphasize humanistic aspects
of evaluation, particularly the
rote of student feedback and ex-
ternal measures of success. The
brief reference to evaluation, due
to space limitatons, is somewhat
understandable. However, since
the focus of the book is on curri-
culum development processes, a
few strong statements on the im-
portance of viewing evaluation as
a part of the developmental pro-
cess would have been valuable.
Too often evaluations are seen
primarily as judgmental and
threatening, thus, avoided or hid-




den. And while certainly it 1s hard
to ignore the reality of politics in
evaluation, the authors could
have made a valuable contribu-
tion in this area by strongly pro-
moting program and materials
evaluation as a natural part of the
developmental process. It would
also nicely parallel current views
in language learning that making
mistakes is a part of the natural
language learning process!

Observations about Presentation:
Some Problems

1. Clarity

Chapters 1-3 are particularly
densely packed with information,
concepts, and implications of
theoretical assumptions on plan-
ning. In fact, I was somewhat
overwhelmed and impressed by
the authors’ efforts at synthesizing
so much. But [ also wondered
how some readers, perhaps less
experienced in curriculum deve-
lopment, might respond to the
content. For the first three
chapters I could only absorb one
chapter at a time without a signi-
ficant break to reflect on the con-
tents. And if this is intended as a
core text for a course in curriculum
development, then the book pro-
bably would not be read straight
through in one sitting. This is
mentioned only to alert prospec-
tive users, particularly course in-
structors, of a potential frustra-
tion trainees might have initially
in getting into the book. It would
be unfortunate if they were to
“tune out” before seeing the

BOOK REVIEW

whole process. Elsewhere in this
review, 1 have suggested ap-
proaches that might help readers
personally get into the book.

In Chapter 5 two scales are
provided for assessing the com-
municative potential (5.2.2.) and
cognitive potential (5.2.3.) of
workouts. The communicative scale
has no introductory explanation,
immediately follows a list of “‘ex-
ample workouts,”’ and is followed
by the cognitive scale, Thus, the
communicative scale is visually
swallowed up and lacks a state-
ment of the intentions of the
authors.

2. Organization

Overall, the organization of
the book is relatively well done
with an initial overview of the
contents at the beginning of each
chapter, and headings generally
seem appropriate; however, two
aspects concern me.

My major concern is the rela-
tively dense dose of theory at the
beginning without a ‘‘warm-up’’
for the reader. While the Intro-
duction is thoughtfully written, it
does not really prepare or excite
the reader./trainees to see them-
selves as potential writers before
they get into the theory the way
Chapter 9 does. If some or all of
Chapter 9 (slightly modified)
were placed at the beginning of
the book, with such a warm-up,
trainees/readers might then be
more receptive of the theoretical
bases of curriculum in Chapters

1.,
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1-3. However, given the existing
organization of the book, I
would recommend that Chapter 9
be read first, followed by one or
two activities suggested by the
authors, then re-read later.

A second area of concern is
that the comments on evaluation
are inserted, almost as an after-
thought, in the Epilogue, thus,
almost negating the value of the
authors’ observations. In a later
version the authors might con-
sider putting these comments in
either Chapter 3 or 9. As revi-
sion, based on evaluation, is a
vital part of the development pro-
cess, and as evaluation.includes

feedback from the learner, com-
ments on evaluation could pro-
bably fit into either of these
chapters.

Closing

In spite of some problems, the
authors’ development of course
design/curriculum planning as a
legitimate profession is perhaps
the most valuable overall contri-
bution of this book. They have
shown that the study of curri-
culum development can be an
academically valid arca as well as
crucial to the practical success of
language programs.




Culture Bound

Joyce Merrill Valdes (ed)

Cambridge Language Teaching Library CUP 1986

Reviewed by
Ian Martin
York University
Toronto

This latest addition to the
excellent Cambridge Language
Teaching Library series brings
together 18 articles on the theory
and practice of integrating culture
teaching/learning into the second/
foreign language classroom.

Four of the articles were
specially produced for this volume,
and the rest were selected from
articles or books from the past
fifteen years (only 3 articles date
from the 1960s or earlier).

The material is grouped into
three parts (original material aste-
risked):

1. Language, thought and
culture (4 articles)
Boas ‘‘Language and
Thought”’

*Kaplan ‘‘Culture and the
Written Language’’
*Acton and Walker de Felix
_“*Acculturation and

Mind”’
H.D. Brown ‘‘Learning a
Second Culture”’

. Cultural Differences and
Similarities (7 articles):
Lado “How to compare two

cutures’’

Morain *“‘Kinesics and
Cross-cultural Under-
standing”’

Osterloh ‘‘Intercultural
Differences and Com-
municative Approaches
to foreign-language
teaching in the Third
World”’

Condon *“... So near the
United States”’

Parker et al. “‘Cultural Clues
to the Middle Eastern
Student”’

Maley ‘‘Xanadu — ‘A
Miracle of rare device’:
the teaching of English in
China”

Wolfson *“‘Compliments in
cross-cultural

perspective”

. Practical classroom applica-
tions (7 articles):

Brooks ‘‘Culture in the
Classroom”’

Blatchford ‘‘Ncwspapers:
vehicles for teaching
ESOL with a cultural
focus”’

*Merrill Valdes ‘“Culture in
literature”

Dunnett, Dubin and Lez-
berg “ELT from an

1 i
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Intercultural Perspec-
tive”’

Hughes ‘“‘An argument for
culture analysis in the
second language class-
room”’

*Archer ‘‘Culture bump and
beyond”’

Valette ““The Culture test”

Although the contributors but
two (Karl-Heinz Osterloh and
Alan Maley) are American, the
articles aim to reach a specific au-
dience of ESL teachers in the

U.S. and other SL contexts, and -

a wider audience of teachers of
English around the world.

Merrill Valdes has provided a
general preface, an introduction
to each part, an extensive and
valuable bibliography and “‘ques-
tions for consideration’’ following
each selection, facilitating the use
of this volume in teacher educa-
tion courses.

The problem, which this book
sccks to illuminate, occurs when
L2 learners encounter C2 with,
depending on their unprepared-
ness, potentially traumatic results.
This trauma can inhibit L2-learn-
ing. Language teachers must be
aware of this potential problem,
and seek ways to ‘‘assist in bring-
ing them through it to the point
that culture becomes an aid to
langauge learning rather than a
hindrance.”” (p. vii).

Merrill Valdes acknowledges
the multiplicity of currcnt views
on the place of culture in language

teaching, but a book of readings
— any book of readings — can
do little more than confirm the
impression of multiplicity, with
the consequence that single arti-
cles stand out for their interest
and coherence in contrast to the
book as an ordered whole.

Part I. Language Thought and
Culture

The four theoretical articles on
the language-culture relationship
are a strange selection indeed.
Franz Boas’ 1911 micro-emic ana-
lytic excursus are, with the excep-
tion of the Lado excerpt, not
mentioned further in the book.
Neither Kaplan nor Acton and
Walker de Felix allude to the
Boas-Sapir-Whorf tradition,
while the Brown selection clearly
comes out on the side of lan-
guage, cognitive and cultural uni-
versals.

Kaplan explores the relation-
ship between culture and the writ-
ten language by discussing the de-
stabilizing impact of literacy on
traditional orate societies in the
process of modernization. Liter-
acy makes science and the exten-
sion of man’s control over nature
possible. The impact of the spread
of English as the world’s technical
language (‘‘a separate culture of
its own”) and the impact of
English on other writing and rhe-
torical systems is discussed, the
latter with reference to the situa-
tion of Korean today.

The article which by far, in my
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view, synthesises a very wide range
of relevant research and points to
practical curriculum design is by
William Acton and Judith Walker
de Felix. They challenge the
assumption (stemming from
John Schumann 1976) that *‘dif-
ference” or “‘social distance” is
the essential factor affecting accul-
turation. Instead, they broaden
this line of sociolinguistic enquiry
to include the ‘‘mind’” of the
C2-learner, the psychological
(cognitive and affective) processes
that underlie acculturation. Syn-
thesizing no less than thirteen
theoretical frameworks from the
sub-fields of language acquisi-
tion, cognitive psychology, per-
sonality and role development,
and affect and acculturation, Ac-
ton and Walker de Felix argue for
a “Four-stage Acculturation
Model”’, a model which could
stand as a paradigm for much
fruitful future research.

The stages they present are:

Stage I ““Tourist’’ novice profi-
ciency level; L1 ego only
involved; dependence on

teacher/group etc.

“‘Survivor’’ advanced
beginner; L2 ego begins
to develop; nurturing
by teacher/group, etc.

ACCULTURATION
THRESHOLD

Stage III *‘Immigrant’’ compe-
tent in L2; L2 ego is
distinct; independent of
teacher/group etc.

Stage IV “‘Citizen’’ proficient in

L2; L2 ego is as inte-
grated as L1 etc.

The language classroom, they
claim, may lead learners “‘into
stage 3, but ‘‘it appears to re-
quire extensive socialization or
acculturation beyond the class-
room to proceed much further
than that.” (p. 29)

Douglas Brown’s selection,
from his Principles of Language
Learning and Teaching (1980 and
2nd. ed. 1987), views culture lear-
ning as requiring an understand-
ing of acculturation (*‘the process
of becoming adapted to a new
culture’’), culture shock (‘‘the se-
cond of four successive stages of
acculturation’’) and (perceived)
social distance. This discussion
leads to his hypothesis of a *‘cul-
turally-based critical period”’
which has been included in the
Acton-Walker de Felix survey.

Part II: Cultural Differences and
Similarities
The seven articles in Part 11

focus on specific cultural differ-
ences and similarities.

Robert Lado’s ‘‘How to Com-
pare Two Cultures’” (fr~—= his
1957 Linguistics Across Cultures)
introduces emic and etic strategies
for a universal structural analytic
method of culture comparison.

Genelle Morain’s article points
to the necessity of including the
categories of kinesics (posture,
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movement, facial expression, eye
management, gestures and proxe-
mics) in any attempt to fully
understand cross-cultural com-
munication. She argues for ‘‘per-
ceptual education” in the L.2/C2
classroom.

Karl-Heinz Osterloh isolates
key differences between the
world-view carried into the Third
World by the major Western lan-
guages, products of the Industrial
Revolution and advanced techno-
logical consciousness-creating,
and the traditional, pretechno-
cratic languages-and -cultures
upon which they impact. Thus,
the intercultural differences bet-
ween, say, German and Arabic or
English and Thai, are of a dif-
ferent order entirely than those
which exist between English and
German or French and Russian.

Western technocratic languages
favour the introduction into the
Third World of a secular, ‘‘objec-
tified”” reality, anonymously-
written texts, abstract concepts,
and a progressive functionaliza-
tion of terms and discourse struc-
tures. A Western-language teacher
in the Third World must ‘‘teach
the student to relate foreign lan-
guage expressions to himself and
to his environment,’’ relating the
new language to the learner’s
familiar experience; otherwise the
learning experience may result in
the learner being alienated from
his own culture.

John Condon’s socio-historical
perspectives on typical communi-

cation difficulties between Ameri-
cans and Mexicans point to four
unspoken and out-of-awareness
cultural assumptions and expec-
tations which are vastly divergent
in the two cultural traditions:
‘‘individualism’, ‘“‘straight
talk’’, “‘the truth’’ and ‘‘time’’.

Orin Parker et al provide in-
sights on the general cultural
characteristics of the Middle
Eastern student in the United
States, and offer practical sugges-
tions to teachers and international
student advisors on how North
American campuses could more
sensitively meet the culture-learin-
ing needs of Middle Eastern so-
journers.

Alan Maley, formerly of the
British Council, Beijing, ‘‘speak-
ing frankly, but as a good friend
of China”, critically analyses the
reasons for the widespread disap-
pointment on the part of TESL
professionals with their English
teaching experiences in the Peo-
ple’s Republic of China. While
cross-cultural communication
problems abound, Maley sug-
gests that Chinese curricular
planning, teacher recruitment,
bureaucratic management of
teaching/learning and the
Chinese restrictions on ‘‘normal’’
person-to-person  relationships,
are largely to blame for what he
sees as great wastage of foreign
expertise in the service of the
Four Modernizations.

Maley’s plea is for greater rca-
lism and patience on the part of
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western ‘‘experts’’, more well-
defined projects with counterpart
training of Chinese staff, more
curricular-planning power to be
given to the younger Chinese
teachers recently returned from
abroad, a general (mutual) lower-
ing of expectations, and a greater
openness on both sides.

Nessa Wolfson argues for
more empirical cross-cultural
studies of speech acts in order to
develop contrastive analyses of
rules of speaking. Her extensive
study of American English com-
pliments reveals that they serve a
number of important social func-
tions which are largely uninter-
pretable to non-Americans.

The articles in Part 11 are indi-
vidually interesting, but exhibit
such a plurality of stated or
unstated assumptions about what
“culture’’ may be, that the in-
sights arrayed here do not add up
to a coherent whole, or eventoa
general framework which might
at some point in the future lead to
coherence.

Part III;: Classroom Applications

The six articles in Part I1I are
intended to represent practical
applications of the theoretical
views presented in Parts I and I1.

Nelson Brooks’ cultural ‘‘hors
d’oeuvres’’ topics is an early ex-
ample of the teacher’s ‘‘laundry
list’* approach to culture. Unlike
many of the other authors repre-

sented in this collection, Brooks
feels that incidental teaching of
cultural topics is all that is needed
in the classroom, and he suggests
a five-minute segment at the
beginning of classes before
students get down to the main
course; presumably decontextua-
lized language.

Charles Blatchford’s lively
treatment of the newspaper as a
cultural artifact contains practi-
cal advice on tackling this difficult
medium in an ESL classroom in
the U.S.

Merrill Valdes presents a case
for the inclusion of unabridged,
culturally-rich (but linguistically
non-discouraging) literary texts
in the diet of the upper interme-
diate-advanced learner, and cites
her own experience in her sopho-
more ESL course ‘‘American Life
Through Literature’’. The literary
text, once chosen, may be “‘parsed”’
for social values allegedly charac-
teristic of the United States (‘‘in-
dividualism’’, ¢‘fair play’ ‘‘com-
petition”’ etc.) and Merrill Valdes
offers practical methodological
suggestions. She advises a chron-
ological ordering, mixing genres
and using the text as a jumping-
off point for exciting and enjoy-
able cross-cultural discussions.
There is no doubt that this ap-
proach to literature is valuable,
providing teachers can avoid sim-
ple sociologizing and treating
literary situations and characters
as if they were socially rather

" than imaginatively real.
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Dunnett, Dubin and Lezberg
speak to language programme
administrators as well as
teachers, arguing that culture
learning deserves a basic place in
overall planning. EFL teachers
must be trained, materials must
be chosen, and methodology
adopted so that culture learning is
present throughout the pro-
gramme, not merely as a separate
curricular component or minor
adjunct (as the Brooks selection
would suggest). The authors of-
fer practical suggestions and give
examples of successful program-
mes which embody an intercul-
tural approach to EFL.

Hughes distinguishes individual
from institutional aspects of
culture teaching/learning and
contends that the former holds
more attraction for most learners.
Five models for the analysis of
culture (Brooks 1975, Murdock
1971, Hall 1959, Taylor and Sor-
enson 1961, Nostrand 1974) are
summoned to demonstrate that
integrative culture study is possi-
ble, and eight techniques for teach-
ing cultural awareness are of fered,
to be used preferably by teachers
with intercultural or anthropolo-
gical training.

Archer’s intriguing treatment
of “culture bumps” (cross-
cultural micro-shocks) followed
by a ‘“‘mirroring process’ (in
which the one ‘“bumped’’ shares
his experience with others,
whether his cultural fellows or
with his/her ESL classmates), is

simple and extremely valuable. A

1o

‘““depersonal’’ analysis of culture
bumps entails a process of practi-
cal reasoning about the event, the
setting, the “other’s”’ behaviour,
one’s own behaviour, one’s feel-
ings, expectations and one’s under-
lying values. When such techni-
ques are brought into the language
classroom, Archer cautions tea-
chers of non-Western students
who ‘‘take a longer time than
Western students to participate
fully””. This is an excellent arti-
cle, presenting practical applica-
tions solidly grounded in a con-
temporary intercultural discourse-
in-action framework.

Valette presents a range of
sample test items (most con-
structed on the multiple-choice
format) which could be used in
L2-C2 courses. She would expose
learners to authentic material
from the target L/C and lead
them toward interpreting the
situation in terms of the target
community’s values, while re-
maining conscious that a plurality
of values is to be expected accor-
ding to social class, age, sex,
region etc,

Summary

As with many other collections
of readings, Merrill Valdes selec-
tions will appeal in quite different
ways to the broad range of readers
she hopes to reach. Its strength
lies with the insights of certain of
the chosen authors (Acton and
Walker de Felix, Osterloh and
Archer are the most thought-pro-
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voking, in my opinion), and if the
editor fails to sort out a frame-
work from the multiplicity of
current approaches — indeed
several of the selections are
mutually contradictory, not

mutually supporting — perhaps
this is fairly representative of the
very lively multi-paradigm (but
post-Structuralist) state of the
culture-teaching art in the United
States at present.




Strictly Academic: a Reading and Writing Text
Pat Currie and Ellen Cray

Reviewed by
Gordon Taylor
Monash University
Melbourne

Good text-books on reading and writing for students entering col-
lege or university are much needed and rarely to be found in bookshops
whose shelves groan with works that purport to fill this function. This is
true whether the students aimed at are native speakers of English or not.
Most such texts are hardly worth the shelf-space given to them because
they greatly oversimplify the requirements and the complexities of acade-
mic reading and writing. Students (and very often their teachers) are thus
misled. One of the problems is that authors do not sufficiently understand
what ‘academic’ work in the disciplines of knowledge really is, in
particular how college and university-level work differs from what hap-
pens at school. So when a text with the title Strictly Academic comes
along, we might fairly hope that some hard thinking has been done on
these matters by the authors.

There is no ‘method’ for writing such a book. In their prefatory
note to the instructor (this text is not a self-help one), Currie and Cray
acknowledge that students have to be prepared for the complexity of aca-
demic studies, and have attempted to develop what they call an ‘“‘under-
lying philosophy’’ for the approach they have taken. (This philosophy is
explained in an accompanying instructor’s manual.) Though the authors
do not use these terms explicitly, Strictly Academic is based on a com-
municative approach to the teaching of reading and writing, and perhaps
more particularly on the ‘process writing’ model now widely followed in
North American and many other English speaking school systems.

Each of the eight chapters is based on a topic, for example dreaming,
animal communication, the greenhouse effect, artificial intelligence. All
but one begins with a section called ‘Thinking about the topic’ in which
various pre-writing questions are raised for individual thought and class
discussion. Then come readings on the topic, becoming longer and more
demanding as the book proceeds, which are used to teach one or other
aspect of reading and note-taking skills. In addition, tied to these texts
are certain generic kinds of writing (for example, classification, causality,
comparison, argument and counter-argument) and writing skills (parallel
structure, coherence, achieving clarity and emphasis with relative clauses,

)
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and so on). Then, typically, an essay topic will be set, and the student is
led through four stages: getting ready to write; setting down the first draft
attending mainly to content; revising the draft for clarity; and then
editing the essay for mistakes in spelling, grammar and punctuation. At
each stage the student exchanges drafts with a partner and the two com-
ment on each other’s work. Finally, some chapters have sections on
useful skills such as oral presentations in seminars, writing exam answers
and using the library.

The authors have performed quite a feat in organising all these things
into a course text that is coherent and which progresses quite well from
start to finish. Chapter 1, which gets the student gradually to write a self-
improvement handbook for English. demonstrates an excellent sens~ of
the problems and anxieties that face overseas students when they arrive
to study in an English-speaking college. Things like overcoming the fear
of conversation, developing a willingness to take risks with one’s
English, and realising the importance of starting work on a topic with
one’s own thoughts and ideas which can be expanded in discussion with
other students — all these provide an excellent orientation to academic

work, especially for those students who come from academic cultures

which emphasise the solitary swotting and simple reproduction of infor-
mation gleaned from books. By the end of the course the student has to
face up to a genuine major controversy in paleontology — whether the
early hominid Lucy was truly an upright ‘human’, or whether she was
still partially adapted for climbing trees.

The overall conception of the bock is therefore a good one. What
of its treatment of the parts that go to make it up? Here I begin to have
some major reservations. The first concerns the fact that this course is
quite clearly designed only for students entering North American colleges
or other education systems which follow the model of an introductory
freshman year.

The authors claim that the reading texts they use are ‘‘authentic”.
By this they seem to mean more than that the language of the texts is not
simplified. For the most part, though the topics are genuine enough, the
texts are not. There are a few taken from text-books and monographs,
but the majority by far are from newspapers and semi-popular magazines.
Journalistic language, however good it is, does not serve as a suitable
model for students going into arts, social science, law and similar courses
in Australian or British universities, where real books must be tackled
and where many of the quirks of more popular writing are rigorously
eschewed. The shape of an argument or exposition and therefore the
shape of paragraphs are often quite different in the two genres. The
dependence on this kind of text leads the authors into a scrious error in
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academic method. Dealing with appositives (p. 217) they write: “When
you cite an authority, it is important to establish the credentials of that
person, so that you gain credibility in the eyes of your reader’’. Hence,
sentences like *‘David Pilbeam of Harvard, one of the country’s fore-
most paleoanthropologists, ... puts the case more succinctly’’. This is not
a feature of good academic writing for the very important reason that
what the logic books call ‘appeals to authority’ are not sufficient to esta-
blish one’s credibility. The evidence and the arguments of the authorities
have to be treated in a distinctively analytical mode of writing which
Strictly Academic does not address. In many parts of the world this book
would better serve the needs of senior secondary school students.

The second reservation relates to this one, but stems more particu-
larly from the process writing approach, on which the book is founded.
We have seen how it helps the book to hold together as a whole and to
provide necessary practice in thinking, writing and re-writing. But ‘pro-
cess writing’ has certain endemic limitations; it does not tell us very much
about how best to approach some of the more important aspects of
reading and writing. In Strictly Academic, the sections on the genres of
writing — classification, definition, explanation, exemplificaiton, com-
parison etc. — are really too sketchy. They tell the student what to look
out for when reading and what to do when writing. But they cannot quite
say fiow these things are to be done, /iow a writer ‘builds up’ text which
integrates these things. On a few occasions they advocate a ‘scissors and
tape’ solution to structural problems in writing (a dubious approach at
best) without warning of the consequences for argument and language.
Similarly, with respect to reading and taking notes, the authors do get
‘inside’ a text by looking to ways of clarifying and structuring ideas, but
the big problem for most students is not mentioned: ‘How do I summarise
an author’s text in my own words’. Process writing is insufficiently rich
as a model of composition to suggest answers to problems such as these,
or even very often to raise them as questions.

What the authors have set out to do is accomplished well. But for
this reviewer more needs to be attempted. While I agree with Currie and
Cray that an exclusive focus on details of language does not constitute a
good way of approaching academic wri' ing, there are many problems of
grammar, sentence structure and meaning faced by ESL students that
can hardly be ignored. For example in a short section (p. 38) on causal
verbs, the opportunity is missed to draw the distinction, frequently con-
fused, between result in and result from. A thoroughly inadequate flow-
chart method of constructing classifying sentences (p. 23) allows such un-
satisfactory pieces of English as ‘X can be divided into n divisions®’ and
‘You can group X into n groups’.
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I should prefer to see much of the procedural repetitiousness made
necessary by the process writing approach (Discuss this with your
teacher; Gather your information; Exchange sketches with your partner)
consigned to the teacher’s manual. The space made available could then
be used to tackle matters of language and understanding more
thoroughly.

The book is well set out. If you like that sort of thing, plenty of
space is left for students to write in their answers. (This is a facility not
entirely corsistent with the einphasis on drafting and revision.) The tone
adopted by he authors is appropriate to the target readers. Perhaps the
best way t¢ sum up Strictly Academic is to say that, while it definitely
moves towards many of the things required in academic studies, it has
not strictly quite arrived. I should like the authors to attempt a successor
volume.




' Longman &

Longman English Language Teaching, Longman Group UK Ltd,

Burnt Mill, Harlow, Essex CM20 2JE, England.
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Prospect is the national professional teaching journal of the Australian

Advlt Migrant Education Program (AMEP), which offers ESL and orientation
tuition each year to over 100 000 adult immigrants to Australia from all over
the world.

Prospect publishes articles, notes, reports and reviews on applied linguistics
and teaching related to adult TESOL. It is published three times per year.

Prospect subscri, tion rates can be obtained from Gerd Stabler,
National Curriculum Resource Centre, 5th floor, Renaissance Centre,
127 Rundle Mall, Adelaide, South Australia S000.

Jill Burton, Editor
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Preparation of Articles

The Manuscript: All copy must be typewritten, double-spaced throughout,
on one side of the sheet only.

Underscores: Indicate italic type by a single, straight underscore, SMALL
CAPITALS by a double underscore and boldface by a wavy underscore.

Italic type: only for cited linguistic forms, titles of books and journals that
occur within the text.

Small capitals: where essential to emphasize a word, phrase or sentence in
the text or to mark a technical term when it first occurs.

Bold face: only when necessary to distinguish between certain forms in dif-
ferent alphabets.
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quotation marks. Enclose quotations within quotations, and glosses, in
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for a note reference number. Type all notes, double-spaced, at the end of
the main text.
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a bibliography at the end of each article or review.

Within the text, make brief citations such as (Anthony 1975) or (Sibayan
1974:221-222). Give the page numbers only for the passage to which reference
is made, not for the whole paper.

Type the full bibliography, double-spaced, beginning on a separate page,
under the heading REFERENCES. Arrange the entries alphabetically by
surnames of authors as in the following examples:

Anthony, Edward M. 1975. Towards a theory of lexical meaning. Singapore:
Singapore University Press for the SEAMEO Regional Language
Centre. .

Halliday, M.A.K. 1975. Learning how to mean: explorations in the develop-
ment of language. London: Edward Arnold.

Lim, Kiat Boey. 1975. The SRA reading laboratory and reading comprehen-
sion. RELC Journal 6:1. 14-16.

Sibayan, Bonifacio P. 1974. Language policy, language engineering and
literacy in the Philippines. Advances in language planning, ed. by
Joshua A. Fishman, 221-254. The Hague: Mouton.

Abstracts: Accompany each manuscript by an informative abstract, sum-
marizing the conceptual content of the article. The abstract should be as brief
as possible (no longer than 200 words) typed on a separate sheet of paper.
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An Item Discriminability Study of Texwally Explicit, Textually
Implicit, and Scriptally Implicit Questions

Kyle Perkins and Sheila R Brutten
Department of Linguistics
Southern Illinois University

USA

Abstract

This paper reports the effect that background knowledge has on
the item discriminability of reading comprehension items; item
discriminability is an index of how well a test item discriminates bet-
ween weak and strong examinees in the ability being tested.

The questions from three reading comprehension tests were
placed into one of the following categories: (1) textually explicit; (2)
textually implicit; and (3) scriptally implicit. An item discriminability
index was computed for each item. The results indicated that there
were significant differences in the three categories of itéms with
respect to item discriminability and that reading comprehension items
which are heavily dependent on background knowledge do not ex-
hibit good item discriminability. The findings indicate that researchers
must control for background knowledge in a reading test when they
use test products as the basis for making inferences about the pro-
cesses underlying reading comprehension.

Introduction

Current reading research indicates that if general aptitude (Cole-
man, 1971) and 1Q (Tuinman, 1979) can be statistically controlled, a
large proportion of variance in a measure of reading comprehension can
be accounted for by the reader’s relevant background knowledge
(Johnston and Pearson, 1982). Farr, Carey, and Tone (1986) have noted
the role which background knowledge plays in the reading comprehen-
sion process:

The emerging model of comprehension asserts that comprehension is
an active process in which the reader constructs meaning from text
cues, calling upon knowledge of language, text structure and conven-
tions, content concepts, and communication. This process is essen-
tially inferential, with readers using their existing knowledge to link
discrete picces of information in the text, to ascribe appropriate
meanings to words, and to fill in implied information. In addition,
readers monitor their state of understanding and engage various
strategies according to different reading purposes and genre, or to
encountered difficulties (p. 136).
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Because background knowledge is crucial to the reading comprehen-

sion process, and because each reader’s store of background knowedge
is unique, we were led to investigate the

dge has on the psychometric properties

of reading comprehension items, namely on item discriminability, an im-
portant characteristic of a test item which indicates how well it discri-
minates between weak and strong examinees in the ability being tested.

Our hypothesis was that items whose correct responses were depen-
lent on th Id have lower indices of jtem

lend further credence to our research hypothesis:

Recent research has emphasized that reading comprehension is a
constructive process and that meaning is as dependent on the reader
as it is on the text. Thus, the single correct answer format provides a
dilemma for authors of multiple choice tests. Even if a particular
answer is agreed upon by a committee of experts, the possibility ex-
ists that a creative reader is capable of going beyond conventional
implications of the passage to infer a response that is incorrect when
measured against the single response anticipated and allowed (p. 34).

Methodology
Subjects

This research was conducted in an intensive English center at a
large midwestern university. The subjects who generated the data for this
research were non-native speakers of' English who were enrolled in full-
time intensive English classes. The subjects were enrolled in three dif-
ferent proficiency levels: 2, 3, and 4. Data were elicited from 28 leve]-2
subjects; 28 level-3 subjects, and 57 level-4 subjects.

At the center, placement of students into the four full-time profi-
ciency levels (1, 2, 3, and 4) is determined by the results of an institu-
tional Test of English as a Foreign Language (TOEFL) test which is

inistered to new students at the beginning of each term. Students

4 or lower are placad into level 1; students who score bet-

ween 375 and 429 are placed into level 2; those who score between 430

and 469 are placed into level 3; and those who score between 470 and 524
arc placed into level 4,
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There are no behavioral anchoring data available to indicate what
reading skills students at the different proficiency levels have competence
in. For the reader who is not familiar with English as a Second Language
proficiency, perhaps the following guideline will be helpful. Most under-
graduate colleges require a minimum TOEFL score of 525 for admission;
graduate schools, a minimum of 550. Some graduate departments such
as English and Journalism may require a TOEFL score of 600.

Materials

Each proficiency level has its own final reading comprehension exam
which is administered at the conclusion of each eight-week term. Each
exam contains 25 questions which are multiple choice with a single correct
answer format such as the format described by Farr and Carey (1986).

The proficiency le\el 2 exam has five sections: (1) a 409-word pas-
sage about early groups of settlers in the United States followed by ten
questions; (2) a section of newspaper classified advertisements for apart-
ments, houses, and mobile homes followed by four scanning questions,
e.g., “‘How much does the gorgeous one bedroom apartment cost per
month?”’; (3) a 131-word passage about volcanoes followed by five ques-
tions; (4) a 132-word passage about color followed by five questions; and
(5) a 171-word passage about the differential effects of gravity upon
bodies depending upon the location of such bodies on the earth followed
by two questions. McLaughlin’s (1969) SMOG readability formula esti-
mated the readability level of the level 2 exam to be at Grade 8.

The proficiency level 3 exam has seven sections: (1) a 431-word pas-
sage about tornadoes followed by eight questions; (2) a 177-word passage
about the directional behavior of plant cuttings followed by five ques-
tions; (3) a 165-word, one-paragraph passage about the blue whale
followed by two questions; (4) a 100-word, one-paragraph passage about
retarding the aging process followed by two questions; (5) a 93-word,
one-paragraph passage about the effects of television on society followed
by two questions; (6) a 125-word, two-paragraph passage about how the
coyote is too wily to become endangered followed by two questions; and
(7) a 238-word passage about Hawaii’s geothermal energy followed by
four questions. The SMOG readability estimate for the level 3 exam was
Grade 10.

The proficiency level 4 exam has two sections: (1) a 684-word pas-
sage about industrial America and the worker followed by 15 questions;
and (2) a 1648-word passage ahout the theory of demand followed by 10
questions. The SMOG readability estimate for the level 4 exam was
Grade 12.
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These exams can be considered criterion-referenced measures. The
students’ homework, quizzes, and final exam scores form a composite
score, and the criterion for passing into the next higher proficiency level
is 75 percent. The final exam comprises 30 percent of the composite score.

Item Type Categorization

Independently the two authors classified the relations between each
question and its keyed response and placed each question into one of the
following categories: (1) textually explicit; (2) textually implicit; and (3)
scriptally implicit. There was 94 percent agreement between the two
raters; a third evaluator adjudicated the disagreements, and the consensus
was recorded.

Pearson and Johnson (1978) originated this classification scheme
and provided the following operational rules for determining the compre-
hension categories:

A question-answer relation is classified as textually explicit if both
question and answer are derivable from the text and if the relation
between question and answer was explicitly cued by the language of
the text (p. 163). A question-answer relation is classified as textually
implicit if both question and answer are derivable from the text but
there is no logical or grammatical cue tying the question to the
answer and the answer given is plausible in light of the question (p.
163). Scriptally implicit [comprehension] occurs whenever a plausible
nontextual response is given to a question derivable from the text (p.
164).

Schlesinger and Weiser’s (1970) facet design was also utilized as an auxi-
liary in the categorization process because it assists one in determining
whether a test question required text information or the reader’s prior
knowledge.

The level 2 exam contained five textually explicit questions; five
textually explicit scanning questions based on the classified advertise-
ments; twelve textually implicit questions; and three scriptally implicit
questions. A separate category — scanning questions — was created
because the level 2 exam is unique in that it is the only one of the three exams
which has scanning questions and a non-prose stimulus, i.e., classified
ads.

The level 3 exam contained four textually explicit questions; seven-
teen textually implicit questions; and four scriptally implicit questions.

The level 4 exam contained five textually explicit questions; fifieen
textually implic’t questions; and five scriptally implicit questions.
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Analyses

An item discriminability index was computed for each item by using
the point biserial correlation procedure which yields a correlation coeffi-
cient between item responses and total scores. Henning (1987) has noted

that point biserial correlations of .25 and above are acceptable indices of
discriminability.

Our research hypothc is was that items whose correct responses were
dependent on the reader’s prior knowledge would have lower indices of
item discriminability than items whose correct responses wWere more tex-
tually explicit because of the great variance in the readers’ textually rele-
vant background knowledge. We needed a statistical test of equal means
of the discriminability indices for each category of items, Because we
could not guarantee homogeneity of variance nor normality of distribu-
tion, we elected to use the Kruskal-Wallis test, a nonparametric alterna-
tive to the one-way analysis of variance. The Kruskal-Wallis test generates
a test statistic which is calculated from the sums of ranks for the different
item types.

We were also interested in the average point biserial correlation for
each item type in order to ascertain how well each class of items p. rformed
with respect to item discriminability, keeping in mind Henning’s recom-
mendation that .25 is the minimum, acceptable coefficient for item d's-
criminability.

The point biserial correlations were averaged for each item type as
follows. First, each point biserial correlation was corrected for part-
whole overlap to remove the contribution of the item score to the total
score in a post hoc fashion. The Fisher Z transformation was then utilized
to transform each correlation coefficient from a distorted ordinal to a
normal interval scale so that arithmetic averaging could be accomplished
using the coefficients. After the averaging was completed, the averages
were then converted back to correlation coefficients.

Null hypothesis

For each test the null hypothesis was that there was no difference in
the ranks for the different item types. The alternative, research hypo-
thesis was that there was a difference in the ranks, that is, at least one
item type had a higher rank order than one other item type.

Results

Table 1 présents the means, standard deviations, standard errors of

1 'w' oo
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Table 1 Means, standard devigations, standard errors of measurement, and
estimates of reliability

Proficiency No. of No. of Mean Standard Standard Estimate
Level subjects item deviation error of of
measurement  reliability

28 25 20.14 4.13 1.69 .832

28 25 19.36 379 1.78 780
57 25 15.75 4.15 2.19 121

measurement, and estimates of reliability for the three tests. The Kuder-

Richardson Formula 20 was used to estimate the internal consistency
reliability of the three tests.

Table 2 portrays the sums of the ranks squared and divided by the
number of ranks for each item type, the chi squared test statistics, and
the levels significance for each test. In the analyses, where tie scores were
encountered, the tie correction factor was employed,

Table 2 Kruskal-Wallis results

Proficiency Texiually Textually Texiually Scriptally Cht
Level exphcit- explicit implicit impheit square
scanning sum of sum of sum of

sum of ranks ranks ranks
ranks syuared squared squared
squared and divided and divided and divided
and divided by n ranks by n ranks by 7 ranks
by n ranks

Level
of
significance

1674.45 96.80 2465.33 243.00 9.325 3 < p<gos
156.25 4677.88 81.00 10.472 2 < p<ol
224.45 4842.02 96.80 14.944 2 «< p<.0l

Table 3 presents the average point biserial correlation for each item
type in each of the three tests.

The data in Table 2 indicate that in each of the three analyses the
null hypothesis was rejected: that is, there was a significant difference in
the ranks of the three (and four) item types. The sum of the ranks
squared and divided by the number of ranks for the level 2 exam were as
follows: 2465.33, textually implicit; 1674.45, textually explicit-scanning;
243.00, scriptally implicit; 96.80, textually explicit. For the level 3 exam,

1 :;' O
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Table 3 Average point biserial correlations

Proficiency Textually Textually Textually Scriptally
Level explicit- explicit implicit implicit
scanning

52 11 .45 .22
A3 . .07
.16 .36 1

the sums were: 4677.88, textually implicit; 156.25, textually explicit;
81.00, scriptally implicit. For the level 4 exam, the sums were as follows:
4842.00, textually implicit; 224.45, textually explicit; 96.80, scriptally im-
plicit. Therefore, it is probably safe to conclude that the textually implicit
questions had significantly higher item discriminability indices than the
scriptally implicit questions, but nothing can be stated on the basis of the
Kruskal-Wallis test with respect to whether one item type had significantly
higher ranks than another. The point is this: with nonparameteric statis-
tics it is not possible to conduct multiple a posteriori comparisons such as
Fisher’s least significant difference, the Scheffe test, nor Tukey’s honestly
significant difference.

Table 3 indicates that, as classes of items, the textually explicit and
scriptally implicit items do not meet the minimum criterion of item discri-
minability, that is, have an average point biserial correlation of .25.

Discussion

The results of this study suggest that reading comprehension items
which depend heavily on a reader’s background knowledge do not exhibit
a desired psychometric property of test items: good discriminability, This
finding poses a dilemma for reading researchers. Reading researchers
have become increasingly more interested in process research than pro-
duct research — a point well argued and well definted by preeminent
researchers such as Farr and Carey (1986); Farr, Carey, and Tone (1986);
and Johnston (1983, 1984). Many reading researchers use the products of
reading (c.g., item responses from a test) as a basis for trying to infer
something about the underlying processes which, hopefully, can be
altered, enhanced and modified by instruction. But this process is in-
direct and oblique, as Farr and Carey (1986) explained:

Most reading tests only assess the construct of the product of
reading. From these products, test users assume certain conclusions
about the reading process. Reading tests are valid measures to

17’\)‘:
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describe, rather than explain, reading behavior; therefore, the infor-
mation they make available for classrom instruction has its limita-
tions. (pp. 151-21).

All reading measures use the products of reading behavior as a
means of trying to assess the reading process. Even our assessment of
reading products is an indirect measurement because we can really
assess the true product of reading only by realizing changes in under-
standing and/or beliefs that have resulted from reading (p. 150).

The results from this study indicate that scriptally implicit questions
based on background knowledge are not good discriminators, and thus
an assessment instrument which contains them has lower reliability and
lower validity than is desirable. The point is this: if we are to use test pro-
ducts as the basis for making inferences about the underlying processes,
background knowledge must be controlled for statistically and/or by the
research design employed in the study. In the Campbell and Stanley
(1963) paradigm, background knowledge is a confounding variable
which can lead to reduced item discriminability.

Researchers have suggested means to controi the effects of back-
ground knowledge in reading comprehension assessment. For example,
Royer and Cunningham (1978) noted that reading assessment instruments
should be written in accordance with the knowledge base of the students
to be tested. Johnston (1981, 1984) has suggested (1) using a specific
vocabulary test as a measure of prior knowledge; (2) constructing tests
that are not so dependent on prior knowledge; and (3) first administering
a content knowledge test derived from the passages’ content and subse-
quently adjusting the reading comprehension scores depending on the
students’ prior knowledge score on the content test.

Farr and Carey (1986) noted that reading measurement should en-
tail background knowledge because it is iniegral to the underlying pro-
cesses, but they offered a more moderate position: ‘‘The frustrating
challenge in reading comprehension assessment may be to keep reader
background in reasonable balance to new information that can be under-
stood only if the reader can use other aspects of the reading process that
background help, call into play’’ (p. 50). An application of these proce-
dures may well erable the test constructor to manipulate items that test
background knowledge in order to ensure that they exhibit higher item
discriminability.

Table 3 indicates that, as a class, the textually explicit questions were
also very poor discriminators. A large number of the textually explicit
questions were of a template matching type. For example, the text might
have the following sentence: ‘‘Josephine was a plumber”’ followed by a
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question like this: ‘““What was Josephine?’’ This type of question does
not engage the higher-order cognitive and linguistic processes that tex-
tually explicit questions engage. In addition, textually explicit questions
in these tests seem to be more susceptible to problematic concerns in item
construction such as mixed responses, length cues, convergence cues, and
inconsistent distractor cues. These factors may account for the textually
explicit items’ exhibiting excessively low indices of item discriminability.

It is well established that item difficulty and item discriminability
affects a test’s internal consistency, or reliability. We edited the data
matrix for each test, deleting the textually explicit and scriptally implicit
items, and recalculated the reliability estimates for a shorter version of
each test containing only textually implicit items, again using the Kuder-
Richardson 20 formula. The results were as follows. For the level 2 test
the new reliability estimate coefficient was .922 (17 items) versus .832 (25
items); level 3, .865 (17 items) versus .780 (25 items); level 4, .759 (15
items) versus .721 (25 items). These results are quite surprising given
that, all other things being equal, the more items a test contains, the
higher its reliability estimate.

We are not suggesting that one delete all textually explicit and script-
ally implicit items from a reading comprehension test. Quite the contrary.
The test constructor will want to include these item types to assess
specific content and skills to ensure content validity. and shape the infor-
mation curve to ensure psychometric validity, What we are suggesting,
however, is that during the item analysis after a pilot administration of a
reading comprehension test, these item types be given particularly close
scrutiny with regard to item discriminability. 1n addition, during the
planning stages of test development, the test constructor should pay heed
to the suggestions offered by Farr and Carey (1986), Johnston (1981,
1984), and Royer and Cunningham (1978) for controiling the effects of
relevant textual background knowledge.

Conclusion

In this paper we have attempted to synthesize some of the relevant
published research on the reader’s prior knowledge and to use that syn-
thesis for application in a study of how background knowledge affects
item discriminability in the assessment of English as a Second Language
reading comprehension. The results of the study indicated that scriptally
implicit items are poor discriminators, probably due to great differences
in each reader’s stock of textually relevant background knowledge. The
results also indicated that the textually explicit items were also poor dis-
criminators. These items seem to be susceptible to various miscues at the
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item writing stage such as mixed responses, length cues, convergence
cues, and inconsistent distractor cues. The textually implicit questions
which engage higher-order cognitive and linguistic processes proved to be
very robust discriminators, Guidelines were also suggested which may

help to control for the effects of prior background knowledge in reading
assessment.
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Measuring the Vocabulary Knowledge of Second Langauge
Learners

John Read
Victoria University of Wellington
New Zealand

Abstract

There is renewed recognition these days of the importance of
vocabulary knoweldge for second language learners. This means that
it is often necessary to find out, for diagnostic and for research pur-
poses, how many words are known by particular learners. In order to
measure vocabulary size, we need to deal with three methodological
problems: defining what a word is; selecting a suitable sample of
words for testing; and determining the criterion for knowing a word.
A first attempt to produce a diagnostic test of this kind for EAP
learners is represented by the Vocabulary Levels Test, which uses a
matching format to measure knowledge of words at five frequency
levels. The development of the test is outlined, followed by an
analysis of the results obtained from a group of learners at Victoria
University. Another approach, the checklist, is proposed as an alter-
native testing format. The literature on the checklist is reviewed, with
particular reference to methods of controlling for the tendency of
learners to overrate their knowledge of the words.

Vocabulary is a component of language proficiency that has received
comparativerly little attention in language testing since the general move
towards more integrative formats. The testing of word knowledge was a
core element of the discrete-point philosophy but with changing ideas
about the concept of language test validity it has tended to be neglected
in favour of higher level skills and processes, so that vocabulary is seen as
just one of the numerous elements that contribute to the learner’s overall
perforinance in the second language. However there seems to be a grow-
ing recognition of the importance of vocabulary and the need for more
systematic vocabulary development for second language learners, many
of whom are severely hampered in reading comprehension and other
skills by a simple lack of word knowledge. Since the standard types of in-
tegrative tests do not provide a direct assessment of this knowledge in a
form that is useful for diagnostic purposes, there is a need to develop
tests to determine whether specific learners have achieved a mastery of
vocabulary that is sufficient for their needs and, if they have not, what
can be done pedagogically to help them.

Interests in vocabulary testing can have both a practical and a more
theoretical focus. On the practical side, at the English Language Institute
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MEASURING THE VOCABULARY KNOWLEDGE OF
SECOND LANGUAGE LEARNERS

in Wellington we have traditionally placed great emphasis on the acquisi-

tion of vocabulary in our English proficiency course for foreign students

from Asia and elsewhere who are preparing to study in New Zealand uni-
versities. This emphasis derives in part from the results of studies by Bar-
nard (1961) in India and Quinn (1968) in Indonesia, which both provided
evidence of the low level of English vocabulary knowledge among
university students in Asia, even after extensive study of English at the
secondary level. Quinn found, for example, that the average university
entrant in his sample had a vocabulary of 1,000 words after six years of
study, which represented a learning rate of little more than one word for
each class hour of English instruction. Such limited vocabularies were
clearly inadequate to meet the demands of English-medium university
studies. The Institute has thus given a high priority to intensive vocabu-
lary learning in its proficiency course and has developed a variety of
teaching resources for this purpose, including in particular the commer-
cially published workbooks by Barnard (1971-75), who pioneered the
work in this area. In this context, there is a particular need for diagnostic
testing to asseses the vocabulary knowledge of specific learners in order
to assist in making placement decisions and in designing effective pro-
grammes of vocabulary development for the various groups on the
course. On a more theoretical level, we are investigating the effectiveness
of various types of vocabulary test as tools in ongoing research studies on
vocabulary size, the nature of vocabulary knowledge and the role of
vocabulary in reading comprehension.

Some Methodological Issues

The basic question in a diagnosis of a learner’s vocatulary know-
ledge is simply: how many words does the learner know? The question is
easy to frame but rather more difficult to answer. Since comparatively
little work has been done in this area with second language learners, we
need to turn to the literature on the vocabularies of native speakers in
order to clarify the issues involved.

There has been a great deal of research on vocabulary size, extending
back to the end of the last century, and learned speculation on the sub-
ject goes back much further. The research has been beset by methodolo-
gical problems, which are discussed in detail elsewhere (see, e.g. Lorge &
Chall, 1963; Anderson & Freebody, 1981). In summary, the three main
issues are as follows:

i What is a word?
ii How should a sample of words be selected?
iii What is the criterion for knowing a word?

1b\!
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Let us now consider each of these in turn, as they relate to assessing

the vocabulary knowledge of learners studying English for academic pur-
poses.

i What is a word?

The first problem is simply to define what a word is. For instance,
are depend, depends, depended and depending to be classified as one
word or four? And how about dependent, dependant, dependence and
dependency? That is, one has to decide whether a ‘word’ is an individual
word form or a word family (or lemma) consisting of a base form together
with the inflected and derived forms that share the same meaning. In-
cluding all such forms as separate words will clearly increase the estimate
of vocabulary size, whereas a more conservative approach results in a
substantially lower figure. The latter approach seems more realistic, even
though it requires a careful definition of criteria for grouping words into
families and even then involves some difficult problems of classification
(see Nagy & Anderson, 1984, for a useful discussion of this issue). For
practical purposes, then, we assume that word forms can be classified into
lemmas, which can be represented in a vocabulary test by a base word.
Thus, we take it that in most cases, if one knows the base word, little if
any additional learning is required in order to understand its various in-
flectional and derived forms.

ii How should a sample of words be selected?

Since we cannot usually test all of the words that a learner may
know, it is necessary to find some basis for selecting a representative
sample of words to be used in making the estimate of vocabulary size. In
studies of native speakers, dictionaries have been most commonly used
for this purpose but the result is that estimates vary widely depending on
the size of the particular dictionary chosen and the method of sampling
that was followed. An alternative approach involves sampling words
progressively from the higher to lower levels of a word frequency count.
This has not proved very successful with native speakers, because of the
limited coverage of the existing frequency counts and the fact that native
speakers know many words that do not find their way into such counts.
However, this approach is more appropriate with second language
learners, especially those in EFL countries with little or no exposure to
municative needs are also typically more limited. For many groups of
learners, especially those in EFL countries wtih little or no exposure to
the language outside the classroom, the General Service List (West, 1953)
represents a fairly complete sampling frame of the words they are likely
to know, even after several years of study. And in fact a number of ESL
vocabulary studies (e.g. Barnard, 1961; Quinn, 1968; Harlech-Jones,
1983) have used the list for this purpose.
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Beyond the minimum vocabulary of the General Service List, it is
necessary to take account of the needs and interests of specific groups of
learners in planning for vocabulary teaching and testing. Our particular
concern here is with the vocabulary of English for academic study at the
tertiary level. The task is to identify and teach the set of words (often
referred to as ‘subtechnical’ vocabulary) that occur frequently in acade-
mic study at the tertiary level. The task is to identify and teach the set of
words (often referred to as ‘subtechnical’ vocabulary) that occur fre-
quently in academic discourse across various disciplines. Knwoledge of
the meanings of these words is normally assumed by lecturers and authors
in a particular academic field and among other things this vocabulary has
a crucial role in defining the technical terms of each field of study.

A number of specialized word lists for academic English have been
produced. Typically these are based on a count of words occurring in
university textbooks and other academic writing material, taking into ac-
count the range of disciplines in which the words are found as well as the
number of occurrences. The list is compiled by excluding both high fre-
quency general worc's (such as those in the General Service List) and low
frequency, narrow range words which consist largely of technical termin-
ology. The most comprehensive work along these lines is that of Barnard,
who has not only prepared two 1,000-word lists (in Nation, 1986) but
also written a series of widely used workbooks (Barnard, 1971-75) to
help students to learn the words. Other similar, though shorter lists were
compiled by Campion and Eliey (1971) and Praninskas (1972). Two
more scholars, Lynn (1973) and Ghadessy (1979) adopted a different ap-
proach, by scanning student copies of textbooks to identify and count
words that were frequently annotated with a mother-tongue translation
or some other explanation. These words turned out to be very much the
same ones that were included in the other lists. As Lynn (1973:26) noted
specifically, it was the general academic words, rather than technical
terms, that appeared to be the most difficult for the students.

Xue and Nation (1984) combined the lists of Campion and Elley,
Praninskas, Lynn and Ghadessy into a sinigle University Word List, which
shares much in common with the Barnard lists but has the advantage of
being derived from a broader range of frequency counts. The list is ac-
companied by sublists which classify the words according to frequency
and semantic criteria and also include common derivatives of the base
forms.

For our purposes the academic word lists — together with the Gene-
ral Service List — form an inventory of high frequency words that com-
monly occur in academic English and account for a high proportion of
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the words in any particular academic text. These are the words that re-
quire individual attention from teachers and learners in an EAP profi-
ciency course. The lists also constitute a satisfactory sampling frame for
diagnostic testing aimed at evaluating the adequacy of the learner’s voca-
bulary knowledge for undertaking academic study.

iii  What is the criterion for knowing a word?

Once a sample of words has been selected, it is necessary to deter-
mine whether cach word is known or not by means of some kind of test.
In studies of vocabulary size, the criterion for knowing the word has
been quite liberal, since the researcher has had to survey a large number
of words in the time available for testing. Thus the most commonly used
test formats have been the following:

— checklists (or yes/no tests), in which the learners are presented with a
list of words and simply asked to tick the ones that they know

— multiple choice items of various kinds

— matching of words with their definitions.

All of these formats can be criticized as inadequate indicators of whether
the word is really known. The checklist does not require the learners to
provide any independent evidence that they know the words they have
ticked. The other two formats, multiple choice and matching, do require
the learners to associate each word with a suitable definition or synonym,
but this is only one aspect of vocabulary knowledge. We have to recognize
that words can have several meanings and, conversely, a person’s know-
ledge of a word may be partial rather than complete. Writers such as
Cronbach (1942) and Richards (1976) have identified numerous aspects
of knowing a word, such as its various meanings, its appropriate use, its
relative frequency, its syntactic properties, its connections and its links
with other words in semantic networks. From this perspective, a single
multiple choice or matching item is scarcely an adequate basis for deter-
mining whether soineone knows a word and, if so, how well it is known.

However, it is useful here to distinguish between breadth and depth
of vocabulary knowledge. In setting out to estimate the size of a learner’s
vocabulary, we are focusing on breadth of knowledge: how many of the
words in a large sample are ‘‘known’’, in some sense? For this purpose, a
simple — albeit crude — measure is necessary in order to cover all the
words in the sample within a reasonable period of time. But for other
purposes, particularly achievement testing, we need to concentrate more
on depth of knowledge: how well are smaller sets of key vocabulary items
known? The problem is that we currently lack procedures for measuring
the depth of vocabulary knowledge of second language learners. This is
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an area in which research is only just beginning (see Read, 1987) and is
beyond the scope of this article.

These, then, are the issues that need to be resolved in assessing the
vocabulary knowledge of second language learners. In the rest of this
article, we will first look at a particular test that was designed for this
purpose using a matching format, and then go onto discuss the possibility
of using the checklist procedure as an alternative format.

A Matching Test of Vocabulary Levels

A first attempt to undertake diagnostic testing of vocabulary knowl-
edge along the lines outlined above is represented by the Vocabulary
Level Test (Nation, 1983). This instrument was designed to assess knowl-
edge of both general and academic vocabulary: therefore it includes
samples of words at five frequency levels: 2,000 words, 3,000 words,
5,000 words, the university word level (above 5,000 words) and 10,000
words. Words were selected on the basis of the frequency data in Thorn-
dike and Lorge (1944), with cross-checking against the General Several
List (for the 2,000-word level) and Kucera and Francis (1967). The one
exception was the university word level, for which the specialized count
of Campion and Elley (1971) was used. (This list excluded the first 5,000
words of Thorndike and Lorge). The test employs word-definition
matching format although, in a reversal of the standard practice, the
testees are required to match the words to the definitions. That is, the
definitions are the test items rather than the words. At each of the five
levels, there are 36 words and 18 definitions, in groups of six and thiee
respectively, as in the example below:

apply

elect

jump ____ choose by voting
manufacture ____ become like water
melt _____  make

threaten

This slightly unconventional format was developed with the aim of
having an efficient testing procedure that involved as little reading as
possible and minimized the chances of guessing correctly. It was consi-
dered that, although there were only 18 words for each level, in fact 36
words would be tested because the testees’ natural test-taking strategy
would be to check each word against the dcfinitions given in order to
make the correct matches. This was only partly confirmed by observa-
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- tion of individual testees as they took the test during the tryout phase,

The testees did adopt that strategy but only in sections of the test that
they found difficult; with easy items they focused directly on the correct
words and largely ignored the distractors.

All the words in each group are the same part of speech, in order to
avoid giving any clue as to meaning based on form. On the other hand,
apart from the correct matches, care was taken not to group together
words and definitions that were related in meaning. The test is designed
as a broad measure of word knowledge and it was not intended to require
the testees to differentiate between semantically related words or to show
an awareness of shades of meaning.

The test has proved to be a very useful tool for diagnostic purposes.
We have basic statisticai data available from an administration of the test
during our three-month English Language Institute English Proficiency
Course (see Table 1). The test was given at the beginning of the course, to
assist with placement and course planning decisions, and again at the
end, in order to look at the stability of the instrument and the possibility
that it would reflect the effects of instruction. For both administrations,
the reliability coefficients were very satisfactory (0.94 and 0.91 respec-
tively) and there was a clear pattern of declining scores across frequency
levels from highest to lowest, However the means for the 5,000-word and
university levels were very close at the beginning of the course and in fact
their order was reversed in the second administration, for reasons that
will be discussed in a moment.

In order to provide more systematic evidence of the validity of the
division by levels, a Guttman Scalogram analysis (Hatch & Farhady,
1982) was undertaken on the two sets of scores. A score of 16 was taken
as the criterion for mastery of the vocabulary at a particular level. The
scaling statistics are given in Table 1. They show that in both cases the
scores were highly scalable. That is to say, a testee who achieved the
criterion score at a lower frequency level — say, the 5,000-word level —
could normally be assumed to have mastered the vocabulary of higher
freauency levels — 2,000 and 3,000 words — as well.

What is not so satisfactory from a theoretical standpoint is that there
are two different scales here, because the 5000-word and university-word
levels reverse their order from one administration to the other. There are
various possible explanations for this. First of all, the university level is
based on the specialized frequency count of Campion and Elley, whereas
the other four levels are all derived from the more general Thorndike and
Lorge count. This places the university level somewhat outside the se-
quence formed by the other levels.
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Table 1. Results of the Vocabulary Level Test
(N=81)

Ist Administration (Beginning of Course)

Level 2000 3000 5000 University 10000

No. of

items 18 18 18 18 18
Mean 16.4 15.7 12.3

S.D. 2.3 33 4.3 3.5

Guttman Scaling:

Order of Levels Statistics

2000 Crep = 0.93

3000 MM = 0.37
University Scalability = 0.90
10000

2nd Administration {(End of Course)

Level 2000 3000 5000 University 10000

No. of
items 18 18 18 18 18

Mean 17.0 16.6 13.9 14.1 8.8
S.D. 1.1 2.3 3.6 38

Guttman Scaling:
Order of Levels Statistics

2000 Ciep = 0.92

3000 MM, = 0.48
University Scalability = 0.84
5000

10000

Secondly, the students taking the proficiency course are quite hetero-
geneous and the overall results mask some significant differences among
subgroups in the population. For instance, one group consists of teachers
of English from EFL countries in Asia and the South Pacific preparing
for a Diploma course in TESL during the following academic year. These
teachers tend to score higher at the 5-000-word level than the university
level, reflecting their familiarity with general English, including literary
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works, and their relative lack of familiarity with academic or technical
registers. This was particularly evident at the beginning of the course but
was less noticeable at the end, presumably because of their exposure dur-

ing the course to academic writing and their study of the University
Word List.

On the other hand, another identifiable subgroup comprises a smail
number of Latin American students who are native speakers of Spanish
or Portuguese. Unlike most of the English teachers, they are university
graduates coming to New Zealand for postgraduate studies in engineer-
ing or agriculture. The students almost all had substantially higher scores
at the university-word level than the 5000-word level. One way to explain
this is in terms of their academic background, even though it was not in
the medium of English. Another factor is that a high proportion of the
words at the university level are derived from Latin and are therefore likely
to have cognate forms in Spanish and Portuguese, with the result that
Latin American students would have a certain familiarity with them
without having learned them as English words.

A third reason for the shift in the order of levels from the first to
the second administration is that a great deal of attention is paid to aca-
demic vocabulary during the proficiency course. Almost all of the groups
work through two of the workbooks in the Advanced English Vocabulary
series (Barnard, 1971-75) and the University Word List is also used as the
basis for vocabulary learning activities. Thus, if the test is sensitive to the
effects of instruction during the course, one might expect a relatively
greater improvement in scores at the university word level than at the S000
word level. There is some evidence from the pretest and posttest means
that this was the case.

An Alernative Measure: The Checklist

Although the Vocabulary Levels Test has proved to be a useful
diagnostic tool, we are aware of at least three possible shortcomings.
(a) It tests a very small sample of words at each level, even if we accept

that 36 words are tested rather than just 18.

(b) The matching format requires the testees to match the words with
dictionary-type definitions, which are sometimes awkwardly expressed
as the result of being written within a controlled vocabulary. Learners
may not make sense of words in quite the analytic fashion that a lexi-
cographer does.

While the format was modified to reduce the role of memory and
test-taking strategy, there is still a question of the influence of the
format on testee performance.
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Thus, as an alternative format, we can consider the checklist (also
called the yes/no method), which simply involves presenting learners
with a list of words and asking them to check (tick) each word that they
“‘know’’. The exact nature of the task depends — more so than with
most other tests — on the testees’ understanding of what they are being
asked to do, and therefore both the purpose of the test and the criterion
to be used in judging whether a word is known need to be carefully ex-
plained. As with any type of self-evaluation, it is not suitable for grading
or assessment purposes, but it has definite appeal as an instrument in
vocabulary research, especially since it is an economical way of surveying
knowledge of a large number of words.

A review of the literature on the checklist method reveals that it is
one of the oldest approaches to testing the vocabulary of native speakers:
Melka Teichroew (1982:7) traces it back as far as 1890. Early studies
investigated the validity of the procedure by correlating a checklist test
with other types of test such as multiple choice or matching. These
studies involved native-speaking school children and the findings were
variable. For example, Sims (1929) found that his checklist did not corre-
late well with three other tests and concluded that it was not measuring
knowledge of word meaning but simply familiarity with the words from
having frequently encountered them in reading and school work. On the
other hand, Tilley (1936) obtained a high correlation between a checklist
and a standardized multiple choice test in his investigation of the relative
difficulty of words for students at three different grade levels. The rela-
tionship was somewhat stronger for older and for more intelligent child-
ren.

One obvious problem in a checklist test is overrating — the tendency
of at least some students to tick words that they do not actually know —
and more recent studies have sought to control for this. As part of their
project to develop an academic vocabulary list based on a word frequency
count of university textbooks, Campion and Elley (1971) asked senior
high school students to rate each word according to whether they could
attribute a meaning to it if they encountered it in their reading. The per-
centage of positive responses was taken as an index of the familiarity of
the word for university-bound students. The ratings correlated reasonably
well (at 0.77) with the results of a word-definition matching test.

The innovative feature in Campion and Elley’s study was their
method of controlling for overrating. The subjects of this study were
divided into groups, which each rated a different subset of the words in
the list. However each sublist included a number of ‘‘anchor’’ words,
which were thus rated by all of the subjects. The mean ratings of the an-
chor words were calculated and these were used in a norm-referenced fas-
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hion to evaluate the performance of the various groups. When a group
was found to have rated the anchor words significantly differently from
the overall means, the ratings of the words on its sublist were adjusted as
appropriate,

Another approach to this problem has been adopted by Anderson
and Freebody (1983). They prepared a vocabulary checklist containing a
nigh proportion (about 40 per cent) of “‘nonwords’’, which were created
either by changing letters in real words (e.g. porfame from perfume) or
by forming novel base-and-affix combinations (e.g. observement). The
ticking of these nonwords was taken as evidence of a tendency to overrate
one’s knowledge of the real words, and a simple correction formula was
applied (similar to a correction for guessing) to adjust the scores accord-
ingly. The corrected scores were found to correlate much more highly
with the criterion — the results of an interview procedure — than did
scores on a multiple choice test of the words. In a subsequent study on
learning words from context, Nagy, Herman and Anderson (1985) used a
similar checklist test as a measure of the subjects’ prior knowledge of the
target words. In this case complete nonwords such as felinder and werpet
were included in the checklist, in addition to the other two types, and it
was only this third category of nonwords that was used in making the
corrections of subjects’ scores.

Up until now there appears to have been little use made of the check-
list approach in studies of the vocabulary of second language learners,
but recently Meara and Jones (1987) used a checklist containing nonsense
words for an English vocabulary test designed as a possible placement
measure for adult ESL learners enrolling in Eurocentres in Britain. They
went one step further and programmed the test for administration on a
microcomputer. The computer selects items in descending order of fre-
quency from each thousand of the first 10,000 words of English, based
on the Thorndike and Lorge (1944) list, with nonsense words being in-
cluded at a rate of one to every two authentic words. The words are
presented one at a time on the screen and the learner simply presses a key
on the keyboard to indicate whether she or he knows the meaning of each
word. Meanwhile the computer progressively estimates the size of the
learner’s vocabulary — making the appropriate correction for guessing,
where necessary — and terminates the test when the upper limit of the
learner’s knowledge has been reached.

Since these researchers were primarily interested in the vocabulary
test as a placement measure, they validated it by reference to the existing
Eurocentre placement test (consisting of grammar, listening and reading
subtests), rather than using another measure of vocabulary knowledge.
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However, one analysis of their results showed that, in general, the
learncrs knew progressively fewer of the words at each succeeding fre-
quency level. The regularity of the pattern differed considerably, though,
according to the L1 of the learners, from highly regular for the Japanese
to somewhat anomalous in the case of Romance language speakers, espe-
cially speakers of French. (This finding is interesting in view of the simi-
larly distinctive performance of the Spanish speakers on the ELI
Vocabulary Levels Test, as noted above.) Clearly, as the authors point
out, further research is needed to establish the reliability and validity of
the test as a measure of vocabulary knowledge and to account for the
variation in results according to the learner’s L1.

There are practical limitations on the widespread use of this parti-
cular test, since it is administered individually by computer, but a pen-
and-paper version based on the same principles should not be difficult to
construct and would be a useful alternative to the Vocabulary Levels
Test.

A checklist test, then, has much to recommend it as a broad measure
of vocabulary knowledge, especially if it incorporates a correction proce-
dure for overrating. The simplicity of the test is a significant advantage.
As Anderson and Freebody note, *“it strips away irrelevant task demands
that may make it difficult for young readers and poor readers to show
what they know*’ (1983:235). It does not require the kind of testwiseness
that influences performance in multiple choice or matching tests. A
related attraction is that a much larger number of words can be assessed
by the checklist in a given period of time, as compared to other types of
vocabulary test.

Conclusion

In this article, we have seen 10w it is possible to draw a stratified
sample of words from a general frequency list or from a more specialized
inventory such as the University Word List and then use the matching or
checklist format to estimate how many words in the total list the learner
knows. This is a valuable procedure for placement purposes and in voca-
bulary research. It should be emphasized again that we are concerned
here with the breadth of a learner’s knowledge of vocabulary and so the
tests that are used for this purpose do not address the issue of the depth
of knowledge: does the learner really know particular words and, if so,
how well? There are in fact complementary approaches to the study of
word knowledge, and we need more investigation of both with second
language learners in order to advance our understanding of the way in
which vocabulary knowledge is acquired and exploited.
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Note

'"This is a reworked version of a paper entitled ‘‘Some Issues in the
Testing of Vocabulary Knowledge”’, which was presented at LT +25: A
Language Testing Symposium in Honor of John B. Carroll and Robert
Lado, at Quiryat Anavim, Israel, 11-13 May 1986.
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The C-Test in English: left-hand deletions

Christopher Cleary
The British Council
Alger, Algeria

Abstract

The topic of this article is the C-Test — a relatively new addition
to the existing battery of techniques, cloze in particular, which claim
to measure general language proficiency. Recent trials of th C-Test in
Oman on subjects at lower levels of attainment have produced en-
couraging results on al! counts except discrimination. This paper
reports an attempt to address the problem of poor discrimination by
means of an experimental C-Test variant in which grammatically un-
marked items were deleted to the left rather than to the customary
right. The findings showed that the discrimination of the C-Test
could indeed be enhanced by left-hand deletions, but for a negative
rather than a positive reason. It is concluded that the C-Test, and
possibly other testing techniques which have proved effective at inter-
mediate level and above, may be less appropriate when applied to
lower levels, and that caution should be exercised in their use.

Background

In recent years the Univrsity of Duisburg has developed a reduced-
redundancy testing format known as the C-Test. The major publications
are Raatz and Klein-Braley (1982), Klein-Braley and Raatz (1984), and
Klein-Braley (1985). The C-Test is an adaptation of cloze requiring word
completion, and it is intended by its authors to supersede cloze as a
measure of general proficiency.

The C-Test resembles cloze in that its preparation requires the syste-
matic mutilation of text; but the construction procedure is rather dif-
ferent, as laid down by the authors in their ‘rule of two’ (Raatz and
Klein-Braley, 1982:123): Beginning at the second sentence, delete the se-
cond half of every second word, until the required number of deletions is
obtained. A C-Test should contain at least 100 items, spread over four or
five short, thematically distinct texts.

The authors of the C-Test present compelling evidence of its super-
jority to cloze on a variety of parameters; but, as yet, no systematic criti-
ques of the C-Test have appeared in the literature, and so these claims re-
main unchallenged. Although, like cloze, the C-Test appears to lend
itself primarily to testing reading and writing (see Lado, 1986), it was
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assumed for the purpose of this study that it could also tap a general
ability underlying all language skills.

The C-Test was provisionally adopted at the beginning of 1986 as
part of the SOAF English Achievement Test. This is a lower intermediate
examination, taken after three 250-hour courses <1 given in SOAF
language schools,

Although designed as a test of mastery, the examination was increa-
singly being used as a basis for predictive decisions. It was becoming, to
use Skehan’s term, a ‘hybrid’ (Skehan, 1986:190) <2 >. There was
evidently a need to stiffen the examination by introducing into it a for-
mat which tested general ability on the assumption that this might have
predictive power. The C-Test appeared to lend itself to our requirements
for two reasons. Firstly, it could not be ‘taught to’ as many other com-
ponents of the examination could, and it therefore provided more reliable
norm-referenced information about candidates. Secondly, as a cloze sub-
stitute it permitted a much higher ratio than its rival of test items to the

crucial factor of text length, so bringing it below the fatigue threshold of
our students.

On the whole, the results of our trials have been encouraging. The
C-Test normally achieves coefficients of r=.8 or more in reliability

analyses, in rank-order correlations with the predictions of class teachers,
and in product-moment correlations with the rest of the examination (cf.

Cleary 1986). However, one intractable problem has been relatively poor
discrimination.

While the large number of items in a C-Test necessarily enhances its
reliability, E.1-3 (‘split-third’) item analyses seldom yield discrimination
indices < 3> higher than .3, and it is simply not practical to revise a
C-Test so as to modify or eliminate items which have performed poorly

— a process which, incidentally, is rather less difficult in standard cloze
procedure.

It may be that the low discrimination arises from factors unconnected
with the C-Test format. Two possible factors suggest themselves: the
homogeneity of our students, and the nature of the texts we are con-
strained to use. SOAF students are all in tkeir late teens or early twenties.
They share the same professional (i.e., military), educational, cultural
and language background, and they have all followed, or are following,
the same course of core English. Therefore, errors tend to be common to
the group rather than idiosyncratic. Moreover, construct validity (not to
mention user acceptability) requires that the vocabulary and grammar of
the texts be controlled so that they fall within the scope of the taught
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material. This means that our C-Tests are as much tests of general achieve-
ment as of general proficiency, a fact which tends to be reflected in nega-
tive skewing of distribution curves.

The experiment

A means of boosting the discriminating power of the C-Test was
suggested in a remark in Cohen, et al. (1984:221) about the possibility of
deleting the first half of words which did not carry derivational or inflec-
tional morphemes at the end. Conjecturally, the removal of the first half
of some words in an English C-Test would lower its facility, and this
might in turn increase its overall discrimination. It was therefore decided
to study the effect on performance in a SOAF C-Test of left-hand dele-
tions in words which were not grammatically marked.

The sample numbered fifty-seven subjects who kad recently passed
the SOAF Achievement Test and who comprised a single intake at a
client trade-training institute. All subjects conformed to the description
given above. The test consisted of a single text. This contravened the re-
quirement mentioned above, that a C-Test should comprise four or five
thematically distinct passages (Klein-Braley and Raatz, 1984:136), pre-
sumably to minimize the possible effect on performance of varied specia-
list knowledge among subjects <4>. However, it was felt that the
homogeneity of our subjects and the conceptual and linguistic simplicity
of the text were an adequate insurance against such an eventuality.

The text was written so as to sample the course of study that the
subjects had followed at SOAF language schools. The attempt to incor-
porate personal description, narrative and biography, and informal writ-
ten communication, resulted in a passage that was undoubtedly artificial
and not altogether coherent above paragraph level. None the less, it pro-
vided a fairly broad sample of language skills at lower intermediate level.
Besides, it was the kind of material the students had become familiar
with, and which might therefore be expected to yield reliable data.

In preparing the text it was necessary to solve certain minor techni-
cal problems. Firstly, there was the question of where the cut should be
made in words containing an odd number of letters. As vocabulary had
been controlled it was decided to offer, in the case of odd ntumbers, one
letter fewer than half the number required for completion. Secondly, the
single-letter words ‘a’ and ‘I’ could only be tested by a completely blank
space. It was thought that this might be confusing for our subjects, and
so ‘a’ and ‘I’ were not tested, but were included in the binary count on a
discretionary basis. Thirdly, with regard to the presentation of blank
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spaces, it was decided to follow our current practice and have them syste-
matically reflect the length of the deletion.

The text was 219 words long and yielded 103 items. The average
number of words per sentence was 9.4, and the type-token ratio was .64.
Informal pre-trialling permitted some minor editing,

Two versions of the text were prepared (see Appendices I and ).
In the Standad version (S), all 103 deletions were on the right hand (RH).
In the Variant version (V), 63 items — all grammatically unmarked —
were deleted on the left hand (LH).

The test was administered under examination conditions, S and V
papers were handed out alternately (except to three latecomers who were
all, through an oversight, given V). Thus 27 S papers and 30 V papers
provided the data.

The forman of the test was familiar to most subjects. None the less,
they were given 15 minutes’ English and Arabic instruction with ex-
amples.

Scoring was done by tallying correct items. We are customarily le-
nient towards spelling errors, influenced by Oller, who reports
(1979:281) nil correlations between spelling and the ability to proceses
discourse. While we insist on the correct spelling of closed-system items
and grammatical suffixes, for content items we accept any intelligible at-
tempt at the correct word <§>,

Results and discussion

Comparative statistics for the S and V versions are shown in Table

Table i
STANDARD VARIANT

m (no. items) 103 103

n (no. testees) 27 30

X 84.8 73.4
s.d. 9.1 16.3
range 34 52

r [KR20} .83 .93
r [E.1-31} .21 34
r [P-M] w/AT .59 12

l:u
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Of the two versions, S proved predictably the easier. On all counts
S compared poorly with V, having a smaller standard deviation, a lower
reliability, a much lower discrimination index, and a correlation with the
Achievement Test that was merely modest.

To the null hypothesis that there was no difference between S and
V, two statistical tests were applied: the standard error of the difference
between the two means and a Mann-Whitney rank order analysis yielded
probabilities of p= <.001 and p = < .005 respectively. These probabilities
seem to be conclusive evidence that S and V, despite having the same text
and the same words subjected to mutilation, are two distinct tests.
Because of the homogeneity of the subjects and the administrative pro-
cedure desribed above, the alternative inference, namely that S subjects
and V subjects represented samples of distinct populations, is not
tenable.

The most encouraging of the V results was the mean index of discri-
mination, which broke the .3 barrier.

Table 2 gives correlations which are indicative of the relative per-
formance of subjects on LH and RH deletions.

Table 2. Subjects’ performance in V and 8

V (63 LH) .85 (n=30)
S (63 RH) .66 (n=27)

In V, subjects performed similarly on the 40 RH-deleted items and
the 63 LH-deleted items. Hence the strong correlation of .85. In S, sub-
jects’ performance on the corresponding two groups of items — 40 RH
and 63 RH — correlated only moderately at .66. There appears, then, to
be a much stronger association between grammatically unmarked LH
deletions and grammatically marked RH deletions.

Turning to relative item performance: The data was considerd as
four subtests, and the KR21 reliabilities for each subtest and the correla-
tions for the two pairs produced some striking figures, shown in Table 3.

It appears that if we consider the 63 grammatically unmarked RH-
deleted items in S as a separate test, then it was almost completely unreli-
able and correlated only weakly with the same set of items LH-deleted in
V. As for the 40 grammatically marked RH-deleted set in S, and the iden-
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Table 3. Item performance in S and V

r [KR21] r [P-M]

S (40 RH) .90
V (40 RH) 91
S (63 RH) 19
V (63 LH) .80

.87

46

tical set in V, their reliabilitie: were comparably high and their correla-
tion strong, as might have been expected.
Error analysis and discussion

Errors were analysed into the categories shown in Tables 4A and
4B.

Table 4A

BLANK INFLECTIONAL RANDOM TOTAL

S(n=27) 6 (2.3} 193 (74.2) 61 (23.5) 260
V (n=30) 28 (8.6) 203 (63.3) 95 (29.1) 326
Combined 34 (5.8) 396 (67.6) 156 (26.6) 586

Percentages shown in parentheses

Table 4A shows the breakdown of errors for ihe 40 RH-deleted
items common to S and V. The majority were inflectional; that is, sub-
jects had deduced or guessed the correct base form but had failed to sup-
ply the correct inflectional morpheme. The remaining errors were ap-
parently random, with a small proportion of blanks.

Table 4B shows the breakdown of errors for the 63 items LH-
Teble 4B

BLANK REASONED RANDOM TOTAL

S(n=27n 9 (3.9) 43 (18.8) 177 (77.3) 229
V (n=30) 168 (29.7) 80 (14.2) 317 (56.1) 565

Percentages shown in parenthcses




PAFullToxt Provided by ERIC
. n

RELC JOURNAL VOL. 19 NO. 2 DECEMBER 1988

deleted in V compared with their RH-deleted counterparts in S. Here, a
different profile emerges. Inflectional errors were, of course, nil, because
the items were grammatically unmarked. There was a dramatic incresse
in tne number of items left blank, but this was restricted to the V version.
Among the remaining errors a proportion can be described as ‘reasoned’
rather than random; that is, they indicate that some subjects had taken
context into account.

Whereas the blanks in V and S showed a large discrepancy, the rea-
soned errors in the two versions were roughly in proportion. This sug-
gests that the LH deletions had strongly discouraged random guesswork,
without at the same time encouraging discourse processing to the extent
that might have been ho, <d. In short, it would seem that the greater dis-

criminating power of V was due to a negative rather than a positive fac-
tor.

As to why the LH-deleted items should have proved more difficult
for our subjects, this is a matter for conjecture, though current research
suggests some interesting leads. Considered from the point of view of
word storage, it may be that the beginnings of words stored in memory
are more accessible to recall than the endings. This argument seems to be
supperted by the findings of Meara and Ingle (1986). They subjected 40
FL learners to a word recall test. An analysis of the high proportion of

phonetic errors revealed that they were not random, but tended to occur
in subsequent parts of the target words, while initial consonants remained
stable (see also Marslen-Wilson and Tyler, 1980).

A second line of research takes account of directionality in L1 read-
ing. A study by Randall and Meara (forthcoming) compared the word-
scanning strategies of L1 left-to-right readers with a group of Arab sub-
jects whose L1 is read from right to left. They found that the strategies of
the two groups for scanning words were radically opposed. While the
left-to-right readers applied different strategies to words and shapes, the
right-to-left readers applied a single shape-scanning strategy to both
words and shapes. It is inferred that the inappropriate transference of
this strategy from L1 to L2 reading accounted for the difficulties that the
subjects experienced.

It is possible, therefore, that a combination of frustrated recall and
faulty scanning resulted in the difficulty our subjects had in
reconstituting LH-deleted items. We should not ignore, however, the
factor of weak spelling amony subjects from a relatively unsophisticated
educational background who are, moreover, by no means fully competent
in the formal aspects of their L1. On the assumption that a word
becomes harder to spell as it increases in length, it can be argued that the
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endings of longer words offer fewer clues than the beginnings. An ex-
ample is item 60, ‘officer’. Arabic lacks our graphemic distinction bet-
ween ¢ and s, and a transliteration of ‘officer’ into Arabic would employ
the grapheme cues, phonetically /s/. (Predictably, ‘offiser’ (sic) is a com-
mon error in our students’ writing.) The LH version of item 60 was at the
bottom of the facility range (see Appendix III), in spite of the fact that
the subjects were military personnel.

Conclusion

The conclusion to which this evidence seems to be pointing is that
the C-Test, though it may be effective among foreign learners at inter-
mediate level and above, becomes unstable when applied to learne,s at a
lower level of attainment. Whatever the causes of this instability, the
result is a loss of validity. In other words, the C-Test cannot fully test
what it is supposed to, namely, the ability to process discourse for general
proficiency, call it what you will, because lower level learners simply do
not have enough of it <6>. In these circumstances the C-Test becomes
just another measure of acquired grammar.

We have noted a similar effect in another test of general language
ability, unguided writing. Clearly (1987) reports a comparison of two
methods for scoring lower intermediate writing: one, an elaborate and
time-consuming technique which involves independent rating by two
markers using a number of criteria, followed by discussion and compro-
mise; the other, a coarse tally of errors by one marker. Against all expec-
tations, the error-tally method proved to be marginally the more valid of
the two.

This effect may be widespread, and caution is recommended in the
use of ‘well-tried’ testing methods witt. lower level students. With the
C-Test in particular, we feel that if it is to be retained as part of the
SOAF testing battery, then a judicious left-hand deletion of grammati-
cally unmarked items is required in order to compensate for its instability
or inappropriacy to local conditions.

Notes

1. This may seem an inordinate amount of time for attaining a level
somewhat below that of, say, the Cambridge Preliminary English
Test. But we are in an FL rather than an SL situation; students come
from a relatively unsophisticated background in which general educa-
tion is still at a low level; and, where students are not consecutively
coursed, much attrition occurs in the gaps.

lu'\_i




RELC JOURNAL VOL. 19NO. 2 DECEMBER 1988

. Skehan is not against hybrid tests as such, but against covertness of
purpose in tests. A related point is made in Cleary (1986b) commen-
ting on the lack of purity of the SOAF Achievement Test as follows:
“This ambiguity [the use of an achievement test to measure general
proficiency] is not necessarily pernicious: indeed, one could argue
that an achievement test which does not incorporate some measure of
general proficiency discriminates against those students who have
sought more from a course than a list of specified structures or the
ability to respond automatically to a limited array of situations’.

. A discrimination index is the mean discrim.nation of all items in a
test.

. Another reason for having four or five separate texts is to provide
‘macro-items’ for the application of the Cronbach ‘alpha’ reliability
measure, which is more appropriate to cloze-type tests, where clusters
of items may be interdependent, than are the usual Kuder-Richardson
reliability formulas, which were designed for discrete-point tests.
However, for various reasons, it was not possible to do the ‘alpha’
analysis in the present study, and the K-R formulas 20 and 21 were
used instead. It should be stressed that for practical purposes the ab-
solute values of the correlations are less significant than the relative
differences among them.

. We are thirking of modifying our policy towards spelling for two
reasons. Firstly, many of our class teachers feel that if a test is con-
trolled for vocabulary so as to conform to a taught syllabus, then
mis-spellings should be penalised. Secondly, a recent SCAF study on
another integrative test, dictation, found a positive correlation of
r =.55 between dictation performance and spelling ability (see Cleary,
1986¢). Arguably, spelling should be emphasised as a criterion of
evaluation at lower levels of FL attainment. This anticipates the con-
clusion of the present paper.

. Arevised version of V was given to 60 subjects at a slightly lower level
than those in the present study. Performance on the whole test was
compared with performance on eight items whose solutions were
judged to be heavily dependent on an awareness of contextual deter-
minants. The two sets of scores correlated r =.82, showing a strong
relationship; but while the mean for the whole test was 63% with a
moderate standard deviation of 18, the corresponding figures for the
eight context-dependent items were 48% and 27%, indicating that the
subgroup was much more difficult and discriminating than the test as
a whole.
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Appendix I: Standard Version (S)

Saif bin Ali is an Omani. Hei____talla___thin. H___hairi___long.
H__ wears gla__. He h__ a moustache, b__ he do__ not ha__abe__.Inh__
spare ti__ he li__ playing ten__ and watc__ films.

Sa__livesi__ Seeb. Se__isato_ ont__coast o__ Oman, thi__ kilometres
the cap .
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Saif w__ born i__ 1969. Wh__ he w__ ten h__ went t__ Abu Dh__ and
li__ with h__ uncle un__ 1982. Th__ he retu__ to Om__ and joi__ the Ar__. He
wor__ very ha__ and bec__ a Na__ Areef la__ year. H__ hopes t__ become a__
Areef ne year.

Th_ months a__, Saif h__ his ann__ leave a__ he we__ to s__ his
bro__ Hamood, w__ is do__ an off__ training cou__ in Eng__. Saif sta__ there

f__ three we__ and vis__many pla__. He d__ not li__ the Eng__ weather, bec__
it w___ so co___.

While Sa__ was sta___ in Lon__ he wr__ a letter t__ his fam__ at ho__:
“Dear fat and mot ,

I a__ staying i__ a ho_ with Ham__ for a f__ days.

I__is ve__interesting he__. I he__ never se__ so ma__ big buil__. There
a_manysh__:I'mgo__tob__al__ of thi__t br__back t__ Omar. See
Seey. soon!”’

Appendix II: Variant Version (V)

Saif bin Ali is an Omani. He i__ tall ._d thin. H__ hair _s long. H__
wears gla__. He h__ a moustache, _t he do__ not ha__ a __rd. In h__ spare
—me he li__ playing __nis and watc__ films.

_—if lives __n Seeb. __ebisa__wnon __ecoast _f Oman, __rty kilometers
om the tal.

Saif w__ born _n 1968. _en he _sten __e went __o Abu __biandli__
with h__ uncle _jl 1982. _en he retu__ to _an and joi__ the __my. He
wor__ very __rd and bec__a __ib Areef __st year. H__ hopes __o become __n
Areef __ Xt year.

_ee months __o, Saif h__ his __ual leave __d he we__ to _e his __
her Hamood, __o is do__ an __cer training __rse in __and. Saif sta__there __r
three we__ and vis_ many pla__. He __d not __ke the Eng__ weather, __use
it w SO Id.

While Sa__ was sta__ in _don he wr__ a letter _o his _jly at
me:

“Dear ____her and _______her,

1 a__ staying i__ a __el with _odd for a _w days.

—t is __ry interesting _re. 1 ha__ never sc__ so __ny big buil__.

There a_ many sh__; I'm go__ to _y a _t of thi_ to _ng

back t__ Oman.

See ____u soon!”
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Appendix 11X
Item analysis data for RH and LH-deledons showing perceniage facility (%) and
discrimination index (‘disc’) for each item.

RH LH ITEM RH
% disc %o i

100 .00 53
100 . 93 . 54
89 . 55
100 . 97 . 56
100 . 57
75 . 58
93 . 59
81 . . 60
91
74
100
100
100
53
100
67
100
100
100
96
100
100
85
93
85
100
100
100
93
100
100
89
30
100
56
93
86
100
91
93
46
78
60
93
96
100
96
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Appendix 1
Item analysis dawa for RH and LH-deledons showing percentage facility (%) and
discriminaton index (‘disc’) for each item (continued).

RH LH
% disc %o

100 00 9 . 42 74
85 33 93 . 59 .89
67 M4 83 . 100 .00
59 44 67 . 96 11
47 79

ITEM RH
%o disc
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In Search of Appropriateness in EF(S)L Teaching Materials*

Makhan L Tickoo
RELC Singapore

Abstract

Appropriateness is now thought to be a principal characteristic
as much of good textual materials as it is of good classroom
discourse. This sociolinguistic concept however raises several issues
of interpretation and translation especially when it is applied to
materials for use in EFL/ESL situations. In this paper I attempt to
explore a few of these issues with a view to understanding some
possible implications for course construction and classroom use.

I. The Concept: Although the idea of appropriacy or appropriate-
ness has received wide attention in the last decide (e.g. Widdowson 1978,
Johnson 1982), the basic belief appears to have come from Dell Hymes’
work in the early 1970s on ‘communicative competence’ (e.2. Hymes
1971). It is therefore best understood as part of his thinking on what con-
stitutes such competence.

Hymes makes a distinction between linguistic competence (Chomsky
1965) and communicative competence. He sees the former as being based
on two kinds of judgment — of grammaticality and of acceptability —
and finds it deficient in that it fails to provide for two others. In his own
words *‘If an adequate theory of language users and language use is to be
developed, it seems that judgments must be recognised to be in fact not
of two kinds but of four’’. He then provides for such four-tiered judg-
ment by raising four fundamental questions:

““1. Whether (and to what degree) something is formally possible:
2. Whether (and to what degree) something is feasible;
3. Whether (and to what degree) something is appropriate (ade-

quate, happy, successful) in relation to a context in which it is
used and evaluated;

4. Whether (and to what degree) something is in fact done, actually
performed, and what its doing entails.”’

I1. For applied linguists and for ‘middlemen’ working in the field
of language teaching miaterials and methodologies the main message of
the Hymesian thesis has been its emphasis on appropriateness (3 above).

*In revising this paper for publication I received much helpful advice from my colleagues
— Dr Lim Kiat Boey, Mr Melchor Tatlonghari and Mr John Honeyfield. The interpreta-
tions and emphases, however, are all my own.
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Judgments on good and bad, usable and unusable materials/utterances
are therefore very often largely based on an understanding and applica-
tion of this criterion. As a result second/foreign language teachers have
also become aware of the fact that the good and not so good in language
use, much like in some other types of social behaviour, is determined by
factors such as the speaker’s/listener’s role and status, the situation in
which the speech event takes place, the purpose that it serves and the
medium (written/spoken) being made use of for doing so.

II1. It would not be right to say that appropriateness of use is an
entirely new concept in language teaching. The late Harold Palmer
(1877-1949) argued for it when he wrote, for example, that ‘A man who
is courtly on the football-field is as much an outsider as is the man who
calls ‘““Well done, George!”’ in the House of Lords when His Majesty
delivers the King’s speech’’. (Palmer 1932, 1969) And that was more than
fifty years ago. What is new however is on the one hand the depth of
understanding given to it by the (socio)-linguist (e.g. Firth 1957, Halliday
1974) and, on the other, the impact it has had on the design and use of
teaching/learning materials. Both general- and specific- purpose materials
of today are not only judged in terms of correctness and readability but
also and more often for their authenticity and appropriateness. Equally,
the best way to promote a course is to label it ‘real’ English, French or
Spanish. .

IV. For Hymes appropriate is ‘“‘adequate, happy and successful.”’
He also uses terms like ‘‘suitable’’ and “‘tactful’’. So what gives an act of
speech (Searle 1969) appropriateness is its success in making the necessary
impact on the interlocutor — the listener or, in the case of a piece of
writing, the reader. But who decides what is appropriate? Or, put dif-
ferently, what makes one act of speech ‘happy’, ‘successful’, ‘adequate’
and ‘tactful’ and another none of these? The answer becomes difficult
because such judgments have to be made using the above terms which, in
every case, are ‘loaded’. And this makes the concept capable of different
interpretations and differing judgments. This is especially so in the case
of world languages like English which operate across highly dissitnilar
cultures and incomparably different contexts of language use. Some
aspects of the problems that confront the makers and users of such
EF(S)L materials can best be illustrated by reference to actual experi-
ences, ‘ny own and those of other ES(F)L practitioners, in Asian class-
rooms. A few of these form the basis of the discussion that follows.

V. i. Communicative Strategies and Appropriateness

To perform successfully in social interaction every user makes use




IN SEARCH OF APPROPRIATENESS IN EF(S)L
TEACHING MATERIALS

of communicative strategies. These strategies are linguistic including, for
example, appropriate patterns of rhythm and intonation or turns of
phrase; they are also non-linguistic including body and facial move-
ments. In both cases they often differ between different individuals who
natively speak the same language and not unexpectedly they differ much
more so across cultures. Speakers (or writers) differ on how they con-
vince, cajole or compromise much as they differ on how they dress or
serve food on different occasions.

Fo. textbook writers and classroom teachers a basic question is this:
‘given that strategies vary across speech communities and fellowships,
are there preferred ways of interaction which can/should become models
for language use?’ For a linguistic scientist whose main task is to describe
rather than to judge between good and bad, this need not become a pro-
blem at all. Not so for teachers and trainers. A teacher must set stan-
dards and, to do so, s/he finds prescription an essential instrument. And

this is where the first problem arises in making judgments on appropriate-
ness.

The following is part of a dialogue that took place between a Chinese
police constable and his expatriate officer, a native speaker of English.
The place is Hong Kong and the constable is trying to get a day off
because his mother is being admitted to (the) hospital.

Chinese Police Constable (CPC): Sir?
Expatriate Officer (EO): Yes, what is it?
CPC: My mother is not very well sir.

EO: So?

CPC: She has to go into hospital sir.

EO: Well, get on with it. What do you want?
CPC: On Thursday sir.

EO: Bloody hell man, what do you want?
CPC: Nothing sir. (Source: Kirkpatrick 1985)

Now obviously there is here a failure in communication: the CPC
has not only not succeeded in getting what he wanted, he has also had a
bad, perhaps humiliating, experience. In all probability he must also
have annoyed his officer, something that many subordinates live to
regret. But why did this happen and how can it be improved? It is here
that tlic maker of ES(F)L materials and the teacher of this langauge must
come in and it is their attitudes to and views on appropriateness that
greatly shape and influence the learners’ language use.

One type of judgment is as simple as it is clear: teach him/her ‘‘to
get to the point and stick with it**. (Kirkpatrick, ibid) In this view what

1.,
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went wrong in the dialogue above was that the CPC failed to use “‘the in-
formation sequencing strategies of English’’ and in their place used those
that he had learnt in his mother tongue, in this case (a dialect of)
Chinese. The result was obvious: the CPC got what he deserved.

But there can be other judgments on this case. It can be argued, for
example, that the EO failed to appreciate the characteristically Oriental
way of addressing one’s superior, that he was impatient and, if nothng
more, that he could at least have shown a degree of ‘‘accommodation’
(Sibayan 1985). That he was being, in some ways, both insensitive and
unnecessarily rude to a fellow human being, may also be part of such a
judgment,

The question that it raises for the materials writer/teacher is that of
the different meanings of appropriateness. If it is true that ‘appropriacy’
in language use varies with users and uses and with roles and purposes,
thert perhaps it is only a partial truth to say that there are sequencing
strategies of English which apply across the board regardless of who uses
them, where, when and why. If, for instance, both the officer and the
constable in the abovementioned encounter had been Chinese, Malay or
Indian, and that is something which is now highly common in those
Asian countries where English as a second language serves as the vehicle

of socio-cultural exchanges and encounters, the constable’s way of ap-
proaching the objective would not have received the treatment it did. In
fact, it might have produced the desired result and, what is equally im-
portant, might have qualified as not just successful but also highly polite.

At this stage it may also be helpful to make a distinction between
language use for social survival as opposed to language in and for learn-
ing. Although definitive statements are not justified on the basis of single
instances, there seems to be much less need for taking into account the
cthnic styles and sensitivities where English is being used for, say,
academic/scientific report writing or factual description than there is for
acts of speech or of writing that primarily serve the varied needs of social
survival or interaction. Some indirect support for such a view also comes
from recent work on E(A)SP materials (e.g. Swales on scholarly intro-
ductions 1986) which shows, for example, that the information structur-
ing and ordering that is involved in the performance of such acts inside
academic discourse often poses a challenge to native and non-native users
alike.! The tentative inference therefore might be that in producing
materials for social survival and interaction, judgments on appropriate-
ness may have to take into account the differences between the behaviou-
ral systems and world views of different social/ethnic groups. There is
perhaps some need to redefine the concept of appropriateness after taking
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into account the new roles any world language but especially English has
assumed in many parts of Asia an Africa.

V. ii. Imporied Materials and Appropriateness

My second example looks at the same phenomenon using a slightly
different context, viz. that of basing the teaching of English (or any other
second language) on ‘authentic’ materials that reflect the day-to-day
situations in the native-speaker’s world. Once again this is not a radical
departure from what was known and, ina limited way, done even at the
turn of the century. Here, for example, is what Henry Sweet (1845-1912)
wrote in 1899 on what he would look for in producing materials to teach
one or another modern European language: ‘“‘The subject of the texts
ought to be in harmony with the language they are intended to teach,
both as regards place and time: an English reading-book for French
learners ought to deal with scenes of modern English life rather than with
Lacedemonians.” (Sweet 1899) What has changed however since Sweet
expressed that view is the range of functions that English is being made
to perform in the 1980s as opposed to those that belonged to it 50 or 100
years ago. And this makes the problems of appropriateness a much more
central concern for ES(F)L materials writing today.

To illustrate one of the problems that arises in the use of such au-
thentic materials 1 shall once again make use of a dialogue that I have
taken from a reputed ESL course that avowedly attempts to teach the
‘rules of use’ (Widdowson 1983) and not just of usage. The book as a
whole is built atound the events and experiences in the lives of ‘‘a lof of
characters” all of whom *‘live in London’’. The dialogue takes place bet-
ween two young people (Stephen and Maggie) at their first meeting.

Stephen: Come in, come into the sitting room.

Maggie: Thank you.

Stephen: Would you like to sit down? I'm afraid the room is very

untidy. :

Maggie: No, it isn’t,

Stephen: Now, coffee. With milk and sugar?

Maggie: Just sugar please. I like black coffee.

Stephen: Yes, I prefer black coffee, too. Look would you make the
coffee. I want to wash and shave.

Maggie: Yes, all right.

Stephen: That’s the kitchen. Would you make me strong coffee
please. I like strong coffee.

Maggie: Yes, so do 1.
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Stephen: There’s some cake in the cupboard. Would you like a
piece?
Maggie: No, thanks. Coffee’s fine.
Stephen: Would you like to hear my new record?
Maggie: Yes, I'd love to. Who is it?
Stephen: It’s Betty Blue. She’s American. She’s a new American
singer.
Maggie: Is she good?
Stephen: Good? She’s fantastic! Just listen. Right! I'm going to the
bathroom. I'm sorry I’'m not dressed.
Maggie: Don’t worry. It is Saturday.
(Abbs et al. Strategies 1975).

Over the last three years I have used this dialogue as an example of
authentic communicative materials with several groups of E(F)SL teachers
from Southeast Asia. On all such occasions it produced mixed reactions
— praise for its success in illustrating language items like ‘“‘would
you +verb’’ or “‘I like/want + Noun’’ but doubt, even disbelief, about
the claimed genuineness of the give and take that forms part this first
meeting between two total strangers. Apart from the fact that in their
cultures one does not, for example, ask a ‘guest’ to make coffee, strong
or weak, it was also felt that statements like ‘I’m not dressed’ used at a
first meeting between a boy and a girl ought not to serve as a model of
appropriate behaviour for young people learning how to use this
language for acceptable communicative uses in different parts of Asia.
There was doubt too about the communicative value of some expressions
like ‘Now coffee. With milk or sugar?’ or ‘Good? ... Right!” whose
meaning comes through only when one is able to make a full use of the
rhythmic and intonational features of L1 English.

Examples such as these obviously raisc issues both for the socio-
linguist and for the writer or teacher of language-teaching materials.? For
the former there is some need to reconsider the concept of appropriate-
ness and the parameters that should enter its definition and interpreta-
tion. In many cases what is ‘tactful’, ‘happy’ or even ‘acceptable’ for the
native speaker need not (perhaps cannot) always be so for the non-nati-e
user in his/her situations of use. For the teacher and materials writer it
raises questions of choice — not only in respect of which themes to select
but also what aspects to foreground or even how to do so. One man’s
authentic may, on occasion, turn out to be another’s anathema. For both
materials writers and EFL teachers such experiences appear also to point
to the need to understand and work towards what Henry Widdowson
calls the ‘authenticity of response’, Having argued that authenticity has
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to do with appropriate response, Widdowson goes on to say that it may
not be “meaningful to talk about authentic language as such’’ and makes
a case for the methodological mediation that can authenticate the
materials (Widdowson 1979). Although he argues for ‘authenticating’ in
the context of E(A)SP materials, the need for it appears to be even
greater in contexts where the reader/listener comes to the act of reading/
listening with a different world-view and a difi..ent system of values.
Usable materials must prove their genuineness in actual contexts of use.

V. iii. Appropriate Usage and Native-Speaker Intuition

A third aspect of linguistic/sociolinguistic appropriateness is some-
what different but once again it appears to raise questions of judgment
and interpretation and of who should be depended on for decisions on
what is or is not acceptable, suitable or ‘happy’.

An important aspect of successful language use is the choice of the
appropriate word, phrase or expression. This is also an area where an
educated native speaker of the language has, at least traditionally, been
able to provide reliable guidance especially in areas of use where most
grammars fail to provide adequate or full guidance. I can illustrate this
once again by using a personal experience as a leainer of English.

In my first week as a student at a British university the overseas stu-
dents’ advisor asked me to see my academic supervisor for guidance on a
problem that I needed help with. She said *‘If that is your main problem,
1 should see your academic supervisor early.”’ I understood it to mean
that she had undertaken to see my supervisor on my behalf and so did
nothing more about the problem. But when I saw her again a week later
site asked me if I had met my supervisor. When I explained why I had
not, she understood and reworded her advice. I learnt much later that in
informal uses of English ‘‘I should + verb’’ stands for ‘‘You should +
verb’’ especially where the purpose is to give advice.

Here then was a situation in which an educated native speaker should
have been able to extend my repertoire of the uses to which ‘should’ is
put in current English. That she did not attempt to do so could, with the
help of hindsight, be related to the fact that she was not a teacher of
English. Not every native speaker is able to provide rule-governed ex-
planations for even everyday uses of English. I clearly recall another
occasion when I asked a neighbour of ours, an educated native speaker
of English, the difference between ‘How are you?’ and ‘How do you
do?’. She saw none although she never failed to use each appropriately.
Not every native speaker is obviously capable of providing guidance on
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even those parts of the language where clear rules exist and are generally
observed.

But how dependable is the advice given by an educated native speaker
who is also a teacher, a textbook writer or a trainer of teachers? In most
situations the answer ought to be ‘very’ if not also ‘absclutely’ (depen-
dable). In practice, however, one experiences problems especially in what
may be called the fuzzy edges of language use. As Sir Randolph Quirk
(Quirk 1970) warns us ‘‘A person may have strong beliefs about what
form he habitually uses; and he may have strong views on the forms that
ought to be used. These may be in harmony or he may confess that he
believes them to be in conflict. But we must all realise that our beliefs
about our own usage by no means necessarily correspond to the actual
facts of our usage — as frank observers are liable to remind us from time
to time.”” (underlining mine)

When such strong beliefs on what is or is not normal in one’s lan-
guage use are made the basis of do’s and dont’s in ES(F)L classrooms,
they are likely to cause uncertainty and confusion esr<.ially if they do
not correspond with attested facts of current usage. But when such
beliefs in addition lead to prescriptive rules on what is right or wrong,
‘sociolinguistically’ sanctioned or disallowed, and are then made part of
‘authentic’ instructional materials to serve as models for wide use, they
must result in much more than uncertainty about what is or is not ‘accep-
table’ or ‘appropriate’ language use. The following two examples from a
recent paper on grammar materials (Pavlik 1987) should serve to illus-
trate parts of the problem,

In providing guidance on *‘which forms of the structure need to be
taught’’, the writer says:

a. “‘Another aspect to this problem which must be taken into account
is that some structures are restricted to certain forms. For example,
‘ought to’ is most commonly used in positive statements, only sometimes
used in negative statements, and almost never (underlining mine) used in
questions.”’

b. ““Students often make errors when using ‘used to’ in the negative
and question forms (i.e. *Did he used to study? *Ididn’t used to swim,)”’

Now let us compare these guidelines with what is available in a few
recent authoritative works on modern English usage.

a. On the usage of ‘ought to’ A Comprehensive Grammar of the
English Language (Quirk et al 1985) says the following:

“Qught to ... has the uncontracted negative ought not to and the
contracted negative oughtn’t to. It normally has the to-infinitive
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(although occasionally in familiar style the bare infinitive occurs in
nonassertive contexts)’’.

And here is what is found in the COBUILD (1987) dictionary:

““You use ought to say that you think that an action or someone’s
behaviour is morally right. If you say ‘ought not’ you think it is
morally wrong EG. They ought to be free, oughtn’t they? Peopleina
university ought’nt to get away with it.... Ought he to be forced out
of the Presidency? ...Oughtn’t we to phone the police? We ought to
order, oughtn’t we?”’

In neither case is there the slightest suggestion about any of the three
forms being less acceptable not to say taboo.

As to the use of ‘did/didn’t use to’, these too are part of attested
current usage. The Usage note on Used to in, for example, the Longman
Dictionary Of Contemporary English (1987 edition) reads: ‘*Used to has
various negative forms. Some people think that ‘He used not to is better
than He didn’t used/use to’, but all are possible. He never used to ex-
presses the same idea. The best question form is probably ‘Did/Didn’t he
use/used to?’ but ‘Used/Usedn’t he to? Used he not to?’ also exist.”’

Far from being unacceptable or even infrequent, the two forms
‘Did he used to + verb’ and ‘Didn’t he used to + verb’ are rated to be pro-
bably ‘‘the best question form’’ in current British usage.

Doubts of a similar nature arise too in assessing the value of some
other usage notes on ‘‘sociolinguistic restrictions’’ in the same article. It
says, for example, that ‘had better’ ‘‘may be used between peers, but only
when the speaker is trying to warn of dire consequences’ thus making
normal exchanges like the following between two friends in their teens
sociolinguistically unacceptable:

Mary: Why don’t you stay on for supper? It is really special today.
June: I'm sorry but I’d better go. We expect a guest at home.

The point to emphasize is that judgments on appropriate usage
especially where they bring in questions of sociolinguistic acceptability
and appropriateness may often require much more than native speaker
intuition. Even ordinarily, as Sinclair warns us ‘‘The problem about all
kinds of introspection is that it does not give evidence about usage.... Ac-
tual usage plays a very minor role in one’s consciousness of language and
one would be recording largely ideas about language rather than facts of
it.”” (Sinclair 1985). Where judgments require both linguistic and social
sanction, the role of the final authority becomes even more challenging.
The fuzzy edges of sociolinguistic appropriateness are apparently fuzzier
than of those that determine the choice of words or those others that help
decisions on grammaticality.
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VI. The examples studied above are obviously not representative of
. all aspects of social and sociolinguistic appropriateness. Questions of
style belong to it equally, so too do those of discourse strategies. What I
have attempted to understand in this paper is therefore only a small part
of the many complex issues that arise in the translation and use of the
concept of appropriateness to some types of second/foreign language
materials and their teaching. Its insufficiencies notwithstanding the
evidence presented above appears to warrant the drawing up of a few
‘ | tentative conclusions as far as EF(S)L materials are concerned. The main
ones are:

a. That since behavioural patterns are often socially conditioned,
what is ‘tactful’, ‘successful’ and ‘happy’ in one context of situa-
tion may not be so in another. Decisions on what to use where may
therefore have to take into account factors that belong to the local
situations inside each national system rather than being made
globally on the basis of some fixed and firm ideas on authenticity

- or appropriateness. This is particularly true in the case of those
materials that are meant to contribute to the skills and abilities
needed for social survival.

b. That for ES(F)L materials, being authentic in the accepted sense of
the term should be considered as only a part of what is needed to
make them usable. What Widdowson, in a slightly different con-
text of ESP calls ‘authentication’ must therefore be considered an
important step in the adaptation of such materials. Imported
materials must always be subjected to field try-outs as a
preliminary to their adoption to serve the specific needs of the user
society.

c. That individual judgments including those of educated native
speakers on the pragmatics of words, phrases and syntactic pat-
terns must be treated with caution and not be allowed to determine
appropriate usage.

- d. Finally, that the sociolinguistic concept of appropriateness as inter-

‘ preted in recent literature on the subject and applied in recent

books and materials must be thoroughly reexamined to make it

serve the enhanced and expanding roles of English or other world
languages especially in contexts where it/they serve(s) the intrana-
tional needs of second/foreign language users.

Notes

1. Itseems appropriate in this context to relate what was said here to the
view recently expressed by Henry Widdowson in his discussion of
‘language sp~cad in modes of use’. I am in general in agreement with
his view that ‘‘learning English as a means of conceptualisation and
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communication is bound to involve the initiation into those conven-
tions of thought and its conveyance which define standard practice.”
(Widdowson 1987) Where I find it necessary to add to it is in areas
where the social norms of one social group are different from (at
times in conflict with) those of another or where judgments on such
norms are difficult to make. A good example of the latter may be that
of styles of formality. A brief review of the guidance offered by two
widely used ES(F)L dictionaries showed, for example, that in many
cases even these authoritative sources on words and their uses fail to
agree on what is or is not ‘formal’, ‘colloquial’, ‘slang’, ‘old-
fashioned’ etc. (Tickoo 1988) Individual native-speaker judgments
are often much less reliable and, in general, sociolinguistic judgments
appear to be more like the ‘laws’ of social sciences than of any exact
science. They often fail us when we need them most.

2. My experience in the use of such ‘authentic’ materials often reminded
me of an experience that the great literary critic — I A Richards —
had in one of the English literature classes he taught in China in the
early years of this century. At the end of one such course where
Richards had used Thomas Hardy’s Tess of the D’urbervilles as his
text, he asked for the students’ reactions to the fate that Tess had suf-
fered. What he expected was expressions of sympathy towards the
unfortuante heroine not just for the tragic predicament she suffered
between her brutal seducer and her husband but for the way she was
tried, condemned and executed in a world that was patently harsh
and merciless. What he got greatly surprised him because far from
feeling sympathetic towards her, some of his students felt that Tess
had deserved what she got; having violated the basic ethics of a good
family life, how could she have escaped the consequences of such un-
filial and clearly unacceptable behaviour? What apparently must
have been uppermost in their minds was not so much the fact that
Tess was a victim of cruel chance and ironical fate nor that she had
suffered at the hands of unthinking men whom she trusted but that
she brought the harshest punishment on to herself by her misguided
self-indulgence.
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Abstract

Scores of 645 Chinese and Malay students from the Normal
Stream* of six Primary Schools in Singapore in relation to pupils’
attitude toward (1) teachers, (2) learning processes, (3) language aris
and (4) mathematics and their (5) reading comprehension are com-
pared and contrasted to find answers to the following questiuns:

1. What are the correlations between the five variables for the two
student groups?

2. Are there significant Cifferences between the same variable across
groups?

3. Would *‘clustering’’ of Malay students in some schools affect
their performance scores?

The obtained statistics indicate that, except in one case, there is
a positive correlation between all the variables for the two groups.
There is a significant difference between three of the attitudes across
groups with the Chinese doing better in the reading and comprehen-
sion test. Clustering does not seem to affect the reading ability of the
Malays. It is concluded that for the Malays the home environment is
a much more important factor than the school environment in their
attempt to master the English language.

Introduction and Background

The affective side of human experience has been the subject of re-
search in many recent studies related to the teaching and learning of a
foreign/second language. However, as Oller (1979:105) observes:

Personality, attitudes, emotions, feelings and motivations, ...are

subjective things and even cur own experience tells us that they are

changeable as the wind. The question here is whether or not they
can be measured. Further, what is the relationship between existing

*+<Streaming” is an essential part of primary and secondary education in Singapore.
Primary school students are at the age of 9, after completing Primary Three, streamed into
Normal Bilingual Course, Extended Course and Monolingual Course. The first group,
some of whom were used for the present rescarch, take English (First Language), one other
official Language (Second Language, i.c. Chinese, Malay or Tamil) and other subjects.
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measures aimed at affective variables and measures aimed at
language skill or other educational constructs?

Shaw and Wright (1967:15) suggest that “‘attitude measurement con-
sists of _he assessment of an individual’s responses to a set of situations.
The set of situations is usually a set of statements (items) about the atti-
tude object, to which the individua! responds with a set of specific cate-
gories, e.g. agree and disagree.... The...number derived from his scores
represents his position on the latent attitude variable.”

A discussion of all the attitude tests based on the suggestion by
Shaw and Wright and the strengths and weaknesses of each is beyond the
scope of this paper. Interested readers can see Oller {Ibid:103-148),
Krashen (1981:19-39), and Stern (1983:375-379) for a detailed discus-
sion. However, we would like to concentrate on the relationship between
four attitudes and the relationship between each of these attitudes and
the reading ability of a number of students in several primary schools in
Singapore.

Reading and comprehension is a part of the third component of lan-
guage aptitude, i.e. ‘‘inductive ability”’ as explained by Carroll (1973);
the other two components being ‘‘phonetic coding ability’’ and ‘‘gram-
matical sensitivity’’. Krashen (Ibid:19), surveying recent research on atti-
tude and aptitude, refers to ‘‘a strange finding”’, i.e. “‘both language ap-
titude (as measured by standard tests) and attitude (affective variables)
appear to be related to second language achievement, but are not related
to each other.”

Now in a country like Singapore that accommodates people of several
ethnic origins, it will be of interest to compare and contrast the attitudes
of students belonging to different ethnic groups and to see whether the
attitudes have any relationship to these students’ ‘‘academic perfor-
mance’’. This research is especially motivated by some recent statements
regarding the differences between the performance of the Chinese and
Malay students particularly in Singapore primary schools.

The research set out to find the answers to a number of questions
related to five variables, i.e. scores on attitudes toward (1) teachers, (2)
learning, (3) language arts and (4) mathematics and (5) reading and com-
prehension for two groups of students, i.e. Chinese and Malays. The
questions are as follows:

1. What are the correlat 'ns between the five variables for the two
student groups?
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2. Are there significant differences between scores for the same
variable across groups?

3. Would “‘clustering’’ of Malay students in some schools affect
their performance scores?

The following sections deal with the tests administered, results obtained
and a discussion: of the findings.

The Test for Auitudes

The Arlin-Hills Attitude Surveys for Elementary Schools (1976) was
used for the present research. This battery of tests includes 4 separate in-
struments each measuring a different attitude. They are:

1. Attitude toward teachers

2. Attitude toward learning processes
3. Attitude toward language arts

4. Attitude toward mathematics

Each test comprises 15 statements to which students show their degree
of agreement or disagreement by choosing one of the four possible
answers. The following are four examples related to each of the above
tests.

1. My teachers try new and interesting ways of teaching.

NO SOMETIMES USUALLY YES
2. Too much of what I learn comes from the textbook.

NO SOMETIMES USUALLY YES
3. It is fun to practice writing outside of school.

NO SOMETIMES USUALLY YES
4. Arithmetic is too hard.

NO SOMETIMES USUALLY YES

As can be seen from the above examples, this battery of tests is suit-
able for primary-school students in almost every part of the world. The
statements are clear and very general in nature and the results can easily
be obtained and tabulated. Because of the above features, this writer
considered the tests appropriate for the Singapore context.

Students are asked to fill in the circles in front of each question,
depending on how they feel about the statements. Each question is
scored on a 0-3 basis. All questions should be answered and a question-
naire with more than two answers omitted should not be scored. If a stu-
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dent has omitted only one or two questions, a score of 2 for omitted
questions is given.

All statements considered positive by the authors are scored from 3
for agreement to 0 for disagreement. All statements considered negative
are scored from 0 for agreement to 3 for disagreement. Of the four exam-
ples above, 1 and 3 are positive and 2 and 4 are negative, The scores for
all 15 questions are added to obtain the total score. Total scores range
from 0 (lowest, most negative attitude) to 45 (highest attitude). The ques-
tions for each attitude are accompanied by a number of cartoons to make
the answering session more enjoyable.

For the present research a number of changes were made in the above
tests. These included:

a. rephrasing a few of the statements to make them more compre-
hensible for Singapore students. This was done after a few
primary-school teachers in Singapore looked at the questions
and made some recommendations. There were no tryouts
before the administration of the final guestionnaire,

b. putting all the statements (60 in total) on the same questionnaire
and printing the answers on a separate sheet. This was done to
make the scoring by the computer easier.

c. Only 6 of the cartoons were used for the revised test; one at the
beginning with the test instructions, one at the end to thank
students for their time and effort, and one each at the beginning
of the relevant questions for the 4 attitudes. (see Appendix 1 for
a copy of the full test).

The Test for Reading Comprehension

Three reading passages from graded readers by Science Research
Associates with a total of 20 multiple choice answers were used along
with the attitude tests. A score of 2 was given to each correct answer. The
total scores for reading comprehension range from 0 (lowest) to 40
(highest). (See section 2 of the test in Appendix 1 for the reading test).

The Test Population

The four attitude tests and the reading comprehension test were
administered to 645 Primary Six students (12 year olds) in the Normal
Stream of 6 Singapore primary schools. The questionnaires and the
answer sheets were given to the school principals to be distributed among
Primary Six teachers along with a number of guidelines as follows:

t
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“Dear Colleague,

In order to administer this questionnaire uniformly in a number of

primary schools in Singapore, you are asked to observe the following in-
structions:

1. Tell the students that this is not a test and their answers will not
be seen by their teachers. The answers will go into a computer
for analysis at a later date. Students should not put their names
on the questionnaire or the answer sheet.

2. Students should not write anything on the questionnaire. All the
answers should be marked on the answer sheet.

3. Section one of the answer sheet should be used fo the first 60
questions on attitude. Section two should be used for the 20
questions on reading and comprehension.

4. All the questions should be answered in one session which may
take between 30-45 minutes. Students who have not answered
all the questions after 45 minutes should be asked to stop
writing. The teacher can then collect their paper.

5. Make sure students write on the answer sheet the name of their
school, the second language they are taking at school, and if
they know any additional language(s).

6. After the administration of the tests, collect all questionnaires
and answer sheets separately and return them to the principal’s
office.”’

Students’ answers were subsequently punched onto computer cards
which were used to feed the data into the N.U.S. Computer System.
Although there were a few Tamil students among the test population, only
the answers of Chinese and Malay students were considered in the first 4
schools which had an almost equal number of Chinese and Malays in the
Primary Six classes. In the other two schools, only the answers of Malay
students were analysed for reasons which will be discussed below. The
number and percentage of Chinese and Malay students in the 6 primary
schools were as follows.

Table 1
School Chinese Malay Total
No. % No. %o
1. Telok Kurau 74 43.5 9% 56.5 170
2. Yung An 67 50.5 66 49.5 133
3. Jubilee 89 53 79 47 168
4. Permaisura 72 64.3 40 35.7 112
5. Bukit Merah 29 15 29
6. Clementi Town 33 19 33
Total 302 343 645
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Test Results
Using the SPSS computer program, statistics were obtained for the
following variables:

Al5 = Mean and SD for attitude toward teachers
(questions 1-15 on the answer sheet)

A30 = Mean and SD for attitude toward learning
(questions 16-30 on the answer sheet)

A45 = Mean and SD for attitude toward language
(questions 31-45 on the answer sheet)

A60 = Mean and SD for attitude toward mathematics
(questions 46-60 on the answer sheet)

R20 = Mean and SD for reading and comprehension

(questions 1-20 on page 2 of the answer sheet)

The results for Chinese students coming from the first 4 schools above
are as follows:

Table 2

Variable cases Mean SD

AlS 302 21.41 5.4

A30 302 17.12 5.94
A4S 302 20.30 4.64
A60 302 19.91 6.09
R20 302 31.22 7.31

The results for Malay students coming from the same 4 schools are as
follows:

Table 3

AlS 281 21.96 4.88
A30 281 18.37 5.51
A4S 281 22.06 4.66
A60 281 18.45 6.28

R20 281 27.55 8.14
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Pearson intercorrelations between the five variables were then com-
puted for the two groups. The resalts for the Chinese are as follows:

Table 4
AlS A30 A4S A60 R20
AlS 0.38 0.19 0.10 0.03
p=0.00 p=0.00 p=0.03 p=0.29
A30 0.20 0.24 0.07
p=0.00 p=0.00 p=0.09
A4S 0.12 0.19
p=0.01 p=0.00
A60 -0.02
p=0.32
The results for the Malays are as follows:
Table §
AlS A30 A4S A60 R20
AlS 0.34 0.21 0.17 0.14
p=0.00 p=0.00 p=0.00 p=0.00
A30 0.27 0.17 0.14
p=0.00 p=0.00 p=0.01
A4S 0.15 0.13
p=0.00 p=0.01
R20 0.14
p=0.00

Disc ssion

The means for the 4 attitudes in tables 2 and 3 show that the majority
of students do not have a particularly positive or negative attitude
toward the tested topics. However, if we reorder the means from the
lowest to the highest, we can say that the Chiner= have a more positive
attitude toward teachers (m =21.41) than toward learning (m=17.12)
with attitudes toward language (m = 20.30) and mathematics (m = 19.91)
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falling in between. As with Malays, they have a more positive attitude
toward language (m =22.06) than toward learning (m = 18.37) with atti-
tudes toward teachers (m =21.96) and mathematics (m = 18.45) falling in
between.

As we will discuss the differences between the Chinese (A15, A30,
etc.) and Malays 1A 15, A30, etc.) in a later section, we will continue here
with the statistics in Tables 4 and 5. Except in one case, there is a positive
(some very low) correlation between the five variables in Table 4 which
relates to Chinese students. The highest correlation is between attitude
toward teachers (A15) and attitude toward learning (A30), i.e. 0.38.
Then come the correlations between (A30) and mathematics (A60), i.e.
0.24 and (A30) and language (A495), i.e. 0.20. There does not seem to be
any correlation between (A30) and (R20), i.e. 0.07. However, ({20) cor-
relates pos.tively with (A45), i.e. 0.19.

We get a different picture with Malays in relation to the correlations
between the five variables. All the correlations are positive (some very

low), ranging between 0.34 for (A15) and (A30) to 0.13 for (A45) and
(R20G).

Excluding the correlations between (R20) and the four attitudes,
the correlations obtained by Arlin-Hills in their survey of 13,806 students
in the USA are much higher in every case. However, their sample of
students comprised pupils from grades 1-12. The following are the corre-
lations given by them.

Learning Language Mathematics

Teacher 0.63 0.49 0.47
Learning 0.45 0.43
Language 0.53

(Arlin-Hills, P5)

As in the case of Chinese and Malay students the highest cor-
relation is between Teacher and Learning, i.e. 0.73. We will discuss the
differences between the Arlin-Hill results and the findings of the present
study in more detail in the conclusion section. For now we can look at the
more interesting differences based on a comparative study of the attitudes
and reading comprehension of the two groups.

Cross Comparison of the Five Variables

In this section we compare each attitude of Chinese students
with the same attitude shown by the Malays together with a comparison
of the reading and comprehension. The SPSS ANOVA was applied to
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the two sets of statistics in each case. The following are the results; the
discussion will come later.

Table 6

Chinese Malays F
AlS With A15 1.63
A30 With A30 6.91*
A45 With A45 20.88*
A60 With A60 8.07*
R20 With R20 32.81*

*Significant at the 0.01 level

Discussion

The differences in 4 of the above comparisons are significant, This
means that the Chinese attitude toward the teachers is the same as the
Malays attitude, i.e. A15 with A15. However, the Malays have a more
positive attitude toward learning processes, i.e. A30 with A30. The
Malays also have a more positive attitude toward language arts, i.e. A45
with A45. The Chinese have a more positive attitude toward mathematics,

i.e. A60 with A60. As with reading ability, the Chinese are definitely
more proficient as the high value of F indicates. Comparing the correla-
tion between language and reading for the two groups, we can see that
the Chinese students with more positive attitude toward language were
better readers than the Malays who also had a positive attitude toward
language. The following table provides the statistics.

Table 7

A45 Mean R20 Mean Corr.

Chinese 20.30 31.22 0.19
Malays 22.06 27.55 0.13

The Question of ‘‘Clustering”’

The last set of statistics obtained relate to some recent statements
made in the Singapore press regarding the ‘‘clustering’’ of Malay
students in some primary schools.

... Dr Ahmad Mattar, .., urged Malay parents not to ‘‘bunch up”
their children in the same few schools, as this would affect their ability
to master the English language. Education Ministry statistics show a
correlation between the clustering of Malay students and their per-
formance in the Primory School Leaving Examination. Such a cor-

'1:. s!\‘
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relation is not and can never be the conclusive proof that clustering is
the only or even the leading factor.

(The Straits Times, Dec. 30, 1986)

One possible interpretation of the above quote is that (a) clustering
is one of the factors affecting the performance of Malay students and
consequently (b) the Malays from schools with a lower proportion of
Malay pupils are doing better in their English studies i.e., Thereis *‘... a
correlation between the clustering of Malay students and their perfor-
mance....”’ To see whether this was true or not, two additional groups of
Malay students (a total of 62) from two schools with a much higher pro-
portion of Chinese students were also given the same attitude and
reading comprehension tests given to the other four schools in this study.
The number and percentage of Chinese and Malays were as follows:

Table 8

Chinese (M) Malays ()  Total

Bukit Merah 158 85 29 15 187
Clementi Town 136 81 33 19 169

The results obtained from these Malay students were then compared
with the results from the Malays in the other four schools. The following

statistics are relevant for our discussion below. The mean and SD of the
62 Malay students are as follows:

Table 9

Variable Cases Mean SD
AlS 62 21.67 5.04
A30 62 19.66 5.02
Ad5 62 22.11 4,14
A60 62 18.25 7.01
R20 62 29.58 7.22

Using the ANOVA test for the two groups of Malays, we get the
following statistics:

Table 10

Malays from Malays from
schools 1-4 schools 5+6
AlS AlS
A30 A30
A4S A45
A60 A60
R20 R20
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Discussion

The above statistics show that there is no significant difference at
the 0.01 level between the performance of the two Malay groups in the
five tests. The two groups have the same attitudes toward teachers, iearn-
ing processes, language arts and mathematics and are equal in reading
ability. This indicates that there are other important factors, i.e. the
quality of teaching and the home environment that influence Malay
students performance in their studies.

Conclusion

As Arlin and Hills indicate in their introduction to the manual for
the present tests, ‘‘Assessment of student attitudes is an exceedingly com-
plex task”’. To the extent the validity and reliability of these tests are ac-
cepted, we can say that the present statistics for the Singapore students
give us some indication of these students fee.  gs toward the four topics
in the survey.

The obtained results in our study are different from what Arlin and
Hills found out for a number of reasons. Among these we can mention
the total number of students (13,806) and the samples (Primary level
Grades K-3; Elementary Level Grades 4-6; and High School Level
Grades 7-12) which came from 50 schools through a southern state of the

. USA. -

Although Arlin and Hills do not mention this, the majority of their
students were probably monolinguals whereas all the students in our
study are bi- or trilinguals. This will affect the answers to the questions
on language arts where the monolinguals would think only about English
whereas the Singaporeans would think about English as well as their Se-
cond language (mother tongue).

Finally, as they suggest, ““Caution should be exercised when making
comparisons, and whenever possible a school’s own criteria and local
norms should be employed. When interpreting these local norms it is
critical to realize that they are local.”’ (original emphasis)

Coming back to the findings for Singapore students, there is defi-
nitely a difference between ihe Chinese and Malays in relation to the atti-
tudes toward learning processes, language arts, mathematics and the
reading and comprehension ability. The most important statistics here
relate to one of the correlations between two variables for the two
groups, i.e. that the Chinese with n more positive attitude toward
language were better readers than the Malays who also showed a positive
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attitude toward language arts. We also provided statistics that indicate
“clustering” may not be as detrimental to the Malays’ studies as is
presently assumed.

The last point is emphasized in a leader in The Straits Times (June
10, 1987) entitled ““Not by numbers alone’’.

Children whose parents actively encourage them to mix with other
races and speak English are far more likely to do so than those whose
parents are content with their mixing only with other Malays.*

We end with a quote from another recent article from The Straits
Times, (June 7, 1987).

Parental support and encouragement, consistency and diligence
were cited as the keys to success by four Mendaki Award winners at
the Istana last night..,. Dr Noorhakim... added, (that) his greatest
motivation came from his father, a clerk, and his housewife mother,
because “‘they had given me all the emotional, psychological and
material support I needed to succeed’’.

(emphasis added)

There is much food for thought and further research in the 2bove
quote from Dr Noorhakim.

Appendix I

Dear Student,

There are two parts in this questionnaire, In the first part you answer a num-
ber of questions about your feelings toward your teachers, how you learn in
school, language and finally mathematics. In the second part you read three
passages and answer the questions following e: . passage. You need not put your
name on this questionnaire as this is rot a test, Your teacher will not see this.
Your answers will go straight into the computer.

We thank you for your time and effort.

Have fun!

*The leader referred to starts with the following sentence:
Acting in response to a request by Muslim MPs, the Ministry of Education has
sent out instructions to schools to limit their enrollment of Malay children to no
more than 25 per cent of their Primary 1 intake,
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ATTITUDE TOWARD TEACHERS

SECTION ONE: Questions 1-60 for attutides.
We would like to know how you feel about your teachers. Circle the appropriate
answer on the answer sheet. Questions 1-15.

—

My teachers try new and interesting ways of teaching.
Some of my teachers act as if they are bored with teaching.
My teachers are fair.

My teachers praise students a lot.

My teachers boss students around.

My teachers talk down to students.

I feel safe around my teachers.

My teachers care about my feelings.

ISP N

My teachers make some students look stupid.

I like and admire my teachers.

._.
4

. My teachers enjoy laughing and joking with us.

—
—

. My teachers are friendly to students.

—
[ %]

—
w

. My teachers trust me.

. My teachers point out my mistakes more than my good work.

—
[V I N

. My teachers do a good job of helping students learn.

ATTITUDE TOWARD LEARNING

We would like to know how you feel about how your learn at school. Circle the
appropriate answer on the answer sheet. Questions 16-30.

16. We get enough time te help each other in class.
17. 1 spend more time sitting at my desk than | ought to.

18. We spend more of our class periods with everybody working on the same
thing at the same time than we ought to.

19. We get enough chances to choose our own activities in class.

20. We have to get permission from teachers to do anything around here.
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21.

22.
23.
24,
25.
26.
27.
28.
29.
30.

We have enough chances to go outside the classroom and outside the school
to learn things.

We have enough chances to help the Teacher plan what we are going to do.
Teachers do too much of the talking in class.

We have enough chances to move around in the classroom.

I have enough chances to study together with my friends in this school.
Too much of what I learn comes from the textbook.

We have too much homework in this school.

I get enough chances to work with others in small groups.

I have enough chances to work on special things that interest me.

I have enough chances to work at my own speed.

ATTITUDE TOWARD LANGUAGE

We would like to know how you feel about language arts. Circle the appropriate
answer on the answer sheet. Questions 31-45,

31.
32.
33.
34.
3s.
36.
37.
3s.
39.
40.
41.
42.
43.
44,
45.

Working with words is fun.

I like to read even when the teacher doesn’t make me.
Reading is boring.

Reading is easy.

It is fun to practise writing outside of school.
I like to avoid reading whenever I can.
Writing is a waste of time.

Reading is fun.

Reading is my favourite subject.

It is too easy to make mistakes in spelling.
Reading is hard.

Reading helps you outside of school.

I like spelling.

You learn good things by reading.

Reading is a waste of time.



A STUDY OF FOUR ATTITUDES AND READING COMPREHENSION
OF PRIMARY SIX STUDENTS IN SINGAPORE

ATTITUDE TOWARD MATHEMATICS

We would like to know how you feel about mathematics. Circle the appropriate
answer on the answer sheet. Questions 46-60.

46. Mathematics is too hard.

47. Working with numbers is fun.

48. 1 like mathematics.

49. Mathematics is boring.

50. 1 like to do mathematics even when the teacher doesn’t make me.
st. 1 like to avoid mathematics whenever 1 can.

52. 1t’s fun to work out answers to mathematics problems.
53. Hard problems make you freeze up.

54. Mathematics is a waste of time.

55. Mathematics is good because it makes you think.

56. Mathematics is an easy subject.

57. Mathematics takes too long.

s8. Mathematics is my favourite subject.

59. It is fun to do mathematics outside the classroom.

60. It's too easy to make mistakes in mathematics.

SECTION TWO: Questions 1-20 for reading passages.

Read the following passages carefully and then choose the correct answer to each
question by circling one of the given choices on the answer sheet.

Passage 1. Do not write anything on this page.

In ancient Chinese legends the yellow dragon was respected and worshipped
as a god. It was believed to be the source of every blessing. The emperor’s throne
was known as the dragon’s throne.

The Chinese dragon had the body and tail of a crocodile. Its head was that
of a horse, but two horns took the place cf ears. Just below its horns was a
strange lump that was a kind of bellows used by the dragon to puff up clouds to
sail on.
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But there were bad dragons, too. Black dragons were the source of evil.
When black and yellow clouds covered the sky, it was a sign that the good
dragons and the evil dragons were fighting each other.

1. This story tells about the 2. The yellow dragon was the
legendary dragons of source of
a) Japan a) floods
b) China b) death
¢) Korea c) evil
d) Russia d) blessings

This dragon had the 4. Its ears were two
a) body of a crocodile a) lumps

b) tail of a horse b) bellows

c) head of a cow c) horns

d) tail of a cow d) puffs

The d.agon puffed its bellows so . In the legends, yellow and black
that it could clouds in the sky meant that

&) walk on mountains a) two crocodiles were fighting
b) sails on clouds b) a dragon was being worshipped
c) fight evil dragons c) the good and bad dragons were
d) blow people away fighting

d) rain was near

Passage 2: Do not write anything on this page.

Insects have many methods of living through a cold winter. One unusual
method is that used by honey-bees.

When cold weather comes, the bees form a cluster within the hive. Those in
the middle of this mass start to dance. Dancing makes the bees warm. Their heat
raises the temperature within the whole cluster. The bees on the outside serve asa
shell to hold in the heat. The temperature in the centre may be seventy five
degrees higher than in the air outside the cluster.

Throughout the winter, the bees keep changing places within the cluster so
that each takes a turn at the centre and on the outside. In this way, all the bees
stay warm for months.

7. In the cold weather, honey-bees 8. The bees in the middie of the
form a cluster cluster
a) on a leaf a) dance
b) under a stone b) fight
c) in their hive c) stay still
d) on a branch d) sting each other
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. The bees in the middle of the 10. Heat stays within the cluster

cluster because the bees on the outside
a) lower the temperature of the a) dance
cluster b) serve as a shell
b) try to get out of the middle c) raise the temperature
c) raise the temperature of the d) Both Band C
cluster

d) try to stay in the middle

. At times the bees on the outside 12. The cluster helps the bees to

of the cluster will keep warm for

a) sting those in the centre a) a few days

b) change places with those in the b) more than a year
centre c) seventy-five degrees

c) fly away to another hive d) several months

d) Both and A and B

Passage 3: Do not write anything on this page.

When smoke combines with fog, it forms deadly smog. Though the word
was coined only about fifty years ago, smog itself has long been known as a threat
to health.

In the late 1500s, because of a wood-shortage, coal became a common fuel
in England. Burning coal releases poisonous gases, particularly sulphur dioxide.
Early records of the deadly effects of the gas-laden damp air are few. But in 1872
a London smog was reported to have killed several thousand people. They died
mainly of lung infections resulting from the polluted air.

Today smog is a greater enemy than ever. Each year there are more deaths
from smog in industrial cities. Pollution is greater too: car exhausts expel more
poisons than any factory chimney. Though many cities require plants to burn
smokeless fuels, attempts to control smog have no great success. Scientists are ex-
perimenting with ways of dispersing the polluted air already above cities. But the
battle for clean air has not yet been won,

13. The word ‘“‘smog’’ was 14, The harmful nature of smog was
introduced known
a) in 1872 a) only when the word was
b) in 1950 introduced
c) about fifty years ago b) only after 1872
d) about fifteen years ago ¢) when wood was used as fuel

d) when coal replaced wood as fuel
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. Coal replaced wood as fuel in

England because

a) coal produced more heat

b) coal was less expensive

¢) wood became scarce

d) wood takes more space to store

. A death-toll from smog was

recorded in 1872 for
a) Paris

b) San Francisco

¢) Liverpool

d) London

. The account mentions as an

added source of pollution in
modern cities

a) coal-burning factories

b) skyscrapers’ chimneys

c) car-exhaust fumes

d) fumes from diesel engines

. The gas that is named as a

product of burning coal is
a) sulphur dioxide

b) carbon dioxide

c) sulphur trioxide

d) carbon monoxide

. Deaths traceable to smog are

usually caused by

a) lung infections

b) throat infections
c) sinus infections
d) strain on the heart

. The account mentions a possible

method of combating smog by

a) tequiring the use of electric power
b) prohibiting private cars in cities
c) dispersing polluted air

d) filtering polluted air

Note:

I am grateful to The Ministry of Education for their permission to
administer the tests in this study and to the National University of Singa-
pore for providing the necessary financial assistance to carry out the pre-
sent research. I am also indebted to Dr Jonathan Webster of the Depart-
ment of English Lang and Lit, NUS for his help with the use of the
University Computer System.

Mohsen Ghadessy

:




Q

E

PAFulToxt Provided by ERIC

RIC

A STUDY OF FOUR ATTITUDES AND READING COMPREHENSION
OF PRIMARY SIX STUDENTS IN SINGAPORE

Answer Sheet

Name O YOUE SCHOOL ... cvviireiraie st

Second Language Studied at SChOOl «...ceiiiiiiiiirineniiriiiine st e

Additional language/1anguages KNOWM.....coitimimiinsessiiininsnssisstseas s e

Section One: Questions 1-60. Please put a circle round the answer you have
chosen.

Attitude Toward Teachers Attitude Toward Languages
Questions Answers Questions Answers
{. No Sometimes Usually Yes 31 No Sometimes Usually Yes

No Sometimes Usually Yes 32. No Sometimes Usually Yes
3 No Sometimes Usually Yes 33. No Sometimes Usually Yes
4 No Sometimes Usually Yes 34. No Sometimes Usually Yes
5. No Sometimes Usually Yes 3s. No Sometimes Usually Yes
6. No Sometimes Usually Yes 36. No Sometimes Usually Yes
7 No Sometimes Usually Yes 37. No Sometimes Usually Yes
8 No Sometimes Usually Yes 38. No Sometimes Usually Yes
9. No Sometimes Usually Yes 39. No Sometimes Usually Yes
10. No Sometimes Usually Yes 40. No Sometimes Usually Yes
1. No Sometimes Usually Yes 41. No Sometimes Usually Yes
12. No Sometimes Usually Yes 42. No Sometimes Usually Yes
13. No Sometimes Usually Yes 43, No Sometimes Usually Yes
14. No Sometimes Usually Yes 44, No Sometimes Usually Yes
15. No Sometimes Usually Yes 45. No Sometimes Usually Yes

Attitude Toward Learning Attitude Toward Mathematics
Questions Answers Questions Answers
16. No Sometimes Usually Yes 46. No Sometimes Usually Yes
17. No Sometimes Usually Yes 47. No Someumnes Usually Yes

18. No Sometimes Usually Yes 48. No Sometimes Usually Yes
19. No Sometimes Usually Yes 49, No Sometimes Usually Yes
20. No Sometimes Usually Yes 50. No Sometimes Usually Yes
21. No Sometimes Usually Yes S1. No Sometimes Usually Yes
22. No Sometimes Usually Yes 52. No Sometimes Usually Yes
23. No Sometimes Usually Yes 53. No Sometimes Usually Yes
24. No Sometimes Usually Yes 54, No Sometimes Usually Yes
25. No Sometimes Usually Yes 55. No Sometimes Usually Yes
26. No Sometimes Usually Yes 56. No Sometimes Usually Yes
27. No Sometimes Usually Yes 57. No Sometimes Usually Yes
28. No Sometimes Usually Yes 58. No Sometimes Usually Yes
29. No Sometimes Usually Yes 59. No Sometimes Usually Yes
30. No Sometimes Usually Yes 60. No Sometimes Usually Yes
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Answer Sheet

Section Two: Questions 1-20 for Reading Passages. Please put a circile round the
answer you have chosen.

Passage One

Questions

Passage Two

Questions Anaswers
7.
8.
9.
10.
11.
12.

Passage Three

Questions

13.
14.
15.
16.
17.
17.
18.
19.
. 20.
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A comparative study of the effect of two pre-reading formats on
L2 reading comprehension

Ian Tudor
Universit# Libre de Bruxelles
Brussels
Belgium

Abstract

The article reports on a study of the effect of two pre-reading
formats, a text summary and a set of pre-questions, on the text com-
prehension of a population of L2 learners at three proficiency levels.
Two main points were investigated — the overall facilitative poten-
tial of the two treatments and the possible interaction of L2 profi-
ciency with pre-reading treatment. Both treatments produced com-
prehension facilitation with lower proficiency groups but not with
the more advanced group. Levels of facilitation were similar for the
two treatments, though the summary showed a consistent but limited
lead over the pre-questions. No significant level-treatment interac-
tion emerged. The results are discussed in relation to the use of pre-
reading in L2 comprehension development.

Introduction

There is a growing body of research in L2 (second language) reading
comprehension which indicates that the text-relevant background know-
ledge or schemata which L2 readers bring with them to the processing of
texts in this language has a significant effect on their ability to process
and derive information from this material (Carrell, 1983a; Carrell and
Eisterhold, 1983). It has been observed that familiarity with the cultural
background (Aron, 1986; Barnitz, 1986; Carrell, 1987; Johnson, 1981),
content (Alderson and Urquhart, 1985; Koh, 1985; Nunan, 1985) or rhe-
torical structure (Carrell, 1984a, 1984b) of textual material can facilitate
processing and comprehension of this material by L2 learners. The com-
prehension of L2 learners may also be improved by explicit pre-instruc-
tion in the cultural background (Floyd and Carrell, 1987; Johnson, 1982)
or rhetorical organisation (Carrell, 1985) of texts. Assessing whether
learners possess and are able to make active use of the relevant schemata
is thus an integral feature of L2 reading instruction. This means that L2
reading instructors may need to act as facilitators for the acquisition of
the relevant cultural or rhetorical schemata if these are not held by
learners, or, if they are, to ensure that the learners make active use of
them in their text processing (cf. Floyd and Carrell, op. cit.: 101-105).
One of the main means of attaining this goal is through the use of appro-
priately designed preparatory or pre-reading activities.
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Only a limited number of studies have examined the effect of exter-
nally induced schemata ‘- the form of pre-reading activities on L2
reading comprehension. Hudsc.i (1982) examined the effect of different
forms of pre-reading activity on the text comprehension of ESL learners
at three proficiency levels. In his study, externally induced schemata did
appear to have a potentially facilitative effect on subjects’ text compre-
hension, but this effect was more marked at lower than higher proficiency
levels. Hudson concluded that externally induced schemata activation via
appropriate pre-reading activities can, in part, override language profi-
ciency deficiencies in L2 comprehension, though both the relative effec-
tiveness of different pre-reading formats and the scope for facilitation in
absolute terms is related to the L2 proficiency of the learners concerned.
Tudor (1986, 1988), using advance organisers with learners of French as
an L2, observed a facilitative potential for this form of pre-reading but
found that level of facilitation was linked to L2 proficiency of the sub-
jects, the . tative difficulty of the text and certain aspects of text struc-
ture such 1. -density of cohesive markers, mean T-Unit length and range
of vocabulary items. The level of assistance subjects derived from the
pre-reading appeared to depend on the difficulty of the target text in
relative (i.e. in relation to their level of L2 proficiency) or absolute terms.
The present article fits into this line of research, examining the effect of
two forms of pre-reading on the reading comprehension of a group of L2
learners.

Pre-Reading and Schemata Activation

Despite the relatively limited number of experimental studies men-
tioned above which examined the effect of pre-reading activities on 1.2
reading comprehension, a substantial number of ELT (English Language
Teaching) reading textbooks which have appeared over the last decade
contain some form of pre-reading. Examples of coursebooks which
make a systematic use of pre-reading activities are Advanced Reading
Skills (Barr, Clegg and Wallace, 1981), Authentic English for Reading 2
(Abbs, Cook and Underwood, 1981) and Discovering Discourse (Wid-
dowson, ed., 1979). The term pre-reading is used here in a wide sense,
veferring to any text-related activity in which learners are engaged prior
to the main text reading. This may vary from prediction activities based
on the text title or a selective sampling of textual information (sub-
headings, illustrations, or a skim read, for instance) to a complex and
relatively self-contained conceptual activity related to the thematic or
rhetorical development of the target text (cf. Authentic English for
Reading 2, 8.2, and Discovering Discourse pp. 63-64 for instances of the
latter type of pre-reading activity). The basic idea underlying most pre-
reading formats, however, is that readers will process a text more mean-
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ingfully if they are conceptually prepared for the content and/or struc-
ture of this text by having activated the relevant aspects of their
background knowledge.

While this type of preparation is aseful in any reading situation, it
is particularly important for L2 learners who, due to their imperfect com-
mand of the language system are at a clear disadvantage in processing
textual material in this language. As a number of studies have observed,
limited language competence can have a deleterious effect not only in
quantitative but also in qualitative terms on L2 learners’ mode of text
processing (Carrell, 1983¢c; Clarke, 1980; Cziko, 1978, 1980; Perkins,
1983). Enhancing the “‘top down’’ or conceptually-driven aspect of L2
learners’ text processing via appropriate preparatory work may thus
serve to compensate for weaknesses in their “‘bottom-up’’ or text-driven
processing skills resulting from imperfect command of the language
system.

At the price of a certain oversimplificaiton, pre-reading activities
may be categorised along two main axes. The first relates to the type of
schemata which are activated. The distinction here is between content
and formal schemata (cf. Carrell, 1987, op. cit.), the former relating to
the subject matter of the target text and the latter to its rhetorical organi-
sation. The second axis, between what may be referred to as constrained
and open pre-reading activities, relates to whether the pre-reading
primarily provides information (in the form of a summary or overview, a
set of relevant iiiustrations, etc) or elicits a personal contribution from
the reader (in the form of a prediction of text content, personal reactions
to a topic, etc). In practice, these two forms may clearly merge — pre-
reading both providing information and eliciting a response. The distinc-
tion nonetheless serves to identify the ends of a continuum along which
most pre-reading activities may be placed.

This article reports on an experiment which examines the effect of
two forms of content-schemata oriented pre-reading on the text compre-
hension of L2 learners at three proficiency levels. While the two forms of
pre-reading have a lot in ccmmon in structural terms (cf. Materials,
below), they differ in the nature of the learner response they require. One
provides information in the form of a text summary; the other elicits a
personal response from subjects by means of personal address questions.
In terms of the distinction established in the last paragraph, then, one is
constrained and the other is open. It was predicted that both would faci-
litate text processing. In addition to this, of particular interest was
whether there would be differential facilitation between the two forms of
pre-reading related to L2 prof iciency level of the subjects. On the basis of
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Hudson’s (op. cit) results, it could be expected that lower L2 proficiency
subjects would derive more benefit from the constrained form, while
more advanced subjects would benefit more from the open form.

Method
Subjects

The subject population (N =212) was composed of Belgian students
in the second (N=123) and third (N=89) years of degree courses in
Business Administration and Economics at the Université Libre,
Brussels. All subjects were following compulsory English courses which
constituted a total of 90 hours of instruction for each year. Subjects had
studied English for an average of 4 years at secondary school, but had
received no English course during their first year at the university. Admis-
sion to third year English courses was dependent upon success in
examinations at the end of the second year course. This meant that third
year subjects had received one extra year’s English insiruction and were
on average one year older than second year subjects. Subsequent to test
completion, the second year subject population was split up into upper
and lower proficiency groups on the basis of a multiple choice entry test
taken by all subjects. This produces three subject levels: second year
lower (henceforth, Low) second year upper (henceforth, Middle) and
third year (henceforth, High). Exact Word scores obtained by the control
group on the two cloze tests used (cf. Materials, below) showed a signifi-
cant difference (p-.05) in the predicted direction between these three sub-
ject levels. The three subject levels correspond roughly to lower-inter-
mediate, intermediate and upper-intermediate levels respectively.

Materials

Two texts were used in the experimentation. Both were adapted from
Cotton (1980) to be of a similar level of linguistic complexity, and to be
roughly equivalent in terms of topic familiarity (cf. Table | for details).
In addition, the texts were constructed to exhibit a similar rhetorical
structure. Both had an introductory paragraph, three subsequent para-
graphs each of which deals with a separate sub-topic, and finally a con-
cluding paragraph (cf. Appendix ). The texts thus manifest a relatively
transparent, listing type of discourse structure. Both texts deal with
business-related topics — the Japanese management system (JAPAN)
and bribery in business (BRIBERY). No difference was predicted in sub-
jects’ performance on the two texts. Two texts were used primarily to
guard against unforeseen idiosyncratic effects relating to one text and to
provide a wider data base.
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Two forms of pre-reading were employed. One, Summary, provides
a summary/overview of the content of the main sub-topics in each text.
The other, Pre-questions, elicits a response from subjects on the basis of
a set of questions, each relating to one of the sub-topics of the text. Both
types of pre-reading have a similar format (cf. Appendix II), each con-
taining a one sentence lead-in and three numbered parts, each correspon-
ding to one of the three main sub-topics of the text. The two forms of
pre-reading differ, however, in the nature of the assistance they offer:
Summary, a constrained form of pre-reading, provides infcrmation,
while Pre-questions, an open form, elicits a response, and thus allows
subjects more freedom in terms of their schemata activation. The pre-
reading materials were written in French, subjects’ L1 (first language), to
avoid comprehension problems.

Experimental Design

The two texts were clozed using the random deletion method (every
7th word), which produced 55 cloze items for JAPAN and 59 for
BRIBERY. In order to make the test less dependent on subjects’ active
knowledge of English, they were allowed to provide responses either in
English or in French. The cloze tests were scored on criteria of semantic
acceptability, synonyms of the deleted word in either French or English
being accepted.

Each subject received a stapled test booklet containing all the test
materials. These consisted of an instruction sheet, the two cloze passages
each preceded, in the case of the two experimental groups, by the rele-
vant pre-reading materials on a separate sheet, and a questionnaire which
asked either for subjects’ assessment of text difficulty and topic
familiarity (control group, cf. Table 1, note) or for an assessment of the
usefulness of the pre-reading received (experimental groups) on a scale
from 1 (not useful at all) to 10 (very useful). Subjects were randomly
assigned to one of the three experimental conditons — the Summary
group, which received the two summary forms of pre-reading; the Pre-
questions group, which received the two sets of pre-questions, and the
control group, which received only the cloze passages. No filler materials
were added for control group subjects. All subjects received the same
time allocation (50 minutes for both passages), no additional time being
allocated to experimental subjects for the processing of the pre-reading
materials. The sequencing of the two passages was randomised to avoid
an order effect. Testing was carried out during normal class time.

Data analysis

An analysis of variance was applied to the combined results of the
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two texts to determine the effect of treatment and level-treatment inter-
action. Subsequently, a comparison for differences in mean scores on the
three treatments was carried out.

Results and Discussion

With respect to the two main lines of investigation, namely the faci-
litative effect of the two forms of pre-reading used and the interaction
between subject level and treatment, the results of the ANOVA in Table
2 point to a significant effect of treatment, which is shown in more detail
for differences in means in Table 3.

Level-treatment interaction, however, fails to reach significance.
Descrig tir ¢ statistics of means per level and treatment for each text are
provided i.. Table 4, these being represented graphically in Figures 1 and
2. These results point to a facilitative potential for both Summary and
Pre-questions, though this seems to operate only with the lower L2 profi-
ciency groups, and not with the more advanced group. Furthermore,
there is no evidence of a differential effect of the two pre-reading for-
mats in relation to L2 proficiency of the subjects, Summary yielding

Table 2 Analysis of variance: JAPAN and BRIBERY

Source of Sum of squares df Mean square F
variation
Level 9230.91 2 4615.46 35.90*
Treatment 1371.40 2 685.70 5.33*
Interaction 1056.86 4 264.22 2.0%
Error 26098.61 - 203 128.56
Total 37757.719 211

*>~ .05

Table 3 Comparisons for differences
among means: JAPAN and BRIBERY

Treatments t ratio
Control vs. Summary 3.13*
Control vs. Pre-questions 2.38*

Summary vs. Pre-questions 0.54

*n<.05
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slightly higher levels of comprehension facilitation than Pre-questions
with both low and middle groups on both texts — even if the differences
are not particularly marked.

The lack of treatment effect with the highest proficiency group
echoes findings of studies by Hudson and Tudor cited earlier. The ad-
vanced group in Hudson's study derived overall less assistance from the
pre-reading formats provided and, then, benefited most from the format
which allowed them greatest scope for spontaneous schemata activation,
i.e. an open format. Tudor (1986, op. cit.) observed a falling off of faci-
litation in a given pre-reading/text interaction with advanced over inter-
mediate learners, and in another study (1988, op. cit) found that the
general facilitative potential of the pre-reading format used was more
limited with advanced than with intermediate learners. In the present
study, two possible interpretations exist for the lack of experimental ef-
fect observed in the highest proficiency group. On the one hand, it could
be that they had attained a level of L2 proficiency at which they could
spontaneously activate the appropriate schemata from the cues present in
the target texts. In other words, they had passed through Clarke’s (op.
cit) ““language competence ceiling’’ and thus, in strategic terms, no
longer required the conceptual support offered by the pre-reading. The
fact that the High group subjects were a year older than those in the
other two groups, with more experience of study at tertiary level and
presumably more intellectual maturity (even if those are factors indepen-
dent of language proficiency per se), may support this interpretation.
Alternatively, it could simply be that the texts were more accessible to
them linguistically than to the lower proficiency groups and that thus the
pre-reading material was superfluous with the specific texts involved. In
other words, there was no punctual need for conceptual support even if
with other, more demanding material such a need could still arise.

It is unclear what status should be accorded to subjects’ assessment
of the usefulneses of the pre-reading materials they received. It is notice-
able in Table 5, however, that the ratings accorded by subjects in the
High group do not differ radically from those of the lower proficiency
groups (which do correspond to the results obtained at least as regards
the relative usefulness of Summary against Pre-questions). This may
mean that the High group’s assessments simply do not correspond to any
real facilitative assistance, or it could indicate that, with the High group,
the pre-reading did provide an added degree of text perspective, but one
which did not feed through to improved performance on the cloze tests.
Given the nature of the data, however, this must remain speculation,
even if it does raise the question of the nature of the assistance which pre-
reading offers in text processing.
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Comparing the results of the two pre-reading formats, Summary
clearly emerges as having a more powerful effect (insofar as this is accu-
rately measured by performance on the cloze procedure, of course) than
Pre-questions — this point being supported on both texts by subjects’
usefulness assessments given in Table §. It is thus the more constraining

Table 5 Subject usefulness assessment of pre-reading treatments:
Means (and s.d.)

RIC

JAPAN BRIBERY
Summary Pre-questions Summary Pre-questions
Low 6.7 (2.6) 4.8 (2.1) 5.5 (3.1) 4.8 (2.0)
Middle 6.5 (2.2) 4.8 (1.7) 5.3 (2.0 5.1 (2.1)
High 5.7 (1.9) 4.2 (2.0 5.8 (1.9) 4.1 (2.1)

format, i.e. that which provides information more directly, which yielded
the greatest degree of comprehension enhancement. Admittedly, how-
ever, both formats have a great deal in common in terms of both content
and structure, which is reflected in the generally similar levels of facilita-
tion observed for the two. It may well be that these similarities were more
powerful than the differences in response required by the two formats.
Low and Middle subjects do, nonetheless, appear to have found it easier
to assimilate and relate the information provision format of Summary to
the target material than the more personal-response oriented cues of Pre-
questions.

Both formats were constructed primarily in content terms, in that
they were geared to activate subjects’ background knowledge and expec-
tations relating to the content rather than the formal characteristics of
the target texts. However, given that the structure of both formats relates
closely to the structure of the target texts (cf. Mateirals, above), and that
this is highlighted by the numbering of the three component parts of each
block of pre-reading material, it may be that they also served to provide
assistance with the processing of the target texts in structural terms. The
facilitative effects observed may thus reflect a combination of both con-
tent and formal assistance, even if both formats were geared primarily to

the former.

Conclusion

This study provides a degree of experimental support for the con-
tention that it is possible to enhance the text comprehension of L2
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learners by means of externally provided pre-reading activities, which
may in turn be seen as offering some support to the currently widespread
use of pre-reading in L2 reading materials. Beyond this, the results would
seem to indicate that the facilitative potential of pre-reading is greater
with Jlower L2 proficiency learners. This would seem much like saying
that pre-reading is most helpful with learners who need most heip —
which is not wholly illogical. Furthermore in the present study at least, it
would appear that a more constrained, information-provision oriented
form of pre-reading is slightly more powerful than one geared to
personal-response elicitation. Naturally, these conclusions emerge from
a single study, and it would be unwise to overlook the limitations of the
experimentation undertaken — a single subject population working with
only two texts; the use of the cloze procedure, i.e. a reading-related acti-
vity but one which cannot be equated with normal reading behaviour,

and a possible overlap of content and formal assistance modes in the pre-
reading formats employed.

Further experimentation is clearly required in the whole area of pre-
reading, though a number of specific points of interest emerge from the
present study. Firstly, the L2 proficiency factor could be investigated
further to assess more accurately how proficiency level intcracts with
need of and response to pre-reading. Secondly, and in relation to the first
point, different forms of pre-reading could be studied, in particular
other open, learner-response oriented formats which might allow greater
scope for their use by more advanced learners. Thirdly, experimentation
with a wider ranger of texts is clearly important, in particular, employing
more complex textual material with a less transparent discourse structure
than that used in the present study. Finally, and possibly in conjunction
with the last point, further work could usefully be conducted into the
relative effectiveness of context vs. formally oriented pre-reading.

The research survey which «pened this article highlighted the role
of background knowledge in L2 comprehension, and, as a consequence,
the importance of knowledge activation via the use of appropriate pre-
reading activities. Research in the areas of L1 content learning and
reading development has shown that the cffective use of pre-reading stra-
tegies calls for attention to a wide range of factors, from the level of
cognitive development and favoured learning strategies of the target
learners (Snow and Lohman, 1984) to the structure of the learning
material and the place the target information has in it (Wilhite, 1984).
The situation is unlikely to be any simpler in L2 reading, but with the added
variable of language proficiency. In order to apply the insights deriving
from recent schema-based research in L2 reading to teaching methodology,
substaniial further research is called for. The present article does little
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more than scratch the surface, but the writer hopes it may provide a few
Lseful guidelines for research in the area.
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Appendix I: Testing Marterials

JAPAN

The spectacular economic success of Japan has led the Western business
community to study the way in which Japanese companies arc run. This examina-
tion has revealed a number of characteristic clements which scem to create special
attitudes and relationships within Japanese companies.
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In most large companies, a policy of lifetime employment is practised. This
means that when people leave school or university to join an enterprise, they can
expect to remain with that organisation antil they retire. In effect, the employee
gets job security for life and can only be fired for serious misconduct. One result
of this practise is that the Japanese worker identifies with his company and feels
intense loyalty to it. By working hard for the company, be believes he is safeguar-
ding his own future. The job security guaranteed by this system influences the
way employees approach their work. They tend to think in terms of what they can
achieve throughout their career as a whole, and not only in the short-term. It also
creates a different attitude in discussions between unions ar.+| management.

Promotion by seniority is another characteristic feature of Japanese com-
panies. This policy means, firstly, that the more senior and responsible [ositions
generally go to long-serving employees. For this reason, a young managing direc-
tor is scarcely conceivable in Japan. Also, salary levels are gearedtto length of ser-
vice rather than to the responsibility of the job. The longer a person has been in a
company, the higher his salary and status will probably be. Therefore, if tvwo
employees have joined a company at the same time, then ten years later they will
earn similar salaries even though their responsibilities in the company may be dif-
ferent.

Finally, Japanese firms adopt a consensus method of arriving at descisions,
referred to as ‘‘ringi seido’® or consultation system. The essence of this approach
is that many employees at different management levels participate in the process
of making decisions. A second feature of this system is that decisions evolve first
from lower level management. They are not handed down from the top as in
Western companies. This method is sometimes called bottom-up decision mak-
ing. Because a proposal needs to be examined by several different people, this
system can prolong the time taken to make decisions. However, it gives a sense of
security to those involved and thus reduces the stress any one¢ individual must
bear.

Whether Japanese success is actually the result of these factors is difficult
to say. It is clear, however, that they do not seem to have impaired the dynamism
of Japanese business. '

Adapted from Cotton 1980 pp. 22-24.

Appendix II Pre-Reading Materials

JAPAN
Summary

Les firmes japonaises sont basées sur trois principes de gestion:

1. L’emploi 4 vie. Ceci garantit aux salariés la sécurité de 'emploi 4 vie et fournit
en contrepartie a la firme une main d’oeuvre qui s’identifie profondément aux
intéréts et au bien-étre de Ia firme.

2. L’avancement par ancienneté. Ceci récompense les salariés pour la durée de
leur service plus que pour le niveau de responsabilité qu’ils exercent, ce qui en-
courage la fidélité a Ientreprise et la plannification 4 long terme.
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3. La prise de décisions par consensus. Ceci permet aux gestionnaires de rang in-

férieur d faire des propositions et de partager la responsabilité pour la prise
de décisions entre plusieurs personnes.

Pre-questions

Avant de lire le texte suivant, réfléchissez & ces questions.

1. Eprouveriez-vous davantage de fidélité et travailleriez-vous davantage pour
une firme qui vous offrirait la sécurité de I’emploi & vie?

2. Voudriez-vous recevoir des augmentations de salaire en fonction du nombre
des années de service dans une entreprise sans tenir compte du niveau de
responsabilité lié & votre poste? Quel serait I’effet d’un tel systéme sur votre at-
titude & P’égard de I’entreprise?

3. Voudriez-vous travailler dans un systéme ou plusieurs personnes partagent le
stress et la responsabilité des prises de décisions?
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A Swudy of the Concept of ESL Proficiency in
Selected Malaysian Contexts and Its Implications
for Assessment*

Audrey Ambrose-Yeoh
The Language Centre
University of Malaya
Kuala Lumpur

Abstract

The article looks at the ESL situation in Malaysia in the 1980s. The
medium of instruction at tertiary level is Bahasa Malaysia and English is
taught as a language for special purposes. The article focuses on a group of
a hundred and fourteen final and pre-final year students of professional
courses in the University of Malaya during the 1987/88 session. A question-
naire was administered to them and the results were analysed. The results
indicate what the students think of their own English language proficiency
and to what extent they use English in social and academic situations. The
article goes on to discuss some of the implications of their views for the
assessment of language proficiency in the Malaysian tertiary context.

1. Background and Stawus of English

The 1980s represent an important phase in the history of language
planning and development in Malaysia. By this time the gradual process
of changing the medium of instruction from English to Bahasa Malaysia
reached tertiary level. This process began in 1970 when all subjects in the
first year of school were taught in Bahasa Malaysia in what was until
then known as National Type English Primary schools. By 1983, all first
year courses at local universities were conducted in Bahasa Malaysia.

The adoption and implementation of Bahasa Malaysia as the
medium of instruction in the education system did not mean that there
was no place for English. It has been retained as a second language of the
country and taught as a compulsory subject throughout the Malaysian
school system. In the Education Policy, English is gazetted as the second
most important language in the education system of the country. The of-
ficial objectives as stated in the English language Syllabus for upper
secondary Malaysian schools read as follows:

The programme sceks to enable those who participate in the education
system to utilise the English Language in a meaningful and rclevant way

*This paper is a revised version of a paper presented at a staff seminar in October at
RELC, Singapore.
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both in the pursuit of further knowledge and experiences and in the every-
day context of need to communicate.!

With the time allocated to the subject, such a target soon became unrea-
listic. Besides, the need for such a target was questioned. Asmah Hj.
Omar in aresponse to H.V. George’s article ‘“‘Asian ELT: The Relevance
and Irrelevance of Sociolinguistics’’ states clearly that attention should
not be focussed on acquiring communicative competence in English.

This particular competence is needed in the national language. Day-to-day
interaction between Malaysians of various ethnic groups is and will be con-
ducted in the national language of Malaysia. Teaching the students how to
express themselves in English in the buying of stamps or in getting a taxi to
the railway station will be a futile exercise because they will surely find it
easier to do such things in Bahasa Malaysia and be better understood by
their respondents.2

Asmah referred to this as part of the rationale for the University of
Malaya’s Reading Comprehension Project better known as UMESPP.

1.1 The selected contexts that this paper is concerned with are the
tertiary institutions, in particular, the University of Malaya. The report
of the Board of Studies on the Department of Language, University of
Malaya (September 1971) states the terms of reference for the teaching of
English at the University:

In the case of the English Language the primary purpose is to enable
students to achieve sufficient skill in comprehension of the language
so that it may be used as a tool to gain access to texts and articles
written in English. There is, thus, an urgent need to provide first year
students from non-English medium schools with facilities to gain
proficiency in the comprehension of the language.?

This situation existed in the 1970s when the courses at the Uni-
versity were still being offered in English and where many secondary
schools still used English as a medium of instruction. With a different
situation in the 1980s the rationale for reading still remains, particularly
in view of the fact that the translation of key textbooks and reference
books cannot take place quickly enough to meet the needs of both
students and lecturers. There are further problems concerning the special
vocabulary and terminology needed to put across the facts and concepts.
Lecturers are faced with the challenge of becoming proficient in a new
scientific language. The implementation of a reading progra.. me in
English has its problems. Both teachers of English and the students of
the various disciplines have had to make adjustments. The language
teacher who does not have a background ir the discipline of the students
has to come to terms with the fact that not everything in the text can be
explained. The students have to realise that the language teacher does not
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have the answer to all the problems in the text. This situation sometimes
leads to frustration on the part of the language teacher where selection of
texts is concerned and on the part of the student who may find the con-
cepts in the text too simple. Both the language teacher and the students
will have to refer to the lecturers of the discipline concerned.

2. Results of a survey

It has been ten years since the special reading programme was imple-
mented in the University of Malaya. A modest survey was carried out to
get an insight into what a certain section of students think of their
English language proficiency and their use of the English language.

2.1 One hundred and fourteen final and pre-final year students par-
ticipated in the survey. They were from the four professional courses:
medicine, law, business and engineering. Sixty-one respondents were
boys and fifty-three girls. Their average age was twenty-three years, they
had all studied English in schools and in the univeristy for about thirteen
years.

The majority of the students came from homes where Malay or
Mandarin/one of the Chinese diaiects is spoken. In the Medical and Law
faculties, 77% and 53% respectively came from Malay-speaking homes
and in the faculties of Business and Engineering samples, 55% and 89%
came from Chinese dialect or Mandarin-speaking homes. Those who
speak English at home made up only 8% of the total sample. The table
below shows the medium of insuruction of the students in their primary
school and the language which the students assess as their best known
language.

Primary School Medium of Instruction Best Known Language

BAHASA MALAYSIA 56% 45%

ENGLISH 6% 19%

MANDARIN 35% 30%

TAMIL 3% 6%
7

The effect of Bahasa Malaysia being used as the medium of instruc-
tion at secondary and pre-University level has certainly contributed to
the fact that 45% of the students have ranked Bahasa Malaysia (BM) as
their best known language. English, officially recognised as the second
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most important language in the country, is ranked third behind Man-
darin. The fact that Mandarin is a medium of instruction in some National
Type (Chinese) Primary schools could account for this. On the whole,
the multilingual nature of the Malaysian situation is reflected in the
results of this small survey. Malay students ranked BM as their best
known language and English as the second best. Many of the Chinese
students ranked BM as their best known language, Mandarin as their se-
cond best and English as their third best.

The survey then went on to get the students to asseses their profi-
ciency in English. The table below shows how the students gauged their
overall proficiency.

Level of Proficiency % of students
Very Good 0
Good 12
Average 61
Below Average 23
Very Weak 3

The students were asked to rank the skills they thought they were best at.
Seventy-two per cent thought they were best at reading and forty-two per

cent felt they were weakest at speaking. The complete results are shown
in the table below.

Skiil Ranking

1 2 3 4
READING 72 19 5 4
WRITING 0 32 31 37
SPEAKING 10 20 28 42
LISTENING 18 29 36 17

The fact that a large number of students ranked reading as their best skill
could possibly reflect the success of the English language programme
that concentrates on developing reading skills. It would be in line with
the policy on the teaching of English in Malaysian tertiary institutions: as
a tool for the purpose of research especially in arcas where material is not
available in Bahasa Malaysia.
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An attempt was made to get the students to assess their proficiency
in greater detail. Four levels of increasing difficulty were outlined for
each skill. In each case a ‘Yes’ or ‘No’ response was required. The table
below shows the response to the different levels in reading.

It would seem that this small percentage of students from the four
professional courses do not have significant problems where reading is
concerned.

READING (IN ENGLISH)
a) Can you read and understand public notices, short instructions,
descriptions of places, persons or things?
Yes — 99%
b) Can you read and understand news items, business and personal
letters, articles of general interest in magazines?
Yes — 92%
¢) Can you read and understand short stories and novels,
editorials, general reports and basic texts related to your profes-
sion/areas of specialisation?
Yes — 96%
d) Can you read and understand specialised journal articles,
reference books, plays and poems and other texts relevant to
your academic and professional needs?

Yes — 74%

2.2 A further analysis of the results of the survey revealed that the
group of students who responded had clear ideas of what their English
language needs are. Seventy-nine per cent ranked speaking as the most
important need for social and personal communication. As for profes-
sional and academic work, a surprisingly high percentage (55%) stiil
ranked speaking as their most important need. Given a choice, the
students would like to spend:

39% of their class time on improving their speaking skills

25% of their class time on improving their writing skills

20% of their class time on improving tneir listening skills
All this seems to point to the fact that these students were sufficiently
confident of their reading ability and since they were about to graduate

they recognised the importance of speaking and listening skills for their
social and professional needs.
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3. Use of English and the Type of English Used

On the whole, taking the groups from all four faculties together, the
pattern of English language use is as follows:

72.8% said they speak English many times daily to fellow students
57.7% said they speak English many times daily to their friends
51.8% said they speak English many times daily to English teachers

50.0% said they speak English many times daily to lecturers of
other subjects

40.0% never speak any English to family members

The intra-national use of English was reflected by the fact that 55% con-
sidered speaking English to other Malaysians in specific social and
business situations as most important, while only 12% considered it im-
portant to speak to foreigners. These students speak English most often
to friends and course-mates as well as lecturers. When asked about the
type of English that is spoken in Malaysia, 72% recognised it to be
Malaysian English.

Irene Wong (1984) has this to say about English as it is spoken to-
day —

... new standards of acceptability in the use of English are now in-
creasingly becoming evident which in the past would have been
considered abberrant as far as educated native-speaker English was
concerned. These new norms are beginning to form the currently
accepted model of educated speech within the country.*

She describes the new attitude towards English in Malaysia today as

... tolerance and maybe indifference in the use of the language —
the former on the part of those more proficient in the language and
the latter on the part of those less proficient.’

Wong also mentions the fact that this colloquial variety of the language
is characterised by certain features such as code-mixing and other gram-
matical deviations. She attributes this to the fact that Malaysians are

... proud of their linguistic pluralism and multi-lingual heritage and
find that code-switching and code-mixing allow them to give ex-
pression to this.*

3.1 Howard Nicholas (1985) presents an interesting view on the rea-
son behind variation between second language learners. He notes the im-
portance of socio-psychological factors in the study of such variation.
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He says,

Increasingly, second language acquisition research is recognising
that the learner also determines how new aspects of the target lan-
guage should be integrated into the existing interlanguage system.’

Nicholas goes on to say that the variety of the interlanguage used depends
on whether the interlanguage user

... believes it to be important that he be accepted by those people
who would reject him if his language does not contain all the redun-
dant elements.*

He refers to the research carried out among interlanguage users of Ger-
man. Evidence from the research revealed a strong correlation between
the features of the interlanguage variety used and certain socio-psycholo-
gical factors. The stronger the sense of identification with the target-lan-
guage speaking community, the more accurate the interlanguage variety
used. Nicholas views ‘correctness’ as ‘‘a style of language use which is
valued only by particular groups within the target language speaking
communities.””® Hence, he sees successful attempts to teach ‘correctness’
as being dependent on whether the learners themselves perceive the need
to participate as equals in the activities of those groups which value ‘cor-
rect’ language.

3.2 In the selected contexts of professional courses at tertiary insti-
tutions in Malaysia, the motivation to speak ‘correct’ English is very
strong. It would appear that with Bahasa Malaysia now firmly entrenched
as the official language of the country and the medium of instruction at
all levels of the education system, English is no longer viewed as a threat.
As such, there are attempts to improve English language proficiency
skills in particular contexts.

In the University of Malaya, over three million ringgit was spent on
a project completed in 1985 called the University of Malaya Spoken
English Project which in the words of the Vice-Chancellor is a

... major project in response to a national need to produce univer-
sity graduates of good academic quality who are also articulate in
English. Thus, they may perform effectively as lawyers, interna-
tional business executives, diplomats, administrators and
bankers.'?

There are three books in the series: Preparatory Oral Skills for Manage-
ment, Oral Skills for Management and Oral Skills for Law. At another
level, the Malaysian Examination Council has announced the use of
recorded responses for an oral English examination to be conducted at
STPM level, the examination the students sii for in the second year of
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Sixth Form.

4. Implications for assessment

In view of these developments, assessing the oral proficiency skills
of language learners in selected Malaysian contexts becomes an important
part of language testing. The terms direct, indirect and semi-direct are
useful labels to classify the different tests that are used to test oral profi-
ciency. The oral interview where the examinee is engaged in a ‘‘face-to-
face communicative exchange with one or more human interlocutors’*!!
is considered a direct test. The U.S. Foreign Service Institute Oral Inter-
view is a well-known example. An indirect test would refer to the written
cloze test or dictation piece which seeks to assess communicative perfor-
mance indirectly. The semi-direct test *‘elicits speech by means of visual,
recorded or printed stimuli.”’'?> There is such a component in the Cam-
bridge First Certificate Examination.

4.1 All these categories of tests have been used with variations in
selected Malaysian contexts. June Ngoh wrote an MA thesis on ““An In-
vestigation of Dictation as a Measure of Language Proficiency for Stu-
dent Teachers in Malaysia’’. (NUS 1984). In her study, she defined lan-
guage proficiency to mean essentially linguistic or grammatical proficiency

and justifies this definition on the grounds that grammatical competence
is an important component of communicative competence. Her research
proved dictation to be a reliable method for measuring language profi-
ciency in that it gave consistent results and there was a reliable scoring
method forming the basis of the reliability of the test. In the University
of Malaya, direct tests of oral proficiency are conducted in some
faculties. Depending on the nature of the course, the direct test varies
from an individual interview situation to a small group interaction in the
presence of two examiners. Assigning marks or grades to the examinees
based on their performance is a difficult task. Where there are two ex-
aminees, two different scores for the same response is common and the
practice of getting the average of the two scores is merely convenient.
Then there is the problem of taped responses when one examiner scores
the same response differently from one day to the next. The use of profi-
ciency rating scales with descriptions of different levels of proficiency of-
fers some advantages in that they have high' face validity and the criteria
are made explicit. However there are weaknesses as well. Language profi
ciency descriptions are still impressionistic and relative in interpretation.
Words such as “‘fluent’’ and “‘intelligible’” mean dif ferent things to dif-
ferent people. Another problem is that the examinee’s performance
depends to a large extent on the type of technique used in the oral inter-
view. The language sample obtained may not be a reflection of actual
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performance if necessary skills on the part of the interviewer are not
exercised. Nevertheless as Brindley (1986) maintains, proficiency scales
have a role to play in language proficiency assessment provided they are
not regarded nor accepted ‘‘as a definitive ‘scientific’ measurement of
any given individual’s language behaviour’’. Brindley goes on to say that

““‘we simply do not know enough about language to be that precise’’ (p.
22).

4.2 The way ahead in testing language proficiency seems to be to-
wards some agreement among language testers as to the multi-dimen-
sional nature of language proficiency. In practical terms this means that
in order to obtain a valid assessment of language proficiency, learners’
performance over a range of tasks would have to be sampled using a
variety of instruments and procedures. In the assessment of oral prof:-
ciency, the tendency to regard the direct test of performance in the form
of an oral interview as the best predictor of rcal-life language proficiency
must give way to a more expanded view of testing. Stevenson (1981:18)
describes those who hold this view as those who are ‘*‘much more aware
of the great complexity’’ of what it is that they are attempting to measure.
An integral part of the expanded view is the idea that direct testing of
oral performance through the one crucial interview mid-way and/or at
the end of the course is necessary but not sufficient. Other direct
methods such as self-assesment by learners of their own performance,
peer evaluation, evaluation by the class teacher, external evaluation by
non-teachers and on-going assessment through the use of graded objec-
tives could be implemented. It would also be in line with the expanded
view for indirect as well as semi-direct measures of communicative per-
formance to be incorporated into the assessment procedures. There
would, therefore, be a place for the essay, dictation devices and taped
responses in the programme. There is certainly scope for the expanded
view of testing in selected Malaysian contexts. Exploring ways of using
indirect and semi-direct procedures for assessing proficiency as well as
other forms of direct tests besides the oral interview would enable
teachers and examiners to discover what types of tests would be most ap-
propriate for different purposes.
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Nine reports on language-related research being conducted or about
to be completed at the time of writing are presented in this section. Grate
ful acknowledgement is made to the researchers who kindly provided in-
formation on their projects. The purpose of maintaining this section is to
enable researchers to exchange information and to reduce the possibility
of duplicating research efforts, hence those involved in research are en-
couraged to complete a brief form obtainable from the following ad-
dress:

Librarian and Head of Information Centre
SEAMEO Regional Language Centre

30 Orange Grove Road

Singapore 1025

Republic of Singapore

Alternatively, researchers may send write-ups on their work (under the
headings: title, description, name of principal researcher and other
researchers if any, and the sponsoring or financing body) to the same ad-
dress.

INDONESIA

Title: Indonesian Vocabulary in Secondary Textbooks

Description: Science and technology develop very rapidly result-
ing in new inventions which are supported by new
terminology. By using language as the means of
communication, thinkers try to use and develop
different concepts. Thus the role of language
becomes very important because language which
cannot be understood by the community will
result in miscommunication. Therefore, research
in vocabulary used in textbooks is very important.

This research project is aimed at gathering data on
the Indonesian vocabulary used in sccondary school
textbooks which will contribute to information on
the development of the Indonesian language.

Principal researcher: Abdul Murad
National Center for Language Development and
Cultivation (NCLD)
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Jalan Daksinapati Barat [V

Rawamangun, Jakarta 13220
Indonesia

¥

Farid Hadi, Farida Dahlan
NCLD

NCLD

Grammar of Sumbawanese language

The objective of the research project is to con-
struct a grammar of the Sumbawanese language.
In constructing the grammar, the theory of struc-
tural approach is employed. In its widest sense,
the structural approach, developed by Ferdinand
de Saussure, is an approach to linguistics which
stresses (he importance of language as a system
and which investigates the place that linguistic
units such as sounds (hence phonology), words
(hence morphology), and sentences (hence syntax)
have within this system. In addition, the approach
also recognizes the existence of two types of re'a-
tionship in language, that is syntagmatic and para-
digmatic. Syntagmatic relationship is the ‘horizon-
tal’ relationship that linguistic units (e.g. words,
clauses) have with other units bccause they may
occur together in a linear sequence. Paradigmatic
relationship, on the other hand, is the ‘vertical’
relationship between forms which might occupy
the same particular place in a structure.

Ketut Reoni

Balai Penelitian Bahasa, Denpasar
Jin Gatot Kaca

Gang 11/18 Singaraja

Indonesia

1 Made Denes, | Nengah Budiasa
Balai Penelitian Bahasa, Denpasar

1 Ketut Seken

Lecturer

FKIP, Udayana University

Jin A Yani, 67 FKIP Singaraja
Indonesia




RELC JOURNAL VOL. 19 NO. 2 DECEMBER 1988

Sponsoring or
Sinancing body:

MALAYSIA
Title:

Description:

Principal researcher:

Sponsoring or
financing body:

Title:

Description:

Department of Education and Culture
Bali Province
Indonesia

An Analysis of Language Needs of Teacher
Trainees at Institut Bahasa

The objectives of this study are (1) to identify the
language functions used by teachers of English in
the classroom (2) to ascertain the frequency of lan-
guage functions used by these teachers in the class-
room (3) to ascertain the needs of teacher trainees
for language for classroom management and (4) to
make recommendations for the inclusion of cer-
tain language skills for classroom management in
the syllabus. The techniques used to obtain data
are the questionnaire technique and video-obser-
vation technique. The questionnaire mainly elicits
from the trainees the degree of their preparedness
in using language in handling pupils’ behaviour.
The video-observation technique involves video-
taping of 36 lessons taught by a total of 12
teachers. The lessons are transcribed and acts of
teacher bchaviour and pupil behaviour are cate-
gorised according to a system similar to that of
Sinclair and Coulthard’s (1975).

Tunku Mohani binti Tunku Mohtar
Lecturer, Faculty of Education
University of Malaya

Pantai Valley

59100 Kuala Lumpur

Malaysia

SEAMEO RELC

An Evaluation of the VE 1043 Course (Reading
Skills) at Pusat Bahasa, Universiti Kebangsaan
Malaysia (UKM)

This study aims to evaluate the suitability and ef-
fectiveness of the VE 1043 materials, particularly
the reading exercises, as well as the performance
and the achievement of the students undertaking
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the course. The subjects comprise students from
all faculties in UKM as well as lecturers and lan-
guage teachers who teach the course. Two sets of
questionnaires will be distributed, one set to the
lecturers and teachers (Questionnaire A) and the
other to the students (Questionnaire B). Informa-
tion obtained from Questionnaire A will pertain to
teaching methodology and the use of the reading
materials. Questionnaire B will obtain informa-
tion on students’ exposure to the English language
as well as their attitudes toward the language. The
use and effectiveness of the reading materials will
also be revealed. At the end of the course the
students will sit for a comprehension test consisting
of reading materials of three levels of difficulty
(easy, intermediate and difficult). The students’
mid semester and final examination grades and
grades from this comprehension test will be taken
into account to evaluate the students’ overall per-
formance in this course. Suggestions for the im-
provement of the course will be made.

Mohd Sallehhuddin Abdul Aziz
Bahiyah bt Abdul Hamid
Lecturers

Pusat Bahasa

Universiti Kebangsaan Malaysia
43600 Bangi, Selangor
Malaysia

Yuen Chee Keong, Lin Luck Kee, Chin Swee Pin,
Tang Siew Ming, Jamilah Hj Mustapha

Pusat Bahasa

Universiti Kebangsaan Malaysia

A Comparative Study Using Videotape to Test the
Listening Comprehension of Pre-university ESL
Students

This is a comparative study using video to test the
listening comprehension of two groups of students
{the experimental and the control groups) learning
English as a second language in pre-university classes
in five selected schools in and around Kuala Lum-
pur. The purpose is to find out whether there is
any difference in their test scores between those
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who watched and listened to the videotape and
those who only listened to the audiotape. It is hoped
that the results of this study will enable the resear-
cher to determine which medium to use to compare
two groups of students, one from the East Coast
schools and the other from the West Coast schools
of West Malaysia.

Wan Chik Ibrahim

Lecturer and Dean

Language Centre

Universiti Kebangsaan Malaysia
43600 Bangi, Selangor
Malaysia

Universiti Kebangsaan Malaysia

Revision of Foreign Language Courses Offered at
Universiti Kebangsaan Malaysia

There was a decrease in the number of students
taking foreign language courscs in the 1986/87
session, hence a questionnaire survey was con-
ducted to find out why students selected a particu-
lar foreign language and their attitudes and moti-
vation in studying it. The questionnaire also at-
tempted to obtain feedback on course content and
suggestions on how to pursue the course success-
fully. Based on the results of the survey, the foreign
language courses currently being conducted will be
revised.

Hashim Hanapiah

Lecturer (Pensyarah Bahasa Arab)
Pusat Bahasa

Universiti Kebangsaan Malaysia
43600 Bangi, Selangor

Malaysia

Thaiyibah Sulaiman, Tan Poh Choon, Muhammad
Kurdi, Cheah Kiu Choon, Vanjuree, Lecturers,
Universiti Kebangsaan Malaysia.

I.evels of Reading Proficiency in English Amongst
Pre-University Swudents (Form 6)

The purpose of this project is to evaluate the
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reading proficiency of pre-university ESL students
so that relevant reading materials can be prepared
to meet the needs of these students at the university
level in Universiti Kebangsaan Malaysia.

A total of 12 schools was selected for the research.
Three each of these schools were classified as ur-
ban, semi-urban, rural and residential.

A reading comprehension test was administered to
more than 1000 students in these 12 schools. A ques-
tionnaire was also used to determine students’ at-
titudes towards reading in the English language.
Another questionnaire was designed for all English
language teachers to receive feed-back on materials

and methodologies used in ESL teaching at the
school level.

Lim Ho Peng

Associate Professor

English Department, Language Centre
Universiti Kebangsaan Malaysia
43600 Bangi, Selangor

Malaysia

Dahnil Adnani, Abdul Aziz ldris, Yohani Hj
Mohd Yusof, Zawiah Yahya, Koo Yew Lie, Shanta
Venugopal, L.ee Su Kim, Maznah Mohd Nordin,
Wan Chik Ibrahim,

English Department, Language Centre

Universiti Kabangsaan Malaysia

Realisations and Comprehension of Directives: A
Test on the Communicative Competence of Fresh-
man Engineering Students

This study is being conducted primarily to evaluate
the communicative competence of freshman engi-
neering students by eliciting realisations of direc-
tives based on the transactional activities on cam-
pus and in comprehending directives based on
specific context.

Sources of data are language samples from an eli-
citation technique developed for the purpose and
drawn from the respondents’ written realisations
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on forms of directives used. Another source of
data is the comprehension of directives based on
situational paragraphs.

The study aims to show that there is a significant
difference between male and female respondents
in their realisations of directives. However, the
male and female respondents will not differ signi-
ficantly in their comprehension of directives.

Principal researcher: Lilia Rosa Hernal-Bailon
S College Instructor
‘Department of Languages
College of Engineering and Architecture
Saint Louis University
Baguio City
Philippines

SINGAPORE

Title: The Manufacturing Design Project Presentation:
A Discourse Analysis with Pedagogical Objectives

Description: This study analyses the Manufacturing Design

Project oral presentations using Hasan's generic
structure framework. Hasan’s framework is used
because its focus on the staging of semantic con-
tent in text will provide much needed information
about the Body of the oral presentation for lan-
guage teachers who should be familiar with the
semantic content of the text in order to help
students make better presentations. Language
teachers have tended to skirt around the Body of
the oral presentation because firstly, most books
teaching oral presentation focus on the Introduc-
tion and Conclusion which are usually more for-
mulaic in terms of language use, and gloss over the
Body. Secondly, the content area had been con-
sidered to be within the purview of the technical
teacher, not the language teacher.

The text analysis and consultation with two lec-
turers who teach the course have yielded the generic
structure potential (GSP) of the text type, which
offers all the choices for its organisational struc-
ture. The seven obligatory elements in the GSP
have further been analysed for semantic attributes
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and lexico-grimmatical realisations. These should
provide the teacher with guidelines on the kinds of
meaniny if1at need to be conveyed in the presenta-
tions as well as some choices of possible language
forms that can be used.

Thesis (M.A.) — National University of Singapore

Nelly Kwa

Lecturer, English Language Department
Singapore Polytechnic

Dover Road

Singapore 0513

Singapore Polytechnic
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Crosscultural Undersianding: Process and Approaches for
Foreign Language, English as a Second Language and Bilingual
Educators

Gail L. Nemeiz Robinson
Pergamon Press, 1985

Reviewd by
Gail Schaefer Fu,
The Chinese University of Hong Kong

This book’s dedication says more perhaps about the book itself
than the author at first intended. It reads:

To Robert Politzer, Wilga Rivers, George Spindler and Freda Evans,
who influenced the development of these theories....

To Naoko, Miki N., Kotomi, Miki T., Minae, Toshiko, Sachiko and
Chisato, my first Japanese daughters who brought these theories to
life.

The book does discuss theories and it does draw on the author’s own
personal experiences, but whether this particular blend of professional
review and private experience is completely successful here is question-
able. The book suffers slightly, as a result of this blend, from what might
be called an identity crisis. Is it a review of current research and thinking
in the field or is it a personal exploration of the author’s own ad-
justments and readjustments to her own situation? Not that these two
things are necessarily mutually exclusive but stylistically they might have
been woven together more artfully in this volume.

The author says in her first chapter entitled ‘““How can a person from
one culture understand someone from another?’’ that since “‘the discus-
sions are drawn from a variety of disciplines, the book may be viewed as
a collection of theoretical essays on the topic of developing crosscultural
understanding.”” This tends to make the book sound more ambitious
than it actually is: what it really does is to present a fairly introductory
overview of issues in the field of crosscultural understanding. And if only
on that ground alone, it would seem to be a fairly useful volume for some-
one not already working specifically in that field.

The book is clearly written and is presented in an organized, read-
able format with a detailed table of contents which includes all chapter
headings and subheadings in the book. These headings and subheadings
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CROSSCULTURAL UNDERSTANDING: PROCESS AND APPROACHES
FOR FOREIGN LANGUAGE, ENGLISH AS A SECOND LANGUAGE
AND BILINGUAL EDUCATORS

help to organize the chapters themselves, each of which ends with a useful
summary paragraph. The list of references seems fairly extensive for a
book of this length (124 pages of text) and the index is brief but adequate
though it is difficult to imagine just how one might actually put it to use.

In the first chapter just mentioned the author outlines her personal,
philosophical and educational concerns and the interdisciplinary approach
she takes in the book. The following chapters are generally titled with a
question: e.g. “‘What is culture?”’ or ‘““What are the effects of cultural
experience on perception in general?’’ or ‘“‘How are culture and cultural
roles acquired?”’. In these chapters the author explores briefly the defini-
tions of culture and the need to combine concepts of culture and learn-
ing; the relationship between culture, language and perception and how
cultural experience affects perception. Following the model by which L2
acquisition has benefited from studies of L1 acquisiton, she looks at how
second culture acquisition can learn from our knowledge about first
culture acquistion. In Chapter 5 Robinson goes on to discuss how these
cultural learnings influence the perception of other people and then, in
Chapter 6, how the anthropological method of ethnography may be
helpful in developing desirable positive impressions of people from other
cultures. While the ideal may be developing positive impressions of other
cultures from the beginning, she also discusses how we can modify
negative perceptions once they have formed. In her final chapter she
questions whether the multicultural person is a reality or a myth in the
20th century and decides for the latter. She concludes:

To the extent that we perceive other people as similar to ourselves, to the
extent that we feel comfortable with their behaviours, and they with ours,
mutually positive interactions may take place. It is in the process of deve-
loping cultural versatility, i.e., becoming a little multicultural — that dif-
ferences between people will be decreased.

Insofar as Robinson takes a realistic view of what is practically possible
in the cultural pluralism of today’s world, the reader can only agree with
her.

However realistic the author’s approach, I would maintain that the
book does not live up to the promise on its cover to present a comprehen-
sive study of culture learning and its applications to ESL, FL and Bilin-
gual Education Programs. It may give a good introductory overview of
relevant issues in the field and is certainly easily comprehended by a
reader not specializing in anthropology, psychology or sociology but in
my view it falls short of being comprehensive or providing in-depth
analysis. It may point in the direction of but does not *‘pave the way’’ to
new theory and practices in these areas. Furthermore it does not, in any
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detailed or relevant way, go into how these ideas should be applied to the
programmes just mentioned.

In asense I found the Appendix the most engaging part of the book
as well as the most enlightening. In it Robinson describes and presents an
ethnographic interview in which she asks the ‘‘grand tour’’ question of
one key informant: ‘‘How does it feel to be a student from India at Stan-
ford?’’ She explains somewhat insistently the difference between the
question ‘*how does it feel’” and ““‘what do you think’’ and describes how
an ethnographic interviewer must listen intensively and allow the infor-
mant to impose his or her own categories on reality rather than having
these imposed by the nature of the questions themselves. The author in-
cludes her ‘‘ethnographic encounters’’ with her informant Mira in the
hopes that ‘‘others may learn a little more about their own culture and
Jeel a little more about people from other cultures.”” What I personally
learned from the Appendix was what an ethnographic interview actually
is: it clarified points which had been raised briefly but seemed inadequately
explained in Chapter 6.

The book is part of the Language Teaching Methodology Series
produced by the Pergamon Institute of English in New York and I admit
that the book did not meet my initial expectations. As a teacher of
English to Chinese students and as a westerner who has lived in Asia and
outside her own country for many years, I originally hoped that the book
would help me do even better what I am already doing. However this
turned out not to be the case as I found little in it which I felt I could bring
to bear on my own classroom. Was it perhaps that my expectations were
misled by the subtitle of the book — *‘Processes and Approaches for
Foreign Language, English as a Second Language and Bilingual Educa-
tors’’ as well as by the fact that it is part of a methodology series? A
reader may glean a few suggestions about how one could apply these
theories to classroom practice but since the book is not intended as a
practical handbook of teaching strategies it should not be taken up with
this hope in mind. Furthermore, it is not clear to me (despite the explana-
tion and the appendix about ethnographic interview) just how a practis-
ing language or bilingual educator could benefit from or use this inter-
view approach in any practical way.

Throughout the book there are references to research reports and
studies done in various cultures — the Dinka of the Sudan, the Hutterites
of North America, the Temne of Sierra Leone. The author refers to time
that she herself spent in Papua New Guinea and illustrations are given
from Mexico, Japan, Australian Aborigines and Eskimoes. Somehow
these fairly sketchy illustrations from this broad variety of cultures led
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me to wonder if the book can speak at depth to someone already immersed
in another cultural situation. I found myself trying to extrupolate from
illustrations given and discovered this to be a rather difficult task to
accomplish. Is it that I myself am too aware of the baffling subtleties of
the cultural contrasts which make up my own daily life to be able to
relate effectively to an example which contrasts a business dinner in an
upper middle class American home, Japanese home, and Mexican home?
This is not to imply that I understand fully the crosscultural situation in
which I find myself but rather to question whether the level of analysis in
the book is sufficiently deep to engage fully someone who has already
done serious thinking about a particular crosscultural situation.

The publishers describe the book as particularly useful as a text in
crosscultural teaching strategies and culture teaching for ESL, bilingual
and foreign language teacher training programs as well as useful in all
language teaching methods courses. I would agree with the first — that
the book could serve a useful function in teacher training with fairly
unintiated groups and would provide an overview of the issues if not a
particularly deep analysis of them. However, I am not so sure that it
would be useful in methods courses except as a side reference or
resource. It does not provide in my view sufficient concrete examples of
precisely how these theories could be translated into effective language
classroom practice.

What does the book do then? The siznificant point woven through-
out the book is, as Robinson puts it, thu¢ ‘‘changing expectations to pro-
mote positive interaction among members of different cultures is a two-
way process, requiring treatment for all parties involved.’”” She refers
critically to the many FL textbooks which introduce the target culture
generally through differcnces rather than similarities and through short
cultural notes which are rarely integrated into the instructional units. In
her view descriptions of cultural events or culturally appropriate
behaviours in particular situations are not sufficient to change an indivi-
dual’s attitudes and behaviour in regards to the target culture: ‘‘a collec-
tion of discrete, unrelated topics about the target culture as in a pot-
pourri cr smattering of experiences, without any intentional interrelation-
ship among them’’ does not constitute effective crosscultural education.
The book is worth reading for a new or renewed awareness of this fact
alone.
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Interactive Writing: An advanced Course in Writing Skills,

Edited by Anna Kwan-Terry with Catherine Cook and Peter H.
Ragan, Prentice Hall, 1988 (Student’s Book and Teacher’s Book).

Reviewed by

N S Prabhu

National University of Singapore
Singapore

As indicated by its title, this set
of materials for the teaching of
writing in English concentrates
on developing in students the
higher-order skills of text con-
struction: organisation of infor-
mation content, awareness and
achievement of coherence, self-
criticism and revision, goal-
orientation, and reader-friend-
liness. It is ‘interactive’ in that it
perceives (and encourages students
to perceive) writing as a process
of interaction between the writer
and the intended reader, on the
one hand, and between the writer’s
intentions and the emerging text,
on the other. It is also interactive
in a more pedagogic sense, envi-
saging a classroom procedure in
which the learner interacts con-
tinually with texts, with the
teacher and, most importantly,
with fellow-learners,

The materials are organised into
five units, each unit consisting of
6 or 7 tasks of guided analysis or
production of texts. The first two
units are concerned with content-
organisation and coherence, within

a paragraph as well as in larger
texts. The third unit focuses on
reader-friendliness, in terms of
adequacy of information, explicit-
ness and distinctions between fact
and opinion, assumption and
assertion. The fourth unit con-
centrates on the writer’s rhetorical
purpose and the projection of a
point of view, getting the learner
to identify and attempt subjective
and objective accounts as well as
specific attitudes to the topic and
the reader. The last unit deals
with the text as a form of covert
debate, in which the writer antici-
pates particular responses, objec-
tions or counter-arguments from
the reader and develops the text
accordingly. It will be clear from
this that the book’s main aim is
to promote competence in acade-
mic writing (of an expository or
argumentative nature, involving
disciplined thinking and presen-
tation), rather than expressive or
entertaining writing, or the tran-
sactional writing of particular
vocations.

The strength of the book lies in
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its methodology, as reflected in
the desigp of each unit as a se-
quence of tasks. The initial tasks
in a sequence call for analytic
reading of given texts, with atten-
tion focused on relevant text fea-
tures. The texts provided for such
examination include both compe-
tent writing, to act as a model,
and deficient writing, to be criti-
qued, completed or repaired.
Further tasks in the sequence in-
volve the planning, drafting and
revising of particular pieces of
writing, using new information
content (which is provided or
suggested, often in a non-verbal
form) but drawing on the aware-
ness of text-features created by
earlier tasks. The final tasks in
the sequence call for relatively in-
dependent writing, with only a
general topic or stimulus provided.
While such grading of tasks, to-
gether with a firm linking of
writing with reading, constitutes
one pedagogic dimension, a more
significant dimension is the pro-
cedure to be followed on each
task, which shows a moving away
from the concept of a classroom
task as a performance by the
learner for the teacher. The new
procedure involves not only
learners working on tasks cooper-
atively in small groups but, more
radically, submitting the outcome
of their effort to fellow-learners’
comment, criticism and evalua-
tion, rather than to the teacher’s.
The bencfit cxpected from this is
partly that learners will get feed-
back on their writing from more
‘real’ readers than the omniscient
teacher, and partly also that, by

BOOK REVIEW

critiquing fellow-learners’ writing
repeatedly, learners will develop
a higher-level of awareness about
writing as writer-reader interac-
tion, together with a greater ability
to review and revise their own
writing. In the process, the teacher
too is relieved of his burden as
evaluator and left free ““to assume
a responsive, resource-oriented
role in support of the students’
growing independence’” (p xiv).
It is not difficult to see in this the
influence of recent, ‘process’ ap-
proaches to the teaching of writing
though, equally, one can see a
concern for classroom feasibility
and a consequent caution against
discarding ‘product’ approaches.

A further feature of these mate-
rials is variety of different kinds
— in the forms of writing prac-
tised (article, academic essay,
report, review, letter), in the
demands of different tasks (com-
parison, completion, schematic
summarisation and improvement,
in addition to the construction
and revision of texts), and in the
forms of stimuli provided fZ.
writing (verbal, graphic and sta-
tistical). One is also struck by the
minimal use made of technical
terms in talking about different
features of texts. This last
feature, however, seems 10 have
been worked to a fault in the first
two units, where paragraph struc-
ture and textual coherence are
dealt with in relatively simplistic
terms such as main and supporting
points, central theme, the related-
ness of paragraphs, effective in-
troduction, and intermediate and
final conclusions. Tertiary-level
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students might well be able to
handle and benefit from a more
sophisticated analysis of text-
structure. One also notices that
an occasional text or task is at a
distinctly lower level of sophisti-
cation than the other (e.g. task 2
in unit 3).

Useful guidance for teachers
both in understanding the ration-
ale of the materials and in the
classroom management of each
task is provided in a Teacher’s
Book which accompanies the Stu-
dent’s Book. Neither the Teacher’s
Book nor the Student’s Book is
large, but they provide substance
for a considerable volume of
work by students — probably a
hundred hours’ writing effort. It
might, however, have been useful
to include, at the end of each

unit, some additional, optional
writing tasks, for the benefit of
those who can use them.

These materials had their origin
in a project of materials develop-
ment undertaken by a team of
staff at the English Language
Proficiency Unit of the National
University of Singapore. That ac-
counts both for their focus on
tertiary-level academic writing
and for their pedagogic pragma-
tism in blending relatively recent
and traditional ideas in the teach-
ing of writing. Both characteris-
tics make it likely that the book
will prove io be useful wherever
there is a need to help tertiary
students to write more compe-
tently in English,
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Principles of Course Design for Second Language Teaching

Janice Yalden

Melbourne: Cambridge University Press, 1987

Reviewed by

Michael J. Harrick
Saint Mary’s University
Halifax

Canada

If one is to approach this small
text from the point of view of an
inexperienced or beginning teacher
as the preface would allow, one
would be in trouble without a
good guide like a professor of
language instruction to explain in
depth the wealth of references that
the text includes. Because a course
design needs theory for direction,
the author takes the reader through
many past and current theories
and issues to arrive at a commun-
icative competency approach to
course design.

Thus the beginnzr is first im-
pressed by the listing of references
for various language teaching ap-
proaches and the brief synopses
of each. The beginner would be
able to use the text as a biblio-
graphy to search out origins of
various theories that seem per-
sonally suitable to his or her own
approach.

However, a beginner would
not be capable of designing a se-
cond language course or modify-
ing an existing one without some
prior experience. Thus, the reader

2'@

of this book must bring something
to it in the same sense of the
‘‘negotiation of meaning’’ found
in Yalden’s preferred definition
of communicative competence as
given by Savignon (p. 26).

“Negotiation of meaning’’ for
this test requires prior experience
with the concepts of generalized
or variable second language pro-
ficiency, for instance. To negotiate
is to bring to the bargaining table
some matters for discussion which
will be successful if the parties
know each other’s issues and lan-
guage; otherwise, talks break
down because one does not under-
stand the other or does not want
to. For the beginner, who may
not know enough to understand,
the survey of ideas for approach-
ing second language teaching
may prove incomprehensible
without a helpful guide like a
course or professor to help
negotiate this text.

For the university professor
who is teaching an introductory
course in second language curri-
culum and syllabus design, the

[
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text presents a worthy model for
analysis and application. The text
leads from some theoretical ques-
tions about communicative com-
petence to some problems of ap-
plication. Then it presents frame-
works for course design along with
specific case studies to observe

the framework heuristically ap-
plied to various objectives. Since
effective teaching has to be plan-
ned, the end result is a useful
lesson planning model for ap-
proaching communicative compe-
tence at different educational
contexts and levels.




10.

11.

12.
13.

14,

15.

16.
17.
18.
19.

PUBLICATIONS RECEIVED

. ALEXANDER, L.G. 1988. Longman English grammar. London:

Longman.

. BONNER, Margaret. 1987. On your way: building basic skills in

English. Teacher’s manual 1. White Plains, N.Y.: Longman.

. CLARK, John L. 1987. Curriculum renewal in school foreign

language learning. Oxford: Oxford University Press.

. DICKINSON, Leslie. 1987. Self-instruction in language learning.

(New directions in language teaching) Cambridge: Cambridge Uni-
versity Press.

. DOUGILL, John. 1987. Drama activities for languacc learning.

London: Macmillan.

. DUBIN, Fraida and Olshtain, Elite. 1987. Reading on purposs:

building cognitive skills for intermediate learners. Reading, Mass.:
Addison-Welsey.

. ELSWORTH, Steve. 1988. Supplementary grammar exercises 1.

(Opening strategies) Harlow, Essex: Longman,

. GEDDES, Marion. 1988. About Britain. London: Macmillan.
. GOWER, Roger. 1987. Speaking. Upper-intermediate. Oxford: Ox-

ford University Press.

GRANT, Neville. 1987. Making the most of your textbook.
(Longman keys to language teaching) London: Longman.
GREENHALGH, Kay, Pennington, Mark and Richardson, Vic.
1988. The Oxford/Arels preliminary handbook. Cassette tape. Lon-
don: Edward Arnold.

HAINES, Simon F.E. 1984. Contemporary themes: for reading and
discussion. Oxford: Pergamon.

HALL, Diane and Foley, Mark. 1988. Now you’re talking. Walton-
on-Thames, Surrey: Nelson.

HAMP-LYONS, Liz and Heasley, Ben. 1987. Study writing: a
course in written English for academic and professional purposes.
Cambridge: Cambridge University Press.

HARMER, Jeremy and Surguine, Harold. 1987. Coast to coast. Stu-
dent’s book 1. — Student’s book 2. — Workbook 1. — Harlow,
Essex: Longman.

HEYER, Sandra. 1987. True stories in the news: a beginning reader.
London: Longman.

HILL, Jennifer. 1986. Using literature in language teaching. Lon-
don: Macmillan.

HOWE, Brian. 1987. Portfolio; case studies for business English.
Harlow, Essex: Longman.

JANICKI, Karol. 1985. The foreigner’s language: a sociolinguistic
perspective. (Language teaching methodology series) Oxford:
Pergamon.

115

264




21.
22,

23.
. LINDOP, Christine and Fisher, Dominic. 1988. Discover Britain.

25.
26.

RELC JOURNAL VOL. 19 NO. 2 DECEMBER 1938

- JONES, Leo and Kimbrough, Victoria. 1987. Great ideas: listening

and speaking activities for students of American English. Student’s
book. Cambridge: Cambridge University Press.

KENWORTHY, Joanne. 1987, Teaching English pronunciation.
(Longman handbooks for language teachers) London: Longman,
KINGSBURY, Roy and Scott, Roger. 1987. Listen and speak.
Harlow, Essex: Longman.

LAIRD, Elizabeth. 1987. Faces of the USA. London: Longman.

1988-89 edition. Cambridge: Cambridge University Press.

MOOR, Rosemary. 1987. Network English: skills for understan-
ding. Oxford: Oxford University Press.

NUMRICH, Carol. 1987. Consider the issues: developing listening

. and critical thinking skills. New York: Longman,

217.
- REVELL, Jane. 1987. Impact. London: Macmillan.
29.

30.

3L
32,

33.

34,

RAMSEY, Gaynor. 1987. Images. Harlow, Essex: Longman.

SAVAGE K. Lynn. 1987. Building life skills: a communication
workbook. Book 1. — Book 2. New York: Longman.

SWAN, Michael and Walter, Catherine. 1987-88. The Cambridge
English Course. Student’s book 3. — Practice book 3. — Test book
3. Cambridge: Cambridge University Press.

TAFNER, Meg and Williams, Tony. 1988. Intensive English: higher
intermediate level. Teacher’s book. London: Macmillan.
UNDERHILL, Nic. 1987. Testing spoken language: a handbook of
oral testing techniques. (Cambridge handbooks for language
teachers) Cambridge: Cambridge University Press.
UNDERWOOD, Mary. 1987. Effective class management. (Long-
man keys to language teaching) London: Longman.

WENDEN, Anita and ‘Rubin, Joan. 1987. Learner strategies in
language learning. Englewood Cliffs, N.J.: Prentice-Hall.




New titles in the Longman
Applied Linguistics and Language
Study series

Sl The Classroom and'the Language Learner
— Leo van Lier

In this book Leo van Lier looks at classroom
research in the second or foreign language
classroom. He examines the different settings
within which EFL/ESL teaching and learning
take place and then scrutinizes the aims,
objectives and methods of classroom research.
Also included is material which will help readers
to embark on some direct research themselves.

Observation in the Language Classroom
] Dick Allwright

Observation in the Language Classroom
provides an account of classroom observation in
a historical and educational perspective. Dick
Allwright draws on extracts from classic studies
in this field, provides a background to current
research and identifies areas for future
development.

Vocabulary and Language Teaching ~~ "
Ronald Carter and Michael McCarthy

A book devoted to a much-neglected area of
language study and teaching which is currently
enjoying a revival of interest. All the material is
put into perspective by carefully interlinked
commentary and analysis.

For further details contact:
Longman ELT Sales Department,
Longman Group UK Litd,

Bumt Mill, Harlow, Essex CM20 2JE.
‘ , ] Telephone: (0279) 26721
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THE JOURNAL OF THE ADULT MIGRANT EDUCATION PROGRAM

Prospect is the national professional teaching journal of the Australian

Adult Migrant Education Program (AMEP), which offers ESL and orientation
tuition each year to over 100 000 adult immigrants to Australia from all over
the world.

Prospect publishes articles, notes, reports and reviews on applicd linguistics
and teaching related to adult TESOL. Itis published three times per year.

Prospect subscription rates can be obtained from Gerd Stabler,
National Curriculum Resource Centre, Sth floor, Renaissance Centre,
127 Rundle Mall, Adclaide, South Australia 5000,

Jill Burton, Editor
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Publications of ...

THE JAPAN ASSOCIATION OF LANGUAGE TEACHERS

The Language Teacher — A monthly magazine with features, reviews, meeting announce-
ments, employment opportunities, ¢tc.

JALT Journal — A semi-annual journal featuring artic.c. relevant to language teaching/
learning in Japan and Asia

Overseas Membership (including subscriptions to both publications):
SeaMail $30U.S. Air Mail 340U S.

Send all remittances by bankers draft in yen, drawn on a Japancsc bank, or dollars drawn on an Amencan
bank. The postal giro account may also be uscd by international subscribers.

JALT International Conference on Language Teaching/Learning — An annual cvent
featuring over 250 lectures/workshops/demonstrations. Over 1000 participants
yearly.

November 21-23, 1987 - Tokyo
October 8-10, 1988 — Kobe
November 3-5, 1989 — To be announced

Send requests for further information and remittances to:

JALT, c/o Kyoto English Center, Sumitomo Seimei Bldg., Shijo-Karasuma Nishi-iru, Shimogyo-ku,
Kyoto 609, Japan. Tel.: (075) 221-2376

Domestic Membership Fees:

Regular Membership, ¥6,000; Joint, ¥10,000; Student, ¥4,000; Associate, ¥30,000
Postal Furikae (Giro) Account: Kyoto 15892, "JALT"
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ANNOUNCEMENT
RELC REGIONAL SEMINAR

Language Teaching Methodology
for the Nineties
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Obituary

Dr Richard B Noss (1923-1989) began his career as an Instruc-
tor and later as a Linguist at Yale University, where he obtained his
Ph.D in Linguistics in 1954. In 1966-67 he was Department Head
of the Foreign Service Institute in Washington, D.C. From 1967
onwards he was a Ford Foundation Project Specialist in Southeast
Asia and continued to be consulted by the Foundation even after he
joined the SEAMEO Regional Language Centre (RELC) in 1978 as
Specialist in Linguistics. Dick left RELC in 1984, after spending
nearly 20 years in Southeast Asia.

Dick’s years in this region were highly productive ones. He
learned to speak and write Thai and Malay and could speak Khmer
and Japanese. Among his published works are Thai Reference
Grammar, Cambodian Basic Course (with Im Proum), Higher
Education and Development in Southeast Asia, English Nominali-
sation (with David Eskey), Papers on Variation in English, Socio-
linguistic Aspects of Language Learning and Teaching (ed. with T
Liamzon) and Studies on Sociocultural Factors Affecting Language
Education (ed.)

Dick is remembered witl: respect and affection in the countries
where he worked including Indonesia, Malaysia, Thailand and
Singapore in this region. This was evident when visitors from any
of these countries came to RELC during the annual Regional
Seminars and at other times. They would call on him and bring
tokens of remembrance. His colleagues at RELC are saddened by
his demise. They looked up to him as a person who was willing to
share his knowledge and wide experience and who inspired them
with his pursuit of scholarship. His influence will continue to be
felt in Southeast Asia through the many students he taught at
RELC.

Dick is survived by his wife Elaine who many of us at RELC
also knew as colleague and friend. Our sincerest sympathies go to
her and to Dick’s children.




Analytic and Experiental Aspects of Second Language Teaching

Patrick Allen

Birgit Harley

Merrill Swain

Modern Language Centre

The Ontario Institute for Studies in Education

Introduction

The distinction between analytic and experiential approaches in the
L2 classroom serves as a common theme drawing together a group of
studies which formed part of the five-year Development of Bilingual Pro-
ficiency (DBP) project in the Modern Language Centre at the Ontario In-
stitute for Studies in Education in Toronto.! In this paper we will discuss,
first, a group of core French studies, i.e., the development and validation
of the COLT observation scheme, and the employment of this instrument
in a core French process-product study at the grade II level (Allen et al.
1987). Secondly, we will describe a French immersion observation study,
which examined vocabulary instruction, fu/vous input, opportunities for
student talk, and error treatment at the grade 3 and grade 6 levels (Swain
and Carroll 1987), and a French immersion experimental study, which
was designed to investigate the effect on proficiency of functionally
focu.sed materials at the grade 6 level (Harley 1987). Finally, we will con-
sider the pedagogic implications for core French and immersion, and
draw a number of conclusions for second language teaching.2

In an influential paper published in the late seventies. H.H. Stern
distinguished between learning a language through use in the environ-
ment (i.e., functionally), or through processes of language study and
practice (i.c., formally). As Stern (1978) pointed out, this aspect of lan-
guage behaviour can be characterised as a psycholinguistic/pedagogic
continuum, or ‘P-scale’. There is nothing inherently good or bad about
activities at either end of the scale, and in organised language teaching we
often find an interplay between formal and functional approaches. In
this paper the term ‘experiential’ is used to refer to activities at the func-
tional end of Stern’s P-scale, while ‘analytic’ refers to activities at the
formal end. The experiential-analytic distinction is analogous (although
not identical) to distinctions made by other investigators with regard to
general pedagogic orientation. Barnes (1976), for example, discusses ‘in-
terpretive’ versus ‘transmission’ teaching; Wells (1982) distinguishes be-
tween ‘collaborative’ and ‘transmission’ orientations; while Cummins
(1984) uses the labels ‘reciprocal interaction’ and ‘transmission’ to refer
to these two dimensions.

277




PAFullToxt Provided by ERIC

RELC JOURNAL VOL. 20 NO. 1 JUNE 1989

The relationship between experiential and analytic activities in the
classroom has recently emerged as one of the key issues in second lan-
guage pedagogy. According to some authorities {(e.g., Krashen 1982)
analytic or grammar-based activities are of minimal benefit, since con-
scious ‘learning’ cannot be converted into the central process of uncon-
scious L2 ‘acquisition’. Others (e.g., McLaughlin, Rossman and
McLeod 1983) have argued that guided or ‘controlled’ processes may
precede, or accompany, the development of ‘automatic’ processes. If
this is so, there is no reason to exclude grammar teaching from the L2
ciassroom, so long as it is appropriate to the communicative goals and
the maturity level of the students. Although recent approaches to L2 in-
struction emphasise the need for a more meaningful and natural use of
language, it is still not clear what are the precise differences in methodo-
logy and outcome which distinguish these from more traditional approa-
ches. The first task, then, is to establish a conceptual distinction between
analytic and experiential activities.

In a paper submitted to the DBP symposium, Stern suggested that
the experiential approach is characterised by the following general fea-
tures: activities are based on a substantial or motivated topic or theme;
students engage in purposeful activity; the language used has the charac-
teristics of real talk; meaning transfer and fluency have priority over error
avoidance and accuracy; there is diversity of social interaction in the
classroom. Criterial features of the analytic approach, on the other
hand, include the following: the teacher focuses on specific language
features such as pronunciation, grammar, or vocabulary; cognitive stra-
tegies are brought into play with the result that students acquire a con-
scious understanding of the language system; opportunities are provided
for students to rehearse specific language items or skills; attention is paid
to accuracy and error correction to a degree that is appropriate for a given
group of learners (Stern 1987). As Stern pointed out in his discussion
paper, it is important to be objective about both types of activity, and
not to prejudge the issue by comparing experiential teaching at its best
with analytic teaching at its worst. Although the extremes of Stern’s
P-scale are theoretically distinct, in practice many teachers draw selec-
tively upon the two approaches in order to develop composite or ‘mixed’
methodologies which are tailor-made for particular instructional set-
tings. Consequently, in comparing analytic and experiential teaching, we
are often concerned with relative degrees of emphasis, rather than with
absolute differences between classrooms.

2. The DBP core French studies
2.1 Development and vslidation of the COLT observation scheme

Although a number of observation instruments have been developed
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for the L2 classroom (Moskowitz 1970, Fanselow 1977, Bialystok et al.
1979, Ullmann and Geva 1982), we found that none of the existing
schemes could be adapted in its entirety for the purposes of the DBP pro-
ject. We therefore decided to develop our own scheme - known as COLT
(Communicative Orientatior: of Language Teaching) - which would con-
tain categories to measure features of communication typical of class-
room discourse, as well as categories to measure how closely these inter-
action patterns resemble the way language is used in non-instructional
settings.

The COLT observation scheme was derived from the DBP com-
municative competence framework and from a review of current issues in
communicative language teaching. The scheme is divided into two parts.
Part I, filled out by observers during the class, identifies different tynes
of classroom activity and categorises them in terms of (a) participant
organisation; (b) the content, or subject-matter. of the activity; (c) stu-
dent modality; and (d) materials in use. Part II, which is coded from a
tape-recording of the class on a time-sampling basis, analyses the com-
municative features of teacher-student interaction. Seven main categories
are identified: (a) use of target language - L1 or L2; (b) information gap;
(c) length of utterance; (d) reaction to code or message; (¢) incorporation
of preceding utterances, or how the participants react to one another’s
contributions; (f) discourse initiation by teacher or student; and (g) rela-
tive restriction of linguistic form.

The COLT was piloted in 13 classes, mainly at the grade 7 level. The
sample included four core French classes, two extended French and two
French immersion classes, and five ESL classes. The study was begun
with a number of tentative expectations about the main characteristics of
the four types of classroom. Core French is taught as a subject within a
limited time frame, and these classes were expected to contain a relatively
large proportion of form-focused, teacher-centred activities. Since ex-
tended French involves the presentation and discussion of subject-matter
in addition to core French instruction, the teaching in these classes was
expected to be somewhat less structural and more meaning-oriented. Of
the three types of French classrooms, French immersion was expected to
provide the greatest opportunity for authentic discourse and for the
negotiation of significant meaning. ESL teaching in Toronto differs
from French language instruction, since many more opportunities exist
for acquisition outside the classroom. As a result, it was expected that
ESL teachers would tend to use class time to practise various aspects of
the language code, but that they would also seek to introduce communi-
cative enrichment material from the ‘real world’ outside the classroom.
Expectations about the distinguishing characteristics of each group of
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classes were largely supported by the observation data. The core French
classes turned out to be the least ‘communicative’ in terms of the COLT
categories and immersion the most, while ESL and extended French oc-
cupied a position in between (Frohlich et al. 1985).

The ability of the COLT observation scheme to capture differences
in instructional orientation in a wide range of programs was seen as an
indication of its validity. We were now in a position to state what the dif-
ferences were between programs, but we were not yet able to say which
characteristics might be most beneficial for developing which aspects of
language proficiency. Therefore, we took the third and final step in the
series of COLT studies, which was to use the observation scheme along
with appropriate testing instruments in a study which would compare in-
structional differences within a program, and relate them to learning out-
comes,

2.2 The core French observation study

The core French program was selected for the process-product study
because the students’ L2 proficiency could be assumed to derive largely
from the classroom. Eight grade 11 classes from the metropolitan Toronto
area were preselected with the help of school board personnel to repre-
sent a range of L2 teaching practices. Early in their grade 11 year, the stu-
dents were given a series of pre-tests: (a) a multiple choice grammar test;
(b) two written production tasks (a formal request letter and an informal
note) which were scored for both discourse and sociolinguistic features;
(c) a multiple choice listening comprehension test requiring the global
comprehension of a series of recorded tests; and (d) an individual oral in-
terview administered to a subsample of students from each class and
scored for proficiency in grammar, discourse, and sociolingusitics. During
the school year, each class was visited four times for observation with the
COLT scheme. In May, the classes were post-tested with the same tests,
and those students interviewed at the time of pre-testing were reinter-
viewed.

Based on the Part I and Part I categories of the COLT observation
scheme, it was possible to rank order the eight classes on a bi-polar com-
posite scale from ‘most expericntial’ to ‘most analytic’. We grouped the
COLT features into binary oppositions (experiential vs. analytic, or
‘high’ vs. ‘low’ communicative feature) in order to arrive at a score
which wouwid permit ranking of the classes. We took the total percentage
of time spent on each of the high communicative features in COLT Parts
I'and Il and summed the figures. This gave us 2 classes in the ‘high’ com-
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municative group and 6 classes in the ‘low’ communicative group, the
mean score being used as the dividing line.

Analytic and Experiental Aspects of Second Language Teaching

To give some idea of what the labels ‘experiential’ and ‘analytic’
mean in terms of classroom behaviour, let us consider some examples. In
the two most experiential classes, there was proportionately significantly
more topic control by students, more extended written text produced by
the students, more sustained speech by students, more reaction (by both
teacher and students) to message rather than code, more topic expansion
by students, and more use of student-made materials than in the other
classes. These two classes were labelled ‘Type E’ classes, in contrast to
the remaining ‘Type A’ classes, where significantly more analytic fea-
tures were in evidence, including a higher proportion of topic control by
teachers, minimal written text by students, student utterances of minimal
length, student reaction to code rather than message, and restricted
choice of linguistic items by students. The COLT analysis revealed at the
same time that none of the classes were prototypically experiential or
analytic, but rather a'l were intermediate along the bi-polar scale. The
COLT findings were supported by teacher questionnaires providing in-
formation about classroom activities throughout the year.

Three analyses were carried out on the data. First, it was hypothe-
sised that the Type A classes would score significantly higher on both
written and oral grammatical accuracy measures than the Type E classes,
but that the Type E classes would score higher on all other proficiency
measures, including discourse and sociolinguistic measures, and scores
on global listening comprehension. In fact, when pre-test and post-test
scores were compared, no significant differences were found between the
Type E and Type A classes, although a .ear-significant difference
(p <0.06) emerged in favour of the Type A classes on the grammar multi-
ple choice test. Wnen the two Type E classes were compared to the two
most analytic Type A classes (labelled Type A*), the Type A* classes did
significantly better on the grammar multiple choice test (and specifically
on agreement rules), but few other significant differences were found.3
These results were both surprising and somewhat disapp~inting in that
they suggest cither that the similarities between the two groups of classes
outweighed the differences, or that overall pedagogic orientation has no
real effect on proficiency as measured by our particular tests.

The next step was to find out whether there were some classroom
features which were more important than others for the development of
second language proficiency. To this end, we performed a detailed corre-
iztional analysis relating the use of all the individual observation
variables to learning outcomes. The purpose of this analysis was to ex-
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plore the empirical relationships between COLT categories and profi-
ciency measures, without any a priori assumptions about their relative
pedagogic value. The results of the correlational analysis suggest that
core French students benefited from a generally experiential approach in
which relatively more time was devoted to such features as information
gap, reaction to message, and topic incorporation. At the same time,
there were positive correlations between various form-focused, teacher-
directed activities and adjusted post-test scores. It must be emphasised
that these results are drawn from a small sample and must therefore be
interpreted wtih caution. However, the core French results do suggest the
possibility that the analytic focus and the experiential focus are comple-

mentary, and that they provide essential support for one another in the
classroom .4

.

3. The DBP immersion studies.

3.1 The immersion observation study

Whereas core French is traditionallly oriented tow: rds the analytic
end of the scale, and may benefit from the addition of an experiential
component, the situation in immersion teaching is the reverse. Immer-
sion programs are mainly experiential because of their emphasis on sub-
stantive content. In a recent paper, however, Swain suggests that too
much emphasis has been placed on the concept of ‘comprehensible
input’. If it is the casc that students can understand discourse without
precise syntactic and morphological knowledge, it is possible that at least
part of the content lesson needs to be taken up by activities which en-
courage the production of ‘comprehensible output’, i.c., precisely con-
veyed messages demanding more rigorous syntactic processing than that
involved in comprehension (cf. Swain 1985).

In the immersion chservation study (Swain and Carroll 1987) class-
room observations were carried out in nine grade 3 and ten grade 6 early
total immersion classes, for the purpose of obtaining information about
various aspects of classroom treatment. Among the aspects of the
classroom environment examined were the following: vocabulary instruc-
tion, tu/vous input, error correction, and restricted/sustained talk by
students.

{a) Vocabulary instruction

The analysis of L2 vocabulary instruction in the grade 6 classes was
based on a classification scheme which focused on various pedagogic
distinctions (e.g., planned/unplanned instruction, written/oral activ.ties,
control of vocabulary selection) and also on the linguistic aspects of
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vocabulary knowledge (e.g., phonology, morphology, syntax). Analysis
of the classes in the light of these descriptors indicated that most planned
vocabulary teaching occurred during reading activities organised around
particular themes, during which students learned to pronounce words
that they read aloud and to interpret passages, and in which the meanings
of unfamiliar words were explained. The focus of both planned and un-

planned vocabulary teaching was mainly on the interpretation of meaning

- in a specific context. There was little attempt to provide instruction

about the use of words in otiier contexts and, with few exceptions, the
presentation of structural information about vocabulary was limited to a
separate grammar lesson. Because of its association with reading activi-
ties, the teaching of new words emphasised written varieties of French,
and few attempts to teach words unique to the spoken mode were observ-
ed. Furthermore, there'was no evidence that teachers were focusing on
sociolinguistic or discourse-related aspects of vocabulary. We concluded
that vocabulary teaching in the immersion classes occupied a rather narrow
place in the overall teaching plan, and that it mainly involved meaning
interpretation based on specific texts, with little planned attention to
other, more general, aspects of vocabulary knowledge.

(b) Tu/vous input

In the tu/vous input analysis, all uses of these pronouns by ten grade
6 teachers were counted, as were the uses of the same pronouns in the
public talk of the students.5 The pronouns were classified according to
the functions they served: singular, plural or generic; and formal or in-
formal. Teachers were found to use i and vous about equally often,
with ru generally being used to address individual students and vous to
address the class as a whole. Occasionally, however, fu was used to the
class and vous to individual students, leaving room for potential confu-
sion. There was scarcely any use of vous by the teachers as a politeness
marker, and its infrequency in this function in the classroom context was
seen as a reason for its underuse as a politeness marker by early immersion
students. Although vous plural was used relatively frequently by teachers,
it was noted that very few opportunities appeared to arise for student
production of vous plural in the classrooin context. It appears, then, that
the classroom environment was functionally restricted in two ways. First,
opportunities for students to observe the sociolinguistically motivated
use of 1 and vous were limited. Secondly, opportunities for students to
produce the grammatically motivated use of vous also appeared to be in-
frecuent in regular classroom discourse. In view of the above we hypo-
thesised that:

at this age and with the knowledge that students already possess, the
provirion of relevant grammatical and sociolinguistic rules in con-
text, together with adequate opportunities for appropriate use,
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would benefit learning (Swain and Carroll 1987:226).
(¢) Restricted/sustained talk

Swain’s ‘comprehensible output’ hypothesis has two parts: (a) stu-
dents need to produce language as well as listen to it if they are to move
towards native-speaker proficiency; (b) feedback needs to be provided so
that learners can develop their knowledge of linguistic systems (Swain
1985). In order to determine the opportunities that the immersion
students had to talk in class, transcripts based on 90 minutes of French
class time in each of the nine grade 3 and ten grade 6 classes were analysed,
as well as the English portion of the day in the grude 6 classes. Each stu-
dent turn was categorised according to length (minimal, phrase, clause,
and sustained) and source (e.g., teacher or student initiated, planned or
unplanned, linguistically restricted or unrestricted). The findings indicate
that in the French portion of the day student turns were less than two-
thirds as frequent as in the English portion of the day. Sources of student
talk in French were very similar for grade 3 and grade 6 students, the
most frequent source being teacher-initiated student talk where the stu-
dent’s response was linguistically controlled. Constraints of this type ap-
peared to encourage minimal responses from the students. Extended talk
of a clause or more were more likely to occur when students initiated an
interaction and when they had to find their own words. However, less

than 15% of student turns in French were found to be sustained G.e.,
more than a clause in length) when reading aloud was not included.
These results suggest that greater opportunities for sustained talk by im-
mersion students are needed, and that this might be accomplished
through group work, the provision of more opportunities for student-
initiated talk, and through the asking of more open-ended questions by
teachers.

(d) Error correction

The second part of the ‘comprehensible output’ hypothesis refers
to the need to provide students with useful and consistent feedback about
their errors (Swain 1985; see also Ellis 1984). In order to determine what
error correction strategies were used by teachers, we undertook a further
analysis of the complete French transcripts of the ten grade 6 early total
immersion classes. The analysis focused on the grammatical and pronun-
ciation errors corrected by the teachers, the proportion of such errors cor-
rected, and the systematicity of error correction. The highest proportion
of error was observed in frequently used (i.e. ‘unavoidable’) grammatical
features such as gender, articles, and verbs. Only 19% of grammatical
errors overall were corrected, and corrections were often made in a con-
fusing and unsystematic way. There seemed to be little sense in which
students were ‘pushed’ towards a more coherent and accurate use of the
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target language. It seems reasonable to conclude that the lack of consis-
tent and non-ambiguous feedback is likely to have a detrimental effect
on learning.

To summarise, the immersion observation study suggests that content
teaching would benefit language learning more if it were integrated with
the right kind of focused input. In particular, there appears to be a need
for a more systematic approach to word study and error correction, and
for carefully planned activities which would enable students to produce
extended discourse and to experience language in its full functional
range.

3.2 Functional grammar in French immersion

Most discussions of L2 curriculum have tended to assume two basic
approaches to classroom treatment, corresponding to the analytic and
experiential ends of Stern’s P-scale. It has been suggested, however, that
there is room for a more flexible, variable focus approach to curriculum,
incorporating three essential aspects or components: a ‘structural-analy-
tic’ component in which the focus is on the formal features of language
and medium oriented practige, a ‘functional-analytic’ component in
which the focus is on discourse and in which practice is both medium and

message oriented, and an ‘experiential’ component in which the focus is
on the natural unanalysed use of language for personal, social, or acade-
mic purposes (Allen 1983). The aim of the functional-analytic component
is to provide an element of carefully planned, guided communicative
practice which will enable students to focus on the meaningful use of par-

ticular grammatical forms, and practise the productive use of such
forms.

The experimental immersion study (Harley 1987) was designed to
investigate the effect on students’ L2 proficiency of functional-analytic
materials which involved the provision of focused input in a problematic
area of French grammar and which provided students with increased
opportunities for the meaningful productive use of target forms. Follow-
ing a workshop with teachers, a set of classroom materials aimed at
teaching the meaning distinctions between the imparfait and the passé
composé verb tenses was introduced for an eight-week period into six early
immersion classes in six schools. These experimental classes were com-
pared on pre-tests, immediate post-tests and delayed post-tests with a
comparison group of grade 6 immersion students in six other schools
who had not been exposed to the materials. The tests consisted of a nar-
rative composition, a cloze test with rational deletions, and an oral inter-
view administered to a sub-sample of students in each class. All the tests
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were designed to assess the students’ ability to make appropriate use of
the two past tenses and were scored accordingly.

The findings of the study indicate that there were some immediate
benefits to the students who =re exposed to the experimental treatment.
Three months later, however, at the time of delayed post-testing, there
were no significant differences between the experimental and comparison
groups on any of the tests. In other words, both groups had improved
their test performance over time. As Harley {1987) points out, the fact
that there were no significant long-term differences between the groups
might be construed as support for the view that comprehensible input is
all that is needed by immersion students (Krashen 1982, 1984). This
hypothesis rests on the assumption, however, that this is all the com-
parison students were getting, whereas it is clear from the teachers’ ques-
tionnaire responses that students in the comparison classes spent a consi-
derable amount of time focusing on the code in grammatical activities,
and on the passé composé and imparfait tenses in particular.

The above interpretation assumes, moreover, that the experimental
treatment the students received fully realised the potential of the teaching
approach. This may be questioned on the basis of teachers’ comments
suggesting that there were organisational inadequacies in certain activities
which needed to be overcome. Secondly, the materials werc designed to
provide a wide variety of activities, and yet it was clear that some kinds
of activities appealed to particular teachers (and presumably to their
students) more than others. Third, it appears from teachers’ comments
on some of their weekly evaluation sheets that the content of the material
did not necessarily promote a simultaneous focus on the code. In spite of
these difficulties, we concluded that:

the us. by sensitised teachers of motivating, grammatically focused
materials attuned to the age level of immersion students in elemen-
tary school can accelerate grammatical development, even in an area
of French grammar that poses subtle problems for advanced anglo-
phone learners (Harley 1987:363).

It remains to be seen whether improved materials design will bring about
amore long-lasting effect of the functional-analytic approach in an early
immersion context.

Pedagogic implications

In the DBP treatment studies, we undertook a detailed analysis of
core French and immersion classrooms. The two programs provide an in-
teresting contrast, since core French is traditionally analytic with poten-
tial for moving in an experiential direction, while French immersion has
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a strong experiential focus which, however, does not rule out the use of
grammar-based activities where appropriate. In our conclusion we will
discuss these programs one by one, starting with core French.

4.1 Implications for core French

The results of the core French observation study support the view
that there may be a need for the core curriculum to move in a more ex-
periential direction. Although there were significant differences between
our Type A and Type E classrooms, there is no doubt that the core
French sample, considered as a whole, was biased towards the analytic
end of the scale. If we examine the mean percentage of observed time
spent on various activities for all the core French classes combined, we
find that teachers spent about half the time addressing the whole class or
individual students, while students addressed the whole class or other
students for just over a quarter of observed class time. Teachers were in
control of the topic being discussed for 82.19% of the time, while
students selected the topic for only 5.31% of the time. With regard to the
subject matter of activities, 54.44% of observed class time was
characterised by an explicit focus on form, compared with 15.7% which

was devoted to substantive content with a broad range of reference.

Although it may be true that core French teachers need to devote
more time to experiential activities, it is not necessarily the case that they
should abandon the grammar-oriented mode of instruction entirely.
When we performed a detailed correlational analysis in the core French
study, relating the use of all the individual observation variables to L2
proficiency outcomes, we found that teacher-directed discussios, focus
on form, use of visual aids and L2 materials, extended writing, informa-
tion gap, reaction to message, and topic incorporation were positively
related to improvement. In other words, the most successful activities in
our core French classrooms appeared to involve a mixture of analytic

and experiential features.

Whereas the eight core French classes spent 54.44% of total observed
time on activities marked by an explicit focus on form, less than 1% was
assigned to activities focusing on functional, discourse, or sociolingusitic
aspects of language. When we compared pre-test scores for Type A and
Type E classes, we found that both groups showed evidence of improve-
ment during the year on written/oral grammar and listening comprehen-
sion measures. However, neither group showed much improvement on
written/oral discourse or sociolinguistic measures. We attribute these
results to the virtual absence of instruction on discourse and sociolin-
guistic aspects of language in both types of classroom. In the absence of
explicit instruction, we cannot assume that knowledge of these aspecis of
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language will be inferred from mere general features of classroom inter-
action. We suggest, therefore, that ;here is a need in core French for acti-
vities which focus explicitly on functional, discourse, and sociolinguistic
aspects of the target language, in order to ensure that students obtain
knowledge of the relevant rules,

Our unexpected result merits further discussion. When we calculated
the total gain in proficiency for each school over the year we found that
of the two Type E classes one (class 2) made the greatest gain in overall
proficiency and the other (class 5) made th.. least gain. A possible ex-
planation for the difference in proficiency results may be found in the
suggestion by Ellis (1984) that it is not the quantity of interaction that
counts but the quality. Ellis formulates two hypotheses: (a) L2 develop-
ment is fostered by consistency and accuracy of teacher feedback; (b)
communicatively rich interaction which affords opportunities for the
negotiation of meaning may aid development, where more structured
forms of interaction do not. A qualitative analysis of the transcripts
showed that the high-scoring experiential class engaged frequently in
communicatively rich interaction, involving feedback and the negotia-
tion of meaning, while the low-scoring class received less feedback and
spent more time on activities which lacked the quality of spontaneous
discourse.” Unfortunately, we found that our statistical analysis could
not be depended on to distinguish between pedagogically effective and
pedagogically ineffective activities. In any future study, therefore, we
recommend that the observation procedures based on COLT be supple-
mented by a more detailed discourse analysis, with a view to obtaining
additional information about the way meaning is negotiated in the class-
room.

4.2 Implications for immersion

According to Krashen (1984), the success of immersion programs is
due to the fact that comprehensible input, which he sees as “‘the only true
cause of second language acquisition’’ has been provided via subject
matter teaching. in this type of teaching, comprehensible input - defined
by Krashen (1982) in terms of ‘i +1I’, or input that is slightly in advance of
a student’s current level of competence - is provided automatically in the
natural, roughly-tuned talk of teachers as they focus on conveying in-
teresting and relevant messages in the target language. However, other
researchers (Harley and Swain 1984, Schachter 1984, White 1985) have
questioned the assumption that the teachers’ message-focused input
automatically provides the ‘i+ 1’ that students need in order to make con-
tinued progress in the L2. It may be, as Harley and Swain (1984) have
argucd, that students’ opportunities for output may have to be planned
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or guided from a linguistic point of view, in that the speech acts which
occur naturally in the classroom context may provide insufficient oppor-
tunity for students to produce the full range of target language forms.

The DBP researchers have suggested, contrary to Krashen’s (1984)
claim, that ‘“‘not all content teaching is necessarily good language
teaching’’ (Allen et al. 1987). The reason is that typical content teaching
focuses on meaning comprehension, whereas what L2 learners need is to
focus on form-meaning relationships. An ability to do this is encouraged
through the production of language, whether in written or spoken form.
Because the typical question/answer sequence found in content lessons
tends to elicit short responses of minimal complexity from students, at
least part of the content lesson needs to be devoted to activities designed
to elicit longer and more complex utterances which will be both gramma-
tically and semantically coherent. As Swain (1985) points out, L2
learners need at least as many opportunities to use the target language as
native speakers. Yet the grade 3 and grade 6 cata show that immersion
students are not only getting fewer opporturities out of class; they are
getting fewer opportunities in class as well. This raises the question of
what can be done to increase the opportunities for students to produce
language. The observation results show a considerable similarity between
grades 3 and 6 with respect to the sources of student talk. The most fre-
quent source is ‘selecting from limited choice’, which appears to en-
courage minimal responses. The second most frequent source is ‘students
finding their own words’, which appears to encourage extended
responses, as does self-initiated student talk. These results suggest that if
teachers provide more opportunities for student-initiated discourse and
ask miore open-ended questions that require students to find their own
words, the amount of sustained student talk would increase (cf. Swain
and Carroll 1987:233).

Another way of increasing the opportunities for comprehensible
output is to involve students in group activities. However, almost no
group work was observed in the immersion classes. For teachers who
claim that group work 1s counter-productive because students tend to
revert to their mother tongue, there are a number of pedagogic strategies
which can be employed. One solutior is to make sure that students are
provided with a task that requires the outcome to be a spoken or written
text in French. Examples include the preparation of materials for use in
the classroom, the production of a class newspaper, the preparation of a
radio show to be recorded on tape, etc. The assumption underlying
group work is that conscious reflection on form-meaning relationships is
encouraged when students use the target language as a medium for con-
venying their own meanings as precisely as possible. However, this pro-
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cess should not simply be left to chance. Students have the right to expect
some help as they struggle to express their ideas in French. This is the
point at which we see a role for carefully planned, guided communicative
practice which will push students towards the production of comprehen-
sible output, which was the intent of the immersion experimental study.
One form of guidance is to engage students in activities which have been
contrived by the teacher to focus th. learners’ attention on potential pro-
blems, and which will naturally elicit particular uses of language.
Another form of guidance is to develop activities that make use of func-
tions which would otherwise be rarely encouatered in the classroom.

Observations made in immersion classes suggest that content teach-
ing, with its strong focus on meaning, may result in unsystematic, possibly
random: feedback to learners about their language errors. Within the con-
text of experiential language teaching, we are confronted by a dilemma:
if teachers correct student errors, there is a danger that the flow of com-
munication will be interrupted, if not halted completely. However, if
teachers do not correct errors, then opportunities to make crucial links
between form and function are reduced. According to Swain (1987), the
solution lies in providing students with a motivation to ‘‘use language
accurately, coherently and appropriately by writing for — or speaking to
— real audiences’’. Preparation for such activities will normally involve
‘‘a process of revising and editing, and a commitment to an error-free
final product’” (p. 340). The concept of error-free does not mean that we
have to return to a rigid, authoritarian, transmission mode of teaching.
It does mean, however, that we will try to ensure that students are fully
committed to whatever communicative task they have set themselves,
and that they will uot be satisfied until they have conveyed their intended
meaning as fully and as accurately as possible.8

In the immersion study teachers spent only minimal amounts of ob-
served time asking students what they intended in producing a specific
utterance or in writing a text. Yet surely there is pedagogic value in syste-
matically encouraging students to reflect on what they want to say and
then helping them to make an appropriate choice of target language
forms. As Swain and Carroll (1987) point out, the advantage of this type
of instruction is that it does not require any special training or materials.
It simply requires that teachers understand that one of their main func-
tions is to provide students with the grammar and vocabulary they need
to express the ideas that they have in mind.

5.  Summary and conclusions

Our classroom treatment findings from different program settings
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lead to three main overall conclusions. First, there is a suggestion arising
from both the core French and the immersion observation studies that
the analytic focus and the experiential focus may be complementary, and
that they may provide essential support for one another in the L2
classroom. Second, the quality of instruction is clearly important in both
analytic and experiential teaching. Analytic teaching will be successful in
developing L2 proficiency only if it is appropriately matched to the
learners’ needs, while experientiz teaching should involve communica-
tively rich interaction which offers plenty of opportunities for produc-
tion as well as global comprehension on the part of the student. Third,
learners may benefit if form and function are more closely linked instruc-
tionally. There is no doubt that students need to be given greater oppor-
tunities to use the target language. Opportunities alone, however, are not
sufficient. Students need to be motivated to use language accurately,
appropriately, and coherently. In all these respects, the ‘how’ and ‘when’
of error correction will be a major issue for future investigation,

It seems reasonable to conclude that in all the programs we have
been investigating in Toronto — core French, heritage languages, French
immersion, and ESL — much more work needs to be done in the area of
curriculum design. Such work should include research to determine what
combinations of analytic and experiential activities are most effective for
different types of student. Another comparatively neglected area from
the research pont of view is teacher training and professional develop-
ment. This area is likely to become more important at a time when more
and more teachers are breaking away from their former dependence on
prescribed pedagogic formulas and are increasingly making their own,
more flexible, decisions about what can be done in the classroom.

Footnotes

1. The Development of Bilingual Proficiency project was funded by a
grant (No. 431-79-0003) from the Social Sciences and Humanities
Research Council of Canada, with Patrick Allen, Jim Cummins,
Birgit Harley and Merrill Swain as co-principal investigators. We
would like to acknowledge the help of Jud Burtis, Susanne Carroll,
Maria Frolich, Vince Gaudino, Frangoise Pelletier and Nina Spada,
who participated at various stages in the research. This is a revised
version of the paper presented by Patrick Allen at the 1988 RELC
Regional Seminar on behalf of the Development of Bilingual Profi-
ciency project.

2. Core French in Canada refers to regular school FSL programs in
which French is taught as a subject within a limited time frame:
usually 20-40 minutes a day at the elementary level, and 40-75
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minutes a day at the secondary leve. Extended French is a develop-
ment of core French, and involves the teaching of one or more other
school subjects through the medium of the target language, in addi-
tion to core French instruction. French immersion, on the other
hand, is based on the principle that students receive the same typ« of
education as they would in the regular English program, except that
the medium of instruction — the language through which other
school subjects are presented and discussed — is French. At the time
of writing, Ontario has a 13-grade school system. Elementary school
lasts eight years (grades 1-8, ages 6-12) and secondary scho \ lasts
five years (grades 9-13, ages 13-17).

. Group A* scored significantly higher than Group E in the use of the

conditional verb tense in the letter-writing task (p - .001). Also Groug:
A* scored significantly higher in providing a rationale (p<.0l)and a
closing (p <.01) for the letter. .
This should not be interpreted as an argument for returning to a
structurally graded syllabus. It may be, however, that we should ex-
plore the possibilities for developing appropriate types of focused in-
put within the context of meaningful task-based activities.

Students of French have to learn two rules concerning the use of the
pronouns tu/vous. First, there is a grammatical rule: s« is second per-
son singular, and vous is second person plural. Second, there is a
sociolinguistic rule: vous is a polite form, used with either singular or
plural reference.

At first sight, it may appear that these results lend support to a
‘modified’ or ‘conservative’ version of communicative teaching, ac-
cording to which experiential activities go hand-in-hand with form-
focused activities, rather than to a ‘stronger’ or more radical version,
according to which comprehensible input is both necessary and suffi-
cient. It should be pointed out, however, that our analysis was based
on a sample of only eight classrooms, and few of the correlations
reached significance. There is no doubt that much more research will
be needed before we can come to any definite conclusion about the
role of focused input in a communicative classroom.

In the case of the high-scoring class 2, the most striking examples of
joir.dy negotiated meaning occurred in a lesson devoted to a
philosophical discussion of Le Petit Prince. In this discussion the
teacher insisted that the students use the target language to develop
and express their own ideas, thus helping them to establish links bet-
ween the novel and the world of their own experience. The com-
municatively rich interaction which resulted from discussiong Le
Petit Prince contrasted with the stereotyped nature of student presen-
tations in the low-scoring class 5. In one class 5 lesson several groups
of students gave presentations on topics of general interest such as
‘videos’, ‘abortion’, and ‘popular TV programs’. The students had
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prepared the topics themselves and the activity was potentially a
valuable one. However, the students addressing the class articulated
so badly it was difficult to hear what they were saying, the discussion
which followed each presentation was generally in English rather
than French, and the teacher provided virtually no feedback concern-
ing the students’ use of the target language. In view of the ‘quality in-
teraction’ hypothesis it seems likely that these factors must have
seriously detracted from the effectiveness of the activity.

8. The implication is that ‘‘error correction derives its consistency from
the stage in an activity where it occurs’’ (Swain 1987:33). Students
will come to understand that there is a stage of spontaneous produc-
tion during which they generate texts which will have to proceed
through further stages of revision and editing before they can be
presented in public. During the revision stage, self and peef monitor-
ing are as important as teacher feedback. At the same time, there will
be a major role for the teacher, since consistency in error correction
derives from the questions which motivate it. According to Swain,
the questions which motivate successful error correction are along the
lines of ‘‘Do you mean this, or do you mean that? It’s not clear from
what you’'ve said”’. Or: ‘‘It’s not clear from the way you’ve written
this. Could you write it more clearly?”’

References

Allen, J.P.B. 1983. A three-level curriculum model for second language
education. The Canadian Modern Language Review, 40/1, 23-43,
Allen, P., Swain, M., Harley, B. and Cummins, J. 1987. Aspects of class-
"room treatment: towards a more comprehensive view of second
language education. Paper presented at the Development of Bil-
ingual Proficiency Symposium, Toronto.

Barnes, D. 1976. From Communication to Curriculum. Harmondsworth:
Penguin,

Bialystok, E., Frélich, M. and Howard, J. 1979. Studies on second lan-
guage learning and teaching in classroom settings: strategies, pro-
cesses and functions. Toronto: Ontario Institute for Studies in
Education, unpublished report.

Cummins, J. 1984. Bilingualism and Special Education: Issues in Assess-
ment and Pedagogy. Clevedon: Multilingual Matters.

Ellis, R. 1984, Can syntax be taught? A study of the effects of formal
instruction on the acquisition of WH-questions by children. Applied
Linguistics, 5/2, 138-155.

Fanselow, J.F. 1977. Beyond Rashomon — conceptualising and describ-
ing the teaching act. TESOL Quarterly, 11, 17-39.

t ~

-2‘93 Y




RELC JOURNAL VOL. 20 NO. 1 JUNE 1989

Frolich, M., Spada, N. and Allen, P. 1985. Differences in the communi-
cative orientation of L2 classrooms. TESOL Quarterly, 19, 27-25.

Harley, B. 1987. Functional grammar in French immersion: a classroom
experiment. In B. Harley et al., The Development of Bilingual Pro-
ficiency: Final Report, Volume II.

Harley, B. and Swain, M. 1984. The interlanguage of immersion students
and its implications for second language teaching. In A. Davies, C.
Criper, and A.P.R. Howatt (eds.) Interlanguage. Edinburgh: Edin-
burgh University Press.

Harley, B., Allen, P., Cummins, J. and Swain, M, 1987. The Develop-
ment of Bilingual Proficiency: Final Report. Volume II: Classroom
treamtent. Toronton: Ontario Institute for Studies in Education.

Krashen, S.D. 1982. Principles and Practice in Second Langauge Acqui-
sition. Oxford: Pergamon.

Krashen, S.D. 1984. 'mmersion; why it works and what it has taught us.
In H.H. Stern (ed.) Language and Society (Special Issue), 12,
61-64,

McLaughlin, B., Rossman, T. and McLeod, B. 1983. Second language
learning: an information-processing perspective. Language Learn-
ing, 33, 135-58.

Moskowitz, G. 1970. The Foreign Language Teacher Interacts. Chicago:
Association for Productive Teaching.

Schachter, J. 1984. A universal input condition. In W.E. Rutherford
fed.) Language Universals and Second Language Acquisition.
Philadelphia: John Benjamins.

Stern, H.H. 1978. The formal-functional distinction in language
pedagogy: a conceptual clarification. In J.G. Savard and L.
Laforge (eds.) Actes du Se. Congré de I’ Association Internationale
de Linguistique Appliquée. Montreal: University of Laval Press.

Stern, H.H. 1987. Analysis and experience as variables in second language
pedagogy. Paper presented at the Development of Bilingual I'rofi-
ciency Symposium, Toronto.

Swain, M. 1985. Communicative competence: some roles of comprehen-
sive input ar.d comprehensible output in its development. In S.
Gass and C. Madden (eds.) Input in Second Language Acquisition.
Rowley, Mass.: Newbury House.

Swain, M. 1987. The case for focused input: contrived but authentic. In
B. Harley et al., The Development of Bilingual Proficiency: Final
Report, Volume I1.

Swain, M. and Carroll, S. 1987. The immersion observation study. In B.
Harley et al., The Development of Bilingual Proficiency: Final
Report, Volume 11.




Az alytic and Experiental Aspects of Second Language Teaching

Ullmann, R. and Geva, E. 1982. The target language observation scheme
(TALOS). York Region Board of Education Core French Evalua-
tion Project. Toronto: Ontario Institute for Studies in Educaton,
unpublished report.

Wells, G. 1982. Language Development in the Pre-School Years. Cam-
bridge: Cambridge University Press.

White, L. 1985. Against comprehensible input: the input hypothesis and

the development of L2 competence. Montreal: McGill University
(mimeo).




PAFulToxt Provided by ERIC

Teaching Proununciation from the Top Down

Martha C. Pennington
Departmen of English as a Second Language
University of Hawaii at Manoa

Abstract

Prorunciation is re-examined from a *‘top-down’’ perspective which
«hifts the focus of attention in language instruction from individual
phonemes to suprasegmentals and other features of the larger con-
text of utterances. These include prosody, phonological fluency,
voice quality, and gestures. A basis is provided for instruction and
student practice of the entire communicational complex in which
pronunciation is situated.

Introduction

Nowadays, pronunciation tends to be de-emphasized in language
courses, and explicit instruction in this aspect of language is considered
by many to represent outmoded educational practice. Advocates of
modern comprehension-based or communicatively oriented language
curricula generally take the view that pronunciation should not be taught
explicitly but should rather be allowed to develop naturally as a by-
product of attempts by students to communicate. However, there has
been little systematic research to discover if certain teaching practices or
conditions of training can have positive effects on pronunciation. Hence,
we have no firm basis for asserting categorically that pronunciation is
not teachable or that it is not worth spending time on pronunciation
training in a language course. New ways of teaching pronunciation are
still to be developed and tested, and there is a need for careful experimen-
tation to determine the effectiveness of methods.

In this paper, a theoretical and pedagogical foundation for such
efforts is provided. Pronunciation is examined from a contextual, ‘‘top-
down’’ perspective from which segmental articulation assumes less im-
portance than more general properties of speech such as rhythm and
voice quality. Pronunciation is described as conveying many different
types of messages to a hearer related to the information structuire of a
discourse, the speaker’s attitude and mood, and other social and psycho-
logical features of the speaker or of the relationship between the speaker
and hearer. Moreover, various aspects of pronunciation are shown to
relate to specific gestures. Suggestions for teaching pronunciation are set
in a context of research and theory. The discussion makes reference to
the use of video and computer media in pronunciation training (for fur-
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ther discussion, see Pennington forthcoming), as well as to the use of
more traditional types of audiovisual aids. The aim is to present a more
descriptively enlightening and pedagogically useful characterization of
second language phonology than traditional treatments, in which
phonology was identified with discrete articulations and in which supra-
segmental features were relegated to the periphery of language study.

Components of Pronunciation

In traditional language teaching and in some modern approaches,
pronunciation has been primarily identified with accurate production of
phonemes. Perhaps because of their association with graphemes, phone-
mes have tended to be thought of as building blocks for constructing
words segment by segment. In this tradition, words were viewed as the
building blocks for phrases, phrases for sentences, and sentences for dis-

- courses. While it may be relevant to certain aspects of linguistic perfor-

mance, this linear, ‘‘bottom-up’’ conception of how people create lan-
guage is limited in its explanatory power and its relevance for language
teaching. A holistic, ‘‘top-down’’ conception of perception and produc-
tion, now recognized as essential for explaining linguistic performance,
also underlies many important developments in modern language
pedagogy.

According to this ‘‘top-down’’ conception, language is produced
and interpreted with reference to a larger meaningful context. In listen-
ing, language users employ pragmatic, semantic, syntactic and phonolo-
gical context to interpret the full import of messages conveyed by
speakers (Dirven & Oakeshott-Taylor 1983). Likewise, speakers construct
messages not item by item, but rather with a view to the larger pragmatic,
semantic, syntactic and phonological context (Brown & Yule 1983).
From this perspective, pronunciation - far from being a static, building-
block phenomenon - is a dynamic process in which many types of con-
textual elements interact to produce effects in the communication pro-
cess (Pennington & Richards 1986).

When viewed as the phonolgical aspect of speech in real communi-
cation, pronunciation is correctly seen as quite essentially a non-
segmental, non-discrete and non-autonomous phenomenon. The pronun-
ciation of individual phonemes is greatly influenced by such factors as
speaking style (Beebe 1980, Schmidt 1977), rhythm (Adams 1979, Gilbert
1984) and speaking rate (Fowler 1981, Hieke 1984). Moreover, the deve-
lopment of individual phonemes in second language acquisition is closely
tied to the development of a variety of propertics affecting stretches of
speech (Pennington 1987), referred to as suprasegmental properties or
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features. For purposes of exposition, the suprasegmental category is here
broken down into a three-way subclassification scheme which includes
prosody, phonological fluency, and voice quality.! In a “top-down’’ ap-
proach, the relevant domain of phonology can also be usefully expanded
to include the gestures that regularly accompany specific aspects of pro-
nunciation (see, for example, Bolinger 1983, 1985, 1986).

In order to become a competent speaker and listener, a language
learner needs to attend to not only the strictly mechanical, articulatory
aspects of pronunciation, but also to the meaningful correlates of those
articulatory features in the immediate linguistic context, as well as in the
larger context of human communication. For pronunciation is one
aspect of an interlocking meaning complex of language-specific conven-
tions for interactional and transactional speech. These conventions relate
to the presentation of one’s knowledge and attitudes towards a variety of
features of the communicational situation - e.g., the speaker’s relation-
ship towards the topic of discourse and to individuals in the speech situa-
tion as well as in the larger speech community. By following such conven-
tions, speakers structure the information in a discourse and provide
minute detail for its interpretation by others in the speech community.

Thus, it would seem reasonable in a language class to provide in-
struction and practice in the actual mechanics of English phonology as
well as in producing the appropriate pronunciation in specific types of
meaningful contexts. In the next sections, a foundation for such instruc-
tion and practice is provided through an examination of the phonological
categories of prosody, phonological fluency, voice quality and the co-
occurring gestures. The examination begins in each major section with a
brief description of the suprasegmental property under consideration,
This description forms the starting point for a discussion of types of
meaning associated with that aspect of phonology and an examination of
relevant teaching approaches.

Prosody

Description

Prosody is defined with reference to the patterns in individual words
of stress (e.g., English), pitch, (e.g., Japanese), and tone {x.g., Chinese),
as well as the rhythmic and intonational patterns of longer utterances.
Stress is the amount of energy expended in producing a syllable. For the
hearer, stress is manifested as perceptual prominence or strength. All
languages operate on the general principle that utterances are timed on
the basis of (an alternation of the weak and) the strong syllables, though
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the manifestation of strength and weakness varies from language to lan-
guage. Languages exploit different combinations of parameters such as
duration, intensity and pitch, to achieve strength, or prominence. More-
over, languages vary in the unit of duration that is relevant to achieving
their characteristic rhythmic pattern. For *‘stress-timed’’ languages such
as English and Mandarin Chinese, the relevant unit is the stress foot,
which is one stressed syllable and its adjacent unstressed syllables (if
any); in ““syllable-timed’’ languages such as Spanish and Cantonese, it is
the syllable; and in “‘mora-timed’’ languages such as Japanese and Esto-
nian, it is the mora, or segment (Hoequist 1983).

Intonation is the pattern of pitch changes that occurs over gramma-
tical units, the sentence being the basic category of reference. A tone
group is that part of a sentence over which a particular intonation pat-
tern extends. A tone group contains one prominent syllable, the tonic
syllable. General intonational patterns are similar from language to
language (Abe 1955, Bolinger 1978, Ohala 1983), but the details show
considerable variation from one language to another (Delattre 1963).
Categories of pitch change derived from research into Dutch intonation
indicate the following as relevant for perception:

a) direction of pitch change (rise, fall, or level);
b) range of pitch change (difference between high and low levels);

¢) speed of pitch change (how abruptly or gradually the change hap-
pens;

d) place of pitch change (in sentence, word, or syllable).
de Bot & Mailfert (1982:72)

Collier (1984) maintains these basic categories of pitch movements, while
adding a parameter for the characteristic declination of pitch from the
beginning to the end of an utterance. Such categories of pitch movement
can be considered to represent the parameters of intonation which are
relevant for describing intonational differences within and between
languages.

Types of Meaning

In English, stress differences are relevant at the level of individuai
syllables and words, and sometimes differentiate pairs of grammatically
related words as in:

SUBject subJECT

OBject obJECT

There are few pairs in English of the type differ/defer, that is, grammati-
cally (and semantically) unrelated words which differ only phonologically
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in stress placement. In other languages, it is common for unrelated words
to differ only in their non-segmental (suprasegmental) characteristics. In
Japanese, Chinese, and many African languages, for example, lexical
items are differentiated solely by pitch pattern,

Pennington & Richards (1986:211) summarize the kinds of meaning
which may be associated with intonation contours:

In every language, characteristic intonation contours carry both
referential and affective meaning.... In their referential function, in-
tonation contours provide an interpretation for a sentence by in-
dicating which part of the information is viewed as new versus
known, salient versus less salient, or topic versus comment, Intona-
tion and stress are highly context-dependent, so that the patterns of
stress and pitch that characterize isolated words or phrases are
typically modified when these words or phrases occur in the context
of longer utterances. For example, pitch level tends to be reduced in
later parts of a discourse as predictability of infcrmation increases.
Thus, intonation is an essential component of the prosodic continuity
that makes connected stretches of speech - as opposed to individually
spoken words or syllables — coherent and interpretable by the
listener.

Intonation contours are associated with meanings such as finality,
continuation or questioning, which are in turn associated in languages
with grammatical units such as, respectively, indicative final clause, in-
dicative non-final clause, and interrogative final clause. Moreoever,
pitch contours may have specific meanings which can be identified when
they co-occur with specific contextual elements. For instance, in English,
there is a certain pitch contour, which, when spoken on a three-syllable
vocalization of nasal sounds (the particular nasal selected does not seem
to matter), mimics the intonation of the statement. “‘I don’t know.”’ In
English as well as in Japanese, a single nasal syllable, when spoken with
several different intonations, conveys meanings ranging from surprise,
to pleasure, to routine acquiescence.

The meaning of a particular intonation contour may vary depending
on the context or the language in which it occurs. For example, use of
final high or rising intonation may be a component of ‘“‘baby talk’’,
““foreigner talk”, femininity, condescension, friendliness, or continua-
tion, depending on the culture and the circumstances of communication.
Use of final low or falling intonation, in .cntrast, may signal “‘adult-
talk’’ (e.g., information withheld from chilaien, or other kinds of
“privileged’’ or in-group messages), masculinity, authority or finality
(Laver & Trudgill 1979; Pennycock 1985). In both of these cases, the
relationship of the speaker and hearer, in addition to other aspects of the
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surrounding situational and linguistic context, will be important deter-
minants of the meaning of the contour used on a particular occasion.

The degree of markedness of a certain type of prosodic contour will
vary from language to language. For example, a very regular rhythmic
contour, which would be the norm for any language termed syllable-
timed, would be quite marked in English and would have a special con-
notation such as lack of interest. As another example, a ‘‘stepping’’ pitch
contour suci: as the type that is common for Japanese, is a highly marked
contour in Engiish, used for what has been called siylized intonation,
which marks routinized speech acts or highly predictable information
(Ladd 1978). Likewise, a clausal contour with progressively decreasing
pitch, while relatively common in Japanese (Haraguchi 1977, Higurashi
1983), is rare in English, where clause final position is reserved for pro-
sodically highlighted, focused information.

Teaching Approaches

Training in prosody may be more valuable and essential than work
on individual sounds, or phonemes, for achieving accurate perception
and production at the segmental level. As remarked by Abberton, Parker
& Fourcin (1978:34):

From a formal point of view, voice and the associated prosodic fea-
tures of rhythm and intonation provide the essential framework
within which vocal tract segmental features are temporally organized.
This is a major justification for working on prosody before articula-
tion and segmental phonology. '

Prosodic exercises may have students work individually or in small
groups - as in the English stress exercises of Byrd et al. (in press) - to list
together and then practice words or phrases which have the same pro-
sodic patterns. Following research by Adams (1979), a training program
for rhythm is suggested that moves from highly metrical material such as
poetry to non-metrical prose. Visval aids - e.g., Woods’ (1979) picture of
a line of marching soldiers to represent the rhythm of a French sentence
or his use of graphic illustrations of linked *‘beads’’ of different sizes to
represent stress and rhythm - can be helpful f- © training intra-and inter-
lingual rhythmic differences. Such training in rhythm prepares the stu-
dent for work aimed at achieving phonological fluency, as described
below. Based on the success of the language training program developed
by de Bot (1983), which used a combination of an explicit presentation of
the components of intonation and vist:al feedback on performance, it
seems promising to train students using a visually reinforced presentation
of intonational components in addition to visual feedback on perception
and production of intonation contours.
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Computers have many uses in enhancing the analysis and the pre-
sentation of prosodic patterns. With the aid of some peripheral equip-
ment, computers can provide accurate and almost instantaneous analysis
of speech input, e.g., to compare a student’s prosodic patterns (both
stress and intonation) with reference patterns stored on disk. The display
screen and printer also make possible the use of computer graphics for
presentation and feedback on performance.

Phonological Fluency

Description

Fluent speech phenomena are those aspects of language which can
be observed under conditions of sustained oral production -i.e., “run-
ning speech’’ - in a natural context. Hieke (1985:139) describes the follow-
ing quantitative parameters of fluent speech as the most important:

(1) speech rate (the amount of speech produced over a period of time,
usually measured in syll/sec.);

(2) length of runs (the average number of syllables occurring between
pauses);

(3) rate of articulation (the total phonation minus pause time);

(4) stalls, including silent pauses of more than 130 msec., filled pauses
(filled with such vocalizations as uh, ah, hm), and progressive repeats
to ‘‘buy time’’ while searching the memory for a certain lexical item.

Hieke (1985:140) also mentions a number of qualitative parameters:

Fluent speech is thc cumulative result of dozens of different kinds of
processes. These can be classified according to the severity with

- which they cause alterations, i.e., the degree to which portions of
running speech are absorbed. Absorption affects speech in in-
crements, the mildest of which may be classified into forms of link-
ing. A subtype of it [is] consonant attraction.... There are two other
major classes, the second incorporating various kinds of levelling, ...
and the third encompassing types of outright loss.

These qualitative parameters are the processes that produce phonological
fluency in English. Hieke (1984) found that while native English speakers
realized 77.3 percent of all potc1tial link points for consonant attraction
in spoken discourse, native Gerraan speakers at a fairly advanced level of
proficiency realized only 53.5 percent of those links in English discourse.
In a similar vein, Odlin (1978) demonstrated a correlation between
overall proficiency level and use of contractions in the speech of ESL
learners.
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Languages differ in the degree to which they admit coarticulatory
effects and ‘‘contaminations’’ of one sound by its neighbouring sounds
in fluent speech. English is apparently at an extreme degree in this respect
among languages. Fowler (1981) describes a compression effect which
operates in English to maintain even foot duration - syllables are either
stretched out or squeezed to accommodate to the stress-timed rhythm of
the language. In many other languages, the integrity of individual sounds
and word boundaries is maintained through glottal stopping, vocal ten-
sion or brief pausing.

Languages also differ in the degree to which sounds weaken under
conditions of weak stress. In English, vowels tend to lose their distinctive
articulation, or color (Donegan 1978), under conditions of casual speech.
In an instrumenta! analysis of fluent English speech, Delattre (1981)
found that all vowels tended to centralize towards the position of the
schwa vowel. Weakenings under conditions of reduced stress in other
languages did not show a comparable tendency. Prosodic patterns in a
language are related to and limited by the typical length of a sense group,
or thought group, i.e., a group of words that completes one meaning or
thought. Welkowitz et al. (1984) report evidence of language-specific
preferences for length of pauses and vocalizations in Canadian and
Chinese speakers. Duez (1982) found that the length and distribution of
pauses varied considerably in three different speech styles in French.
Adams (1979) discovered that English teachers who were native speakers
of one of several Asian languages paused more frequently and used
longer pauses than any of the native English speakers tested under the
same conditions.

Tyvpes of Meaning

Junctural differences - e.g., in whether or not linking is present
and if so, at what point and to what degree - can mark differences in
referential meaning. Well-knowrn: examples are: Light housekeeper versus
lighthouse keeper and an aim versus a name, which can be distinguished
in some speech styles. In the following example, the length of a pause, if
one is present, and the concomitant differences in intonation and in arti-
culation of the phonemes, would give a different connotation in each
case:

Example 1. a. Oh. No! (pause of 1-2 sec. between words)
b. Oh, no! (pause .2-.3 sec. between words)
¢. Oh no! (linking between words)

In example la, the physical separation of the two words connotes a func-
tional separation into two messages which may or may not be related
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(i.e., the utterance of No! could be in response to the message which the
speaker signifies by Oh. has just been received and understood, or it
could be a reaction to something unrelated that is happening in the envi-
ronment - e.g., a child about to touch a hot stove). Examples 1b and 1c
each are more likely to represent a unified message. Example 1c in con-
trast to 1b perhaps connotes greater spontaneity or excitement; 1b may
be the conventionalized emotive expression of a negative reaction.

Increased rate in English may be associated under certain conditions
with authority and competence (Laver & Trudgill 1979), while in other
situations it will be interpreted as disinterest or anger. Increasing the
number of tone groups in an utterance through frequent pausing and
careful articulation has a general connotation of emphasis. When speech
rate is decreased in this way, it may indicate, in appropriate circumstances,
a high degree of significance attached to a message, formality, lack of
confidence, reluctance to speak, lack of enthusiasm or depression. A
behavioral complex of slow speech and a low and monotonic pitch “‘in
young school children was judged b :eachers to be predictive of school
failure,’’ as reported in Robinson (1979:236).

Teaching Approaches

Fluent speech phenomena can be instructed by highlighting contex-
tual processes affecting stretches of speech as well as individual sounds,
e.g., by providing classroom activities to practice producing and perceiv-
ing reduced pronunciation (Brown & Hilferty 1986). Confusions which
surface only under conditions of fluent, contextualized speech can form
the basis for classroom exercises. In English, these might include ‘‘max-
imal pairs”’2 such as the following, each of which could become indistin-
guishable in rapid speech:

Example 2. a. That’s not my chair.
That’s not much air.

b. We really don't owe them that much.
We really don’t know him that much.

A useful direction for developing exercises to work on the production
and decoding of phonologically fluent utterances is provided by Hieke’s
(1987) recovery strategies for the resolution of lexical items and boundary
markers in connected speech.

As in other aspects of pronunciation instruction, visual displays
generated by computer analysis or ordinary visuals offer salient reinforce-
ment. Woods (1979), for instance, uses pictures of linked beads of dif-
ferent sizes to represent stressed and unstressed English syllables. Under
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conditions of phonological compression as defined above, the beads are
seen to compress from round to ovoid shapes. Computer-assisted
peripherals such as the Kay Elemetrics Visi-Pitch can show students a
visual display of the timing and coarticulatory properties of contextualized
syllables, words and phrases, and allow comparison with a stored
display. In the future, it may be possible, with computer-assistance, to
have a running display of feedback on aspects of oral performance such
as those identified by Hieke (1985) to contribute most sxgmflcantly to
oral fluency.

Voice Quality

Description

A certain voice quality is achieved by means of mechanical settings
of the tongue, the jaw, the lips and the vocal cords to achieve characteristic
modes of articulation, lip shapes and vocal pitch. These settings vary
from language to language, so that one language might have a relatively
compressed intensity range as compared to another - e.g., French as
compared to English (Delattre 1963) - or a comparatively slight degree of
opening of the jaw or lips - e.g., Japanese as compared to English
(Kaneko 1957).

Types of Meaning

Voice quality differences in languages may signal differences in lan-
guage functions, affect and speaker roles (Laver & Trudgill 1979, Esling
& Wong 1983). Voice quality can be manipulated by the speaker to
achieve a variety of intentions or purposes. For example, a deep, em-
phatic voice may be used by a man ora oman to signify either threat or
authority. In each culture, certain voice yualities are associated with cer-
tain social identities or roles. Royal’s (1985) work on Cairo Arabic, for
example, showed an association in a westernized, affluent neighbour-
hood of fronter articulation with female speech and of backer articula-
tion (exhibiting, for example, a high degree of pharyngealization) with
male speech. Trudgill (1974) also noted differences in voice quality for
male and female speakers and for speakers of differing socioeconomic
status in Britain.

Two languages may share a voice-setting feature, and yet in one of
those languages the feature may be relatively common while in the other
it may be relatively marked. For instance, laryngealization, or creaky
voice, which is typical of the speech of the upper class British speaker
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(Robinson 1979) or the traditional Japanese male speaker, is used more
typically in American English for certain marked functions, such as com-
miseration or sarcasm. A certain voice quality may be associated with
different culture-specific positive or negative meanings. For example, in
many cultures, a softened voice and relatively high pitch will be inter-
preted as deferential and therefore as polite. In other cultures, these fea-
tures are associated with timidity or exaggerated femininity. As these ex-
amples imply, misunderstandings can arise if the student simply transfers
a voice-set that is appropriate in a certain situation in the native culture
to an analogous situation in the target culture.

Teaching Approaches

Teaching approaches for working on voice quality might irclude
recognition and imitative practice based on tape recordings of difierent
accents or speech styles. Students might be asked to identify or to imitate
different types of speakers - e.g., farmer, teacher, actress, businessman -
using voice quality. Inferencing exercises in which students must correctly
identify sicuational properties of utterances based on voice quality and
other suprasegmental properties can also be devised. Two or more dif-
ferent tokens of the same sentence can be played, each with a different
voice quality - e.g., one high-pitched and rapid and the other low-
pitched and slow. The students must then reconstruct the general context
in which such an utterance might occur. The same sort of exercise can be
done at a more advanced level by recording conversations on the basis of
which students draw inferences about the exact purposes of the com-
munication and the exact relationship between the participants.

Silent dictation, that i, dictation in which words are mouthed but
never actually spoken, heirs students to focus attention on the visible set-
tings and movements which produce the sounds of a language. A m. .or
can be a valuable addition to a pronunciation lesson, as it allows students
to see the movements of jaw and lips that are occurring as words are pro-
nounced. Video can also be used to help students visualize the
movements of the jaw and lip shapes that accompany the pronunciation
of individual soun.’> or running speech in the target language (Ecklund &
Wiese 1981) and to compare and contrast these with the jaw movements
and lip shapes in the native language. Eventually, we may see computer-
assisted graphics which illustrate the continuous movements associated
with running speech and which perhaps also supply on-line feedback to
correct lip shapes and jaw movements as speech is input via a
microphone.

* 3.6
el
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Gestures

Description

Gestures that accompany speech are part of the meaningful system
that has been referred to as kinesics. There are significant cultural dif-
ferences in gestural complexes and their application during interaction,
as stressed by Birdwhistell (1970). While there is a substantial amount of
variation in nonverbal communication from culture to culture, there are
also some similarities; moreover, there appear to be some universal
tendencies (Ekman et al. 1969, Ekman & Friesen 1974, Eibel-Eibesfeldt
1974) which are realized to a greater or lesser extent from culture to
culture. Thus, a speaker must learn to inhibit certain gestures and to
enhance certain others in order to develop native or native-like com-
petence in the use of culturally correct gestures in the culturally appro-
priate combinations with other gestures and with speech.

Types of Meaning

Certain gestures may have referential meaning in that they may un-
ambiguously replace a linguistic item - e.g., the head nod or head shake
in this culture. In most cases, however, individual gestures and gestural
complexes signify much more generally. Bolinger (1983, 1985, 1986) has

pointed out that certain gestures tend to be associated with certain
aspects of intonation:

If intonation is part of a gestural complex whose primitive and still
surviving function is - however elaborated and refined - the signaling
of emotions and their degrees of intensity, then there should be many
obvious ways in which visible and audible gestures are coupled to
produce similar and reinforcing effects. This kind of working-in-
parallel is easiest to illustrate with exclamations. An A/ of surprise,
with a high fall in pitch, is paralieled by a high fall on the part of the
eyebrows, and also, especially if the surprise is ‘surprised realization’,
by a head movement consisting of a drop from a high position. How
tight the correlation is can be felt by trying to reverse the direction of
movement in one of the three actions. A similar coupling of pitch
and head movement can be seen in the normal production of a con-
ciliatory and acquiescent utterance such as

1
1.
1
wi
with the accent at the lowest pitch - we call this a bow when it in-
volves the head, but the intonation bows at the same time.

{Bolinger 1985:98-99)

£ )
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Analogously, a frowning eyebrow gesture and a retracted chin position

are usgd to reinforce the meaning of a substantially lowered (deepened)
voice.

Although there has been little systematic research into this co-occu-
rence of gestures with specific aspects of pronunciation, some recent
studies indicate that prosodic peaks and kinesic peaks tend to coincide
(Hadar et al. 1983; Bolinger 1983, 1985; McNeil 1987). For example,
Hadar et la. (1983) confirmed a relationship between head and body
movements and the presence or absence of stress or juncture. The work
of Duncan (1974, 1976) has shown that cultures vary in the ways that two

speakers use synchronization and non-synchronization of rhythms during
conversation,

Teaching Approaches

Techniques to help students synchronize body movements and other
gestures with intonation have been suggested by Acton (1983), who in-
cluded work on rhythmic body gestures accompanying speech in a pro-
nunciation course aimed at changing fossilized articulatory habits.
Schnapper (1979) developed activities to increase use and perception of
gestures through a type of discovery exercise in which students have to
guess what another person is doing based on gestures and movements
alone. Inferencing exercises in which the relationship between two.interac-
tants or the probable topic of conversation must be guessed based only
on gestures -~ e.g., by watching a video with the sound turned off - may
help to sharpen awareness of different gestural complexes. Imitative or
creative exercises in which students simulate different roles or role rela-
tionships through gestures alone may help to increase the ‘‘active
vocabulary’’ of gestures in the new language. ‘‘Mirror-me’’ exercises in
which one member of a pair imitates all of the gestures and movements
of the other member are a common improvisional theatrical technique
which can be applied in the language teaching classroom. Pennycock
(1985:275) describes a variety of such imitative games for working on
gestures that might accompany spcech.

Video programs can be specially developed for work on speech and
gesture complexes. These might include exercises in which students
match videotaped segments illustrating gestures such as raised eyebrows
or lowered chin with a variety of sentences spoken on a high or low pitch.
A more advanced exercise might require groups of students to work
together to synchronize stretches of recorded speech to the videotaped
movements and gestures which originally accompanied the speech at the
time that it was recorded. In addition, student speeches or discussions
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can be videotaped and then later analyzed for appropriate and effective
use of gestures. Commercial videotapes or television programs can be
analyzed by class members for use of gestures accompanying speech.

Computer-assistance can be of value in this aspect of training, too. _
Teacher-designed or commercial videodiscs (which have the advantage
that any frame can be accessed in any order) provide more flexibility
than traditional videotape for modeling gestures. In addition, computer
graphics programs provide a basis for developing sequential lessons on
gestures and their speech accompaniments. Computer-assisted video pro-
grams or graphics material can be designed to compare and contrast the
complexes of gestures and speech which occur within one language or
across two or more languages.

Conclusion

In this paper, I have sought to provide a fresh perspective on pro-
nunciation as a curricular area in language teaching. The position taken
is that it is impossible to become a competent speaker of a language
without attending to the whole meaning complex within which articula-
tion is situated. This complex has been described as including prosody,
phonological fluency, voice quality and certain related aspects of
kinesics.

The categorization of suprasegmental phenomena into prosody,
phonological fluency and voice setting, and the inclusion of gestures in
the discussion of phonology, represent a significant departure from
traditional accounts. In fact, a ‘‘top-down’’ approach to =honology is
essentially the opposite of traditional approaches in which linguists
sought to describe all of phonology in terms of discrete segments or
features and to exclude from lingu.stics proper any aspects of communi-
cation which did not relate directly to the meaning of individual lexical
items or grammatical units. It is felt that the ‘‘top-down’’ approach to
phonological description is not only technically more correct for describ-
ing connected speech than a ‘‘bottom-up’’ analysis, but also more consis-
tent with modern communicative language pedagogy. Most importantly,
this type of description would appear to have greater explanatory power
than a description in terms of individual phonemes, if the goal is to ex-
plain phonological proficiency in the context of language use.

It is expected that pronunciation teaching will become more effec-
tive when training and practice opportunities are provided which exploit
the multiplex associations of phonological phenomena in hu. «n com-
munication, rather than maintaining the traditional separation of pro-
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nunciation - e.g., for lab drilling ~ from its many meaningful associa-
tions. Because sounds are not produced in isolation in normal communi-
cation and because pronunciation displays so many symbolic functions
in human interaction, it is reasonable to hypothesize better results in
language education based on a contextualized, associational approach to
teaching pronunciation. At the same time, the need to test specific ap-
proaches under controlled conditions must be stressed. Studies should be
conducted which couapare the results for learners when pronunciation is
attended to and taught in context, rather than being ignored or taught as
an isolated, mechanical phenomenon in which instruction focuses on in-
dividual segments. Basic research is also needed on the acquisition of
suprasegmental features and the ways in which their development at dif-
ferent stages promotes or inhibits the acquisition of other discourse struc-
turing devices and of individual phonemes (see Pennington 1987 for
discussion). Until the results of much applied and basic research of this
type become available, questions about the effectiveness of instruction in
second language phonology cannot receive definitive answers.

Notes

1. As is typical of other taxonomies of linguistic units, the three-way
distinction of prosody, phonological fluency and voice quality is a
descriptively convenient idealization. In reality, these three aspects of
suprasegmental phenomena do not necessarily (depending on how ex-
actly they are defined) represent mutually exclusive properties. In
some descriptive traditions, for example, prosodic is synonymous
with suprasegmental, so that the domain of prosody includes the
speech characteristics here termed phonological fluency and voice
quality. In the present treatment, prosody is taken in its more literal
(and literary) sense and restricted to ‘‘metrics”, i.e. to the linguistic
categories of stress, rhythm, pitch and intonation. Phonological
fluency, while certainly related to stress and intonation, is the
manifestation of the conceptually and physiologically distinct pro-
cesses of weakening and coarticulation which cause the borders of
syllables, words, phrases and sentences to coalesce in running speech.
Voice quality, while also a property of connected speech, is a genera-
lized, non-local characteristic of a language or speech variety derived
from its underlying phonological basis. This phonological basis com-
prises the general features of articulation - e.g., tongue fronting, lip
rounding, nasalization - which individual phonemes share. Following
Laver (1980) and Esling and Wong (1983), voice quality derives from
articulatory settings in any part of the vocal tract, not merely at the
glottis, and is not restricted to the expression of paralinguistic and ex-
tralingustic meaning. In fact, the present discussi -, following the
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lead of other phonologists (¢.g., Ladd 1980, Bolinger 1986), does not
make use of the traditional, and il. :lefined distinction, between para-
linguistic, extralinguistic, and linguistic types of meaning.

2. Pennington (1986) described a test administered to 73 Japangse learners
of English which included a subtest of multiple choice ‘‘maximal
pair’’ discrimination items such as those in Example 2. Scores on this
subject correlated more highly with overall phonological proficiency,
as measured by three raters based on interview data, than measures of
minimal pair discrimination or listening comprehension. Hence,
classroom instruction on these types of items may help to improve
aural as well as oral phonological proficiency.

3. It may be recalled that Ted Baxter, a character on the Mary Tyler
Moore Show on American television, often made use of this combina-
tion of gestures and deepened voice when striking a stereotypically
authoritative news anchorman pose and pontificating about ‘‘weighty”’
matters on which he thought himself to be an authority.
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Abstract

The importance of non-native English varieties can be expected
to increase as the number of tiieir speakers continues to grow. This
survey attempts to place non-native institutionalized varieties of
English (N1VEs) within a wider framework which embraces the study
of language contact and language acquisition in general. NIVEs and
other contact varieties are explored from a sociolinguistic as well as
second language acquisition perspective.

Intra: '« tion

The field of second language acquisition (SLA) draws models and
data from many acquisitional phenomena and branches of linguistics.
One acquisitional phenomenon, that of non-native institutionalized lan-
guage varieties, until quite recently, has not been explored from the point
of view of SLA (Lowenberg 1986; Sridhar and Sridhar 1986; Ritchie 1986;
Williams 1987b, to appear). These varieties are of particular interest to
the second language acquisition researcher because, while they are indeed
second languages, their institutionalized nature has meant a crystaliza-
tion of certain interlanguage (IL) features. As a result of this stability,
non-native institutionalized varieties may be more accessible to SLA in-
vestigators than individual ILs. Attempts have been made to link SLA to
language acquisition in other situations, in particular, pidginization and
creolization (Andersen 1983). This survey attempts to sketch out where
non-native institutionalized varieties of English (NIVEs) fit in with these
other linguistic phenomena, as regards their sociocultural and acquisi-
tional context.

Non-native institutionalized varieties of English

Wode (1984:182) states that ‘‘Learner languages, pidgins, creoles,
bilingualism, and other marginal areas, are of central importance to lin-
guistics and theories provided by this discipline.”’ In order to fully under-
stand the process of language acquisition in general, all acquisitional
phenomena must be examined, even those which constitute only a small
portion of such phenomena. NIVEs certainly fall under this umbrella.
These varieties are spoken in countries which were previously under
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British or United States administration which have chosen to perpetuate
the internal use of English in some way, either as an official language, a
language of education, of the courts, etc. Specific language policy varies
from country to country, but in each case, English still plays a major role
in day-to-day life. Examples of such countries include, among others,
Bangladesh, Fiji, Ghana, India, Kenya, Malaysia, Nigeria, Pakistan, the
Philippines, Sierra Leone, Singapore, Sri Lanka, Tanzania, Uganda, and
Zambia.

It has already been mentioned that one of the most important fea-
tures of NIVEs for SLA research is their stability. Certain forms found
in NIVEs strongly resemble forms found in ILs, and at one time may, in
fact, have been the result of individual language acquisition (Williams
1987a). However, these varieties have spread throughout the population
and become institutionalized through use and thus can no longer be con-
sidered learner varieties of their external, native speaker (NS) counter-
parts. NIVEs have become regional standards and are now themselves
the targets of SLA. Speakers of other chronologically first languages in
these countries learn the regional standard rather than the external variety.
Any comparison between NIVEs and SLA data should in no way imply
that NIVEs are linguistically or expressively deficient versions of some
NS standard. Because NIVE nations are currently in the process of esta-
blishing their local varieties of English as legitimate standards, there is
some reluctance to examine them from the perspective of acquisition,
Kachru (1982a; 1985) has urged that the innovations in local speech
varieties be noted, not their deviations from some exonormative (NS)
standard. Many of the innovations found in NIVEs, particularly lexical
ones, were created to meet the needs of the new sociocultural settings and
cannot be construed as steps along the way towards acquisition of the NS
target. It is also true that until recently, the more positive aspects of the
development of such varieties have not been stressed, and descriptions
have often been in terms of deficiencies in the production of a NS target
(Prator 1968; Tongue 1974; Spencer 1971). Alleged deficiencies in these
varieties are potentially interpretable as deficiencies in their speakers. As
a result, there has been some backlash against examining these varieties
in terms of acquisition. Studies of NIVEs, which are primarily spoken in
the third world, can thus become politically charged. However, to com-
pare NIVEs to other acquisitional phenomena is not to deny their legiti-
macy, rather it is to explore the diversity as well as the similarities, which
can be found in language acquisition data across a wide range of settings,
as a contribution to the general knowledge of ‘anguage and language
learning. The inclusion of NIVE data in the study of SLA also points up
the need for a closer examination of the notions target and target-like
use. For many NIVE speakers, the NIVE itself, that is, the regional
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variety, is the end point of SLA. It must therefore be treated as the target
and not confused with a standard NS variety.

NIVEs and other language acquisition phenomena

A number of claims have been made regarding the place of NIVEs
among other language acquisition phenomena. Platt (1975, 1977) has
described the use of English in Singapore, for instance, in terms of a con-
tinuum, borrowing from the post-creole continuum first proposed by
DeCamp (1971). Platt uses the term creoloid to describe what he calls the
basilect variety of this NIVE. He again invokes the post-creole model,
using the term basilect to describe the variety which is the farthest from
the exonormative NS standard. It manifests the greatest influence from
the first languages of its speakers and is generally spoken as a foreign,
rather than a second, language. Platt points out several similarities bet-
ween basilectal Singapore English and basilectal creoles. First, they exist
as the end point of a continuum. Like a basilectal creole, the basilect of
Singapore English is used as a language of wider communication by the
entire speech community. In fact, the use of basilecta! varieties signifies
membership in that community. Finally, Platt refers to structural simila-
rities between basilects in NIVEs and in creoles, specificaily the
simplification of outer form (Hymes 1971). However, there are important
differences as well, the most obvious being that the former have not
evolved from pidgins.

Valdman (1983) uses the term semi-pidgin to describe basilectal
varieties of NIVEs, preferring the comparison to pidgin languages. Accord-
ing to Valdman, semi-pidgins perform expressive and integrative, as well
as referential, functions. They are also characterized by a range of con-
tinuous variation, although linguistic features may be shared by varieties
across the entire continuum. The difference, Valdman claims, between a
pidgin and a semi-pidgin can be seen in the socio-historic conditions
under which they arise. Other terms which have been used to describe _
these varieties are nativized (Kachru 1982a; Lowenberg 1986) or in-
digenized (Moag 1982a; Richards and Tay 1981) language varieties. Both
terms stress the sociolinguistic and linguistic modifications in English
caused by the adaptation to its new setting and cultural context.

Within the field of SLA, researchers are beginning to see the unique
circumstances of NIVEs as an opportunity to further the study of SLA in
general. In addition, the growing number of people who acquire English
in NIVE nations where the only input may be in the NIVE itself, makes
these language varieties particularly important. The question of how the
histerical and present circumstances of NIVEs resemble those of other
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linguistic phenomena will be explored below. These include, among
others, individual second language acquisition, pidginization, creoliza-
tion, and first language loss. As noted above, NIVEs have frequently
been compared to pidgins, creoles, and fossilized second language learn-
ing. Language attrition has also been included, as it has been suggested
that this process represents the mirror image of language development
(Bettoni 1985). The process of first language attrition may also offer in-
sight into the linguistic subsystems which are especially vulnerable to his-

torical or developmental change or in contact situations (see Williams
1987a).

Comparisons among these language acquisition phenomena can be
problematic. A comparison which exclusively addresses the products of
acquisition and development, that is, the language varieties themselves,
may exclude important factors involved in their development. In addi-
tion, although the process-product distinction is an important one, in
this case, it is necessary to further disambiguate the term process. Many
of the language varieties described below, such as pidgins, creoles and
NIVEs are as much a preduct of historical change as acquisition. Unlike
individual language learning, the development of these languages may
take several generations. Although the end product in both cases is a
specific language variety or learner language, both the diachronic genesis
of these languages, and their acquisition by individual speakers, bear
examination. Where relevant, a distinction is made between these two
processes of historical and developmental change, both in Table I and in
the accompanying explanation. The circumstances which have given rise
to individual learner varieties, as well as those which have become
vehicles of a speech community, will be examined.

For the purposes of this comparison of NIVEs and other acquisi-
tional phenomena, pidginization is taken to be a process which leads to
the formation of a pidgin, and creolization, a process which leads to the
formation of a creole. This is contrary to some conceptions of the terms
which suggest that the end product is not essential to the definition of the
process, and therefore define pidginization and creolization as forms of
language acquisition under rather specific conditions (Schumann 1978;
Andersen 1979, 1980). As regards language loss, only first language attri-
tion will be considered here, since very little is known and therefore can
be said about the attrition of second language skills (see Weltens 1987).
As in the analyses of NIVEs, pidgins and creoles, the focus will be on
situations involving English.

Another important distinction must be made when comparing these
language varieties. Certain processes which produce these language
varieties involve individual language acquisition or loss, for example,
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SLA in a NS setting. In other situations, however, while the acquisition
of a new variety must, of course, be an individual process, the linguistic
phenomena, e.g. language death, creolization, etc. involve entire speech
communities. Thus, while we speak of say, variation in a dying language,
it is important to distinguish between the variation in the production of
an individual speaker and variation across the speech community.

This wide range of acquisitional phenomena is laid out in Table 1.
These are viewed in terms of sociolinguistic, acquisitional, and linguistic
dimensions. It is often difficult, however, to differentiate strictly bet-
ween the first two, since sociolinguistic considerations can be important
factors in language acquisition. As a matter of convenience, the first
group contains factors which have traditionally been part of
pidgin/creole accounts of language genesis and change, whereas the se-
cond pertains more to SLA concerns.

Sociolinguistic dimensions

Historical conditions

The historical conditions in which NIVEs arose do, of course, vary,
but there are a number of similarities across NIVE settings. As mentioned
above, these varieties exist in nations which were once under either
United States or British administration. At some time in their history,
English played a major role in administration, commerce, and especially, .
education. In many NIVE nations, this continues to be the case, but in
others, language policy has changed considerably since independence.
Before independence, when the administration required a cadre of lower
level administrators competent in both English and local languages,
English-medium sct.2ols were set up to train a portion of the population.
Local teachers were also trained eventually to continue this process. Fre-
quently, a localized version of English frequently began to take on the
role of lingua franca among this administrative sector, since many spoke
different first languages.

According to Moag (1982a), there are two important components
of the initial stages of indigenization of an external language. First, the
ruling foreign group encounters items or phenomena for which they have
no names. Second, the English-trained local elites begin to use English
among themselves, for specific domains, especially in discussing topics
for which their own first languages are inadequate. Specific circum-
stances in the establishment and development of individual NIVEs vary
of course. There are important differences, for instance, in how the
NIVEs in East and West Africa developed. In West Africa, there were
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relatively few NSs of English during the early colonial period. In addi-
tion, an English-based pidgin, used for slaving and trading, already ex-
isted at that time, The use of the creolc Krio by the descendents of freed
slaves was, and still is, widespread (Todd 1982). As a result, a more stan-
dard local variety of English was learned, primarily in the classroom.,
Similarly, in Southeast Asia, the presence of the lingua franca Bazaar
Malay, affected the development of the regional variety of English
spoken in Malaysia and Singapore. In East Africa, in contrast to West
Africa, there were far more NSs of English. A local English-speaking
elite grew in response to the needs of the British in administration, as in
India and parts of Southeast Asia. With no other readily available high
status lingua franca, a localized variety of English soon developed and
spread quickly, often acquired outside of classroom settings.

The genesis of NIVEs has often been compared to that of pidgins
and creoles. However, there are crucial differences among them. The
social circumstances involved in the establishment of NIVEs contrast
starkly to those necessary for the formation of a creole. The former en-
tails no dramatic dislocation of populations; NIVE speakers are generally
native to the areas where they are spoken, or have immigrated there
voluntarily., Many pidgins, and virtually all creole languages, on th.
other hand, developed in plantation settings, where a linguistically hetero-
geneous population was imported to work either as slaves or indentured
laborers.2 NIVEs usually have their origins in a multiethnic community
whose members live with a more equitable, though by no means equal,
distribution of power and resources, a difference which cannot be over-
estimated, In the case of plantation pidgins, there was a sharp break in
linguistic tradition, whercby the learners of the pidgin could no longer
use their first language to any significant extent. This was particularly
true of early creolized creoles. The slave and/or laborer population had
to be supplemented regularly with new shipments, since their lifc expec-
tancy was very low, thus perpetuating the linguistic discontinuity, In
general, NIVE speakers, on the other hand, did not, and to this day have
not, lost their first languages,

Traditional views of creolization hold that the children of pidgin
speakers are obliged to create their own language from the pidgin input.
However, plantation pidgins, with their massive dislocation of popula-
tions, are not the only ones which can lead to creolization. There are also
endogenous creoles which are spoken in trading communities (Chauden-
son 1977). In these cases, the relationship between populations is not
necessarily unequal. In addition, the populations in contact may be
homogencous, whereas in the case of plantation creoles, the subordinate
population is generally, and often deliberately, kept heterogeneous.
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The socio-historic conditions surrounding language death and societal
first language loss are usually characterized by the presence of a domi-
nant second language. This may involve the importation of an
(economically) dominant second language, as in the case of English ver-
sus the indigenous languages of the South Pacific (Schmidt 1985; Day
1985). Death may take only a few generations or, the dying language may
linger for centuries (Dorian 1980). Alternatively, a first language may be
imported, but remain in a subordinate position to the native language of
the new country, as in the case of English versus immigrant languages in
Australia, Britain, and the United States (Bettoni 1985; Clyne 1985;
Gonzo and Saltarelli 1983).

Domains of use

Differences in socio-historic circumstances have led to differences
in the domains in which English is currently used. In general, NIVEs are
spoken in a wide range of domains. In some countries, such as Singapore,
English dominatzs all public and formal domains, as well as, for
educated speakers, many informal ones. It is the language of govern-
ment, courts, commerce, and a large sector of education, advertising,
and the media. It is shared, although variably controlled, by the majority
of the population. Similarly, in Ghana, Nigeria, and Zambia, English
occupies a wide range of domains (Platt, Weber and Ho 1984).
Chronologically, these institutionalized varieties are indeed second
languages, but in terms of their domains and extent of use, for many
speakers, they are in fact, first languages. This is particularly true for
NIVEs such as Singapore English. Richards and Tay (1981) have pointed
out that for this NIVE, the very definition of the term native speaker is
called into question. The most appropriate definition may not, in fact, be
one which is limited to the first language spoken as a child. In Singapore,
many speakers, particularly those under forty, with higher, or even
secondary education in English, now have restricted competence in the
language they first spoke as children in the home. Their chronologically
first language is used primarily with older members of the family and for
in-group purposes. English has become the language in which these
sneakers are most proficient and the one they use the most.

In other NIVE countries, the opposite process has occurred, and
English is more restricted in its domains of use than previously. In some
domains once occupied by English, local languages are now used (Moag
1982b). This is true of the Philippines (Samonte 1981), Sri Lanka (Fer-
nando 1982), East Africa (Schmied 1985), and Malaysia (Platt 1982). In
Sri Lanka, for instance, local languages are increasingly replacing
English in informal domains. In urban South India, Sridhar (1982)
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reports that the mother tongue is preferred for intimate domains, whereas
English is dominant in utilitarian domains. In Malaysia, Malay has
become the language of instruction in the school system, where, in con-
trast to countries such as Sri Lanka and India, English is not needed as a
lingua franca, since the population is relatively homogeneous. Similarly,
in the Philippines, there is a competing lingua franca, Pilippino, which is
strongly associated with national identity. These factors may partially ex-
plain the recession of English in these areas.

Pidgins, whether they are endogenous or €xogenous, tend to be used
in a limited number of domains. They are generally restricted to the
following categories: trade, the military, and migrant and domestic labor
(Miihlhaiisler 1986). Of course, for indentured or forced laborers, cut off
from all speakers of their first language, the pidgin must serve a wider
range of functions. Expanded pidgins, such as Cameroon Pidgin and
Tok Pisin, are well-established and function in a wide variety of domains
(Todd 1984; Miihlhaiisler 1986). Typically, however, it is during the pro-
cess of creolization that such expansion occurs. Creolization, like NIVE
development, involves the extension of a new variety to a broad spectrum
of domains. It is no longer restricted to instrumental functions, but is used
for expressive functions as well, a process Valdman (1983) calls vernacu-
larization. According to Sankoff (1979), it is this increase in functional
load, and not necessarily the appearance of a generation of creole-
speaking children which is the driving force behind creolization. Accord-
ing to some creolists, however, creoles can only be created by children,
generally of pidgin-speaking parents (Bickerton 1979, 1981). This implies
that the creole would be used in all domains, since the creole is the new
generation’s only language. The development of NIVEs has indeed been
an expansion process, yet offers a picture which is almost the reverse of
creolization. While NIVEs’ domains of use originate with the most
public and highest status situations and have spread downwards, the do-
mains of creoles generally extend from the most intimate and lowest
prestige situations upwards. One might say that the most ‘‘advanced’’
creoles are now national languages, such as Tok Pisin, and are used in
government, business and as a language of instruction. The most *‘ad-
vanced”’ NIVEs, such as Singapore English, on the other hand, are now
even used for intra-ethnic communication, including such intimate set-
tings as the family domain.

The use of NIVEs also contrasts with that of individual learner lan-
guages, where the first language is usually maintained, at least initially,
for many domains. There are instances, however of group SLA, where
the second language begins to encroach on the domains previously re-
served for the first language (Andersen 1982; Dorian 1983; Gonzo and
Saltarelli 1983; Bettoni 1985). This process is characteristic of dying and
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immigrant languages, where intimate domains are the last to feel the ef-
fects of the dominant new language. It is also interesting to note that the
kinds of domains which are maintained for dying and immigrant lan-
guages are similar to those few left unoccupied by English in NIVE na-
tions. These would include the home, especially communicating with
older generations, and in-group functions, such as in religious and ethnic

organizations. In both cases, the higher prestige language is used for ex-
ternal functions.

Attitudes toward language varieties

Throughout the world, wherever NIVEs are spoken, the prestige
attached to the use of at least the acrolectal varieties, is high (Platt,
Weber and Ho 1984). Attitudinal studies in individual countries reveal
that, in spite of its association with colonial heritage, the prestige of
English remains substantial (Schmied 1985; Moag 1982b; Goh 1983;
Shaw 1981; Hancock and Angogo 1982). Frequently, however, external
models remain the preferred ones (Kachru 1982b) and lower sociolects
especially, may be viewed pejoratively (Mehrotra 1982). In other in-
stances, the positive attitudes toward local English may be based on the
fact that it is a Jocal variety of English, and not simply the fact that it is
English. In fact, the use of speech which conforms to exonormative stan-
dards may be frowned upon as a sign of arrogance. Several NIVE resear-
chers report the strong emotive value of local Englishes and their associa-
tion with national unity (Zuengler 1982; Tay 1982). In general then, the
instrumental prestige of acrolectal varieties of NIVEs is high, while the
attitudes toward the more basilectal varieties are ambivalent,

On the surface, the prestige accorded NIVEs contrasts with pidgins
and creoles, which generally enjoy lower prestige than the superstrate
language. Attitudes toward creoles today, however, are also ambivalent;
knowledge of creole is an emblem of membership in the speech community
(Lawton 1982; Rickford 1985; Rickford and Traugott 1985) and
therefore may be perceived positively. In some nations, the creole has
been accorded official status. The prime example of this is Papua New
Guinea, where Neo-Melanarnesian (Tok Pisin) is an official language. A
major difference between NIVEs and creoles remains, however. In the
past, creoles have not even been considered legitimate languages. To
some extent, this remains a common perception even today, while NIVEs
have always been considered some form of English.

In individual and societal cases of language loss of first languages,
Gardner states, ‘‘retention of first language skills will be related to the
perceived consequences of bilingualism and the relative prestige attri-
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buted to the two languages’’ (1982:41). The first language is of generally
lower prestige than the second language, even though the former may be
valued as a symbol of ethnic identity. For instance, Dorian (1982) reports
that in East Sutherland, speakers who claim to lack proficiency in Gaelic
are viewed negatively. The situation varies with immigrant languages.
Smolicz (1981) claims that the maintenance or loss of an immigrant
language is dependent, not necessarily on prestige, but on its association
with the core values of the immigrant group. If language is an integral
part of these values, functions will be found for it, at least in the short
run.

Stability and norms

Many NIVEs have now been in use for several centuries. They are
stable inasmuch as any natural language is stable, and have become insti-
tutionalized through use. While prescriptive, written norms have not yet
appeared, norms of usage and interaction are widespread and can be arti-
culated by individual speakers (Tay and Gupta 1981; Gupta 1986;
Kachru 1982b). Richards (1982), following Haugen (1977), has called
these communicative norms of use, as opposed to the rhetorical, or pres-
criptive norms. According to Richards, the rhetorical norm corresponds
to what Platt and Weber (1980) have called the acrolect and, for most
speakers, exists primarily as an idealized form. The mesolect represents
the communicative norm, while the basilect represents the actual com-
municative style, rather than a norm.

The linguist’s or language planner’s assessment of standards does
not always correspond to that of the government. Indeed, although in
most NIVE countries, the official standard is still an external NS varicty
(primarily RP), in practice, some form of the local standard has become
the target. Indeed, although Ministries of Education in some NIVE
countries may claim that the standard is RP, locally trained teachers
generally have command over, at most, a high variety of localized
speech. Even those speakers who do use a variety of local speech which
approaches an external NS norm will have in their speech repertoire
other localized varieties which they may use in appropriate situations.
The existence of at least two norms, one exonormative and one or more
endonormative, is characteristic of language varieties such as NIVEs,

which are associated with a speech community, rather than individual
speakers,

The existence of both rhetorical and communicative norms means
that many NIVEs are now relatively stable. This has not always been the
case. In NIVE nations, prior to independence, only a limited number of
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speakers had constant access to the target, which, in most cases, was
some form of Standard British English. The members of the local elite
acquired this fairly standard British English, making few modifications
in their production, except in phonology, especially in prosody, and in
lexis. However, these speakers were a tiny minority of the population. As
a result, the English proficiency of speakers in these countries varied
greatly. Their target receded when these nations became independent,
but the continuum, or proficiency cline, remained. To most of these
speakers, English was definitely a second, or even a foreign, language.
Although there is no direct evidence, it is likely that their production con-
tained many IL features which are characteristic of the speech of second
language learners (SLLs) of English in other settings. These and other
features were gradually institutionalized and are ncw firmly established
in these varieties. Institutionalized should not, however, be taken to
mean static. NIVEs are changing, as are all living languages. However,
from the point of view of acquisitional, rather than historical develop-
ment, NIVEs present a relatively stable object of study. For many adulit
speakers, there will be no further development in their acquisition of
English. Those speakers have reached the target - the NIVE itself,

Within the field of second language acquisition, the question of
stability is a difficult one. The presence of a standard or target does not
imply stability. Tarone, Frauenfelder and Selinker (1975:97) have defined
stability as consistency of use over time, as distinct from systematicity, or
internal consistency of the learner’s grammar at a single point in time.
According to this definition, NIVEs are certainly stable. Within a given
sociolect, they are probably consistent as well, although this is difficult
to determine conclusively because of frequent lect shifting (see section on
variation below). The kind of stability which has been described for
NIVEs, is generally not found in the speech of individual SLLs except in
the speech of so-called fossilized learners. The production of SLLs has
been shown to be highly variable, although debate continues on whether

this variation is random or systematic (Ellis 1987; Rutherford 1984;
Huebner 1983).

The stability of the other acquisitional phenomena listed in Table I
varies a great deal, Many pidgins are highly variable depending on
speaker, but norms may emerge over time, Some pidgins, particularly of
the trade variety, continue to exist for generations although there may be
extensive variation from speaker to speaker. Miihlhaiisler (1982) suggests
that the stability of a pidgin is the result of the forced interaction of a lin-
guistically heterogeneous population which needs to communicate. Each
speaker brings his or her own previous knowledge to the task, but cannot
fully rely on the first language. Still, there is no such thing as native
speaker intuition which might indicate some level of standardization.
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Not all pidgins are as stable as the Pacific pidgins described by Mithlhailsler.
According to Bickerton (1979, 1981), pidgins may be very unstable, as
well as unsystematic. Sankoff (1980) disagrees, maintaining that the fact

that no formal standard exists does not necessarily imply lack of syste-
maticity.

Creoles, in comparison to pidgins, are relatively stable. In general,
a creole is a native language of a significant portion of the speech com-
munity and speakers are able to articulate norms. The situation may be
complicated by the co-existence of the superstrate language and the
creole variety. This situation may encourage decreolization, or move-
ment toward the standard (external norm). In this case, as in NIVE na-
tions, there are two norms, one external and one internal. These are
represented by different parts of the decreolization continuum. As in the
case of NIVEs, the use of localized speech may signal in-group identity
and one lect may eventually attain the status of a local standard.

In the case of societal language loss or language death, a loss of
norms accompanies a loss of linguistic competence. In the latter,
speakers no longer know what the norms are, although they may know
that their own production does not conform to them. In the former,
while norms may still exist for the language, they no longer are available
within the speech community. Research in both areas reveals that signifi-
cant changes may occur in the linguistic systems of these languages.
Although there is no drastic break in linguistic tradition, as in the forma-
tion of pidgins and creoles, the grammatical systems of speakers of
immigrant and dying languages may be greatly reduced versions of NS
varieties (Dorian 1980; Gonzo and Saltarelli 1983; Bettoni 1985). While
at the level of individual speakers, these languages are fairly systematic;
instability is characteristic of the speech community as a whole.

Association with a speech community

A contributing factor to the relative stability and development of
group norms in NIVEs is their association with a specific speech com-
munity, rather than with a single speaker, as is the case in individual se-
cond language acquisition. This association with a speech community
marks a major difference between NIVEs and individual learner
varieties. An individual SLL can be a member of his or her first language
speech community or that of the target language, or both, but there is no
reference group for his or her own IL. There are exceptions to this
general rule. Wolfram, Christian and Hatfield (1986), for instance,
report that there has been some crystallization of forms which specifically
mark the variety of English spoken by Vietnamese immigrants in the
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United States. Similar observations have been made regarding other im-
migrant groups, where the particular variety of second language English
is strongly associated with a specific speech community (Biondi 1975;
Metcalf 1979; Penalosa 1980; Gonzo and Saltarelli 1983; Nash 1982). In
cases such as these, however, the speakers are already members of the
same speech community by virtue of their first language.

Valdman (1983) has shown that when a learner language becomes
a vehicle for a speech community, it undergoes a number of changes. It
becomes stable, complexified, and codified in order to meet the referen-
tial and expressive needs of its speakers. In most NIVE nations, the local
varieties of English began as lingue franche, used primarily for official
purposes and for interethnic communication. In some cases, however,
widespread use and knowledge of the NIVE have led to its use by speakers
of the same first language as well. Indeed, in Singapore, this has occur-
red to such an extent that Singapore English has become more than a

vehicle of the speech community, and is now ¢he vehicle of the speech
community.

NIVEs share this characteristic with creole-speaking, and to some
extent, pidgin-speaking communities. Creoles are always associated with
specific speech communities, while the situation varies with pidgins. In
some cases, such as that of Tok Pisin, the association may be a strong
one, while in others, the presence of many other competing languages
restricts the pidgin to a more marginal role. For some creolists, the social
functions of language and the changes which may occur when a pidgin
becomes the language of a speech community are unrelated. For in-
stance, Bickerton (1980) maintains that creolization occurs solely in the
brains of the child-creators. Others would claim that social function and
language change have everything to do with each other (Washabaugh
1979; Sankoff.1979; Miihlhaiisler 1986).

Acquisitional dimensions

Length of time for acquisition/development

There is much controversy over how long it takes for pidgins and
creoles to develop. It has been claimed that rudimentary ‘‘instant’’
pidgins can develop (LePage 1980), but it is more usual for the process to
take place over several generations (Sankoff 1979). Creolization is even
more controversial. Bickerton (1979, 1981) maintains that creolization is
a virtually instantaneous process which occurs when children use their
‘“‘bioprogram’’ to expand the restricted pidgin grammars they receive as
input. Sankoff’s research on Tok Pisin (1979, 1980), on the other hand,
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indicates that creolization may, in some cases, occur over a period of
several generations, and be a result of an increase in the functional load
on a pidgin, rather than the innate language creation facility of children.

Individual SLA has often been compared to group processes such
as pidginization, creolization and decreolization (Schumann 1978;
Andersen 1980; Stauble 1978; Schumann and Stauble 1983). However,
by definitio.1, individual second language acquisition must take place
within a single lifetime. Gilbert (1981) and Rickford (1983) point out that
this is one of the major drawbacks of any comparisons between indivi-
dual learning and group processes. Rickford notes that the kind of rapid
change which is characteristic of second language development takes at
least two generations in decreolization. In addition, the passage of time
in individual SLA usually means that the speaker has moved on to a
more target-like stage of acquisition, leaving earlier constructions and
forms behind. In group processes, in contrast, this is not always the case.
Because creoles often exist as part of a continuum, speakers often have a
command of several lects. They do not lose one lect simply because they
gain another.

NIVEs, too, have developed over many generations, and in this way,
bear many similarities to other group phenomena, particularly
decreolization. In NIVE speech communities, a continuum exists bet-
ween the basilectal ‘‘creoloid” and the acrolect, in the same way that the
basilect-to-standard continuum exists in decreolizing speech com-
munities. There is constant exposure to higher sociolects of the variety,
as well as public encouragement to master them. At the same time, there
is an opposing force which encourages the use of lower sociolects as an
in-group marker. There is, however, an important difference between
NIVE and creole speech communities. Although, like creoles, NIVEs
have taken many years to develop as separate varieties from the NS stan-
dard, it is also true that NIVEs are almost always learned as a second
language. NIVEs must be viewed, therefore, as the product of both
historical and repeated acquisitional processes.

Conditions of exposure

An issue which is closely related to the length of time of acquisition,
is the conditions of exposure to the target language. Pidgins and creoles
are, for the most part, learned of necessity and without formal guidance.
With the exception of linguists, very few people cver study them formally.
Creolizaton represents the most extreme example of this form of acquisi-
tion. Bickerton (1979) paints a graphic picture of the creolizing child
thrown into the plantation fields to acquire some vehicle of communica-
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tion which will allow him to converse with those around him. This
language may bear very little resemblance to his input. In fact, in creoli-
zation, there is virtually no model for acquirers to follow. This is in con-
trast to many, though by no means all, instances of individual second
language learning, where some model is generally available,

The acquisition of pidgins, and formal second language acquisition,
can be said to represent the two extremes of the tutored-untutored con-
tinuum, although the available input and opportunities for interaction in
both cases may be limited. The case of NIVEs is somewhat different. The
role of education cannot be overestimated in the spread of NIVEs.
Several esearchers (Platt and Weber 1980; Moag 1982; Kuo 1985) name
the spr ad of English to the education domain as the most important fac-
tor in INIVEs’ expansion. As has already been mentioned, very few NIVE
speakers learn English as their first language. Until quite recently, acqui-
sition of these varieites of English was delayed until children reached
school, where it was taught as a second language, using an exonormative
model as a standard. In school, children soon pick up the local variety as
well, and use it to communicate with their schoolmates, even if teachers
insist on a variety closer to a NS standard in the classroom. Recent
research has shown that in some NIVE countries, acquisition is taking
place before the children ever reach the classroom. In Singapore, child-
ren are now learning English from older siblings and playmates as well as
from the media before they reach school age (Foley 1984). They come to

the classroom proficient in scme variety of localized speech, usually a
basilectal or lower mesolectal form. Teaching English thus becomes
more second dialect than second language instruction. In other coun-
tries, particularly in areas of Africa, where educational resources are
scarce, English instruction is delayed until after primary schoo!l. In
general, in the countries where English is introduced the earliest,
knowledge of the NIVE is the most widespread.

In the cases of immigrant languages and language death, the condi-
tions of exposure may vary a great deal. Typically in language death, the
first (dying) language is learned informally and often incompletely
(Dorian 1983). Frequently, the models for acquisition are reduced forms
of the original language. Both immigrant and minority groups may try to
delay language loss in younger generations by establishing programs of
formal instruction in the mother tongue. The results of these attempts
have been mixed (Clyne 1985; Fennell 1981; Jones 1981). One of the pro-
blems with this method of language maintenance is that immigrants,
especially those from Europe, often speak a non-standard variety of the
first language, and consequently the issue of which variety should be
taught can be problematic.
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Availability of the target

Two important questions in determining how and to what extent a
second language is acquired concern the nature and availability of the in-
put, and the interaction of learners with NSs (Long 1981). However,
before any questions as to the availability of the target can be answered,
it must first be decided what that target is. In most second language learn-
ing settings (pidgin settings being a major exception), progression toward
the NS target language is at least a possibility. While the standard variety
of the target is not always eventually acquired, some form of the target
language is generally available as input. NIVE speakers, however, like
creole speakers, may attain target-like use in the local variety, withoui
ever fully acquiring the original standard target langiage. In other
words, in the case of NIVEs, ‘‘target-like use’’ may not amcunt to target-
like use of the exonormative standard NS target. Instead, a new target is
established. This target is a fully developed language, witi. norms,
stylistic range and an associated speech community. The external variety
may cease to be a target for some speakers. Indeed, NIVE speakers may
have little desire to emulate the external variety or identify with its
speakers. A similar situation often obtains in creole communities, where
the original target may continue to exist. In this case, the creole may
undergo decreolization. For some speakers then, there may be two
targets, one standard and one creole. However, the availability of these
two targets can vary greatly within the population, and, as with NIVE
speakers, creole speakers may reject the exonormative variety as a target
(Eckman and Washabaugh 1983).

Differences in input and opportunities for interaction and produc-
tion may lead to wide variation in rates and levels of acquisition. Bicker-
ton (1977) has pointed out that the difference between the creation of a
pidgin and the attainment of a standard version of the target language,
or some approximation of it, is rooted in the availability of that target,
and the amount of interaction a learner has with target language
speakers. Pidgin speakers receive very little input from the standard
target and have virtually no chance to interact with NSs of that target.
The picture may be further complicated if the superstrate language
changes. For example, in the Caribbean, the colonial rulers often changed
from Spanish to French, Danish to Dutch, Dutch to English, etc. In’
these cases, there is even less continuity.

The children of such speakers have extremely restricted input to use
as material for acquisition of their first language, es/pecially in the area of
grammatical structure. The same kind of situation may arise in certain
cases of individual SLA. It has been argued, for instance, that Schumann’s
subject, Alberto, because of his isolated social circumstances, received
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very reduced input and had little interaction with NSs during the period
of his acquisition of English (Schumann 1978). He never moved beyond
the first stages of SLA, leading Schumann to propose the Pidginization
Hypothesis, which compared the social and psychological circumstances
surrounding Alberto’s acquisition with the genesis of pidgin languages.

Between the two extremes of pidginization and native-like acquisi-
tion of the standard NS variety of the target, there is extensive variation
in both input and output. NIVEs are an example of one acquisitional
phenomenon within this range of variation. In the development of
NIVEs, the role and the availability of the original target language have
changed over the years, as has the nature of the target itself. As stated
above, under British administration, only a minority of the population
had access to NS English as their target. The rest of the population spoke
a range of learner varicties of English. Many of the features of those
learner varieties became institutionalized with extended use. Today, NS
models are primarily available in the rnedia and to some extent, in the
schools. For the most part, learners of English have unlimited access only
to local models, firmly establishing the new features in their speech
(Sridhar and Sridhar 1986; Kachru 1982b). Input and production, both
in and out of the classroom, are largely in the new local variety.

Speakers of languages in attrition also have limited exposure to the
target and little opportunity to interact with proficient speakers of that
language. Dorian (1983) maintains that lack of exposure to the target is
typical of the acquisition profiles of semi-speakers of East Sutherland
Gaelic. In immigrant speech communities, as the first generation of im-
migrants die, (or even before, see Bettoni 1985) the target becomes less
readily available and the speakers which do remain often have less than
perfect command of it. Interaction is generally limited to a small number
of specific domains.

Linguistic matrix-first language influence

Because NIVEs are usually found in multilingual settings, there is
potentially a great deal of influence from the first languages of their
speakers (Piatt, Weber and Ho 1984). The amount and nature of items
and features subject to transfer vary depending on sociolect. The middle
and higher sociolects, which are used extensively for interethnic communi-
cation, in most cases, exhibit more superficial forms of transfer, such as
lexical items and prosodic features. In the basilect, however, there is
more extensive transfer and there are readily 1dent1ﬁable first language-
based influences.3 Lowenberg (1986) maintains that much of this
transfer serves an identity function, one which unites the entire popula-
tion of a NIVE nation, regardless of first language.
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Pidgins and creoles are also found in multilingual settings (Sankoff
1979; Bickerton 1979; Miihlatisler (1986); specifically in situations which
have involved massive dislocation of populations. In fact, it has been
claimed that a multilingual setting is a necessary condition for tertiary
hybridization, a prerequisite for pidginization, to occur (Whinnom
1971). Individual pidgins may show extensive lexical influence of the
parent languages, whereas creoles tend to be used more uniformly across
users. According to Bickerton (1977), relexification is the major strategy
in the early stages of pidgin formation. Individual second language
acquisition, on the other hand, may take place in monolingual and bilin-
gual settings, as well as multilingual ones. Transfer from the first
language is possible, even probable, and has been attested in a number of
SLA studies (Gass and Selinker 1983; Kellerman and Sharwood Smith
1986).

Language death and societal loss of a first language is unlikely to
occur in any but a bilirigual situation. Typically, the second language is
dominant and of higher prestige. Contact with first language speakers
ends either through attrition, a cessation in the flow of immigration, or
the fact that new immigrants do not or cannot return to their mother
countries. However, while the immigrant or dying language is still vital,
it may exert considerable influence on the second language acquisition of
its speakers and is a significant source of transfer.

Linguistic dimensions

Linguistic form has often been the focus of interest in pidgin/creole
studies as well as in SLA research. First, it has been claimed that these
varieties are somehow reduced or simpler than NS varieties of English
(Schumann 1978, Andersen 1981; Meisel 1977, 1980). Similar claims
have been made regarding pidgin languages and NIVEs. Bickerton main-
tains that ‘‘there is a definite level of complexity that language has to
reach in order to serve as a native tongue’’ (1980:11). This would imply
that NIVEs and creoles have to, in effect, prove their complexity in order
to lay claim to NS status. First, it should be pointed out that the simplifi-
cation which Schumann describes in his Pidginization Hypothesis is not a
monolithic process. Meisel (1983) has noted that there are a number of
ways in which a language can be simplified and as many motivations for
such simplification to take place.

Looking first at the complexity of pidgins, the traditional view has
been that pidgins are indeed simplified or reduced, but that creoles are
fully expanded and complex. Both Miihlhaiisler (1986) and Sankoff
(1980) have observed, however, that the differences between some ex-
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panded pidgins and their creole counterparts are not drastic. Thus the
‘“‘complexification of outer form’, noted by Hymes (1971) may not
necessarily be a defining feature of creolization, rather it accompanies a
functional expansion of the language variety. This view is in sharp con-
trast to Bickerton’s claims regarding unstable pidgins versus their later
creolized forms. As regards NIVEs, simplification has an important role
in their establishment and acquisition (Williams 1987a, b); however,
there are some NIVEs modifications which “‘include at least as much
complexification as simplification’’ (Sridhar and Sridhar 1986).

Questions have also arisen regarding the variability of these and
other learner varieties as autonomous linguistic systems. Variation has
also recently become a major topic in second language acquisition
research. In learner varieties, it has been found to have many sources and
to be rule governed in some cases, while seemingly random in others (see
Rutherford 1984). Corder (1977) has defined two types of language con-
tinua: developmental and lectal. These two continua may, in turn, shed
some light on different kinds of variation. He calls pre-pidgin and post-
pidgin continua, as well as the process of SLA, developmental, because
they all involve increasing linguistic complexity. Progression along a
developmental continuum may lead to the kind of variation which occurs
when there is an overlap in the stages which learners go through as they
approach the target. The learner uses forms from both the old and the
new stages but presumably, successful acquirers eventually use only the
new forms. Lectal continua, on the other hand, include a range of
varieties which are based on social options, but do not necessarily involve
increasing linguistic complexity. Lect shifting may lead to the variation
in speech which occurs due to a change in interlocutor, setting, genre,
task, etc.

In NIVEs, it is lectal variation which predominates in the production
of adult speakers. Children acquiring English would, of course, also go
through a series of developmental stages. Platt and Weber (1980) use the
post-creole continuum model to describe the varieties of Singapore
English. Although there are speakers who are limited to one or another
variety, or lect, it is often the case that a speaker commands a wide range
of these varieties. The appropriate variety is chosen from this repertoire,
depending on the social situation, interlocutor, etc. It is difficult then, to
label an individual NIVE speaker as say, a mesolect speaker. Another
model has been proposed by Richards (1982) to describe the language
continuum in Singapore, which involves a series of overlappii,,. styles
from one end of the continuum to the other. A given speaker would have
command over a set of these styles and use them appropriately in a variety
of situations. The major difference between this model and the post-
creole continuum mode, as proposed by Platt and Weber, is that it em-
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phasizes style rather than competence level. Most other NIVEs also can
be viewed as part of language continua (Kachru 1982b; Todd 1982; Han-
cock and Angogo 1982).

Language continua are an integral part of pidgin/creole linguistics.
Bickerton (1979) claims that in pidgins, in addition to developmental
variation, there is extensive, often unsystematic, individual variation,
specifically that which is based on first language influences. Sankoff
(1980), on the other hand, maintains that developed pidgins, at least, are
rule governed. Sankoff does not deny that there is variation, but argues
that it is systematic. Variation in pidgins may originate in first language
influence, geographical differences, urban versus rural settings, and a
host of other factors (Miihlhaiisler 1986).

Recent SLA research has also seen a push toward discovering syste-
maticity in variation (Gass and Madden to appear; Eisenstein to appear).
In an attempt to discover the rules which govern developmental varia-
tion, Huebner (1983) has used a dynamic approach, based on the work of
Bailey (1973) and Bickerton (1975, 1979), which claims that historical
change and development originate in synchronic variation. Instead of
trying to capture development at an elusive stable stage, an attempt is
made to describe linguistic development through the variation itself. This
kind of approach “*account(s) for systematicity as it is developing both at
a moment in time and in movement through time.” (emphasis in
original) (Rutherford 1984:132). In addition to developmental variation,
there is increasing evidence that the production of SLLs is subject to lec-
tal variation. A number of other studies have shown that SLLs may
change phonological and syntactic features in their speech, depending on
the social situation and task (Beebe 1980; Schmidt 1977: Tarone 1985;
Ellis 1987).

NIVEs and the speech of SLLs bear many similarities, yet the fleet-
ing changes which have frequently been noted in developing learner
varieties are not generally found in NIVEs. This is because, especially
among speakers who have control over higher sociolects, there is no
variation due to development. There is no need to investigate the stage of
the speaker in terms of development toward the target because he or she
has aiready reached the target - the local variety of English. Variation
within a single adult speaker’s grammar is generally no more than in that
of NSs, namely, the lectal variation which comes with changes in various
aspects of a speech situation. Another cruciai difference which separates
learner languages from other varieties such as NIVEs is the maintenance
and use of many sociolects, some of which may resemble early stages of
second language learning. Any developmental variation which occurs
generally means the mastery of higher sociolects. As Rickford (1983) has
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pointed out, this is an extension of competence, since the speaker retains
competence in the lower sociolects as well. It is not the replacive develop-

ment which occurs as learners go through successive stages of language
acquisition.

In language attrition, on the other hand, there is a reduction in the
catalog of target language forms (Andersen 1980; Dorian 1983; Bettoni
1985; Gonzo and Saltarelli 1983), but at the same time, there is increased
variability in performance due to interference from the second language
(Sharwood Smith 1983; Bettoni 1985). This is called attritional variation
on Table 1, although there is no formal difference between it and the
variation found in individual second language acquisition. Frequently
the acquisition of the second language is replacive, that is, as second
language forms are mastered, some first language forms are lost.

Conclusions

NIVEs are an important area of investigation in the fields of lan-
guage acquisition and language contact which add to an already diverse
picture of linguistic phenomena. NIVEs are unique among them, how-
ever, in that they are the product of nativization which has taken several
generations as well as SLA within each generation. Historically, and lin-
guistically, NIVEs bear some resemblance to pidgins and creoles and,
because they are second languages, it is not surprising that they have
much in common with individual ILs. In spite of these similarities, their
status as legitimate regional varieties forces us to view them as something
quite apart from imperfect versions of external NS Englishes. It is likely
that these varieties will become increasingly important as the proportion
of English speakers who are actually NIVEs speakers grows. It is hoped
that this brief profile of NIVEs and where they can be situated within
language contact and language acquisition research, can stimulate fur-
ther research in this area.

Notes

11 would like to thank Teresa Pica, Barbara Hoekje, and Robin Sabino
for their comments on earlier drafts. All remaining errors are, of course,
my own.

2There are, however, numerous cases of imported indentured labor in
the history of some NIVE nations. The issue of free will is debatable.

3There is some disagreement on this topic, sece Bamgbose (1982).
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Miscorrection in Peer Feedback in Writing Class

George Jacobs
University of Hawaii

Peer feedback is part of a larger category of educational activities
in which students work together in groups. Three prominent learning
theorists whose works are cited in support of group activities are Piaget
(1959), Vygotsky ( 962, 1978), and Dewey (1966).

Piaget and Vygotsky, while differing in several ways, both discussed
the benefits for learners of interaction with others. Piaget pointed out
that such interaction can be the source of cognitive conflict which can
lead learners to reexamine and adjust the frameworks through which
they view the world. A key concept for Vygotsky was the zone of proxi-
mal development, i.e., the area between what we can do on our own and
what we can do with others. He saw interaction with others as central to
furthering learning and development. Dewey was a strong believer in
making students, rather than teachers, the hub of classroom activity.

Research on cooperative learning has given empirical validation to
the use of thoughtfully organized group activities as a means of enhancing
not only academic achievement, but a host of aifective variables as well
(Johnson, Maruyama, Johnson, Nelson, & Skon, 1981; Slavia, 1980).
This and other research, in addition to years of classroom experience,
have led scholars to hypotheses about key variables in structuring group
interaction (Hythecker, Dansereau, & Rocklin, 1988; Johnson &
Johnson, 1987; Webb, 1983).

Peer feedback on student writing has been advocated for first lan-
guage learners (Bruffee, 1984; Elbow, 1973; George, 1984; Jacko, 1978)
and second language (L2) learners (Raimes, 1983; Whitbeck, 1976). In-
deed, calls for the use of peer feedback may become more common for
two reasons. First, the growing popularity of teaching writing as a pro-
cess with several dimensions has made peer feedback more appropriate
because there is more emphasis on revision. Second, these dimensions of
the writing process -~ creating ideas, shaping those ideas into a piece of
writing, and then fixing the form of that writing - provide more points at
which feedback can be offered.

Perhaps the key advantage put forward in support of peer feedback
is that it changes students’ role in the class. With an exclusively teacher-
fronted approach to writing instruction, the students’ role is limited to
producing writing which will be read and evaluated solely by the teacher.
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In contrast, peer feedback broadens learners’ involvement by giving
them the additional roles of reader and advisor to go with that of writer.
Hopefully, this addition of roles increases learners’ insight into the
writing process. A related benefit proposed for peer work is that it helps
learners become more autonomous (Davies & Omberg, 1986), thus pre-
paring them to write without a teacher there to correct their errors. Fur-
ther, structuring face-to-face discussion into the feedback process pro-
vides students the opportunity to engage in constructive controversy
which may lead to insights and greater task engagement (Johnson &
Johnson, 1987).

However, some teachers and students, particularly in L2, are worried
about using peer feedback in writing class because they fear students’
comments will cause as many problems as they solve, due to students’
lack of language ability (Jacobs, 1987). A similar question as to the
wisdom of group activities, given nonnative speakers’ level of com-
petence in the L2, has been raised regarding group speaking activities.
However, little miscorrection of student speech by peers was reported in
studies by Bruton and Samuda (1980), Porter (1983), cited in Long and
Porter (1985), and Deen (1988).

The purpose of the study reported here was to investigate miscor-
rection in group writing activities. It might be believed that more miscor-
rection would occur with writing than with speaking because the fact that
the words are permanently on the page, rather than vanishing instantly
into the air as in spoken discourse, makes errors - real or supposed -
easier to find and point out. Also, students may be accustomed to a stricter
standard of accuracy for written language and thus feel that they should
focus more on the form of what their classmates write than on the form
of what they say. At the same time, students may tend to disregard some
of their peers’ suggestions because they lack confidence in their peers’
ability to give them correct advice on their writing.

The Study

Subjects. The subjects were eighteen third-year English majors at
Chiang Mai, Thailand. Thirteen were female and five male. They were
enrolled in a course devoted seventy per cent to writing and thirty per
cent to reading. The class met twice a week. The normal procedure for
writing compositions in the course was for students to first write a
sentence outline, which was checked by the teacher for content, organi-
zation, and grammar, and then students changed the outline into a three
paragraph composition. Next, the composition was evaluated by the
teacher and returned for possible correction by students. Writing was not
done in class.
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Several times during the term, however, peer feedback on composi-
tion outlines and drafts was added to the standard procedure. This took
several forms: 1) students wrote separate compositions, but worked
together to improve their peers’ compositions with grading based on the
average grade of the groups’ compositions; 2) students wrote separate
parts of a composition and then worked together to mold the parts into
one composition; 3) students read others’ compositions and said what
they found most interesting about them; 4) students looked for
designated errors in their peers’ compositions.

Method. To begin the process of creating the pieces of writing to be
used in the study, a topic was assigned, explained, exemplified, and dis-
cussed. Students then wrote three paragraph sentence outlines to be
handed in the day before the class met again. These outlines were checked
by the teacher for content and organization only. The next class period
the outlines were returned to the students who expanded them into three
paragraph composition drafts and handed them in at the end of class.

Two photocopies of each draft were made by the teacher who then
randomly paired the students. (In one case a pairing was changed
because of a personality conflict between the members of the pair.) The
following class period, students received a photocopy of their partner’s
draft to read and make suggestions on regarding grammar only.

The suggestions were to be of two types. First, if an item was believed
to be incorrect, students were to put a line through it and write what they
thought was the correct form above it. Second, if students thought some-
thing might be wrong but they were not sure, they were only to circle the
item and write nothing above it. After 20 minutes, the pairs met to discuss
their suggestions for 30 minutes. Students were told that their grade
would be based solely on their own composition. In the remaining 30
minutes of the class two things were done. One, students used the second
photocopy of their peer’s draft to write revised suggestions. This was
done because the discussion might have changed some of their ideas.
Two, students rewrote their drafts in light of their peer’s comments and
the just concluded discussion.

Scoring. The two types of suggestions, corrections and indications
of uncertainty, were coded differently. Corrections were placed into one
of four categories: Al) wrong in original - correction wrong, e.g.,
**Suwit living in Chiang Mai’’; A2) wrong in original - correction right,
e.g., *‘Suwit live in Chiang Mai’’; A3) correct in original - correction also
right, e.g., ““Suwit lives in Chiang Mai’’; A4) correct in original - correc-
tion wrong, e.g., ‘‘Suwit lives in Chiang Mai’’. Because with indications
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of uncertainty, students did not write an alternative, these were placed in
only two categories: B1) wrong in original; and B2) correct in original.

Next, for each category of comments a comparison was made be-
tween changes in the original and revised drafts and the peer’s comments
on the first photocopy to see whether the peer feedback, via the markings
on the first photocopy and the subsequent discussions, had led to any
changes. Finally, differences between the first and second photocopies
were recorded to see if the intervening discussions had produced any
changes in the peers’ comments. The scoring was done by the researcher
and checked by another teaching professional. Any disagreements were
resolved by the decision of a third teacher.

Results. Table 1 shows the markings that students made on the two
photocopies of their peers’ composition drafts. What stands out here is
that by far the largest type of marking was accurate correction of incor-
rect forms, category A2. When this category is combined with category
B1, indications of uncertainty about incorrect items in the original draft,

Table 1
Comparison of Markings made by Peers on First Photocopy of
Composition Drafts (Before Discussion) and Second Photocopy
(After Discussion)

First photocopy Second photocopy

Marking category n % n %

A. Correction
1. Wrong in original -
correction wrong
. Wrong in original -
correction right
. Correct in original -
correction right
. Corr<.t in original -
correction wrong
. Indication of uncertainty
1. Wrong in original
2. Correct in original

Total
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the percentage is 67% for the first photocopy and 70% for the second.
At the same time, category A4, correct in original - correction wrong, ac-
counts for less than 10% of the markings on both photocopies. The dis-
cussions held between the markings of the two photocopies seemed not
to have produced large changes, except in category B2, correct in original
- marked unsure. Here, the number and percentage fell by more than
50%.

Table 2 compares the changes between the original drafts and the
new versions, written after students had seen and discussed their peers’
markings on the first photocopy, with the markings on the first photo-
copy. Again, what stands out is the size of the category A2 changes.
When combined with BI markings which were changed correctly, these
two account for 76% of all the changes between drafts. Also interesting

Table 2
Comparison of Markings made by Peers on First Photocopy
of Composition Drafts (Before Discussion) and Changes in
Rewritten Drafts .

Changed Unchanged

Marking Category n % n %

A. Correction
1. Wrong in original -
" correction wrong
. Wrong in original -
correction right
. Correct in original -
correction right
4. Correct in original -
correction wrong
. Indication of uncertainty
1. Wrong in original
a. Changed correctly

b. Changed incorrectly

2. Correct in original
a. Changed correctly

b. Changed incorrectly

Total
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to note is that of the seven type A4 miscorrections, only four were
adopted, and these all came from the same student’s draft and involved
the same grammar point: articles. Additionally, none of the type B2
markings correct in original - marked unsure, led to incorrect changes.

Discussion

The changes which followed the peer feedback can be grouped into
three general categories. First, when category A2 corrections were
adopted and items with category Bl markings were changed to be cor-
rect, students’ compositions improved. Second, when category Al and
A3 were adopted, items with category Bl markings were changed to
another incorrect .form, and items with category B2 markings were
changed to another correct form, the writing’s quality was not changed.
Finally, when category A4 corrections were adopted, writing quality
declined.

The second group of changes deserves attention. Here, changes were
made, but the quality of the draft was not affected because a correct
form was substituted for another correct form or an incorrect form was
substituted for another incorrect form. While these changes neither im-
proved nor worsened the writing, perhaps confusion may have been
created which could have a negative impact on students’ interlanguage.
Nevertheless, as reported above, 76% of the changes fell into the first
group: improvements.

The major finding of the study seems to be the very low number of
changes resulting from category A4 corrections and the absence of incor-
rect changes resulting from category B2 markings. This is especially
striking because, as mentioned earlier, all these miscorrections came
from only one student’s paper, and all concerned only one language
point: articles, something which is usually acquired late in the process of
learning English as a second language.

However, it should be kept in mind that the study involved a small
number of students and only one set of compositions. Also, there are
other ways that the question of miscorrection in peer feedback on writing
could be investigated. These include taping feedback discussions, extend-
ing the length of time for critiquing, discussing, and rewriting, deepening
students’ experience with and skill in peer feedback and group activities
generally, and investigating miscorrection in areas other than form.
Additionally, it should be noted that students did not find all the errors
in their peers’ drafts. This is similar to what occurred in Bruton and
Samuda’s 1980 study.
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Finally, it needs to be noted that there are other forms of peer feed-
back besides the marking <{ errors. For example, students can mark
those parts of drafts with good form, content, or style. Another example
is that when peers do summaries or state the main idea of all or parts of a
draft, this gives writers an indication of whether or not they are getting
across their intended ideas.

Implications

As to how to make peer feedback more effective, Bruton & Samuda
(1980) suggest that students be given specific types of errors to look for
rather than being asked to look for errors in general. Perhaps, teachers
could select those grammatical error types which they believe should be
in students’ monitors or those rhetorical points which have been stressed
in class. This would present learners with a more doable task, one pro-
bably less subject to problems of miscorrection.

Further, Newkirk (1984) advises that when students are given error
types to help their peers with, the criteria should be clearly defined. This
seems particularly important when learners are helping each other with
the content and organization of their writing. Thus, teachers have a key
role in guiding peer feedback.

Conclusion

The findings of the study reported above, in which learners gave
feedback on their peers’ writing, are consistent with studies of miscorrec-
tion in spoken activities. The relatively small amount of miscorrection
found in the study may ease some teachers’ and students’ concern that
peer feedback is a case of the blind leading the blind. Indeed, peer feed-
back can play a role in the development of writing ability by giving
students additional perspectives from which to learn and apply writing
skills. Further, as noted by Davies & Omberg (1986) and other advocates
of peer interactive methods, working in dyads and groups can increase
students’ sense of autonomy and responsibility in the learning process.
Therefore, it is hoped peer feedback and other group writing activities
will be considered in the planning of writing programs.
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How ESL Teachers and Peers Evaluate and Respond to Student
Writing :
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Introduction

The expansion in the 1980’s of learner-centered approaches to Eng-
lish as a Second Language writing instruction (Taylor, 1981; McKay,
1981), the view of writing as an act of creating meaning (Zamel, 1982,
1983), and the use of communicative activities in second language (L2)
writing classes (Raimes, 1978, 1983; Lasser-Rico, 1983) have led to two
significant developments in ESL writing instruction. The first of these is
a critique of the teacher as examiner (Langer and Applebee, 1984;
Chaudron, 1986); and the second is the growth of the peer group as an
audience for ESL student writers (Brinton, 1983; Cohen, 1983a; Cramer,
1984).

Second language research concerning the reliability of peers as an
audience for student writers remains inconclusive (Partridge, 1981;
Cohen, 1983b; Chaudron, 1984). If ESL teacher and peer evaluations
differed significantly, as they did in first language (L1), that is, if the
groups formed distinct evaluative communities; then considering L2
peers a viable audience for student writers becomes problematic. At best,
such a finding would leave unchallenged what Chaudron (1984) called
“‘the uncertain status of peer evaluation in L2 writing’’ (p. 4).

In two studies conducted at the University of New Hampshire (UNH),
Newkirk (1984a, 1984b) found significant, systematic differences bet-
ween L1 teacher and peer evaluation of student papers. His analysis of
subjects’ evaluative comments revealed that L1 teacher and student eva-
luations differed in respect to the following areas: (1) the role of personal
identification with writer and text, (2) the role of organization, (3) the
role of writing style, and (4) the role of stance. Newkirk concluded the
two groups formed distinct *‘interpretive communities’’ (Fish, 1980).
According to Fish, interpretive communities establish norms for con-
structing and evaluating text; therefore, “‘a reading that might be appro-
priate in one community might not be considered appropriate in
another”’ (Newkirk, 1984b) (p. 284).

Given the diversity of ESL learners and the variety of contexts for
L2 writing instruction, Fish’s notion of interpretive communities would
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appear to be a highly appropriate and relevant construct for examining
ESL student writing evaluation. Differences between ESL teacher and
peer evaluation have not been explored thoroughly. Much of the ESL
peer group research has focused on evaluating the effects of feedback on
revision and editing of student compositions (Chaudron, 1984; Zhang
and Halpren, 1984; Zhang, 1985). The L2 research has not determined
whether ESL teachers and students actually differ in their evaluation of
writing, nor has it explained if the groups use the same or different criteria
to evaluate student compositions. The question remains, do ESL
students and teachers form distinct interpretive communities? The study
reported here attempts to investigate this potentially informative facet of
ESL writing instruction. It amounts to a partial replication of Newkirk’s
L1 research findings as applicable to ESL.

The Study

Newkirk (1984a) pointed out that framing the issue of writing eva-
luation in terms of interpretive communities grants integrity to both
teacher and student responses. Differences between teacher and peer eva-
luations were viewed as ‘‘the result of coherent strategies and not igno-
rance or impulsiveness on the part of the student”’ (p. 284). This study
shares these basic assumptions of Newkirk’s L] research,

Purpose

To see if Newkirk’s findings regarding L1 instructor and peer eva-
luation differences would hold true for 1.2 teachers and learners, an ex-
ploratory study was conducted. The study was based upon the same two
research questions posed by Newkirk:

(1) Are therée papers on which the evaluations of teachers and
students differ significantly?

(2) What does an analysis of written evaluations reveal about dif-
ferences in the criteria used by the two groups?

Subjects

The subjects in the study consisted of thirty-nine fully-matriculated
ESL, university students and thirteen experienced ESL teachers. The stu-
dents were enrolled in three different courses in the English Language In-
stitute at the University of Hawaii (ELI/UH): ELI 72, a non-credit
reading course; ELI 80, a non-credit listening comprehension course;
and ESL 100, a three-credit expository writing course which fulfills
students’ freshman English requirement. All had TOEFL scores in the
475-550 range. The students’ ethnic backgrounds were as follows:
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Chinese (15), Korean (9), Vietnamese (4), Japanese (4), Indonesian (4),
and Filipino (3).

The ESL instructors were all native English speakers, and they had
an average of seven years of teaching experience. Nine of the ESL in-
structors were teaching a writing course at the time of the study. The
teachers were working at three different institutions of higher education:

the State University, a two-year public community college, and a four-
year private college.

Procedures

Following Newkirk’s (1984b) procedures, the thirteen teachers and
thirty-nine students were asked to read and rank seven ESL compositions,
from (1) best paper to (7) worst paper, and to make written comments
about their evaluations. A table of random numbers was used to set the
order in which subjects would read the sets of compositions. The subjects
were instructed to read the papers in the exact order presented and to
read all the papers before ranking any of the compositions. Teachers and
students could re-read the papers in any order after the initial reading of
all seven compositions. After ranking the writing samples, subjects were
asked to write down the reasons - criteria ~ they used to evaluate the
papers and determine rankings. Subjects were also asked to make written
comments about their reaction to the papers.

Materials

The writing samples in the study consisted of seven compositions of
approximately equal length (1-1%2 pages) selected by the researcher. The
papers reflected different writing styles, patterns of organization, and
rhetorical purposes. All had been final drafts of assignments submitted
by students in writing classes at the ELI/UH. As in the L1 study, it was
assumed that student papers would elicit variable reactions. Thus, it was
felt that the papers should be actual student products rather than texts
created by the researcher.

The researcher anticipated that reaction to error would play an
important role in the evaluation of ESL student writing {Santos, 1986).
For this reason, certain changes were made to the two papers which
primarily appeared to value text structure or form (Papers #1 and #2).
These changes included reducing the number of errors of grammar,
usage, spelling, and punctuation. These corrections can be said to repre-
sent ‘‘proofreading” or ‘‘editing’’ rather than substantive *‘revision’’,
Every effort was made to avoid affecting meanings and to leave the
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papers’ original wording intact. No changes of any kind were made to
the other papers. Consequently, the writing samples gave teachers and
students ample opportunity to make clear choices about evaluative

criteria and to demonstrate reliability in their rankings and written com-
ments,

Analysis

As in Newkirk’s UNH studies, teacher and peer mean rankings of
the papers, from (1) best paper to (7) worst paper, are reported. Non-
parametric statistical analyses of the ranking data were performed. First,
a Likert scale was used to calculate the means, standard deviations, and
correlations of teacher and student rankings. Following this, a T-Scalc
program was used and the scales revised (Dunn-Rankin, 1983) (pp.
91-93); see (pp. 337-338 for T-Scale program). Second, Spearman Rank
Order Correlations were used to compare teacher/peer average mean
rankings of the seven papers. Third, a Kendall’s Coefficient of Concor-
dance was performed to determine if different relationships were present
within the same groups. A significance level of p-..05 was set for all
statistical analyses.

As in the UNH studies, the written responses of the L2 teacher and

student evaluations for each paper were also analyzed. First, a Ph.D.
candidate in Applied Linguistics at the University of Hawaii parsed the
subjects’ written responses into separate evaluative statements ‘‘that con-
veyed the sense of a single thought’’ (Squire, 1964) (p. 17). Th: twal
number of parsed evaluative comments was 759.

Next, the analysis of evaluative comments focused on seven response
categories in which significant differences emerged in the L1 research:
personal identification with author or text, subjective response, organiza-
tion, writing style, unfinished text, grammar, and content. These seven
categories were explained to two independent raters, an MA student in
ESL and an MA student in English at UH. (A more detailed discussion
of these seven categories follows this section of the paper.) The two
raters were asked to place each of the 759 evaluative comments into one
of the seven categories. The raw percentage of agreement between the
raters was 76.3%. This figure is consistent with Newkirk’s (73.6%) and
Squire’s (71.4%).

After the two independent ratings, the raters were asked to meet
and make decisions regarding the statements about which they originally
disagreed. The raters eventually assigned to classes all but twenty-four
statements (3.16%). These comments were not included in the analysis.
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For another twenty statements (2.63%), the raters felt the subject’s com-
ment could have been parsed into two separate statements. The raters felt
they could only reach a classification agreement on the basis of two dis-
tinct statements. This re-classification added another twenty statements
to the study. The total number of evaluative statements eventually
classified in the study, therefore, was 755.

Finally, a chi-square test was conducted to determine whether the
group of teachers and the group of students applied significantly different
evaluation criteria in their written responses to the seven compositions.

The Categories for Analysis of the L2 Evaluative Responses

(1) The Role of Personal Identification. This category was a major
source of disagreement between L1 teachers and students. Newkirk
claimed peer willingness to identify with the writer caused them to *‘read
in’* or “extend’’ what had actually been written in the text. This peer
elaboration of text resulted in clearly different responses and rankings by
the L1 groups.

(2) The Role of Subjective Response. This category included com-
ments that justified an evaluation of a paper entirely on the basis of a
subjective comment (for example, calling a paper ‘‘boring’’). Newkirk
noted that ‘‘subjective response’’ was similar to Elbow’s (1981) criterion
of “‘reader-based”’, as opposed to ‘‘text-based’’, response.

(3) The Role of Organization. The most frequently cited category
of L1 evaluative response, organization, was another area of marked
disagrecment between L1 teachers and peers. Newkirk concluded that
student concepts of ‘‘what is permissible may be limited to the restrictive
models they have been taught’’ (1984a) (p. 297).

(4) The Role of Writing Style. This 1.2 category synthesized several
areas which separated the groups in the L1 study including the role of
logic, clarity, and point of view; the role of word choice; and the role of
originaiity. A scale of values is implicit in any evaluative comment about
writing style. The issue is whether the scale of values used by students is
diffetent from the scale of values used by teachers.

(5) The Role of Unfinished Text. While Newkirk’s (1984b) “role of
stance’’ began to get at this important concept, a subsequent L1 study
(Gere and Stevens, 1985) more explicitly delineated the issue involved.
These researchers asserted that the notion of unfinished text is the critical
difference between teacher and peer groups’ responses to writing. Gere
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and Stevens claimed peer response is “‘intent on forming text by inform-
ing it; that is, it tries to realize the meaning of text by informing the
writer of actual and potential meaning’’ (p. 103), The peer group
responses can be predicted to ‘‘show the features we have described as
genuine response: questions about meaning, directions, and possible
meanings, information about effective and ineffective passages, all of it
highly specific’’ (p. 103).

(6) The Role of Grammar. The L2 study anticipated that ;rammati-
cal correctness would be an important factor in ESL writing evaluation;
however, this category also follows from Gere and Stevens’ concept of
unfinished text. Gere and Stevens suggested teacher comments “‘may be
said to form student writing by conforming it, that is by trying to realize
its potential to a paradigm text by asking the writer to conform to certain
characteristics of ‘good writing’”’ (p. 103). Mechanical or grammatical
error is precisely the kind of generahzed, interchangeable criterion
characteristic of ideal text.

(7) The Role of Content. This category included comments that
justified an evaluation on the basis of a response to the specific informa-
tion, ideas, or facts presented in the text. Langer (1982) points out

" knowledge about a topic is critical to the manner in which a paper is writ-

ten; therefore, peer or teacher evaluative comments concerning the
presentation and development of topic-related content form a legitimate
response category. The study wanted to find out if these ‘‘information
and ideas’’ responses were as different for the L2 subjects as they were
for the L1 teachers and peers.

Results and Discussion

The Teacher and Peer Rank Orderings of the Student Compositions

Table 1 presents the descriptive statistics for the seven compositions
as evaluated by teachers and students in the L2 study followiag creation
of two Likert scales and performance of two T-Scale programs.

Taking the mean ranking obtained for each paper, Table 2 presents
a comparison of the teacher and peer rankings. The L2 Spearman Rank
Order Correlation of .607 was high, much higher than the L1 teacher and
peer correlation (.105); but it did not reach a level of statistical
significance. On this basis, second language teachers and students could
be said to be acting as different evaluative communities. However,
strong evidence contradicting the position that L2 teachers and peers
formed distinct interpretive communities was found in the last of the
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Table 1

L2 Teacher and Student Descriptive Statistics

TEACHERS
Paper Title Mean Rank Standard Standard
Deviation Error
#1 Hiking. 3.07 2.100 .5825
#  Job. 4.69 1.750 .4855
#3 Untitled. 5.07 1.891 .5245
#4 My Father. 3.53 1.808 .5015
#5 Sonya’s Angel. 4.53 2.401 .6662
#6 Thai Culture. 3.69 1.493 4142
1 Rape. 3.38 2.063 5722
STUDENTS
Paper Title Mean Rank Standard Standard
Deviation Error
#1 Hiking. 3.41 2.124 .3401
#2 Job. 4.74 1.758 .2815
#3 Untitled. 4.48 1.699 2721
#4 My Father. 2.89 1.916 .3069
#5 Sonya’s Angel. 4.82 2.050 .3283
#6 Thai Culture. 4.66 1.840 2947
#1 Rape. 2.97 1.597 2558
Table 2
Comparison of Teacher and Peer Mean Rankings
Paper Title Teacher Rank Student Rank
Mean Order Mean Order
#1 Hiking. 3.07 1 341 3
#2 Job. 4.69 6 4.74 6
#3 Untitled. 5.07 7 4.48 4
#4 My Father. 341 3 2.89 1
#5 Sonya’s Angel. 4.53 5 4.82 7
#6 Thaij Culture. 3.69 4 4.66 5
n Rape. 3.38 2 2.97 2
Spearman Rank Order Correlation = 607 p>.05
+:1359 &
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statistical procedures done on the rank order data in the present study,
Kendall’s Coefficient of Concordance.

Implicit in the notion of interpretive communities are these assump-
tions: (1) a clear set of shared evaluative criteria exists, and (2) it will be
used by members of the interpretive community to respond to text. Yet,
this did not prove to be the case for either ESL teachers or students.
Table 3 shows that a statistically significant relationship does not exist
within the group of teachers or within the group of students regarding
the evaluative criteria used by each group.

Table 3
Kendail’s Coefficient of Concordance

TEACHERS

W = .1178 DF =6 p>.05
STUDENTS
W = 1572 DF =6 p>.05

The present study found that no single, clear set of evaluative stan-
dards existed for teachers or students in ESL writing evaluation. The
answer to the first research question must be that neither the teachers nor
the students formed a homogeneous group with a shared set of evalua-

tion criteria which were then applied to student writing. Thus, neither
formed an interpretive community.

The Written Evaluative Responses

Differences between teacher and peer written comments in the seven
response categories are presented in Table 4. A chi-square test shows this
difference to be significant at the .001 level.

The Role of Personal Identification

Second language instructors and peers followed the “‘interpretive
community’’ pattern of the L1 subjects in this category; a marked dif-
ference between teacher and student evaluation did appear. ESL students
strongly identified with the author or text, and the L2 teachers did not.
Student identification was particularly strong for Papers #3 and #4,
which were based on the authors’ personal experiences. On the other
hand, only 7 out of 265 total instructor comments were classified by the
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Table 4
Analysis of the Response Categories

Number of Teacher and Peer Responses in Fach Category

CATEGORY Pl SUB} ORG WSTY GRAM CONT UNFTX
. Students 112 96 63 10 96 76
Teachers 50 61 59 32 35 22
Category
Total 157 122 42 131 98
Chi-Square Analysis,
CATEGORY Pl SUB] ORG WSTY GRAM CONT UNFTX TOTAL
Students 2.963 448 337 3.306 10.926 1.418 2.417 21.815
Teachers 5.477 .828 640 6.113 20.207 2,622 4.468 40.355

Chi-Square = 62.17 p <.001

raters as statements of ‘‘personal identification’’. Furthermore, the
teachers’ comments did not reflect the intensity of student identification
with author and text.

The Role of Grammar

Gere and Stevens claim student response to text is more closely
related to formative evaluation; teachers, on the other hand, provide
more of a summative response. The number and specificity of teacher
versus student comments about grammar support this claim. Only 6 to
490 total student comments were related to grammar or mechanical cor-
rectness. Peers, unlike teachers, did not use grammar as a basis for
evaluating writing,

Writing Style

Newkirk reported that conflicting views of writing style formed a
basis for differences between teacher and peer evaluation of student
writing. In the L2 study, the groups differed in terms of the number of
comments made in this category; the teachers made proportionately
more comments than students (see Table 4). But, the two groups did not
apparently differ in regard to the kind of comment made about writing
style. There were, however, conflicting views of writing style within the
two groups. Part of the variability evident in the Kendall’s Coefficient of
Concordance can be attributed to divergent views of writing style within
each group.
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The Role of Content

RIC

Both first and second language teachers and peers responded to the
specific ideas and information presented in the student compositions;
and they used these responses about content to make evaluative
judgments about the papers. As in the category of writing style, dif-
ferences between the ESL groups were more a function of number than
kind of comment (see Table 4). Howeve., in this category, students made
proportionately more evaluative commets than seachers did. Variability
was again evident within the two groups.

The Role of Unifinished Text

The ESL peers were intent, as Gere and Stevens put it, “‘on trying
to form text by informing it.”’ They understood and pointed out that stu-
dent writing could be made better. This analysis does not mean to imply
that teachers do not make evaluative comments to help students revise
text. However, there was a greater tendency for teachers to respond to a
paper as a “‘finished”’ piece of writing; whereas students responded to
papers as ‘‘works in progress’’. This was precisely Newkirk’s point con-
cerning stance:

To evaluate writing the instructor must direct considerable attention
to the ways in which the text meets or fails to meet criteria implicit in
the genre in which the student is writing, for at some point the
teacher must give a critical response. In order to give a response, an
instructor must view the text as opaque; it is a tangible representation
of a set of decisions made by the writer (1984b) (p. 308).

In providing what Gere and Stevens have termed a ‘‘genuine response
to text’’, L2 peer audiences serve an extremely important function. The
very diversity of peer response cannot be matched by the response of a
single instructor. And, in many instances, the L2 peer comments
«sounded’’ like teacher comments. The students did not have some aber-
rant or inferior set of criteria for evaluating writing.

The Role of Organization

There was no indication of a difference between the ESL groups for
this response category in the chi-square data (see Table 4). The second
language teacher and peer groups did not display sharply contrasting
views about organizaton in writing, as did the groups in L1.

Teacher and peer attendance to organization did follow the L1 pattern
in one respect. The greatest number of teacher comments and the second
greatest number of peer comments concerned organization. ESL teachers
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and students applied this criterion to all papers, and they used organiza-
tion-related comments to justify both favourable and unfavourable
evaluations. Variability was evident within each group.

The Role of Subjective Response

Both teachers and peers used personal reactions or judgments about
text as a basis for evaluating student writing. Chi-square data indicated
no significant difference between the groups in their frequency of subjec-
tive response to text. Subjective response was the most frequently cited
student reaction (112/490) and the second most frequently cited teacher

response to text (59/265). Variable reactions were again apparent within
the groups.

Overall analysis of the second language groups’ written evaluative
comments provides an answer to the second research question.
Similarities and differences appear both within and between the 1.2 peer
and ieacher groups regarding their evaluative responses to student
writing. The second language groups demonstrated stark contrasts in the
criteria used to evaluate student writing in two important areas: (1) the
role of personal identification and (2) the role of grammar. The teachers
and students showed marked differences in the number, but not kind, of
responses in three other categories: (1) the role of writing style, (2) the
role of content, and (3) the role of unfinished text. There were no signifi-
cant differences between the groups in two categories: (1) the role of
organization and (2) the role of subjective response. Variability was evi-
dent within both groups.

Limitations

‘The limitations of this study must be outlined as they may bear on
the results presented above. These limitations were due to both time con-
straints and the exploratory nature of the study.

First, only one individual parsed the written responses into separate
evaluative units. And, it is certainly possible (as the two independent
raters demonstrated) for people to disagree about what constitutes a
separate evaluative statement.

Second, while the raw percentage of agreement between the raters
of 76.3% was consistent with the agreement reported by Newkirk and
Squire, this may be a sub-optimal level of inter-rater agreement. Specifi-
cally, since there were seven classification categories, agreement could
have taken place by chance one out of seven timcs (14.3%). This illus-
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trates the need for subsequent research to be very thorough about train-
ing the independent raters before the raters are asked to assign the writ-
ten statements to categories.

Third, no rating of student compositions was done by subjects in
the present study. Newkirk’s subjects, all native speakers, were already
familiar with a grading system that rates compositions on a scale from
one to ten. This was not necessarily true for second language students.
Consequently, only ranking tasks and non-parametric statistical analyses
were used in the present study. Subsequent research would need to devise
a suitable rating instrument, or it would need to ascertain that the second
language peer raters were familiar with the assumptions implicit in the
traditional scale.

Implications for Teaching

L2 peers and teachers should not be viewed as clearly distinct, homo-
geneous groups with fixed and opposing views of writing and evaluation.
Analysis of the written evaluative respouses shows there is a valuable role
for L2 student audiences. This role is related to peers’ ability to illustrate
a dynamic, interactive view of meaning and peers’ tendency to respond
to writing as unfinished text. The study found evidence the role and func-
tion of teacher evaluations differs from that of peer evaluations. The

challenge, then, for ESL teachers, is to find ways to make ‘‘clear, plausi-
ble, even appealing, the wide range of norms of our community”’
(Newkirk, 1984b) (p. 310). The key to this is to assume students’ ap-
proaches to writing make sense by looking for the commonalities as well
as the differences between teacher and student discourse communities
and not to underestimate what second language writers can do.
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Current Research in Souiheast Asia

Yolanda Beh
RELC

Reports on research related to language and linguistics and relevant
to the Southeast Asian region are included herein. The research projects
are on-going or nearing completion at the time of writing. As a regular
feature in this journal ‘‘Current Research in Southeast Asia’’ is aimed at
facilitating the exchange of information between researchers and at
minimizing the likelihood of duplicating research. Those engaged in
research are therefore encouraged to complete a form obtainable from
the following address:

Librarian and Head of Information Centre
SEAMEO Regional Language Centre

30 Orange Grove Road

Singapore 1025

Republic of Singapore

If preferred, researchers may send write-ups on their work to the same
address. The headings to be used are as shown below.

MALAYSIA

Title: Phonetic, Semantic and Morphological Changes
in Arabic Words in Malay and Their Implications
in Teaching Arabic to Malay Students

Description: The research project will attempt to (1) analyze the
phonetic, morphological and semantic changes
which have occurred in Arabic loanwords in
Malay, and (2) discuss and provide solutions to
the problems resulting from such changes which
may affect the teaching of Arabic to Malay
students.

The main sources of data will be old Malay manu-
scripts and dictionaries such as those compiled by
Iskandar, Wilkinson, Swettenham, Winstedt and
Marsden. Based on the Malay lexicon a list of
words of Arabic origin will be prepared. An
etymological study will then be conducted on
some doubtful words such as peduli, sejarah,
nalar, harus, pakar, etc.
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Principal researcher: Arit K Abukhudairi
Lecturer in Arabic, Language Centre
University of Malaya
Lembah Pantai
59100 Kuala Lumpur

Malaysia
Title: An Approach to ESL Textbook Evaluation
Description: Many different approaches which contribute

- towards language performance and language acqui-
sition in the ESL situation exist in ESL textbooks.
These approaches exploit meaningful learning
which expands the learners’ cognitive structures
and develops abilities in critical, creative thinking
and problem-solving. Hence, this research will at-
tempt to (1) identify the various approaches which
have been used by textbooks to facilitate language
learning in the ESL situation (2) analyse the roles
and nature of the approaches (3) validate each ap-
. proach to confirm its usefulness (4) classify the
iy educationally valid approaches and relate them to
their respective functions, and (5) prepare a
reference document to serve ESL textbook writers
and textbook evaluators.

Thesis (Ph.D) — University of Malaya

Principal researcher: Hoe Keat Siew
Senior Lecturer, Pusat Bahasa
Institut Teknologi MARA
40450 Shah Alam
Selangor Darul Ehsan

Malaysia

PHILIPPINES

Title: Translatability of Academic Texts: Towards Intel-
lectualization of Filipino

Description: This study is part of the growing national concern

to develop the Filipino national language so that
steps can be taken to make it an effective medium
of communication in different aspects of national
life. Specifically, this study is directed towards the
intellectualization of Filipino so that it can be an
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Principal researcher:

Sponsoring or
Sinancing body:

SINGAPORE
Title:

Current Research in Southeast Asia

efficicnt medium of teaching and learning in the
tertiery level of education. It focuses on the trans-
latability of academic texts in the tertiary level
from English to Filipino with a view to bringing to
the surface attendant problems and difficulties
that may arise in the process of translation.

The aims of the study are to (1) determine the ex-
tent to which academic texts can be efficiently
translated from English to Filipino (2) find out
what changes take place during the translation
process, and (3) identify subject areas whose texts
can lend themselves effectively to translation from
English to Filipino.

A sample text will be chosen from a textbook in at
least ten subject areas in the university curriculum:
biology, chemistry, physics, mathematics, history,
sociology, economics, literature, law, business,
and health. A teacher of the subject will be chosen
to translate the text to Filipino. To test each
translation, another teacher of the subject area
will be asked to translate the translated text back
to English. (The possibility of having students
enrolled in the respective courses to do the back-
translating is being explored). The translated texts
(Filipino) will be compared to the corresponding
English texts and the differences or changes
analyzed. Then the back-translated texts will be
compared to the original English texts and the dif-
ferences or changes will be analyzed.

Thesis (Ph.D.) — University of the Philippines

Magelende M Flores

Associate Professor, Department of English
University of the Philippines

Diliman, Quezon City

Philippines

Rockefeller-Ford Grant for Faculty Development
¢/0 The University of the Philippines Foundation

Learner Participation in Teacher-led and Peer
Group Discussions in Junior Colleges in
Singapore
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Description.

Principal researcher:

Sponsoring or
financing body:

Title:

Description:

The research project will investigate the interactive
processes in classroom discussions to identify pat-
terns of learner participation in teacher-led as well
as peer group discussions. The analysis of interac-
tive processes in classroom discussions aims at
identifying aspects of learner participation that
relate to issues in the acquisition of English as a se-
cond language. It is hoped that in this way com-
ment can be made on the relationship between
learner participation, the contexts of classroom
participation and the communicative competence
of participants. The specific aim is to set up com-
m: .nicative indices relating observable aspects of
learner participation to their developmental com-
petences as language learners and users. The ap-
proach adopted is eclectic drawing upon research
relating to classroom interaction studies in ethno-
graphy, sociolinguistics, social psychology and
language acquisition.

This research project adopts a micro-macro
perspective and includes quantitative as well as
qualitative data. As such, research data includes
field observation, interviews, recording and trans-
cription of 60 teacher-led and peer group discus-
sion sessions in junior colleges in Singapore as well
as a survey of 2000 students through a written
questionnaire.

Thesis (Ph.D.} — National University of Singapore

Shirley Lim

Lecturer

Institute of Education
469 Bukit Timah Road
Singapore 1025

Institute of Education
Singapore

The Representation of Language in Bilinguals

Models of reading are relatively well developed for
the English language but to date they are either
very rudimentary or non-existent for languages
where there is a different relationship between
orthography and phonology, for example, Chinese
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and Malay. It has been informally observed that
bilingual Chinese/English readers and Malay/
English readers use different reading strategies to
the much-studied monolingual English readers. It
seems likely that the strategies of bilingual readers
may be less than optimal and may result in less ef-
ficient and more effortful reading. With a better
understanding of cognitive processes in bilinguals,
improved methods of teaching reading skills could
be derived.

The project will be implemented in at least four
stages: Stage I: Group studies of Chinese/English
and Malay/English normal adult readers; Stage
I1: Group studies of Chinese/English and Malay/
English normal school children; Stage III: Single
case studies of brain-damaged dyslexic adults;
Stage IV: Single case studies of developmentally
dyslexic school children. Each stage will be aimed
at developing models of reading and their implica-
tions with focus on a particular kind of reader.
Supporting data from a variety of sources will be
collected to provide convergent validity for a
model and increase the number of practical appli-
cations that pertain.

Chua Fook Kee and Susan J Liow
Lecturers in Psychology

Department of Social Work & Psychology
National Univeristy of Singapore

10 Kent Ridge Crescent

Singapore 0511

National University of Singapore
Shaw Foundation

Shaw Centre

1 Scotts Road

Singapore 0922

The Relationship Between Parent Involvement in
the Reading Development of Their Children and
Their Childven’s Academic Achievement

The purposes of this study are to (1) determine the
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relationship between parent involvement in the
reading development of their children and their
children’s academic achievement in regard to edu-
cational level, occupation and family income of
the parents, and (2) examine whether the degree of
parent involvement and the level of academic
achievement of the children are different in regard
to the same independent variables.

The subjects comprise 292 parents of the pupils in
Grades 1, 2, and 3 in seven public and private

primary schools in Ratchaburi Provirce, Thai-
land.

The ‘‘Parental Role Questionnaire”” developed by
the researcher is being used to collect the data for
parent involvement in reading development. The
pupils’ school achievement percentage scores are

being used as indicators of their academic achieve-
ment.

Nitaya Praphruitkit

Assistant Professor, Lecturer in Early Childhood
Education

Petchaburi Teachers College

Petchaburi 76000

Thailand

SEAMEO RELC




BOOK REVIEW

Classrcom Observation and Research: A Perspective on Three
New Publications

David Nunan .
National Centre for English Language Teaching and Research
Macquarie University, Sydney

Allwright, Dick. 1987. Observation in the Language Classroom.
London: Longman.

Chaudron, Craig. 1988. Second Language Classrooms: Research on Teaching
and Learning. Cambridge: Cambridge University Press.

van Lier, Leo. 1988. Classroom and the Language Learner. London:
Longman.

Interest in what actually happens in Language classrooms, as opposed
to what people think happens, has been growing steadily in the lest few
years. This development, as Richards has noted, may well represent a
watershed in the history of language teaching, as it may indicate that at
last we have overcome our obsession with the search for the *‘right”
method which will solve all our language teaching problems once and for
all. During the years in which language teachers, teacher trainers and
mcthodologies have searched for the right method, a number of
“designer’’ methods have come and gone. Most teachers have at least
passing familiarity with one or more of the following: Audiolingualism,
Cognitive Code Learning, Suggestopedia, the Silent Way, Community
Language Ledrning, Total Physical Response and the Natural Approach.

Despite their diversity, all of the approaches share something in
common: they are all based on (largely untested) assumptions and beliefs
about the nature of language and language learning which have been im-
ported into the classroom from outside. Many also claim to be based on
the principles underlying first language acquisition. For example, Total
Physical Response recommends an initial ‘‘silent’” period during which
learners listen and carry out instructions but do not speak. It is claimed
that this replicates the silent period through which infants pass when ac-
quiring their first language. However, if one actually studies the interac-
tions between an infant and its parents (or other primary care-givers) one
will readily see that this period is anything but silent. In many other in-
stances, the claims of the designer methods can be seen to be inaccurate,
misleading and in some cases, simply wrong.

It is therefore a good thing that language teaching specialists have
given up the futile search for the ‘‘right”” method and are recording,
transcribing and analysing what actually goes on between teachers and
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learners in the classroom as a first step towards articulating principles for
language learning and teaching. The growth of empiricism is reflected in
the growing body of literature on classroom observation and research.
The three books listed at the beginning of this review are particularly
worthy additions to the literature, and all deserve a place on the book-
shelves of serious students of language learning and teaching.

On first encountering these three publications, I was amazed, not
only that three books on the same subject could appear in such a short
space of time, but also that they could be so different. The task set for
me by the editor of the RELC Journal was to undertake a comparative
review of the three books, something 1 found almost impossible to do, as
each book has a different target audience and different goals. A compa-
rative review would put me in the position of criticising at least one, and
possibly more, of the authors for not doing something he had never set
out to do in the first place.

Allwright’s book is, at first sight, quite different from the other
two as it consists of edited reprints of key papers from the literature on
classroom observation. These are held together with a critical commentary
by Allwright. I must confess that, on opening the book and finding it
consisted largely of reprints, my first impressions were not entirely
positive. I had expected something rather different from one of the major

figures in the field. After looking at the book a little more closely, how-
ever, I was more than happy to change my mind. I now believe that it is
one of the most useful and interesting of the publications on classroom
observation and research. Allwright has done much more than simply
cobble the papers together with a few gratuitous comments. He has con-
structed an insightful analysis of the evolution of classroom observation
as a tool in both research and teacher education. For this reason, it is one
of the first books I recommend to teachers taking graduate courses in
TESOL. This is not to say it is a link only for graduate students; it is
eminently suitable for classroom teachers wishing to extend their insights
into what goes on in language classrooms.

It is fitting that a book by Allwright should appear at this time of
heightened interest in classroom observation. This is because Allwright is
himself a pioneer in the field. Years ago, when most of us were still
obsessed with the search for the magic method, he was urging us to look
at what was actually going on in language classrooms.

Chaudron’s book is an extremely detailed literature review of class-
room-oriented research. It contains an exhaustive (and some might say
exhausting) critical examination of issues and methods in second language
classroon. research. In setting the scene for his book, he suggests that

3
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there are four traditions in second language classroom research; the
psychometric and ethnographic, as well as discourse analysis and inter-
action analysis. I believe it is an error to accord discourse analysis and
interaction analysis separate status as research traditions. Rather, they
are methods of collecting and analysing data which may be utilized in
both qualitative and quantitative research.

In fact, the distinction between qualitative and quantitative research
is a simplistic one, as Grotjhan, among others, has pointed out. While
studies carried out strictly according to the scientific method do exist,
and while there are others which are purely ethnographic, most studies
are ‘‘hybrids’’ containing both quantification and interpretation. Grot-
jhan suggests that research should be characterised in terms of the
following:

(1) the method of data collection (whether or not this was through
some sort of experimental or quasi-experimental procedure).

(2) the type of data collected (whether or not this is quantifiable).
(3) the type of analysis (whether this is statistical or interpretive).

Mixing and matching these variables gives us eight research types - two
of these are ‘‘pure’’, the rest are hybrid. The pure research types are as
follows:

‘“Pure” type 1: Psychometric
(i) experimental procedure
(2) quantifiable data
(3) statistical analysis

“Pure” type 2: Ethnographic
(1) non-experimental
(2) qualitative data
(3) interpretive analysis

While he pays lip-service to ethnography as a legitimate form of
applied linguistic investigation, Chaudron’s book is heavily weighted in
favour of studies carried out under experimental or quasi-analyses of dif-
ferent aspects of input and interaction in the classroom. For example, in
discussing teachers’ speech, dozens of studies are reported and critiqued.
The cumulative effect of such analyses on the average reader is likely to
be catatonic. This underlines the fact that it is not a book for the average
classroom teacher; nor is it intended to be. It is an authoritative and
scholarly survey of the state of classroom research.

Despite the veritable forests which have been sacrificed to provide
the paper for reporting the plethora of studies surveyed by Chaudron,
the conclusion reached by the author at several points in the book is that
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‘“‘more research is needed’’. However, one unintended outcome of the
book might well be to drive the uncommitted reader in the opposite
direction, i.e. to question whether yet more studies of the type already

carried out are even likely to sort out once and for all what makes
learners tick.

Such a reader would probably welcome van Lier’s book. At the very
beginning of the book, the author’s position is made clear:

Research into second-language (L2) classrooms is to date, though
there are a few exceptions, still very much conducted with the aims of
finding cause-effect relationships between certain actions and their
outcomes. This aim leads to a concern with strong correlations, levels
of significance, definability and control of variables, and all the
other requirements of scientific method. The price that is paid for
scientific control is an inevitable neglect of the social context of the
interaction between teachers and learners. Without this social con-
text it is difficult to see how classroom interaction can be understood
and what cause-effect relationships, if they can be conclusively
established, really mean.

(van Lier 1988:xiv)

van Lier’s basic position is that the classroom is a sociocultural en-
tity in its own right, and that it therefore needs to be studied on its own
terms. To bring preconceived beliefs about language and learning to the
study of the classroom, or to record interactions through various pre-
constructed coding schemes such as those reviewed by Allwright and
Chaudron, is to risk being blinkered to what is really going on in the
classroom.

van Lier is at pains to point out that no form of classroom observa-
tion and analysis is ever objectively pure. We never enter the classroom
as “‘blank slates’’, and it is unrealistic to think that we can easily put
aside our conscious and subconscious belief about the nature of language
and learning when it comes to investigating classrooms. The important
thing is that we should try to be aware of these beliefs and attitudes and
their possible effects on our observations.

It is a well documented fact that classrooms are different from
other public institutions where people gather together and communicate,
e.g. post offices, airport departure lounges, courtrooms, doctors’
surgeries, e:c. The particular nature of the classroom is reflected in the
language which is used and the patterns of interaction which occur. Ex-
changes of the following kind, which are quite commonplace in the
classroom, are virtually known in the world beyond the classroom.
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Teacher: Does Martha have brown eyes?
Student: Yes, she does.
Teacher: Right, yes, good. Correct.

Here, the teacher asks a display question (that is, a question to
which she already knows the answer). The student, who knows the
teacher knows the answer, gives the expected response, and the teacher
completes the exchange by providing some positive feedback.

The persistence of such idiosyncratic patterns of interaction in lan-
guage classrooms has been derided. This is particularly so in relation to
classes which are supposed to be based on principles of communicative
language teaching. van Lier is not so sure:

— ... what gives such question series their instructional, typically
- L2-classroom character is not so much that they are display rather
than referential, but that they are made with the aim of eliciting
language from the learners. Upon examination, it may well turn out
that the teacher, and several of the students, did not know Martha
— has brown eyes, and that this information was made available as a
result of the question, which would make the question a referential
one. Whether or not this is the case appears to be a perfectly trivial
matter in interactional terms. In both cases, the function of the ques-
tion remains the same: to provide input, and to elicit verbal
responses.

(op cit. 222-232)

So far, then, classroom-oriented research has demonstrated quite
conclusively that the classroom is a particular type of sociocultural entity
with particular types of language and pattert ; of interaction. This is con-
sistent with the genre analysis carried out by systemic-functional
linguists. What has not yet been established is whether or not these pat-
terns of interaction are determined to, or facilitative of, second language
acquisition. Were it to be demonstrated that established patterns of class-
room interaction, such as display question driven exchanges (an example
of which we have already seen), are detrimental, the further question re-
mains of what, if anything can be done about it. Indications are that lan-
guage and context are so intimately bound up with each other that it is
not possible to change the overall pattern of classroom language use (ex-
cept in a trivial sense) without radically altering the very nature of the
classroom itself. It has certainly been demonstrated possible to change
certain aspects of teachers’ language (e.g. training them to increase the
percentage of referential questions they ask relative to display questions).
Whether such changes are essentially trivial, as van Lier suggests, re-
mains to be seen. It is issues such as these which classroom research has
to grapple with over the next few years.
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In reviews such as this, it is customary to place the reviewed books in
some sort of intellectual or academic ‘‘pecking order’’. For reasons
already indicated, this is something I find impossible to do. Each
publication is listed as required reading on the graduate research
methods course I run as each has its own particular contribution to make
to the field. '




Language, Learners and Computers

John Higgins
Longman, 1988

Reviewed by

Gloria R. Poedjosoedarmo
Universiti Brunei Darussalam
Bandar Seri Begawan

The title of this book by John
Higgins is Language, Learners
and Computers with the subtitle
(printed on the inside title page,
but not on the cover) Human in-
telligence and artificial unintelli-
gence. But teachers looking for a
manual explaining how to use
computers for language teaching
will not find it here. Though Hig-
gins uses examples of computer
programs for language teaching
throughout the book and devotes
the final chapter to the role of the
machine in the language teaching/
learning process, the book is really
about the nature of the language
learning process itself and the
role of the teacher. It is thus a
book which should be of more
general interest than the title
might suggest.

Summary

Higgin: describes two idealized
roles which a teacher might
assume which he calls magister
and pedagogue. A magister, as
Higgins defines the term, con-
trols the events in the classroom,
telling his students what they

should do and then telling them
whether or not they have done it
correctly. A pedagogue, on the
other hand, is simply a source of
information who provides that
information when the students
ask for it but otherwise remains
silent. The pedagogue does not
direct or control the activities of
the students.

In fact, according to Higgins, a
teacher should be willing to
sometimes play one role, some-
times the other, and sometimes a
comibination of the two. It is his
major thesis that teachers in
general tend to play too magis-
terial a role in the language
classroom and that uses of com-
puters in language teaching so far
have tended to give the machine
too magisterial a role. If both
teacher and machine were to play
the role of the pedagogue more
often, Higgins thinks that learn-
ing would be more greatly facili-
tated.

After introducing the termino-
logy to be employcd, Higgins dis-
cusses in the following chapters
(entitled The language, The
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learner, The teacher, The book,
The test, and The machine), the
nature of language, the language
learning process, the role of the
teacher, the role of text-books,
the nature of testing, and the role
that machines should play in the
language learning. Each chapter
contains, in addition to sum-
maries of things which have been
said before, new insights in view,
particularly of the magister/peda-
gogue dichotomy.

The Language

In reference to language and
language learning, Higgins makes
the point that though teachers
often speak of the problem of
motivating students, motivation
to learn is, in fact, nearly always
present - unless it is suppressed.
The two commonest conditions
responsible for suppressing moti-
vation, he says, are for every-
thing in the environment to be
too complex and unfamiliar to be
put in order or for everything to
be too familiar and thus offer no
challenge - in other words, for
the task to be either too difficult
or too easy. The job of the
teacher, then, is not so much to
increase motivation as it is to
reduce demotivation. Teachers,
he says, often report an increase
in motivation when computers
are used. He says that students
enjoy computer work and want
to spend time on it precisely
because the compwer provides
‘‘optimal challenges’’ (i.e. work
that is not too difficult or too

casy) and thus reduces demotiva-
tion.

The Learner

Learners, Higgins says, are in-
telligent, much more intelligent,
in fact, than teachers often give
them credit for being. Machines,
on the other hand, are stupid.
They do exactly what we tell them
to do, no more and no less. But
we can use this stupidity to our
advantage in the language learn-
ing process.

Higgins says that learning (and
teaching) can be either deductive
(moving from the general to the
specific) or inductive (moving
from the specific to the general).
Another dichotomy is between
conscious or aware analysis of
language and unconscious or
unaware learning of patterns.
These two oppositions can be
represented on a grid with ex-
amples of language teaching
techniques and  approaches
representing each intersection as
follows:

Deductive Inductive

Unaware ) Pattern-  Immersion
) practice
)

Aware ) Cognitive Exploratory

) code

The explicit and aware use of in-
duction, Higgins says, is not
common in language learning. It
requires a playmate for the




learner who responds but does
not interfere and who will not
bend the rules of the game, in
other words, a pedagogue.
Humans, he says, play this role
reluctantly, but machines do it
very well. He gives examples of
some computer programs which
allow the student to explore the
structure of the language while
playing games. However, he says
that similar problem-solving and
rule-induction tasks can be done
just as well with pencil and paper.
The value of the computer is that
it can remind us of what can be
done.

The Teacher

In connection with teacher
training, Higgins raise the ques-
tion of whether or not teachers
should be trained in CALL. He
says that at present most CALL
training is in-service rather than
pre-service training and that it
tends to consist of a short course
in BASIC programming to which
many computer specialists ob-
ject. Higgins feels that training in
CALL should be part of pre-
service training in order to de-
mystify the machine for teachers
before they meet it on the job. He
thinks that teachers should learn
to program, not because most of
them will ever become expert
software producers, but simply to
give them an opportunity to
“‘grapple with a problem-solving
approach to language.”’ (p. 61) In
so doing, he says, the teachers
will become learners and will thus

1.
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become more tolerant of learners’
errors.

The Book

Teachers aware of the increas-
ing availability of computers for
language learning work may first
of all wonder if the computer will
eventually replace the teacher and
then secondly, whether the com-
puter will replace books. With
regard to the latter query, Hig-
gins thinks not. Reading is often
divided into extensive and inten-
sive reading, but Higgins prefers
to use the terms reading and
study respectively. In ‘‘study’’,
he says, reading may be very
slow, perhaps only 60 or 70
WPM. A student can usu:'ly
recall a text, which has been
studied using the same words
which are used in the original.
“‘Reading”’, on the other hand, is
much faster, usually 180 WPM or
more. Information obtained
from reading can hardly ever be
quoted verbatim. If we talk about
it we produce a paraphrase.

Computers, according to Hig-
gins, are not much use for
reading because they display too
small a chunk of text on the
screen at one time. However,
they can be useful for teaching
certain reading skills, for exam-
ple to train readers to look for
meaningful phrases and to avoid
regression.

While they are not much use
for teaching reading, Higgins
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feels that the computer can have
real value as a study aid, and he
describes several ways in w’ ‘ch
computers can be used to help
students acquire study skills.

The Test

Higgins makes the point that
contrary to what teachers often
think, students actually enjoy
taking tests, especially if they get
immediate feedback. What they
object to is ‘‘the institutional
consequences of a test.”” (p. 77)

However, institutions need to
evaluate their students and this is
nearly always done by testing,
Statistical evidence may suggest
that scores for certain tests are
quite ‘“‘reliable’’ and *“‘accurate’’,
but Higgins points out that im-
portant decisions such as admis-
sion to a university, may be made
on the basis of small differences
in test scores which could be the
result of charnige. Where language
testing is concerned there is a fur-
ther difficulty: that what we wish
to measure is command, and that
Wwe can only measure this through
indirect observations of behavior.
Higgins suggests using “‘profile
testing”’, which combines infor-
mation from different tests, such
as, for example listening, speak-
ing, reading, and writing, For
reporting the results, Higgins
suggests using “ability bands’’, a
British Council scheme, which he
hopes will be standardized and
used by all language teachers. He
suggests further that students can

be taught the scheme and asked
to evaluate themselves.

The Machine

The final chapter of the book is
devoted to a discussion of the
role of the computer in language
teaching. Higgins recounts the
sad history of many language
labs throughout the world which,
after costing their institutions a
great deal of money, in the end
fell into disrepair or for other
reasons ceased to be used, and he
reports that many language
teachers feel that computers are
likely to experience the same fate.
Higgins, however, says that the
problem with tape recorders was
not that the machines were of no
use, but rather that they were
misused. Their value lies in pro-
viding students with an accurate
model of the spoken language
and exercises can be devised using
them in which students are encou-
raged to explore and experiment
on their own. However, he says,
language labs were rarely used in
this way. Instead, students were
made to sit in isolated booths for
a fixed length of time at regular
intervals all listening to the same
thing. As a result, students were
bored. In addition, teachers were
often afraid of the equipment
and, if they were not native
speakers, afraid of the authentici-
ty of the language their students
were listening to and that it
would reduce their own credibili-
ty. Thus, when the equipment
broke down, they were happy to
have the excuse not to use it.
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Higgins feels that computers
are not likely to suffer the same
fate, Institutions usually can not
afford to have full-scale com-
puter labs, or if they do, these
will be under the jurisdiction of
the math or science department
and not language departments.
However, he feels it is important
that computers be used in a way
that allows students to explore
and experiment. That is, the com-
puter should have the role of
pedagogue, not of magister.

Discussion

We might wish to take issue
with a number of Higgins’ minor
points. For example, in saying
that the computer is not much use
for teaching reading because it
cannot display a large enough
block of text on the screen at one
time, Higgins seems to be speak-
ing exclusively of teaching young
children whose reading material
consists entirely of stories. Many
of us in Asia, however, are con-
cerned with teaching university
students or even lecturers whose
main objective is to be able to
read technical materials in their
field. For this purpose the com-
puter can be extremely helpful. In
addition to “study’ of text,
students need to be able to skim
through a text rapidly to get the
main idea, or to scan it for
specific information. Exercises
for these skilis given in books or
on paper tend to require a lot of
awkward flipping of pages. But
computer programs can be writ-
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ten which allow the student to
depress a single key to flip from
question to text and back to ques-
tion, and then give him or her im-
mediate feedback as soon as he or
she has answered the question.
Experiments with a program of
this sort at IKIP Sanata Dharma
in Yogyakarta, Indonesia showed
that students were able to com-
plete more exercises more quickly
than a group at the same level
given the same materials using
books and paper.

We might also not be thoroughly
convinced of Higgins’ main point
or at least may not wish to take so
strong a position - that all learn-
ing should be exploratory and
experimental in nature and that
both teacher and machine should
nearly all the time play the role of
pedagogue rather than magister.
Different students respond well
to different activities and techni-
ques of teaching. In Asian coun-
tries, where students are used to
playing a passive role in educa-
tion, it may be difficult to get
them to take initiative. Also, dif-
ferent activities and techniques
are appropriate for students of
different levels of proficiency.
Some of the programs which Hig-
gins describes (e.g. DODOES, p.
20, and JACXASS, p. 45) require
grammatically accurate input
from the student in order to> work
properly. But it would be diffi-
cult to find a beginning English
class in many Asian countiies
that could produce simple sen-
tences without errors at a rate |
even 50%. Programs the point of
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which is to try to get the machine
to make a mistake are only useful
if the student can recognize the
mistakes. Programs of this sort
are very useful for teaching
students about their own
language. Goldenberg and Feur-
zeig in Exploring Language with
Logo (MIT Press, 1987) use a
similar approach to teach the
basic concepts of linguistic analy-
sis. But if students have no intui-
tion about the languag: they are
studying, then such programs
need to be used only with great
care. Otherwise we will find

students and machine alike
joyfully learning mistakes.

But whether or not we agree
with everything Higgins says, it is
undeniable that he raises some
very ° mportant questions about
the nature of language learning
and the nature of teaching, as
well as about the role of com-
puters in language learning. For
this reason, every language
teacher and every student prepar-
ing to be a language teacher
should read Language, Learners
and Computers.




The Native Speaker is Dead!

Thomas M. Paikeday
Paikeday Publishing’Inc., 1985. 109pp.

Reviewed by
Gordon Taylor
Monash University

The western world has got into the habit of announcing the death
of one thing or another ever since the German philosopher Nietzsche killed
off God towards the end of the nineteenth century. The 1970s saw the
death of the author: authors no longer write books; the books write
them. Now Thomas M. Paikedav, a Canadian lexicographer with a gift
for debunking, has attempted t do the same to a linguistic myth - the
existence of the native speaker This is a serious debate which Paikeday
does his best to present with a veneer of joviality. That is no bad thing: a
book which is really about one aspect of the philosophy of languages
need not succumb to the sepulchral prose this subject commonly elicits.
Paikeday takes on the persona of the ‘Enquirer’, who engages in a round
table Socratic dialogue with many well-known linguists and other
scholars to help him write his dictionary entry for ‘native speaker’. The
upshot is that the Enquirer, having satisfied himself that the concept of
the native speaker of a language really is dead, performs a merry dance
on the grave.

There is a certain parallel between claiming the death of God and
the death of the native speaker. Paikeday’s main target is Chomsky,
whose linguistics calls for a grammar which will generate all the gram-
matical sentences of the language and none of the ungrammatical ones.
How is one to differentiate? Through the intuition of the native speaker-
hearer, Chomsky says. The native speaker, that is to say, has a God-like
intuition about the grammaticality of his or her language. Ever since it
was first formulated, this notion has been challenged - first by the em-
pirical structuralists whose temple Chomsky overthrew, and later by
heretics such as Macaulay and Fillmore, who rejected the orthodox
M.I.T. doctrine. Transformational grammarians who used to present
conference papers in which they claimed that such and such a string was
‘ungrammatical became accustomed to having their judgement queried
from the floor. This led them to preface their judgements with the phrase
‘In my dialect ...’, which really meant ‘In my idiolect, and discounting
any context of meaning or use that haven’t thought of’. Now Chomsky
did idealise the native speaker; but the practical problem remained -
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after all, the linguists who seek the rules are human, and so are their in-
formants. Even the Pope of Rome, as Paikeday’s Enquirer points out,
claims infallibility only when he declares himself to be sp=aking on doc-
trine ex cathedra. (But, as the sceptic asks, is His Holiness infallible when
he makes the decision to speak infallibly?)

The standard definition of a native speaker is one who is born into
the speech community and uses this language as his or her ‘mother
tongue’ until it is well-established: as Chomsky puts it in this book, when
the learner’s language system arrives at a ‘steady state’. But, the En-
quirer asks, how do you know you are a native speaker? By identifying
the native language of your mother? Can you switch from being a native
speaker of one language to being a native speaker of another, say by
migrating as a child or adolescent or, indeed, an adult from one language
community to another? Or is ‘native speaker’ rather ‘an ideal or a conve-
nient linguistic fiction ... [and] if s0, how valid are linguistic studies based
on the intuitions of native speakers?’ Is a ‘native speaker’ best defined
simply as a ‘proficient user of the specified language’ who can only
aspire to the ideal state of knowing that language?

These are good questions. Three kinds of answer are isolated in this
book. I shall call them the Quirk, the Quine and the Quirky. Randolph
Quirk, a traditional empiricist, is quite firm that the native speaker is
very real, and is, so to speak, to be found on the Clapham omnibus - at
least as a ‘satisfactory’ statistical sample of mature, educated L1 English
speakers. Quirk admits to the existence of fuzzy edges, for example
‘foreigners’ who seem indistinguishable from native English speakers;
but he will not use them as informan:s in his Survey of English Usage. By
contrast, W.V.0. Quine, arguably the doyen of analytical philosophers,
agrees with the Enquirer that the native speaker is a theoretical construct,
a convenient fiction. Though he doesn’t actually say so, Quine would
probably take the pragmatic view that any speaker who demonstrates
‘proficient use’ of a language is, well, a proficient user, or - if you must -
a ‘native speaker’. (This circularity we shall return to.) The quirky (i.e.
Chomsky) predictably answers that the metaphysics behind the question
are all wrong and this can only lead to confusion - Chomsky’s apparently
stock answer to every question with which he feels uncomfortable. And,
as everyone knows. Chomsky has little interest in languages as socio-
political constructs.

The text of Paikeday’s book is, as 1 have said, a philosophical one.
The sub-text is socio-political. One of the Enquirer’s questions to his in-
terlocutors is this:

Can the distinction between native and non-native speaker, especially since
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it happens to favour one group of speakers of each language, become
discriminatory in some of its applications such as hiring for language-
teaching positions ...? If the difference is real or legitimate, is it necessarily
one of kind or merely of degree as implied by the expression ‘educated
native speaker’?

He then goes on to ask whether there is an ‘acid test’ to distinguish a
highly proficient non-native speaker from a native, ‘proficient or other-
wise’. This, needless to say, is a burning question in many parts of the
world. Is, for example, a Singaporean who has learned English as a first
language, or as one of two ‘first languages’, a native speaker of English
only if her mother or father or both are native speakers of English? Is a
Singaporean her mother’s linguistic keeper? These are difficult quesiions
which do not easily admit generalised answers. Paikeday concludes there
is no acid test of native-spaker intuition: ‘intuition’, he says, ‘comes with
training and experlence not from circumstances of blrth or infancy’ (pp.
42-3).

There need be no difficulty in accepting the circular view that a pro-
ficient user of English is best defined as one who demonstrates proficiency.
But, of course, this throws the burden onto one’s criteria of proficiency.
These criteria will be partly phonetic, partly syntactic, partly semantic
and partly cultural - the weighting being determined by the job in hand.
A person who might make a good dictionary editor in Toronto or New
York might not have the kind of linguistic knowledge or understanding
to be a competent English dictionary editor in Melbourne or teacher of
technical English in Hong Kong. The criteria, of course, are themselves
subject to argument. But there is this to be said for them: they make no
distinction between a native speaker as conventionally defined and a
‘proficient user’; there are plenty of so-called native speakers who would
fail particular tests. There is an important corollary to this which con-
cerns the learning of second languages. Paikeday shows that one very
highly qualified and experienced teacher of English as a second language
cannot infallibly discriminate between the errors made by L1 and L2
speakers of English. Error is therefore much less a matter of interference
from a native language than is often supposed. What it is that makes any
learner proficient needs more attention.

This brings us back to the philosophical issues. Paikeday wants a
good solid definition that he can write in a few words. Though he can
tolerate fuzziness to help, as he says, to accommodate thoughts (p. 78), a
lexicographer wants to tie things down more precisely. Having raised the
spectre of viewing the native speaker as an idealised, fictional construct,
he nevertheless draws back from some of its implications. Such a con-
struct cannot easily be confined to the monastic cell of the standard dic-
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tionary entry - it needs room to grow and expand; to become, as Dr
Christopher Stinson says at the end of the volume, a ‘cluster’ in linguistic
space correlated with a particular language. This ‘lin,uistic space’ is really
four-dimensional: it includes time. Despite the presence of many pro-
fessors of English in this volume, the idea that the proficient user is sen-
sitive to and inherits the language of the past, whilst always struggling to
interpret that language to the present and the future, is never put for-
ward.

Paikeday has opened up an important question; and for this reason
alone this book should be read. With Quine, I agree v:ith his main pro-
position that the native speaker is a convenient, idealised fiction. I agree,
too, with his manifesto:

having a language as one’s first language is a decided advantage in
achieving competence in it. It gives you a head start. Beyond that,
native speakership seems a question of education and individual ap-
titudes (p. 15).

I cannot agree, however, that the native speaker is dead yet. The irony is
that the lexicographer himself cannot play god with the words and
phrases of the languages. Even if there are no native speakers, the term
‘native speaker’ will live a long time yet precisely because it has a history
and because it is the idealised construct Paikeday says it is. Like the
meaning of ‘God’, its meaning will probably evolve; but it is unlikely to

die.
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Preparation of Articles

The Manuscript: All copy must be typewritten, double-spaced throughout,
on one side of the sheet only.

Underscores: Indicate italic type by a single, straight underscore, SMALL
CAPITALS by a double underscore and boldface t.y a wavy underscore.

Italic type: only for cited linguistic forms, titles of books and journals that
occur within the text.

Small capitals: where essential to emphasize a word, phrase or sentence in
the text or to mark a technical term when it first occurs.

Bold face: only when necessary to distinguish between certain forms in dif-
ferent alphabets.

Punctuation: Enclose quoted words, phrases and sentences in double
quotation marks. Enclose quotations within quotations, and glosses, in
single quotation marks.

: 40 not use quotes to enclose a word or phrase cited as a linguistic example.
Use italic type instead, e.g., the suffix-s, the word like.

Notes: Do not use tootnotes. Use a raised numeral (without parentheses)
for a note reference number. Type all notes, double-spaced, at the end of
the main text.

Bibliographical reference: Cite accurately and fully literature referred to in
a bibliography at the end of each article or review.

Within the text, make brief citations such as (Anthony 1975) or (Sibayan
1974:221-222). Give the page numbers only for the passage to which reference
is made, not for the whole paper.

Type the full bibliography, double-spaced, beginning on a separate page,
under the heading REFERENCES. Arrange the entries alphabetically by
surnames of authors as in the following examples:

Anthony, Edward M. 1975. Towards a theory of lexical meaning. Singapore:
Singapore University Press for the SEAMEOQO Regional Language
Centre,

Halliday, M.A K. 1975. Learning how to mean: explorations in the develop-
ment of language. London: Edward Arnoid.

Lim, Kiat Boey. 1975. The SRA reading laboratory and reading comprehen-
sion. RELC Journal 6:1. 14-16.

Sibayan, Bonifacio P. 1974. Language policy, language engineering and
literacy in the Philippines. Advances in language planning, ed. by
Joshua A. Fishman, 221-254. The Hague: Mouton.

Abstracts: Accompany each manuscript by an informative abstract, sum-

marizing the conceptual content of the article. The abstract should be as brief
as possible (no longer than 200 words) typed on a separate sheet of paper.
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First and Second Language Reading Comprehension

Kyle Perkins
Sheila R. Brutten

John T. Pohimann
Southern {llinois University
USA

Abstract

Random parallel reading comprehension tests in Japanese and English
were administered to a sample of native Japanese students enrolled in intensive
English instruction at three different levels of English language proficiency
as assessed by an independent measure. Evidence for a threshold competence
ceiling at which first language reading abilitics transferred to second language
reading abilities was found. At the highest proficiency level, those readers
who scored high on the first language reading test also systematically scored
high on the second language reading test. Pedagogical implications of the
study are discussed.

This paper reports the results of a study whose purpose was to investigate
the relationship between reading in the first language and reading in the
second language when the same individuals are assessed in both languages.
For at least twenty years the issue of whether reading proficiency in second
language vitally depends upon reading proficiency in the first language has
been a principal concern in the second language reading research community
(for example, Alderson, 1984: Clarke, 1979, 1980; Coady, 1979; Cziko, 1978,
1980; Yorio, 1971).

Alderson’s (1984) article provided the impetus for the research reported
in this paper. In that paper Alderson set out the following two competing
hypotheses:

1. Poor reading in a foreign language is due to poor reading ability in the
first language. Poor first language readers will read poorly in the
foreign language and good first language readers will read well in the
foreign language.

2. Poor reading in a foreign lunguage is due 1o inadequate knowledge of
the target language (p.4).

Coady (1979) and Yorio (1971) provide good benchmark representations
of the opposing viewpoints of this situation. Coady holds the position that
second language reading is a reading comprchension problem. Coady’s
psycholinguistic perspective is that reading is an interactive complex of
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abilities/skills and knowiedge, some of which has a linguistic nature. Coady
lays a heavy emphasis on the readers’ store of texually relevant background
knowledge and attaincd reading comprehension proficiency in the first
language, although he does concede that second language rcaders may lack
attained competence in “*process strategics which involve substantial knowledge
of the target language.” (p.8)

Coady's position is summarized in the following quote:
We have only recently come to realize that many students have very
poor reading habits to transfer from their first language, and thus,
in many cases, we must teach reading skills which should have been
learned in first language instruction (p. 12).

Yorio's position is at the opposite pole of the continuum, or dichotomy,
if one chooses to inte:* rzi this rescarch issue as being manifested by binary
positions. Yorio contc ds that second language readers’ difficultics can be
explained by second language interference and the readers’ lack of sufficient
sccond language competence.

Yorio's.position is summarized in the following quote:

The reader’s knowledge of the foreign language is not like that of
the native speaker; the guessing or predicting ability necessary to
pick up the correct cues is hindered by the imperfect knowledge of
the language; the wrong choice of cues or the uncertainty of the
choice makes associations more difficult; due to unfamiliariry with
the material and the lack of training, the memory span in a foreign
language in the early stages of its acquisition is usually shorter than
in our native language: recollection of previous cues then is more
difficult in a foreign language than in the mother tongue; and at all
levels, and at all times, there is interference of the native language
(p.108).

From the point of view of sccond language reading comprehension
pedagogy, it logically follows that Coady’s and Yorio's positions entail two
different pedagogical foci: Coady's position calls for an interactive. top-
down, cognition-driven orientation focussing on textually relevant back ground
knowledge. psycholinguistic “guessing-game™ skills, (Goodman, 1973), and
global comprehension. Yorio's position seems to entail a more data-driven,
bottom-up orientation focussing on the knowledge of the language, cspecially
on the code elements or graphic cues which signal meaning in prose text; on
the ability to guess, on the ability to remember previously encountered cues,
and on the ability to associate the different cues.

Alderson surveyed a large corpus of published rescarch on the question
of whether reading difficultics in a second language were due to reading
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difficulties in the first language. In the summary that followed the review of
the research, Alderson reported that (1) in the bilingual studies, there was
“some evidence of transfer of reading ability from one language to another,”
although “only moderate to low correlations have so far been established
between reading ability in first language and reading ability in the foreign
language when the same individuals are studied in both languages” (p. 20);
(2) “some evidence, however tentative, suggests that proficiency in the foreign
language may be more closely associated with foreign-language reading ability™”
(p. 20); and (3) “considerable support was found for the hypothesis that some
sort of threshold or language competence ceiling [Clarke, 1980; Cummins,
1976; 1979] has to be obtained before existing abilities in the first language
can begin to transfer” (p. 20).

The purpose of this research was to ascertain whether readers at different
proficiency strata would covary significantly on reading comprehension tests
in the first and second languages. In other words, we wanted to discover
whether readers who obtained low scores on a reading comprehension test in
their native language would also obtaincd low scores on a reading
comprehension test in their second language, and vice versa; and further,
whether or not this covariance exists across different proficicncy strata. This
research was intended to continue the research paradigm presented by Alderson
and, hopefully, to further inform the threshold issue spoken to by Alderson,
Clarke and Cummins.

Method
Subjects

The subjects for this study were 158 Japanese students enrolled in the
Southern llinois Universits t Carbondale in Niigata, Japan, intensive English
program. The method of sclection was the natural assembly process. All
students who sat for the two cxaminations were included in the sample: no
aberrant or skewed data were purged from the data set which was analyzed
and reported.

The subjects were placed into three different proficiency strata by an
independent measure, the TOEFL test. Those students who scored in the O -
374 TOEFL interval were placed into proficiency level 1, n = 32; in the 375
- 429 TOEFL interval, proficiency level 2, n = 106; and, in the 430 - 469
TOEFL interval, proficiency level 3, n = 20. At the time of this study each
student had reccived S hours of weekly reading instruction over a period of
27 wecks, or three terms.

Instrumentation

Two fifty-item random paralicl rcading comprehension tests were
constructed as the elicitation instruments for this study. Random parallel tests
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are composed of items “drawn randomly from the same population of items.
Tests are said to be randomly parallel when the same numbers of items with
equivalent content arc randomly drawn from a pool of such items™ (Henning,
1987, pp. 81-82). One of the tests was tran.lated into Japanese and is referred
to as the L1 (= first language) test. The L1 test’s instructions, reading passages,

questions, and responses were in Japanese. The other test, the L2 test, was
totally in English.

By constructing random parallel tests we hoped to hold all factors
constant,’ in both tests, save for the language. The content of the passages in
both tests reflected similar subject matter; the readability level for both tests
was the same, grade 10, estimated by the McLaughlin (1969) method; the
same skills were assessed by both tests (facts, inference, and generalizations);
and finally, any bias in content and formal schemata (Carrell, 1987) was held
constant in both tests. That is, any bizs (positive or negative for Japanese
readers) in subject matter and text properties remained constant in both tests.

The LI test contained 18 fact items; 16 inference items: and 16
generalization items; the L2 test contained 15 fact items; 15 inference items:
and 20 generalization items.

The fact items required the subjects to recognize and to comprehend
—. the literal meaning of stated factual details; the inference items entailed the
inferring and the interpretation of underlying relationships; and the
generalization items required the subjects to evaluate and to generalize from
text. The fact questions were basically who?, what?, when?, where? questions.
The inference questions were why? questions. The generalization questions
involved evaluative meaning,.

During the testing sessions, the L1 and L2 tests were counterbalanced
to preclude response set.

Procedures

The Pearson product-moment correlation procedure was utilized to

analyze the data. The criterion level of significance was set at the .05 level in
advance.
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Results
Table 1
Percentages Correct

L1 L1 12
Gen. Total Infer.

Table | presents the mean percentages correct for the different categories
of items and totals for the two tests for the different proficiency levels.

Table 2
Correlation Matrix
Proficiency Level 1

.1 11 L1 12 12 12
Infer. Cien. Total [nfer. Gen, Total

11 F=.0067 H846 H060 . 0634 072 2081
Fact p=.0002 0001 0001 . 7303 Sss02 2600

L1 r= 6229 RIKI 246, 2100 ARSR 2726
Inter. p = 0001 o001 . 2485 os A3

W] r = .KRO3 ! 1256 0149 RSO
Gen. p= 0001 K 493 49382 R4

L1 . 1827 1106 196}
Totul L2163 A03R S466 2819

12 F= - 0097 2132 0307
Fact p=.9576 2413 Q001

12

r= 3850 6255
Inter.

p= 0246 001

12

r= 778
Gien

p= 0001
12

Tostal
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Table3
Correlation Matrix
Proficiency Level 2

L1 Ll L1 12 i2 L2 12
Iater Gen. Total Fact Infer. Gen Total

L1 r= 496 ;12 697 2600 1291 1492 2537
Fact p=.0001 0001 0001 0071 1869 1268 A7

L1 r= 4026 S 2465 2084 0320 2030
Inter. r=.00m X901 01 0320 TS 0368

Ll r=.8343 1470 KILS) 1634 2681
Cien. p=.0001 BRA 008 0942 [E13N]

] r=_1680 1534 2104 2413
Tote! p=.0851 dled 034 027

12 = M 3301 7431
Fact p=.003 003 001

12 123020 7068
Infer p=.xn ot

12 ’ = 7651
[0 p=.0001

12

Total

Table4
Correlation Matrix
Proficiency Level 3

L1 1.1 L1 L2 12 12 L2
Infer Gen. Tota! Fact Inter. Gen. Total

L1 r= 4R03 RE2Y nn 4343 293 KA A721
Fact p= 0321 1473 2 S50 1862 1356 1356

Li r= 06 NT6O EAUS] 4384 2500} S67R
inter p= 0040 AXXN 418 [INR] 2081 ANRX)

il r= 8094 Ao 1S83 8288 4691
Gien p= 000 1367 SR o172 [IXT30)

1 r=.8167 431 4913 HUR
Total p=0lun U7X 278 0023

12 1= 37 0541 061
Fact P = U876 [ Do0s

L2 (=2183 0
Inter p= 3619 A0S

12 r=.06287
Gien p=0003

12

Total
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Tables 2. 3, and 4 present the correlation matrices for the different
categories of items and totals for the two tests, again for the three different
proficicncy levels.

The columns of means in Table 1 present quite startling data. 1t is
obvious that the threc different groups of students experienced more difficulty
with the L2 test than with the L1 test although the L2 test was a parallel (to
the L1) test in ali respects. These data lend credence to Yorio's proposition
that second language reading problems are largely accounted for by the second
language learners’ imperfect control of the target language. An additional
obscrvation in Table 1 merits comment. As one reads from top to bottom, as
the proficiency increases, as measured by the TOEFL, the mean scores increasc
in both the L.1 and L2 categorics, but our focus in this paper is not on
between-group comparisons and analyses.

Our purpose in conducting this research was to investigate the cxtent to
which our subjects’ scores from the L1 test tended to covary with the scores
from the L2 test. That is, we wanted to know if a rcader who obtained a high
scorc on the L1 test would also obtain a high score on the L2 test, although
the scoring continuum on the L2 test might be much more restricted in range
than the L1 test. For that recason we used a correlational analysis and did not
concern oursclves with t-tests or ANOV A to determine if there were significant
diffcrences between the L1 and 1.2 scores, because the differences are almost
certainly significant.

To confirm or to disconfirm Alderson’s hypothesis that “poor first
language rcaders will read poorly in the forcign language and good first
language readers will read well in the forcign language,™ we need to observe
the boxed diagonals in Tabies 2, 3, and 4. The boxed diagonals are the
coefficients for the 1.1 - L2 similar categorics of items. An inspection of the
boxed diagonals in Table 2 (proficiency Level 1) indicates that there was no
systematic relationship or covariance between the LT and 1.2 measures of
rcading. The 1.2 subtests (Fact, Inference, and Generalizations) did correlate
significantly with the 1.2 total, but that is to be expected, and these correlation
coefficients are spuriously high because they have not been adjusted for part-
wholc overlap.

An inspection of Table 3 (proficiency level 2) indicates that three of the
four boxed diagonals contained coefficicnts that are significant at the .05
level: L1 and 1.2 Fact, 1.1 and 1.2 Inference, and 1.1 and 1.2 Total. At first
blush, it appcars that the 375 - 429 TOEFL interve! ", the threshold cciling
which must be obtained before existing abilities in the first language begin to
transfer to the sccond language. Our reservation is based solely on the fact
that the magnitude of these correlations is not very large, although they reach
significance. With 104 degrees of freedom a very small cocfficient reaches
significance. We belicve that in studics of this naturc onc must consider both
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the size and the significance of the corrclation cocfficient; thercfore. we are
reluctant to claim that a transfer of rcading skills has begun at this level.

Table 4 (proficiency level 3) presents conclusive evidence that a transfer
of rcading skills has begun at the 430-409 TOEFL. intcrval. The following
boxcd diagonals have coefficients of fairly large magnitudes, and they arc
significant: L1 and 1.2 Inference; L1 and L2 Generalizations; and 1.1 and L2
Total.

Had wc a subject pool from the highcr TOEFL intervals. 470-524 and
525-up. we think that we would have obtained high, significant corrclation
cocfficients for all catcgorics, given the trend cstablished by the lower
proficiency levels, but absent a data sct to analyze, we treat this proposition
as merc speculation.

Summary

We think that we have uncovered evidence that supports both Alderson
hypotheses: “poor first language readers will read poorly in the forcign
language™ and vice versa, and “poor reading in a forcign language is duc to
inadequate knowledge of the target language.” First, we found systematic
variation in L1 and L2 rcading skills at the 430 - 469 TOEFL interval, and at
the 375-429 interval, if onc is willing to accept very small, although significant
correlation cocfficients. In sum, we uncovered a threshold ceiling level for
transfer. Our results indicate that studics of this naturc must be conducted
with subjects from different tevels of proficiency. Sccond, we found evidence
that imperfect knowledge of the sccond language can causc difficulty in
sccond language reading. The 1.2 mcan scores for all categories for all
proficiency levels were much lower (probably significantly lower) than the
L1 mean scores, ai.d the two tests were parallel save for the language.

Not all in-scrvice ESL reading tecachers may be keen on theoretical
reading studics; therefore, we will attempt to bridge the gap between theory
and practice by spiralling back to the two pedagogical foci suggested by
Coady’s and Yorio’s pasitions on the second language process. We belicve
that the results of this study discussed above suggest that all these subjects
need focussed work on the use of content and formal schemata and global
comprehension, i.c.. a cognition-driven, top-down oricentation, and focussed
work on the code elements. i.c.. a data-driven, bottom-up orientation, especially
at the lowest proficiency level. There is yet another reason to suggest the use
of these two orientations. Rumelhart’s (1977) rescarch on an interactive model
of reading has shown that proficient read-r< employ both top-down and bottom-
up processing strategics.
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Most of the in-service teacher education (INSET, hereafter) programmes
in ELT/ESL' that 1 am familiar with have had remarkable success in several
areas; but the one area in which they have had the least amount of success is
that of bringing about improvement in the teaching of English. Thus, for
example. they have succeeded in creating interest in theoretical linguistics
and cnthusiasm for some varicty of applied linguistics, in producing spirited
votarics of non-native varictics of English, in creating interest in issues
concerning language planning, and even in producing ardent advocates of the
newcst trends in language teaching methodology. But improvement in the
te