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ABSTRACT

The author reviews some recent theories,
experiments, and observations in psychology and psycholinguistics
which challenge the basic assumptions of the audio-lingual method of
foreign language teaching: lLanguage learning is habit formation,
requiring analogy rather than analysis; meaning can be learned only
in the matrix of allusions to the culture in which the language is
used; language should be heard and spoken before being read and
written. The "errorless habit formation" of the audio-lingual
approach is being replaced with the new theocry of hypotheses
construction. The importance of analysis is being realized, as is the
necessity of personal and situational meaning in language materialc.
Every language has its set of sociolinguistic as well as linguistic,
rules, which are, by themselves, a distinct means of communication.
The study of bilingualism aids the analysis of the systematic nature
of the functioning of sociolinguistic rules (which incliude
alternation, sequencing, and co-occurrence rules). Teachers must
instruct students in bilingual behavior and must establish a set of
priorities and instruct according to these values. Sample intonation
and word drills and grammar hypotheses, based on the vocabulary and
structure in Lesson I of M.E. Gowland's "Espanol Primer Curso," are
appended. (AMM)

R

PRINTED BY THE STANDARD REGISTER CTOMPANY, U. S. Ac

FCRM 0801 )




T SRS 4 a8 et 2 om0 R S D 5

s 2y

S Sant AR L i

L

oy st i~

Ty

it B Ny i

o

RS T

e T e T

.

K
by
¢
3
/
3
i
K
J
|

Rt Doy o s
8 ~

EDO0 40382

U.S. DEPARTMENT OF HEALTH, EDUCATION & WELFARE
OFFICE OF EDUCATION

" THIS DOCUMENY HAS BEEN REPRODUCED EXACTLY AS RECEWVED FROM THE
PERSON OR ORGAMIZAVION ORIGINATING |1. POINYS OF VIEW OR OPINIONS
STAVED DO NOT NECESSARILY REPRESENY OFFICIAL OFFICE OF EDUCATION

POSITION OR POLICY.

CLASSROOM APPLICATION OF
RECENT LINGUISTIC THEORY AND RESEARCH

Georgia W. Fuller
May 22, 1970

The American University
Visiting Scholar's Seminar
37+ 700=1

Dr. Waldemar Marton

TN s e T st '\ '




ot e,

, CLASSROOM APPLICATION OF
RECENT LINGUISTIC THEORY AND RESEARCH

During World War II, the sclence of linguistics created
and formed a new presentation of several Indo-European and "exotic"
languages for the U, S. Department of Defense. The purpose was
to rapidly teach large numbers of military personnel to communlcate
with their allles and with natlonals of occupied territories.

In the post-war era, thls linguistic approach to forelgn language
instruction combined with the learning theory of neo~behaviorlsm
to produce the audlo-lingual method. The audio-lingual method
was credlted by all, except the most stubborn'traditionalists, as
belng the ultimate way to implant“bilinguél behavlior 1n mono=-
lingual speakers. It was proposed for classrooms on the univer-
sity, secondary and primary 1évels; Recently, the audlo-lingual
method has received criticism, not from the traditiona;ists, but
from the recent theories of linguists, psychologists and

soclologists.,

In reviewing B. P. Skinner's neo-behaviorist book, Verbal

Behavior, Noam Chomsky writes, "The fact that all normal chlldren

/

acquire essentlally comparable grammars of great complexlty

with a remarkable raplidity suggests that human be.ngs are somehow

speclally deslgned to do this..."l ©The basis of the current debate:

between audio-lingual methodologists\and those lingulstgs,
psychologlsts and soclologlsts who follow Chomsky's school of
thought 1s the sxtent of man's innate: capacity to acquire a

language. Skinmer posits only one primary ability, that of
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analogizing. He admlts to one secondary capabllity, the echolc
operant. On the other hand, Chomsky posits within the child an
innate ability to hear language and internally construct a
grammar that. accounts for the order, system and possible alter-

nations of the phonological, semantic and syntactic components

of that language.
)

The school of neo-wehaviorist psychology attempts to
describe ail human behavior, especially learaing, since in Skinner's
analysis, all behavior is learned. The basis of 1its findings is
the objective and accessible evidence of a2 stimulus (2 measurable
amount of energy that can excite certaln sensory nemceptors) and
s response. A response that is elicited by a stimulus in the
environment is a respondent. These are the elements of classlcal
conditioning. Skinner added the theory of operant conditioning.
The operant 1s a response for ﬁhich there 1s no external, obser-
vable stimulus. It is emitted and acts upon the environment. If
1t receives reilnforcement, the rate of response will 1ncrease.

If 1t does not, the operant will be extingulshed.

Skinner applied operaht conditioning to the acqulsition
of the mother tongue. The audio-lingual method applied his findings
to second language teaching. In neo-behaviorist terminology, a
child is receptive to the lingulstlc patterns devised by hls
community through the stimulus of his need for food, protection,
and love and through the stimulus of hils parents’desire:for him
to talk. The. parents, acting as linguistic models, activate the.

child's echoic operant. He babbles and tries to mimlc sounds,
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If his babbling approximates a word, hls parents show pleasure,
Thelr pleasure rewards his first success in this trial and

error process. . The operant 1s relnforced.

Skinner theorizes that parents consclously establish a
correct pattern for the child to follow out of thelr need to
control the child. He repeats only these patterns until they are:
mastered. The achievement of the linguistic goal, not the process,
is important. BErrors made during learning are detrimental.
Skinner's verbal theory faills to recogaize that trial and error
is the basis of operant conditioning. It begins when the child's
echoic operant functions and eventuglly produces a combination
of sounds which have meaning for his parenis. Wilga Rivers writes
that many psychologists assert that trlal and error is a narrow
selection of uvailable choices based on previous learning and

applied to 2 new situation. It is not random behavior.?

Skinner's theory does not account for the varying déérees
of "baby talk" that the child produces for about thlrty months
(from age one and one half years to four years) and that the.
parents accept. Also, this vlew lgnores evidence that the parental
linguistic models will, like everyone, make false starts, hesita-
tions and often use incomplete sentences in conversations. These
do not interfere with a child's acquisition of correct patterns.
To continue with Skinner's theory, once. the chlld has acquired a
pattern, he uses hls lnnate power of analogy to replace lexical
items and build other sentences. Analogy is based on similarity.

Skinner does not explain the criterion for simllarity. Is it




R B,
"——‘.,«mm.pmu i

P

o

G E

sound, function, meaning or form? The audlo-llingual method stresses.
the use of analogy and form for second language teaching. Fornm,
however, 1s meaningless without function. Function can only be

determined through analysis.

Here are the beginnlings of the unlon between neo-behaviorist
theories of first language. acqulslition and the. practices of audlo-
lingual methodology. In its final form, this method has accepted
four bdasic, psychologlcal assumptions. The first is that forelgn
language learning is baslcally a mechanical process of hablt
formation according to Skimner's operant condlitioning. This hablt
15 formed when the student emlits correct responses, not errors,

and when that response ls reinforced. The second assumptlon is

.that:analogy, rather than analysis, provides a firmer foundatlion
for lamguage learning. The third 1s that semantlcs can be learned |
1 only through the matrix: of allusions to the: culture.of the: language |
which uses 1t. Last, lingulistic habits are-learnéd more effecs
tively if the materlal 1s presented in the spoken form, not the
written. | ,
I
Recent linguistic theory has challenged these basic o

assumptions of the audio-lingual method. The core of thls challenge

1s Chomsky's refutation of Skinner's theory that language:ls
imposed on man through external stimulus. According ta Skinner, : é
man. adly eontmtbutes the ability to analogize and the echoic operant.
However, there 1s surely no reason ;
today for takling seriously a position é

that attributes a complex human achleve=-
ment entirely to months (or at.most. years)

T T A,




s I AEF VT e IS,
[ . e

L s PN bAoA
-4
A Y

-5a

of experlence, rather than to :

] millions of years of evolution... ]
such a positlon is particularly ‘

lmplausable with regard to

language, an aspect of the child's

world that is a human creation

and would naturally be expected

to reflect intrinsic human

capacitg in its 1nternzl organi-

zation.

This refutation has reactlvated a controversy thet spans
the history of -humen thoughdse. It 1s clearly seen in the six-
teenth, seventeenth and elghteenth century debates between the
Empiricists and the Rationalists. The lingulsts who support
Skinner and the audlo-lingual method stand squarely in the tra-
dition of Empiricism. Its centerpiece "...was the thesls that =2ll
human knowledge 1s derived externally from sense lmpresblous
é £§timulus and responsg7 and the operations of the mind upon: them
in dpstraction and generalization /analogy/. Its extreme form
fiv appears in Hume's total rejection of ana priori component of
knowledge."4 Chomsky and those socialuseientists who follow hils
school are helrs to the Rationalists' belief that the certainty
of knowledge is found 1rrefu£ably in the: truths of human reason,
They gain additional support from the nineteenth century writings
of Wilhelm von Humbolt, "Origlnally, everything in the human being
% is insidé him -- sensation, feellng, desire, thought, declision,
| language and deeds., But as thé inside comes into contact with

é the outslde world ZES the child's mind percelves language used by

his parent§7, 1t begins to operate independently and determine by

1ts own unlque configuration the 1nner and outer functlions of

others."?
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3 Chomsky theorizes that every human being is born with an
innate ability to order language. A child analyzes the lingulstic i

input (inecluding false starts, hesltatlons and other imperfec-
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tions) given by his parents. Through a serles of hypothesis

construction and reconstruction that gradually eliminates errors,
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he accounts for this data with the creation of his own grammar.
Chomsky dlvides language into two functiouns, competence and perfor- !
mance. Competence is the internal grammar that enables lndividuals
: to communicate and comprehend. One of its first tasks is to allow

] thees child to filter out imperfections in the lingulstlc data.
Competence is the creative ability to produce: an entirely new sen-
tence and to understand a sentence that has never before been heard.
At the Twenty-first Annual Round Table sponsored in March, 1970 'by
Georgetown University, Einar Haugan added another dimenslon. He.

; spoke of a "variable competence! as opposed to a statlc one.

An 3individual is always enriching his lingulstic repertoire. This

1s especially true, he: said, of a bllingual. [

The criterion for judging competence is grammaticallity.

ii The criterion for judging performance is acceptablllity. This

@ function of language is linked to semantlic and soclal values.
Performance is the realizatlon of man's competence through com-
munication and comprehension. It can be inhibited by many extra-

lingual factors, such as nervousness, memory limltation and lack

of knowledge about the topic of discussion. A grammatical sentence:
may be unacceptable if it has an excess of embedded and branching

clauses that make comprehension difficult. A grammatical sentence:




o e e

K % : A it e GHACLUCL M A A L b i et A U T R R e O R Ciid AR # el Lad NS S A S
; I T ;
‘ et e e

b

f

-7~
may be unacceptable if it 1s semantically or soclally inappropriate.
Therefore, performance never equals competence.

Chomsky bisects language into two structures. The first

is the deep structure, which is similar to the €tat abstrait of

the Rationalists. As introduced in Aspects of the Theory of

Syntax, this is the underlying meaﬁing of o sentence. It is
specified by the syntactlc component and ilnterpreted by the
semantic component. The second structure is the surface one,

which is similar to the €tat concret of the Rationalists. It is

also specified by the syntactic component but its interpretation
is through the phonological component. Syntax contalns a trans-
formational subcomponent. that geunerates the surface structure:
from the deep one. These structures and components are lingulstic
universals and belong to man's competence: Chomsky theorizes that
the deep structures of all languages are at least similaxy possiviy
identical. The transformational model of analysls has revealed

that. grammatical catagories of one language can be equated wlth

grammatical catagories of another language that, superficially,

‘appear totally different. Therefore, the learner of a sechd

v language should be able to see through the surface to the under-
. lying reality and find it compatible with the deep structure of

hlis mother tongue.

In summary, the theory of linguistics advanced by Noam
Chomsky challenges the flrst three basic assumptions of the audio-
g lingual method. This theory vliews language acquisition as a

%‘ process of hypotheses formation and the gradual elimination of
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h errors., It is unot 2 habit formed only through correct responses. E;
é and immediate reinforceﬁents. Second, the child analyzes his i
; language and tests each hypothesis. He does not rely totally E
on analogy. Last, éemantics is the interpretive component of the ;
,é Vdeep structure. The deep structures of languages can be related. Phis ;
feems to weskex tioeaudiodngwel sssertion that meaning can only
'g be: learned in the matrix of the culture of the glven language: %
g Recent theories, experiments: and observatlions in the. g
? sister disciplines of psychology and psychclingulstics challenge %
; all four assumptions of the audio-lingual method., To recaplitulate, %2
; these four concern habit formation, analogy, meaning and the use %‘
i of written forms. Several general observations have triggered éé
? research on opposing theories. The first is that children do not |
,g - vproduce adult sentences during the early years of the aecquisition
ég prdcess. Contrary to Skinner's "comscilous linguistic model" view
i of parents, parents do accept nongrammatical sentences. Studies }
§v have shown that at any given age, the child's "aby talk" is a self- i
%’ contained, internally consistent system that is independent of %

adult grammar. V. J. Cook reminds lingulsts that, "It seems

absurd to describe, in effect, the child as possessing all the

rules of adult competence together with a set of deletlon and
nb

reduction rules to zccount for his ungrammatical sentences.

2 The progress toward adult speech is not noticeably affected by
% an individual's intelligence.

The second genefal observation is that first lénguage;

acquisition cannot be equated with second language learning.




The physiologlcal, emotlional and mental capabllities of the second
language learner are more fully developed. Sheldon Rosenberg

posits six components of what he refers to as man's Innate

Language Acquisltion System. Each of these six interact and inter-
relate. BEvery part of the ILAS device has slightly different facets
for the average second language learner, who is usually between
twelve and twenty-two years of age. These six are the general
cognitive component, the specific cognitive component for linguis-
tics, the receptor-effector component, the motivational component,

the environmental component and the critical development component.

The general cognitlve abilitles are developed beforemost students
enter a forelgn language classroom. They can aid hls progress.

On the other hand, the development of the specifilc cognitive
component for his mother tongue will often interfere with the new
lingulstic data. The physlology (réceptormeffector) of the second
language: learner is less flexlble and less able to audlally

distinguish and verbally reproduce new sounds. The motivation

and enviroumght of a language. classroom are far more limited than
those of the child's home. Lastly, there 1is a specific time span y
during early childhood that triggers the best interaction and é
function of the other components of the ILAS device. Observations
reveal that if a child passes through this critical development
component (for example, because of a physical handicap that 1s
later corrected) without activating it, acquisition of the mother

tongue becomes a slower and more difficult process.

Aruitoxt provided by Eic:
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One partlcular set of experiments reported by E. 5. Klima

and U. Bellugl in Psychollnguidiies Papers, supports the psycholingulstic

theory about internsl construction and reconstruction of hypotheses.
Klima and Bellugl analyzed the ianguage capaclty of three children
during thelr first months of language acquisition. These chlldren

had no contact with each other. Independently, each one produced
sentences that were systematlc and regular wlthin themselves and
corresponded to the systematicness and regularity of the sentences
produced by the other children. These sentences were not merely
incorrect repetitlons of adﬁlt speech or random errors. The
mistakes showed what the child's Internal hypothesls was unable:
to account for in the adult's lingulstic input. The chlldren

gradually reshaped thelr hypothesds and elliminated errors to more 5

closely fit the:language: data.

Klima and Bellugl group the process of forming negatlons

into three stages. Durilng the first stage, the chiidren
produced sentences that consisted of a simple nucleus elther

preceded of followed by "no" or "not."
-, ~\
no .
{not} N
S N 1o
not
Some examples ares "No wlpe finger ";and, "Not a teddy bear."
Auxlliarles were used with negations in stage two. The chlldren
combined a nominal with one of four negative forms plus either a

predicate or a main verb to get six ways of forming the construction.

‘Pred
S—» Nom (Auxn®8) (Main Vb

AuxP®8—y Neg, VRCE

,,,,,,,,,,,,,
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Neg=——y» no, not
yheé_y can't, don't
Exemples are: "That no Mommy "; "He not 1little, he blg s "I can't

cateh you "; and, "I don't want 1t."

In the final stage, the children's hypothesis could
govern the use of modal auxillarles (would, should), indeterminants

(some, someone) and a few optlonal transformational deletions.

APred
S ~——3 Nom ¢+ Aux {Mein Vb
Aux—3 T + VA% (Neg)
veuX_, 4o, can, be, will

Top
NP + be ==}" NP

Top
do $ Vb =» Vb

Examples taken from all three chlildren include: "Don't kick my
box "; "No, it isn't "; "!'Cause he won't talk"; and, "I not crying."
Klima and Bellugl alsé observed the same chlldren pass lndepen-
dently through three stages of more complex hypotheses in the
construction of interrogatives. In the first stage, they abstracted
the intonation patterns from the primary lingulstic data and
mestered the interrogative intonation before mastering the process

of inversion or the use of question words.

The work of Klima and Bellugl contradicts the audlo- §§
lingual theory that error in any language acquisition process 1s
an ingrained habit that should have been avoided, but having

occurred, must be lmmediately extingulshed. The child's mistakes

reveal those aspects of hls parent's speech that his internal
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grammar can not handle. As he recognlzes these mlstakes, he
reshapes his hypothesis to more closely resemble adult competence.
This observatlon questiéns the place of error in second language
learning. The audio-lingual method has structured lesson materlals
for simplicity of learning so that error 1s lmpossible. Returning
to Chomsky's theory, an error in performance may be due to ner-
vousness or other extra-lingual factors. These are not the result

of & lack of competence. Native speakers make this type of error.

Rivers reminds teachers that the student's blggest problem
is not storage of foreign language data. Hls major difflculty 1s
with retrieval, especially retrieval in unstructured sltuations.
Mistakes will occur in classroom work with unstructured situations.
Rivers adds that, in the terminology of operant conditloning, the
reward is more important tham the orlginal response. If the

correct answer is reinforced, it becomes an operant. If an lncorrect

answer 1s not rewarded, it is extlnguished. This 1s not to say

that language teachers should encourage errors or even be negligent
to correct them. Rather, teachers should tonsider that error 1s

a natural patrt of the process of learning to communicate, not an

aberration that is dangerous to that process.

The second assumption of the audlo-lingual method, that | %}

analogy 1s better than analysis for language learning, 1ls related

to the former assumpiion about hablit formation. Nelson Brooks

writes, "Since as children we learn the mother tongue qulte by

analogy and not at all by analysis, why should we not try %o

make analogy work in the learning of a second language."7
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Klima and Bellugl demonstrate in the previously discussed
experiments that children acquire the mother tongue through a
serles of hypothesis building. Contrary to Brooks, the construc-
tion and altermation of each hypothesls requires analysis. The
psychologist, David McNelll, contends that the child learns
abstraction very quickly. He lnnately analyzes the rziatlionships
of the deep structuré. He understands that a noun phrase dominated
by a sentence is the subject of that sentence. 4 noun phrase

dominated by a verb ls the object of that verb.

Rivers applies this to second languvage learning. Students can be
treined o see the dee Structure of a new language. She says that
analogy, a form of generallzation, can lead %o false analogy.
Analysis sets generallzations apart and avolds false analogles.
The student must be trained in the abllity to analyze and dliscriminate. §
Por example, in the first lessons, he should be taught sound %
discrimination with systematically constructed drills before he 1s
taught sound articulation. In later lessons, he should use analysils,
with careful teacher guldance, to construct grammatical statements
concerning the type of analogy that operates 1n the classroom drills.

In the discussion of the ILAS device, Rosenberg says that the

development of the general cognitlve component can assist second

language learning.

If the usefulness of both analogy and analysis ls acknow-
ledged, thits paper must return to a previous questlion concerning

the basls of analogy. While chlldren do seem attiracted to words

on the basls of sound, Cook points out that they separate and
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articulate the content words of a sentence long before inserting
the grammatical forms. The general cognltive component includes

a conceptual memory receptive to semantlc stimulus. Susan Mo
Ervin-Tripp writes that especlally for adults, language 1ls meanlng.
They rapldly penetrate the surface to seek out the meaning of the
deep structure. Rivers presents a composite overview of several
psychologis&&1theories. She says that experlments by Razran and
others show that considerably more generalization occurs on the

baslz of similarity of meaning than on sound, form or function.?

This questions the third assumpilon of the audio-lingual
method, that meaning can only be learﬁed in the matrix of allusions
to the culture that uses that language. 0. Hébart Mowrer describes
semantics as an internal, subjective fileld that is in an on-golng,
ever-changing, innovational state. Thls internal field glves

meaning to stimuli, signs and situatlons. Semantics is not external.

e g S e xS s 5 ek aen o o e e e e e e e o

1 In the terminology of neo-behaviorism, @. Osgood explaims that
’ experlence conditions a person to the semantic and emotlonal meanings :
; of words. These meanings act as the stimulus that direcis an

] individual to produce the words.? The second language learner .

penetrates the surface to the meanling of new deep structures and
absorbs them inte his semantic field of the “Warlsble competence.”
Therefore, the overlearning of forms in classroom and laboratory.
drills with the notion that meaning wlll be filled in as the

student gains experience with the new culture 1s false. Language:

materials should have meaningful communication. The student
should practice hls forelgn language in natural; face-~to-face:

situations where he feels‘free to express himself. fg
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The question of meaning relates to theory of overlearning
and response cues. B. Tolman writes that contlnued practice of
a learned response fixates that response and makes varlatlion on

future occasions less possible. If the student innovates, he 1s

\expressing his own thoughis 1in inher or articulated speech. This

éxpression provides more reinforced practlce in those aspects of
language behavior of most use to him than can be provided in the.
1imited time allowed for classroom, laboratory and home asslign-
ments. The audio-lingual method correlates repetitlon of a
response with grammatical cues and teacher approval. This stimulus
and reinforcement does not transfer to extra-classroom situations
where repetlition must be assoclatéed with contextual cues and thes.

pleasure of communlcatlon.

The Institute of Modern Languages 1s experlmenting wlth
and developing language materlals based on communication and
contextual and situational relevance. The approach, called
Situational Reinforcementj(SR), is use~oriented rather than
structure-oriented. Drills are lnternally structured but are
built around real life situations and not the linguistic crlterion

of funetional yield. These situatlons are acted out or 1llus-

“trated in the classroom. "Each sequence is bullt up from a serles

of separate response drllls, each of which consists of a question
and answer, or a command, question and answer. BEach of them is
a genuine communication, a real use of language that 1s related'

to a contextual frame."l0 The purpose of this paper is not to

exanine or advocate the techniques of SR but to examine the theory.
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The theory of SR 1s that i1f a student responds with communication
to a natural, situational cue, rather than to a lingulstic cue,
similar situations outside the classroom will stimulate relnforced

communication in the forelgn language.

The last assumption of the audio-lingual method is that
the student should hear and speak the language before he reads
and writes 1t. Sometimes a time lag of several months 1ls suggested.
Recent work in psycholinguistics concludes that the written word
should closely follow the spoken presentation. The ILAS device of
the second language learner has matured beyond the stage of primary
language acquisition. The receptor-effector component is less
flexible and needs assistance in audial and verbal discriminatlon
of new sounds. The mature general cognitive component can glve
this as=istance. General cognitive abilities have several types of
sensory stimulated memory that are interrelated and serve to support
each other. These include the audial memory, the verbal memory, the
previously mentioned conceptual memory and the visual memory.
Students are receptive, often dependent, upon a visual stlimulus.
If presented in the form of a phonetlc transcription of the slgnl-
ficant allophones, this stimulus can ald the audial and articulatory
organs and reduce interference from the mother tongue.

IV

To summarize, psycholqu and psycholinguistlcs éhallenge
the four basic assumptions of the audlio-llingual method. They have
replaced the theory of errorless habit formation with %he dew
theory of hypotheses construction. They have added the importance:

of analysis to that of analogy. The necessity of personal and
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situational meaning in language materlals is proposed. The use-
fulness of the written word ls reasserted. The theories, experi-
"ments and observations of psychology and psycholingulstics overlap
the work of soclolinguistics. In particular, the question of
semantics and situations is a reminder that language 1ls a socilal
phenomenon. The student who learns a forelign language must learn
to use 1t within the context of a foreign culture if his perfor-
mence ls to be acceptable. The cultural and soclal situatlion

restricts the realization of linguistic competence.

Every language has its set of soclolingulstic as well as
linguistic rules. BErvin-Tripp shows that the rules are, by them-
selves, a distinct means of communication. They lnclude alternation
rules, sequencing rules and co-occurrence rules. Alternation rules
are the verbal exchange between speaker and hearer of their mutual
recognition of their respective status, situation, rank, identlty
set, kinshlp, solildarity, familiariﬁy and intimacy. For learners.
of Spanish, thlis would 1nblude instructions for using the familiar,
second person forms as opposed to the formal, third,person,forms.
Sequencing rules are the ways speakers tle together'greetings,'
leave takings, invitations with acceptions or rejections, nar-

rgtions and group conversatlions. A student of Indonesian, for

example, must know that the poiite way to refuée a formal invitation

1s to smile and say , Terima kasih banjak, "Thank you very much.'

Americans who use a translation of "No, thank you" or "I am very
sorry but I have.a previous engagement " appear shockingly rude.
This is because breaking a soclolinguistic rale is a form of conm-

munication. Co-occurrence rules involve the selection of items

S '«W“Wﬁ“w
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7 that correspond to the style or reglster of previously selected
ltems. Languages have at least three style levelsy formal, casual
and intimate. An English speaker who mlxes style levels and says,

"Hi'ya, madame!" will probably be thought to be joking.

John J. Gumperz introduced a theory of communlcative com-
petence. A similar theory was advanced by J. B. Pride. The
communicative competence 1nvolve§ an underspanding of the entire
culture, of the particuiar social setting and of the sociolingulstic
rules with thelr appropriate realizatidhs. To insure that his
lingulstic performance 1s acceptable, a speaker first msaskes a
Judgement according to his communicative competence, Based on this
judgement of the social situation, he selects appropriate items
from his lingulstic competence. Performance is affected by the
speaker's evaluation of: (1) the participants, which are the speaker,
listener and possible audience; (2) the ecological surroundings,
which gre both the cultural and physical environment; and, (3) the
topic or range of toples of conversatlon. Work done with bllinguals,
where a change in social situation cauSes & change. in language.
instead of merely 2 change in dialect or style, reveals the
systematic and reguiar nature of sociolinguistic rules. Guuperz
summarizes the theory of soclal semantics, "The determinants of
this communicative process are the speaker's knowledge of phe
linguistic repertoire, culture and social structure, and his ability

] to relate these kinds of knowledge to contextual restraints,"ll

The study of bilingualism aids the analysis of the systematic

1 nature of the functioning of soclolinguistic rules. The rules for
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each culture-can be compared and contrasted for presentation to
the student. Teachers must lnstruct the student in bilingual
behavior if his foreign language competence. i1s to be grammatlcal.
They must teach bl-social behavior if the student's forelgn lan-
guage performance is to be acceptable., The study of bilinguallsm
has other pedagoglcal applications. It alds understanding of the:
socioldgical and psychological devebopment of the second language:
learner. It reveals prevailing social attitudes toward other
ianguages and the people who speak them that have a positive ox
negative affect on the learning process. Joshua A, Fishman
reminds teachers that thelr business is to create bilinguals,
Like second language learners, the majority of natural bilinguals
do not have & totally balanced and equal mastery of more than one
tongue in all possible lingulstic processes and contexts.

A "normally coordinate bilingual" may

have. been a compound bilingual initlally,

when he was just learning hls second

language. He may revert to compound

bilingualism if an atyplcal occasion:

arises in which language X is called for,

although the domain involved is clearly

dominated by Y:..most bilinguals manifest

both compound and coordinate functioning

from minute to minute, from topic to: 12
topic, from one interlocutar to another.

Thereforé, the language teacher cannot present materlals
with the expéctation that all students will obtain native: proficiency
in all aspects of linguistiec behavior. The teacher must establish
a set of priorities and instruct according to these values. He
must clicose the "contexts of bilingualism® This is the framework

within which the student should learn to function most effectlvely
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in the second language. The first context, according to Fishman,

is the mediza of communication. Should language materlals stress
the attainment of speaking, reading or writing abilitles? The:
relative priority assigned to each mediim will affect the metho-
dology of presentation. The sebﬁnd context is the role of the
future bilingual. Should the student become most fluent in
comprehension, production or inner $peech? The choice of style
level of communication, formal, casual or intimate, lis Fishman's
third "context of bilingualism® Brvin-Trip discusses the impor-
tance of style in co-occurrence rules. Each level requires that
the student be taught a different vocabulary, a different sentence

structure and a different set of attitudes toward himself and

his interlocutors.

\
*

The last context is the domain of interaction. Toples
of conversation dealing with the home, business, status situations
and cultural topics fall individually under the domalin of cone
language as opposed to the o@her commanded by a bilingual. The
contexts of media, role, styie level and domain are interdependent.
For example, the traditional grammar-translation method stresses
the contexts of reading, comprehension, férmalvlevgl and cultural
topics. The audio-lingual method emphasizes speaking, production
with comprehension, casual level and home oriented topics. On an |

absolute scale, one set of priorities is not superior‘to the other.

Fishman's point 1s the teacher must be aware of and give an evaluation

of the contexts he is implanting in the students relative to the:

desired goal.
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The study of bilingualism also alds the analysls of the
soclological and psychologlcal adjustments that nmast be made by
a person who communlcates granmmatically and acceptably in a second
language. Vera John's study of bilingual children has led her to
posit that different aspects of language acqulsition are controlled
by different princlples of learning and of cognition. Some aspecis,
for example,phonologyw are controlled through physiological hablt
formation and can benefit from the overlearning proposed by the audio-
lingual method. However, other aspects are controlled by cognitive
processes. At the Twenty-first Annual Round Table sponsored by
Georgetown University 1ln March, 1970, John related three steps of

cognitive development.

During the first step, the emactive mode, reallty for the .

child 1s represented through actions, chiefly his own actlons. The 3;
ikonic mods is the second., The child represents reality to himself in gé
s scheme that is relatively independent of his actions. The last .
mode is the symbolic, where the child abstracts reality and deplcts it

through lmages and classes. The jump from lkonic representation to

symbolic representation is very difficult for the bilingual child. |
fo facllitate this jump, the child should be encouraged to develop hls 35
"imaginative conceptual activity" as opposed to his "formal conceptual
activity,®. A viable technique could be the use of imagination 1in
expanding word reactions and assoclations. To some degree, this can gi
be exvected to apply to the second language learner. |
\
The previous discussion of new theories in lingulstics,

psycholinguistics and sociolinguistics poses the question, "How
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will these theories be applied in foreign language instruction?"
Several specific techniques are included in the Appendix to illus-
trate posslble new trends. Because research is contlinuing to both
expand and refine these theorlies and thelr application, future
language materlals will not hold an exact resemblance to the

materlial presented here. However, these technlques present & forerun-

ner of the general concepts and form that will alter current

teachling materlals.

In accordance with Chomsky's theory of internal grammar
construction and psychological theories of hypotheses bulldilng
and the general cognitive component of the ILAS device, forelgn
language students will undoubtedly learn more grammatlical polnts.

As each new structure ls presented, Rivers suggests that teacher

guldance of student constructed hypotheses wouldald the learnlng of
patterns. Some examples of the type of analysis that assists the
comprehension of analogy 1s on page elght of the Appendix. Fol-
lowing Jomn's bellef that"imaginative comeeptuzl =ctdvity! van bridge

the gap between lkonic representation and symbolic representation,

teachers may be using word assoclation drills. Cook's observation
that chlildren separate and articulate the content words bhefore the:
grammatical items, could lead to content word drills. Students
would reinforce their learning of structures by supplylng structures
to semantlic cues rather that only supplying words to structural
frames. Examples of these possiblllties, that would be particularly
useful for review work several weeks after the completlion of the % ]

lesson, are on pages five to seven. j

A e o i i
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Klima and Bellugl observed that the chlldren abstracted
out and mastered the intonatlon contours of English interrogatives
before mastering the use of sentence inverslon or questlon words.
Cook theorized that countent words are more readlly retained by
children because they receive the heavler stress. Several
lingulsts are advocating an early, systematlc presentatlion of the
similarities, discriminations and contrasts of the suprasegmentals.
It has often been noted that a chlld
masters several of these features
/Suprasegmentals/ in hls natlve lan-
guage before he 1s in really good con-
trol of vowels or consonants or
meanings... they are learned earlier,
are not much discussed in school, are
further below the level of awareness
and are more difficult to verbalize
about. We shall begln wlth these
overriding features of the structure
of Spanish and English and work down
to the smaller detalls. No utterance
can be made in elther language with-
out 1its cafgying an lntonation
pattern...

The Appendix has examples of rhythm drills on pages two and three

and examples of intonation drills on pages four and five.

The first intonation drills are in analogous structures
and the final presentation of the intonation shows contrast between
analogous structures. The last two have a questlion and answer
format that more. closely approaches actual communication as
suggested by several psychologists and adopted by the SR method.
Most teaching material used now could be reinterpreted or reshaped
to have situational relevance. Perhaps the ideal drill wéuld be
ohe that gradually guldes the student to talk about himself and

express hls own thoughts.

i
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Future lenguage materials will reflect a more systematlc
attempt to present soclolingulstic rules. In order for his lin-
gulstic performence to be acceptable, the student nust acquire a
communicative competence. More advanced classes may have demon-
strations of style levels and co-occurrence rules. Also, the teacher
must understand the limitations lmposed by the "eontexts of
bllingualism" that he is teaching. These must be consistent with
the type of bilingual behavlor that the student 1s expected to
achieve. The presentation of additiona} work for students whose
potential use of media, role, formallty level and domaln may not.

reflect classroom priorities may be consldered.

As research in the disciplines of linguisties, psycho-
linguistics and soclolinguistics contlnues, the language teacher
must examine each new theory and each proven technlque with an
ope.ni mind. He must evaluate discoveries according to the abllitles
and needs of his students. The basle constant in the ever-expan-
ding research ls that the use.of language is a creative act. The
pleasures of creative,self-expresslon will reinforce the student's
learning process. A student who expresses his own thoughts in
the new language will countinue this expression outside of the.
time allotted for classroom, laboratory and home asslgnments.
Innovation will stimulate the student to practice his foreign

language far more that the éducatlonal system demends.




APPENDIX

Following are several classroom drills con-
structed according to recent exveriments and observations
in the study of psychollingulstics and soclolingulstics.
They are based on the vocabulary and structure presented

in Lesson I of Espanol Primer Curso by Mariano B. Gowland.,

As suggested in the paper, some of these drills could be
introduced lmmediately and some should be used several
weeks after the completion of Lesson I as a review of

that lesson.

ALLOPHONIC NOTATION

consonants

Q<

b bddrfg ekhklmnniigprRszt

(for other dialects © 1 v) ;
semi-vowels

VFWE
vowels

aelou

Structures of Lesson

1. ¢&De quiéh S o o o7 la.
From whom 18 « « ?

2, (Para quién es + o .2 284
Por whonm 1s « o oF

3. 400mo estd(n) . . .2 32
How is (are) . . .? .
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1 06mo se dice . o %
How do you say . %

ZQué’es (son) o« o o° S5a. Bs (s0n) o o o ;
What is (are) o o It is (They are) « « . |

iQué quiere decir . o o2 i
What does « « » mean?

EQué'hay P Tae HAY o o o |
What 1s (are) . « % There is(are) « o+ » :

ANO hay o o o7 Ba. HEY o o o :
Isn't (Aren't) there « o % There is(are} « o+ o |

iHay o o of 9. HAY « o }
Is(Are) « o o7 There isfare) . . . j

Verbs of Lesson I

declr i
"to say" é

es ; son
'.'iS" "are"

’ L
esta ; estamos , estan
"iS" ; "are" "are"
tengo  ; tenemos tiene (addition)
"I have' "we have" "they or you (pl.) have"

RHYTHM DRILLS

Have the students count out the syllabic beat,

Point out that each syllable has almost equal duration.

A.l. ten * go kar * tas "I nave letters."
2. teh * go gd,° tos "I have cats."
3 SQ@ de bég * ton "They're from Boston."




II
A.
1.
24
3
4,
De
6

II

2.
3

5.
6.

"I+t's from Peter."

5. ke, es g5 °* to "Whet'ls this?"
4 ’,
6., ke es €8,° O "hat's thet?"
- . e,
IB.1. 1 ° e,+ me pa ¢ pa/d kap « ta.
Doeg Dad have the letter?"
’‘ . 7/ o
2. tl e,” ne us ¢ ted el bl ¢ no
- -~ - —— -y —— - ——
"Do you have the wine?
. / / /
Cedo ¥ on las kar + tas de bos * ton
-y — w— —— — - @ -
"and are the letters from
Boston?"
7 . r w 4 v
2.y es gs- tg pa,ct Tz DR§ &LO

"And is this for Peter?"

INTONATION DRILLS

Normal, declarative sentence pattern

2 1 1y

téy * go kdr * tas "I have letters.”

tey * go gd + tos "I have cats,"

son de BOs ° ton "Phey're from Boston,"
es de pe * é&ro "It's from Peter."
ke es ef ¢ to "What's this?"
ke es &s * s0 "What's that?"

B. Emphatic sentence pattern

2 5, L
teg * go kar + tas
tey o go &4 * tos
sfn de BOs * ton
et de pe ° &ro
ké es &s ° %o
xé es €s * o0

e e e




IIC.

De.

' pa-pé

Normal pattern versus emphatic sentence pattern.

Point out to the student that the speaker makes

the statement.

Then there 1ls an implied misun-

derstanding on the part of the listener, "iQue = ..
dice?" (What did you say?) and the speaker repeats

his statement with emphasls,

(1) 2 1, 1
us.téé¢ ti.eene la plan-ta
"You have the plant."

ti.e.ne el g& « to
"Dad has the cat."

es.td a.kil un.a ké¥. ta
"Here is a letter."

la kér.ta es pa.ra pé.éro
"The letter is for Peter."

1 1V
pé+Ta ki.en es la kar.ta
"Who's the letter for?"

Xo.mo se di.se tab.mé.ta

la.
2a.

3a.

4o,

Ba.

6a.

(L) 2 3, 1y
useteéd ti.e.ne la plan.tsa

pa-ps ti.e-ne el @& o 1o
7/
es. ta

a.k1 un.a kar- ta

la kar.ta es pa.ra pesédfo

2, 3, 1
paera kieen es la kar-ta

P4
kOo.mo se dlese tal.héeta

Yes/No question versus normal declarative sentence.

Point out that each line is a question-and-answer

dialogue between two speakers.

question is affirmative.

2 2 2/

ay uena kir.ta (s1)
"Is there a letter?" (Yes)
4y uera pldn-ta (s1)
"Is there a plant?" (Yes)
gy mu-do  bi.no (s{)
"Is there much wine?2" (Yes)
gy mu.bos gd.tos | (1)

"Are there many cats?" (Yes)

la.

224

3a.,

4a,,

The answer to the

2 1 1y
ay uena kar.ts
"There's a letter.,"

pldne.ta

4y Uena
a plant."

"There's

bi.no

»”
ay mue&o
a lot of wine."

"There's

V4 Vd
gy muedos ga.t0s
"Phere are a lot of cats."
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2, 2. 22 2 1 1Y
5 s u.na kif.ta (sf) 5a2. es u.na kdr.ta
"Is it a lettexr?" (Yes) "It's a letter."

] 6. 6s pa-Ta  peedaro (s{) 6a. €5 paefa Dpe-4ro
] "Is 1t for Peter?" (Yes) "It's for Peter."
l
] Te es e a-bwé .10 (s{) Ta. eb ée a.bwé -lo
§ "Tg 1t from grandfather?(Yes) "It's from grandfather."
i |
] B. Yes/No question versus normal declarative sentence
§§ Point out that each line 1s a question-and-answer
] dialogue between two speakers. The answer to the
] questlion is negatlive.
] (1) 2 2_ 27 (1) 2, 11V
3 1. ti.é.ne pa.pa la kar.ta (No)la. ma.md ti.eene la kare.ta
4 "Does dad have the letter?(No) "Mom has the letter."
;f 2e tisdene ma.ma el gé-to~ (No)2a. pa-pé ti.e.ne el géito
] "Does mom have the cat?" (No) "Dad has the cat."
? Je ti.e¢+ne us-ted el bi.no (No)3a. pa-pé'ti-e-ne el ®feno
] "Do you have the wine?" (No) "Dad has the wine."
i 4y tle€ene useted la flsne ta (No)4a. masms tiee.ne la nuﬁbta
] "Do you have the plant?" (No) "Mom has the plant."
Ei (1) 2 2, 2 (1) . 2, 11
1 5e y 'sdn las kaf.tas de bos.ton (No)5a. las kdr.tas no son €e bosian
; "And are the letters (No) "The letters aren't g
: from Boston?" from Boston." !
‘ v e %
3 6. €5 el bi-no 4e pe.afo  (No)6a. el Bf.no no es de pEALO .

"And is the wilne from Peter?" (No) "The wine isn't from Peter." |

] III. CONTENT WORD DRILLS 1
1 A. Question  Possible short answer; long answer ]
] l., teacher iTtene usted dos cartas para la senora? | é

"Do you have two letters for the lady?"

student s{, dos cartas. / S{, para la sefora,
"Yes, two letters."/"Yes, for the lady."

vie




2

Se

student

teacher

student

studnegt

teacher

student

student

teacher

student

student

teacher

student

teacher

student

s{, tengo dos cartas para ls sefora.
"Yes, I have two letters for the lady."

3Hay una carta para el abuelo?
"Is there a letter for grandfather?"

s{, nay. '/ si, unz carta.
"Tes, there is.t  / "Yes, a letter."

sf, hay una carta para el abuelo.

"Yes, there is a letter for grandfather."

dPara quién son las tarjetas de mama?
"por whom are the postcards from mom?"

Para papd.
" For dad. "

Las tarjetas de mama son para papd,
"The posteards from mom are for dad."

iDe quidn son las plantas psra Marfa?
"From whom are the plants for Mary?"

De papa.
"From dad,"

Las plantas para Marfa son de papd.
"The plants for Mary are from dad."

dBsta aquf el paquete para papd?
"Is the package for dad here?"

s, aquf.

sy, estd.
/ "Yes, here."

"Yes, it is."
d Bstdn aquf los paquetes de Pedro?
"Are the packages from Peter here?"

sf, estdn. / 81, aqui.
"Yes, they are. / "Yes, here."

IIIB. Advance content drills.

The following content words and thelr intonation
patterns might be expected to cue these sentences.

6

33
:




2 1 1y
teacher cartas Pedro
student 1. Tengo dos cartas para Pedro.
"I have two letters for Peter."

2. Hay una carta pars Pedro.
"There's a letter for Peter."

3 Qas cartaes son de Pedro.
"Mhe letters are from Peter."

4, Aquf estd la carta de Pedro.
"Here is a letter for Peter,"

5. No tenemos muchas cartas para Pedro.

"We don't have many letters for Peter.'

6. No hay une carta para Pedro.
"There isn't a’'letter for Peter."

e Las cartas no son de Pedro.
“The letters aren't from Peter."

8, Las cartas de Pedro no estdn aqui.
“The letters from Peter aren't here."

2 2 2
teacher carta(s) Pedro~
student l. éSon las cartas para Pedro?

"pAre the letters for Peter?"

2, 4Son las cartas de Pedro?
"Are the letters from Peter?"

3, ¢Hay carta de Pedro?
nIs there a letter from Peter?"

WORD ASSOCIATION DRILLS

Word el cartero

Possible associations 1., la carta
2., la tarjeta
3. el paguete

Word la familia

Possible association 1. la casa
. 2e los ninos

e e e e 1 b




V.

The subject of the sentence can be omltted.

A SR NS
4, los padres ;
5. el esposo :
6. la esposa !
7. el abuelo i
8. la abuela 5
GRAMMAR
After the teacher has condueted a gulded olservation f
of several pattern drills and dlalogue sentenees, the !
students could construct hypotheses similar to the g
following. !
l. Adjectives, including articles, agree with nouus 5
in gender and number.
2¢ There 1s no overt marker for singular forms of |
adjectives and nouns. g
3« The marker for plural forms of adjectives and |
nouns is /s/.
4, In forming an interrogative sehtence without a
questlon word, the verb is placed before the subject.
5e

i AR S i, R i
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10.

11,

12,

13.
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