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PREFACE

Workpapers, Volume V, contains coantributions not only
from the UCLA TESL staff but also from an ex-visiting professor,
Henryk KstuZa, an ex-student, Ken Murakami, and a visiting schiolar,
Jiro Igarashi. Abstracts of recent M.A. theses are also inciuded.

The centrel purpose of Workpapers V remains as before: to
obtain feedback from colleagues. But this series of papers serves
other purposes as well. It keeps us in touch with our ex-students
and c¢olleazues. Now it offers an outlet for their work as well.
But most of all, it provides all of us with a forum for our diverse
interests and approacues.

Workpapers, as expected, has not escaped budget cuts. This
year, instead of hiring an extra typist to take on the job of pre-
paring the final copy for photo offset, w» have had to impose on
our regular staff. We are very much indebted to Elna Schwallenbach
and Joan Samara for typing some long and difficult manuscripts.

The Staff

Additional copies of Volume V may be obtained from:

Clifford H. Prator
Vice=Chairman
Department of English
University of California
Los Angeles, California
90024

2

s e



TABLE OF CONTENTS

Bradford Arthur The Interaction of Dialect and 1
Style in Urban American English
J. Donald Bowen Trends in English Abroad 11
Russell N. Campbell Some Thoughts on Bilingual Education for 19
Mexican-American Children in California
Evelyn Hatch A Lecture on Reading 27
Evelyn Hatch Composition<_Control 47
yn P “~Communication !
Jiro Igarashi Application of Question and Answer 55

Drills to Group Work
Henryk Kaluza Two Functions of English Articles 69

Lois Mcintosh Instant TESL: or, 75
: The Possibilities of Short-Term "Training' .

Ken Murakami, A Language Aptitude Test for the 77
Randolph H. Thrasher Japanese (GTT)

John W. Oller, Jr. Transfer and Interference as Special 85
Cases of Induction and Substitution

John W. Oller, Jr. Difficulty, Contrastive Analysis, 93
and Predictability

John W. Ollier, Jr. Problems in ESL and TESL at UCLA: 109
A Seminar Report

John Povey Cockneys and Cockrey Rhyming Slang: 117
Some Unscientific but Affecticnate
Observations from the Notebook of
a Sabbatical Traveller

S Clifford H. Prator Phenetics vs. Phonemics in the ESL 131
Classroom: When is Allophoric
Accuracy Important?

Earl Rand - Experience, Knowledge, arnd the Computer 143

Earl Rand Notes 147

Robert D. Wilson A Reading Program for ESL Primary 151
: Students

Abstracts of ' 157

Masters Theses: L :3




THE INTERACTION OF DIALECT AND STYLE IN URBAN AMERICAN ENGLISH

Bradford Arthur

Extenaive research efforts within the past ten years have be i
aimed at understanding dialect variation within American urban socieuvy.
Such research has focused on the linguistic correlates of social class,
ethnic and racial grouping, and age in major U.S, cities such as New York,
Detroit, Chicago, and Los Angeles. Urban sociolinguists have recognized
the importance of including some measure of stylistic variation in their
study of urban language, but the relaticaship between stylistic variation
and dialect differentiation and of b’k of these with language learning
in urban areas iz still largely unexplained., The following discussion
restates and interrelates some current assumptions regarding dialect and
“stylistic veriation and language development in American urban areas,
specifically dialect differences between Black and Caucasian residents of
urban areas, My purpose here is not to add new information about urban
language but instead to express some néw implications about urban
dialectology from existing evidence and to evaluate some of the current
educational volicies in inner-city schools based on a re-evaluation of
linguistic evidence. It will be convenient in this diascussion to consider
separately five different assumptions about dialect in urben areas.

1. First assumption

Every dialect of English contains a range of stylistic variants
which can be viewed at least in part as falling along a single continuum
4ith terminal points labeled "formal" snd “informal"”. This is a stronger
claim than simply that dielects ccatain different styles appropriate for
aifferent social situations. This model of a one-dimensional continuum of
stylistic veriation, although it is probably inadequate to account for all
of the linguistic variation witbhin a dialect which have been subsumed under
the general heading of stylistic variants, seems in English and perhaps in
all languages to subsume a substantial majority of such varisnts.l Support
for this one dimensional continuum of stylistic variation can be found
widely in traditional views of style. The kinde of stylistic labels given
words in prescriptively oriented dictionaries certainly implies a sequence
from "formal", or more generally unlabeled, to "eolloguial” to "slang" and
finnlly o "illiterate'. A similar continuum or range is suggested by the
terms "high register" and "low register” used widely in England to refer to
formal and informal styles, Mariin Joos (1961), although he suggests ab
least four different dimensions of intra-dialect veriation, focuses on only
one of these--the stylistic variation from "frozen" through "formal",
"consultative", and "casual” to "intimate".

A different sort of confirmation for the assumption that stylistic
variation can be described along a single continuum has emerged from the
view of the phonologicel compcnent of & grammar developed by Noam Chomsky
and Morris Halle (1968). In this model of phomological structure
phonological rules operate in an ordered sequence to derive the various
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pronunciation of a morpheme from a single underlying phonclogical representa.-
tion of that morpheme. An interesting characteristic of such sequsnces of
oréered phonological rules in & grammar of American English is that the less
formal the pronunciation %o be derived the greater the number of rules
generally involved in moving from the underlying representation to the
pronunciation. The forual pronunciation of an English morpheme seems to be
that pronunciation closest to the underlying phonological form if "closer"
is defined as involving fewer optional phonological rules. The various
phonological rules corresponding to processes of assiaiiation, vowel leveling,
cluater simplification, contraction, metathesis and deletion all lesd from
a more formal to a less formal variant. The lirsar continuum from formal
to informal seems to correspond to the sequence of pronunciations produced
by applying more and more optional phonoiogical rules to the sawme underlying
phonological matrix.

No comparable unalog for the stylistic continuum is obvious in
either the lexical or the syntactic components of current grammatical descrip-
tions of Emglish. For example, there is no obvicus correlation between the
rumber of optional transformational rules applied to a deep structure and the
degree of informality of the resultant surface-structure sentence. However,
the same one-dimernsional range of stylistic variation can te seen operating
both in the selection of lexical variants and in the choice of transforma-
tionally different surface structure variants of the same underlying structure.
Copzider the set of sentences represented schematically by the following
sequence:

‘Whom) (did wish speak) (with

you to ?

Who do want talk to
Tn all cases the upper lexicel item is the more formal alternative. By
choosing only upper lexicel items, we produce the most formal variant of this
set of sentences:

Whom did you wish to speak with?

By choosing only lower options, we produce the least formal variant:

Who do you want to talk to?

By choosing both upper and lower jtems, we produce various intermediate points
on this continuum of lexical variation.

Vho did you want to speak to?

Whom did you want to talk with?

It is not immediastely obvious whether such stylistically intermediate variant
sentences would be ranked by all spsakers of English at exactly the same

point on a continuum of formality.~ But the continuum of formality represented
in this example would, I believe, be universally acknowledged.

Thigs same sentence complex embodies at least one example of syntactic
variation associated with the dimension of style--the variation in the place-
ment of the preposition either at the begimning of the sentence before its
object or at the end of the gsentence. Placement at the beginning is the more
formal variant. A co-occurrence restriction in my dialect blocks sentences
beginning:

#owho « « o« oF
but I find clsavrly acceptable sentences of the form:

Who ] [ ] ® e tO? ’

Placing the preposition at the beginning of the sentence precludes one of the
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stylistic variants of the interrogative pronoun.
The change in pronunciatioa from:

you = [jul
to

you = [32]
or from

vant to = [want:u)
to

wart to = [wano]
is again clearly associatel with a change from a more to less formal way
of speaking. Also, the use of the informal phonological variants seems to
preclude the occurrence of some of the more formal lexical variants:

¥ith whom [d2 jo wana] speak?
On the other hand,

Who [da jo wana] talk to?
is clearly acceptable,

2, Second assumption

The speech variety occurring within urban areas cf the United States
referred tc as Black English, Afro-American Engiish, or Negro-Non-Standard
English differs from the speech variety in the same urban areas generally
raferred to as Standard English in that these are two different dialzcts,

The term dialect is here taken to imply & range of stylistic variationm, and
it is further asserted that the two dialects--Standard English and Black
English--differ in part according to the linguistic e2ignuls used to express
stylistic variation., Some comment is needed here to avoid misunderstandings
caused by different interpretations of the terms Biack English and Standard
Euglish, For some gociolinguists tLe term Standard English or Standard
Qggggggg_implies not & dielect but instead a formal speech variant super-
imposed on a number of different dialects. Such a definition is not intended
here. The term Standard English as it is used here and as it is usually used
by both linguists gn& educators represents the actual langusge of a particular
group of speakers.3 It is in fact specifically referred to as a dialect bLoth
by a lirzuist like J, L, Dillard who wants everyone to learn what he calls
"oonsensus dialect" (1969, p. 84), and by other linguists like Thomas
Kochman, who oppose forcing all students in inner-city schools to learn what
he calls "preatige dialect" (1969, p. 87). These linguists disagree about
the value of Standard English and about the name it should ve given, but they
agree that it is a dialect.

The concept Urban Black English also requires clarification., Studies
of the speech of Black urban Americans have demonstrated a considerable range
of linguistic variation among speakers, Black lish is a meaningful term
only if it is underntood a cluster of linguistic eatures at least zome of
which are likely to be present in the speech of Black urban residents and few
of which are likely to be present or present to the same degree in the speech
of non-Black residents of the same urban area.

3. Third assuxption

The two dialects, Urban Black English and Urban White Standard English,
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are more similar et the formal end of the stylistic continuum then at the
informal end, For at least some speakﬁrs of these two dialscts, the most
foreal styles are virtually identical.” To consider a concrete inatance,
the sentence

I'm going to go.
is pronounced in virtually the same way by t:oth speakers of Urban Blac)k
English and speakers of Urban White Standerd English when these speakers
are using their most formal style. The pho:xclogical differemnces, if any,
would be in the degrse of diphthongization uf the "L" and perhens in the
point of articulstion of the nasal in "going". But when speakers of these
sams, two dialects say this same sentence in their most informal s%yis “he
difrerences are far more pronounced. The Urban Black English pronunciastion
would be:

[amo go:]
whereas the Urban White Standard English pronunciation would be:

[3nEna 904l
In both of these examples of informel style, the initial vowel giide has been
lost: [2%]>[2]. But the dialects differ &s to the frequency with which
menophthongization occurs at different stylistic levels, In Black English
the procesas occurs with much higher frequency especially in more formal
styles., Similarly, in both dialects the consonant cluater [mg], produced by
the conjunction of am and going, has undergone assimilation. But the
probable direction of assimilation differs for the two dialects. For most
speakers of Urban Black English, assimilation is to the labial consorant;
whereas for many speakers of Urban White Standard English the cluster
assimilates to the velar coaonant.

The process of dialect convergence in more formal styles was noted
by Willism Labov (1956). ILabov's concern in this study was primarily with
the urban dialects associated with socio-economic class membership. He dis-
covered a wide range {approximately 10 to 90%) in the average fraquency of
fricative pronuncistion of "th" among members of different social classes
in the less formal stylistic range. But he discovered considerably greater
uniformity (approximately SO to 100%) in the most formal, self-conscious,
reading style (Lebov: 1966, p. 260). |

A similar king of convergence was noted between Urban Black English
and Urban White Standard English as spoken in Detroit. Walter A. Wolfram
(1969), although he was cnly secondarily interested in stylistic variation
and did not have data /hick clearly defived the range of styles represented
in Labov's study, doe. note a consisten’ tendency for the speech of wrban
Detrcit Negroes, especially members of the middle class, to_approach Urban
White Standard English more closely in more formal siyles.

Another form of evidence for this closer approach of formal styles
can be deduced from statements made earlier in this paper about phonological
rule ordering. Ralph W. Faisold (1969) presents considerable evidence that
the underlying phonological representations of moxrphemes in both Black English
and Standarl English are identical. If, as has been argued earlier in this
paper, such underlying phonological representations are closer to formal
pronunciation than tv informal pronunciation, then it follows that the formal
pronurciation in the two dialects should be less divergent than the informal.
The association between Urban Black English and Urban White Standard English
can be represented schematically as a pair of diverging lines: '
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Tn this diagram I am also suggesting that the direction ot movement from
informal to formal is similar although not identical for the two dialects
snd that the linguistic "distance" between the formal and informal styles
of Urban Black Enrglish is considersbly greater then it is for Urban White
Standard English, I have noted, for cxample, that in urban areas where %the
White Standard dialect pronounces a diprhthong in words liek hide and ride
and & dorso-velar nasal in present participle -ing, the most formal ragisters
of Black English also are likely to contein the iphthong end dorso-velar
nasal in at least a high percentage of occurrences. Morecver, in both
dialects, the likelihood of the diphthong and dorso-velur nasal decreases
a8 the style becomes less formal. However the extent and rste of the

decrease is greater for speskers of Black English than for speakers of
White Standard English.

4, Fourth assumption

Children learning to speak first learn to produce the less formal
stylistic range of their dialect. Only as they approach adulthood dc they
fully master the more formal styles. Many speakers of a dialect, depending
in part on their socio-economic position and educational experience, may
never develop the most formal varieties of their dialect. Tnis is the
position taken by William Labov (1966). Labov claims that the more formal
stylistic variants do not begin to emerge clearly until after the speaker
has reached adolescence, This assumption is not surprising since the
development of a child's language would seemn logically to correlate with
the development of the demands for language placed on him by his society. _
Young children in American society use language only in informel or intimate
gituations whereas older children are placed in increasingly formal
situations in which they are expected to use language.

This same sort of developmental acquisition of more formal 3tyles
appears to be associated with the loss of pure "hasilest™ described by
Williem A. Stewart (196L4). Within the range of langurge used by American
Negroes, Stewart distinguishes between basilect speech which is furthest
from Standard English and acrolect speech which is closest to or virtually
identical with Standard English. Stewart states (pp. 16-17) in part:

Tt does not take much careful observation of the dialect
distribution in the city before it becomes evident that the
consistent use of basilect patterns even in predominantly
lower -class neighborhoods is largely restricted to young
children. This is so much the case, in fact, that adults in
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such neighborhoods often assume that besilscy is gimply the
natural way for young children to speak. At about the age of
seven or eight, however, noticeable dialect shifting begins to
teke place. . . . The ultimale effect of this process of
linguistic change is that the speaker moves out of "pure"
basilect into a dialect level which is higher up in the hierarchy
(although the resuit may still be quite distinct from acrolect
and the spesker may continue to engage in a great deal of basi -
petal switching).

5. Fifth assumption

True snd complete bidialectalism entails an active command of the
full stylistic range of two different dialects. It followe from this assump-
tion that a speaker who commends both Urban Black English and Urban White
Standard English must, among other things, have two very similar but slightly
different sets of phonological rules which operate on the same underlying
phonological structures but which differ sometimes in their form, sometimes
in the phonological environmerts in which they apply, and sometimes in the
frequensy with which they apply at a given level of style or in a given
envirorment. A similsr sort of complex separation of two nearly identical
linguietic systems must also exist at the levels of syntax and lexicon. A
speaker who commands the stylistic range of two different dialects is rare
1f indeed he exists at all., There is no clear proof that the human language
capaciiy can maintain & separation between two such closely related systems
of stylistic variation. Most apparent bidielectals have learned only a
single style or limited range of styles in their second dialect. Such mono-
stylistic speech iz characteristic of stage imitaticne of dialects. More-
over, whereas true dialect speakers exhibit inherent variability between two
or more alternate pronuncistions or grammutical structures at the same
stylistic level, the dialect imitator uses only one of these variants. As
Labov (1969, p. 60) observese: "Sehavior which is variable in actual speech
becomes stereotyped in novels and plays, so that forus which occur 30-40%
of the time will oceur 100% of the time in the writer's treatment." Many
speakers of Urban Black English command what most speakers of Urban White
Standard English congider a formal style of the White Standard dialect.,

Such a comman( mey iuvolve second dialect learning in that differences
between the formal styles of Black English and those of White Standard must
be bridged, but according to arguments presented earlier in this paper,
these differences are not great. A command of formal Standard English in
speech is widely achieved by speakers of Black English, especially upper-
middle-class or upward mobile speakers of Black English.

One interesting consequence of this mono-stylistic command of Standard
English is that Black speakers must train themselves not to introduce those
phonological, syntactic and lexical markers of less formal styles since such
markers would differentiate their speech from the norms of Standard English,
Because the introduction of these markers is normally an automatic consequence
of the decressing formality of a social situation, the maintenance of Standard
English formal pronunciation tends to become more difficult as it becomes less
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Finally, again according to the five assumptions described earlier,
it is predictable that as the Black English speaking child matures towards
adulthood, his language will also extend itself more towards formal Standard
English norms. This is not simply a consequence of the pressure of a school
system., It is a natural extension of speech which would occur without
formal prodding or training.

Tt is not the intent of this paper to offer glid answers to complex
questions concerning language training in inner-city schools. However, at
luast three guidelines seem obvious from this discussion. First, it is
desirable for teachers to encourage the nacural development of more formal
dialect variants for all of their students. Such encouragement should
certainly not mean denying the validity or acceptability of the less formal
dislect variants that all children bring with them to school. Furthermore,
teachers should be trained to understand and to accept the informal styles
used by all of the students they encounter. A surprisingly large number of
White inner-city school teachers admit that they have difficulty understanding
the speech of many of their students. Teacher training programs should give
teachers assistance in acquiring such understanding. Finally, urben Americans
should be encouraged to recognize the emergence of dialect differences in
inter-ethnic communication for what they, in fact, are: an indication of
developing friendship and informality. When speakers, of all dialects, come
to this recognition, they may come to recognize furtner that such differences
in dialect are to be welcomed rather than to be repressed or scorned.

NOTES

1. Tae osncept of a one-dimensional stylistic range may seem gelf-evident.
The discussion and defense of the concept here ia included both because of

its importance for later assumptions and arguments presented in this paper
and because at lesst some sociologists question the one-dimensionality of
stylistic variation, Joshua A. Fishman (1971), for example, associates
stylistic variations with different social roles that the speaker of a dialect
assumes. Such roles do not fit neatly along a single continuum. In fact,

a speaker of English seems to impose a one-dimensional stylistic system in

his language upon a multi-dimensional network of social roles,

2. The statement that %he degree of formality of a sentence can be determined
simply by counting the number of informal variants is obviously an over-
simplification. At least three additional complicating factors must be
considered in any model describing the intermediate stages on a stylistic
continuum. First, the occurrence of one stylistic variant may preclude the
occurrence of another. Second, different stylistic variants may differ in
their importance in establishing stylistic level. Such differences in im-
portance might be represented by associating different constants with differznt
stylistically significant features. Finally, stylistic level seems to depend
on the probability of occurrence of various stylistic options within whole
utterances., Judgments about stylistic level would therefore require a corpus
large enough to establish probability. :

3. The term dialect is potentially confusing since many people who consider
themsclves speakers of Standard English reserve the term dialect for regional
or social varieties of English other than their own. They may be unaware or
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reluctant to acknowledge that their own speech contains a range of styles,
Terms like "good" English, or "eorrect" English, or "proper" English used
generally to refer both to Standar? English and to formal Standard English
j1lustrate this reluctance to acknowledge stylistic variation within
Standard English, In Joos (1961) Miss Fidditch personifies such reluctance.
4. The socisl class of a speaker of Black English appears to be an
important factor in predicting the proximity of his formal speech to Standard
English, Evidence from Wolfram's Detroit study (see Note 5 below) suggests
that the formal speech varieties of lower class Detroit Negroes do not con-
verge with White Standard English to nearly the same extent as the formal
speech of middle class Negroes. Other studies suggest that e partial
explanation of this lack of convergence may be that more formal styles are
less fully developed in the speech of lower-class speakers, Such a con-
clusion could be drawn both from comments made in Labov (1964) and from
experimental results obtained by Williams and Naremore (1969) and Williams
and Wood (1970).

5. The following chart taken from Wolfram (1969, p. 75) illustrates one of
the clearer examples of dialect convergence in more formal styles, This
chart represents the percentage of final consonant cluster members absent
when the cluster is followed by & consonantal environment.

4 Absent
The abbreviations should be read: 100]
| - ' WN
WK = working class Negro, \
(P2 ~LMN
IMV = lower-middle class Negro, I
UMA
UMV = upper-middle class Negro, 50 |
UM{ = upper-middle class White. 25 |
Of the two styles represented on the
chart, "reading style" is the more formal.
Interview Reading
Style Style
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TRENDS IN ENGLISH ABROAD

J. Doneld Bowen

We are of course aware that the English language serves needg beyond
those of communication for some 300,000,000 of its native speskers.” At
least another 300,000,000 use it regularly as a second language or are able
to communicate in English when the need arises.® This is an estimated total
of 600,000,000 pecple, approximately one fourth of the world's population
spread widely in all parts of the giobe, making English the most useful of
the world's languages of wider communication. It was typical, but nonethe-
less noteworthy, that English was the langusge of the proceedings of the
1955 Bandung Conference, in which twenty-nine countries of Africa and Asia
(in none of which was English native to their inhebitants) represented
1,400,000,000 people (Barmett, 1964, p. 8). The same pattern has been
followed in numerous other international conferences.

™hig preeminence of the English language is in larg: part an accldent
of history, a consequence of the political situation in the seventeenth,
eighteenth, and nineteenth centuries in Burope. The position of English as
the world's paramount international language may not be permanent. Indeed
history has witnessed many changes in the patterns of assigmment to the role
of international language. At one time English was relatively insignificant;
in the words of Richard Mulcaster, an eminent gsixteenth century London edu-
cator, English was a "tongue of reach, stretching no further thai: this
island, and not there over all."”’ Indeed the English philosopher and states-
man Francis Bacon wrote in 1620 in his Novum Orgenum that when men were
better educated the English language would be obsolete.

Engliash does have staying power that would surprise Mulcaster and
Bacon, and its pertinscity is greatly enhanced by the fact that a fantasti-
cally tremendous amount of the knowledge mankind has amassed is available
in English, either because English was the language of original publication
or because English was an attractive medium for translation. Macaulay was
simply stating the facts about English when he wrote in 1835 that "whoever
knows that language has ready access to all the vast intellectual weg.lth
which all the wisest nations of the earth have created and hoarded."
Today, 135 years later, the knowledge available in English has increased
many times, almost by an exponential factor. Any man, or for that matter
any nation, that aspires to an awareness of the world, will find English
unexcelled as & medium to gain and retrieve information. Not only in edu-
cation but in daily life, English is important. More than 70 percent of
the world's mail is written and addressed in English, and more than 60 per-
cent of the world's radio programs are in English (Barnett, 1964, ». 7.
In addition, virtually every capital city in Asia and Africa (excepting
former French colonies) has an English language newspaper, often the leading
paper of the country.

When one considers the role of the preeminent language of wider
communication in conjunction with: the explosive rate of technological change
that is literally inundating the world with new knowledge and information,
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the advantage of a highly developed and functioning language can be appre-
ciated. Technology feeds on itself, so that the rate of change, which
language must keep pace with, is ever increasing. A man living today will
gee a doubling of everything newly made on the earth each fifteen years, so
that within a 75-year life-span a person will witnecs this doubling five
times. Ninety percent of the scientists who ever lived are still alive
today, and they are producing torrents of information that must be encoded
in a language, published, diffused, and applied (Toffler, 1970, P. 27).
The number of scientific journals and the amount of scientific publication,
like the other products of our society, dovhles every fifteen years.
English is presently the most efficient language in which this recording
and diffusion can he accomplished.

Fnglish is not, however, without competition as a means of communi-
cation, especially in countries that have won their independence near the
midpoint of the present century. Nationalism has its linguistic expression,
and many countries rightly feel that an indigenous tongue is preferable as
a vehicle ¢f conmunication within a country. Manuel uezon, first president
of the Reputlic of the Philippines, expressed public regret that he could
address all of his countrymen only in a foreign tongue. Today the Philip-
pines is the scene of a vigorous campaign to develop a national language,
Pilipino, based on & language indigerous to the Islands: Tagalog.
Analogues of this effort are evident in other countries, particulariy in
Malaysia, Indonesia, Israel, Tanzania, Ireland, Pakistan, India, and Ceylon.
In the last two countries the question of which local language to designate
as officisl has been the immediate cause of bloody riots. India tried by
constitutional mandate to name the day when Hindi would completely replace
English as the official language (the 1950 constitution specified 1965 as
the date when English would be discontinued), but was forced to reconsider
when it became evident that the switchover was not feasible, that the entire
national budget would not be adequate to implement the proposal. In making
the announcement that English would continue for an indefinite period as an
"essociate officisl language,”" Nehru termed English "the major window to the
outside world" and added it would be perilous to close that window (Barnett,
1964, p. 5). Gokak (1964, p. 5) reports that in a speech to the all-India
Punjabi Conference in 1961, Prime Minister Nehru employed the "window on the
world" figure: "All regional languages must be developed and promoted. But
that did not mean that English should be discarded. To do that would amount
to closing & window on the world of techrnology . . . Foreign languages
served as a window on it and to suppose that translations could take their
place was a mistake . . . It was no use geiting into an intellectual prison
after achieving political independence."

Granting the motivations to retain English, the aspiration for an
indigenous national language is so strong that some countries place its
development high or the list of national priorities, and assign scarce
resources to tasks of language engineering. An enlightening account of
efforts in East Africa is presented by Whiteley (1969, pp. 85-87), which
involves the composition of dictionaries and grammars, provision for an
enlarged vocabulary, the selection and cultivation of standard forms from
a range of dialect pcssibilities, and encouragement for use in as many
phases of the national life as the language can fulfill. '

is
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Those of us who are interested in the teaching of English for use as
a world language must be aware of &he legitimate claim of national langusges
and be prepared to accept their roles and functions. We have seen that in
some countries English has served the needs of national communication,
usually in the absence of viable alternatives or because English was a
nsutral outsider not directly participating in the competition of local 6
groups or tribes Zor political (and, in consequence, linguistic) supremacy.
In many of the developing countries indigenous languages are appearing or
will shortly appear to challenge on home grounds the exclusive use of
English as an official langusge. Clifford Prator accurately describes the
present situation:

In one developing country after another the govermment is
making strenuous efforts to eatablish an indigenous language
(Filipino, Bahasa Indonesia, Malay, Hindi, Sinhalese, Arabic,
Swahili, etc.) as the preferred medium of commnication
within the national boundaries. As more and more attempts
are successful, the importance of English and French will
increasingly r$side in their usefulness as channels to the
outside world.

0f particular interest is the form which the transition of English
from official to foreign language may take. Where the use of a local
language is strongly advocated, the transition can be quite sudden. This
has been true in Indie and Malaysia, where vigorous official support has
been applied to the changeover.

But even where English was not an official langunge, but occupied the
position of favored foreign language, political considerations can determine
language policy decisions. An example of an abrupt change of this kind was
seen in Egypt in 1950, when the treaty of 1936 between Egypt and England was
cancelled and hostilities followed. The mmber of class periods for English
in Egyptian secondary schools was reduced from eight to six, and the pass
point on the English test in the very tough school leaving examination was
lowered from 50 percent to 40, In 1956, after the Suez crisis, the staffs
of the English-medium schools were Egyptianized. The percentage of native
English-speaking teachers in these schools dropped from over 90 percent in
1950 to almost zero after 1956 as expatriate teachers were expelled. The
action of deemphasizing English in the curriculum and in the aschool leaving
examination was unopposed by local educators, because it was felt that,
especially in the private schools, English had been overemphasized before
1950 at the expense of Arabic; thus reducing the role of English was an
overdue correction in the cirriculum. English was in effect made an elec-
tive in the secondary school diplcma program, gsince a student with a fail
in English could still pass the examination. Thus students could enter the
university without having any effective command of English.

The result after a few years was a marked deterioration in the
proficiency level in English of students entering the universities. This
was recognized as undesirable, particularly in the English-medium higher
level science schools, and in the early 1960°s an attempt was made to
upgrade secondary-school instruction by the preparation and introduciica
into the schools of linguistically-oriented teaching materials. Ia 1970
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it was decided that English, attested by a solid examination pass, should

be reinstated as a required subject for a preparatory school certificate and
for a high school diploma, regardless of which college a student planned to
attend. The tenderncy to deemphasize English has been reversed mainly, though
not exclusively, because it has been clearly recognized that English is a
valuasble tcol for learning, that gource materials are crucial in successful
higher education programs, and that in almost all subjects there are more
books and text materials published in English than in any other langusge.

In considering what might be the ou.come in certain sub~-Saharan
African countries where a local language is likely to be given official
status, one is tempted to look to the Egyptian experience for hints of what
might transpire. Ferhaps this is insdvisable, since there were spscial con-
ditions in Egypt that are unlikely to be duplicated elsewhere. Perhaps one
should be wary of making any predictions, warned by the wisdom of the
ancient Chinese provert that says: "mno prophesy is extremely difficult -
especially with respect to the future." But there is always a chance for
one more reenactment of the Hegelian train of thesis (English as an official
lenguage), with a reaction of antithesis (a marked deemphasis of English),
followed by synthesis (the reinstatement of English in coexistence with the
newly designated official language through a redefinition of roles).

T look to see such a redefinition in the former British colonies of
Bast Africa. Tanzania, as Whiteley haz pointed out, is well advanced in
the development of $wahili as a national langusge, and the use of Swahili
is aggressively pushed in many areas of national life. Kenyea appears o oe
following the same policy. There have during the past year been official
statements by the ruling political party that Kenye will follow suit and
formally adopt Swahili as its official language, and a timetable for its
diffusion has been announced. Already in Uganda there are strongly voiced
suggestions that Uganda too should adopt Swahili as its official tongue.

If, as can be expected, English ceases to e accepted as the pre-
eminent official languege of countries like Kenya, Uganda, and later pos-
sibly Zambia, there will undoubtedly be changes and adjustments in the roles g
filled by English and the newly designated national language. The changes ‘
may be effected quickly or may evolve over a period of time, depending on
local circumstances. What will some of these changes be? The first is :
likely to be in the school curricula, in the relative roles of English and
the official locsl language. Less English will be required, possibly none
at the elementary level, and the local language (or possibly languages) will
be pressed into service as medium of jnstruction. This could have the per- «
haps unexpected effect of improving English instruction since scarce
regources could be assigned to the smaller classes at the higher grades. A
retrenchment could also serve the interests of English as an international
language of wider communicaticn, since better instruction to fewer students <
could relieve the pressures that encourage deviant local standards, which
in turn tend to make English less serviceable for communication (especially
oral communication) across national boundaries. Another possible benefit of
a reduced presentation of English in the schoolis might well be the stimula-
tion of efforts to improve the efficiency with which the language is taught,
glven the need for better methods and materials to cover the ground in less
time and fewer years at higher levels in the school systems. A serious
ef?ort to do Jjust this has been g7in Egypt.
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But outside of the schools, what other changes can be expucted? One
early modification may be a language gwitch in govermment offices, where
the business of the state is conducted. The use of an official language for
government business is relatively easy to specify and to control. Official
documents, correspondeace, postage stamps, currency, etc. can be required
in the national language. This haes been done in Malaysia. Another switch
might be the language of the legislature, of legislation and legal proceed-
ings. This latter may come more slowly, since ccies and records in English
can be converted only by costly and time-consuming translation, and then
only if the necessary specialized vocabulary has been dsveloped and accepted.

Another area likely to be affected 1is radic broadcasting, where the
local language(s) can be promoted and English curtalled by govermment deci-
sion. If the area can support & film industry, local languages can be
encouraged by requiring theatars to show a certain percentage of local films,
as is done in the Philippines. Or foreign £ilms, if the market justifies it,
can by requirement be dubbed or presented with subtitles, though this of
course is expensive.

Foreigners vho cannot speak the local language will be placed at &
disadvantage and will find it increasingly difficult to find useful employ-
ment. We can expect lots of posturing by public officials who will stress
the virtues and importance of the national language and its appropriateneas
for social and cultural development, though they quietly send thelr own
children abroad or to exclusive privete schools to be educated in English.
Why? Because English will contirue o be very important.

There will always be & continuation of need for extensive competence
in a world language. Many educational resources will be available only in
English, newsmen will need access to international wire services, anyone in
goverment policy-making positions or anyone with responsibilities in
foreign affairs will need English. Any research scholars, university per-
sonnal, staff and students, will be severely handicapped without English.
Professionsl peopie, if they can get an appropriate education at all, will
be seriously disadvantaged if they cannot communicate sasily with colleagues
abroad. Libraries and librarians, entertainment personalities and sponsors,
anyone concerned with the growing business of tourism, anyone vho aspires to
foreign travel. In short, anyone who hopes to rise on the socio-economic
ladder or exert leadership in almost any field will need English. Any dimi-
nution in the production of English speakers in ths schools, if coupled with
an enlarged role for the national language, will trigger an immgdiate
increased demand for interpreters and translators; for +teachsr trainers, for
curricuium specialists, for perscns with special skills to work with develop-
ment and technical assistance., The list of those who would find an inter-
natiocnal language helpful and profitable can be expanded almost indefinitely,
and & deemphasis on English in the schocls has the effect sooner or later of
revealing the importance of the need.

This is whyr a country that precipitously abandons & world lang.age
wili likely have second thoughts when the disadvantages of a shortage of
linguistic skills begins to be felt. This is why 2 reaction is likely to
gsuggest a rethinking of a linguistically reduced curriculum, aad why
countries should move with prudent ?Scion when they plan to modify the
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linguistic ecology. This is also why there should be plenty of work on the
internationsl scene for well-trained and competent English teachers and edu-
cational specialists in the foreseeable future.

As a profession we should be training ourselves to help, when
assistance is requested, in the planning of language transitions, particu-
larly in countries where the need of a local official language is strongly
felt, and the local linguistic resources make such a decision feasible
(i.e., where a local candidate for national language has a fair chance of
success). As pointed out above, the demclion of English from a position of
preeminence is not necessarily good or bad in itself, and indeed offers
chances to improve instruction. The important thing is that decisions
should be thoughtfully taken and wisely implemented, with deliberate atten-
tion to the knowledge of action, reaction, synthesis, consequences, etc.
available from past experience. In this way language policy and language
engineering can be made to serve the best naticonnl and internationel
interests of the country that is willing and able to provide the best plan-~
ning available.
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NOTES

1. This peper was read at the Fifth Annual Convention of the Teachers of
English to Speakers of Other Languages, New Orleans, March 1971.

2. An idea of the extent of English-language teaching throughout the world
can be formed from the citation of a few figures concerning organizations
Snvolved in this activity. During 1959 the United States Information
Service through its binational institutes and larguage centers conducted
English classes for 339,00C adult students in 54 countries in latin
America, Asia, Africa, and Europe. Another 570,000 secondary-level stu-
dents were indirectly served through 52 seminar/workshops in 28 countries
for 3,800 teackers. The Peace Corps in 1969 had 1,630 volunteers on
English-teaching assignments in 33 countries. The Departmert of Defense
employs 60 advisors and coordinators in miiitary English training pro-
grams in 20 countries. Other U.8. agencies such as the Agency for
International Development, sponsor other programs. Private foundations
made davelopment grants to five foreign govermments and to individual
instétu‘l;ions in six other countries. (Kreidler and Pedtke, 1970,
pp. 9-9

Many non-English countries maintain very large English language '%
programs. This is of course true where English is the medium of instruc-
tion in the schools, as in the Philippines and in many countries of the
British Commonwealth. But there are also substantial programs in non-
English speaking countries: There are approximately 70,000 teachers of i
English in the secondary schools of Japan. {Marckwardt, 1963, p. 25)
All the secondary school students of Ethiopia, approximately 80,000
study in English.

Other English-speaking resource countries (particularly Britain,
Canada, Australia, New Zealand) have programs of sponsorship or assis- :
tance to developing nations. Several countries of northern Europe
(Holland, Scandinevia, etc.) are also important sources of English- ’
teaching assistance.

On the communist side of the ideological fence a gimilar range of
activities in support of English is noted. "In many cities Russian
cultural offices compete with British and Anerican centers in advertising
fnglish courses." (Barnett, 1964, p. 7) "™Within the Soviet Union itself,
schools »ffer English from the fourth or fifth grade on; and in some of
the larger cities, it is the one compulsory language in the curriculum. "
(op. cit., p. 16) Both Russia and Red China beam their propaganda broad-
casts in English in an effort to win friends and influence nations in the
uncommitted areas cf the world.

The total picture shows a strength for English that is ummatched in
history, and it is probable that English will retain its preeminence tor
a long time into the foreseeable future.

3. 1In 1852, as quoted in Mackay, 1967, p. 39.

20




k., As quoted in Mackay, 1967, p. 39.
5. As quoted in Spencer, 1963, p. 30.

6., For a discussion of such a situation in Zambia, sese Mwanakatwe,
Pp. 210-213, passim.

7. Prator, in Fishman, Ferguson and Das Gupta, 1968, p. 469,
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Russell N. Campbell

This paper is m Y '“mm‘ R is written with the
hope that it will provoke diseussion, perhaps even arguments, that
vill lead to soms clarifieation of what will ° required of our
educaticnal institutions 1o provide the Speal h speaking Hexiean-
American (i) ehildren in cur sidst the eapae ty to oompete aca-
demically vith their Anglo peere. Ia presest "€ this workpaper I
shall rely on my recest study, elservatisas, nd thinking to szet

ons 65 to what sees to be the crucial
aspects and shat sees 10 bo the highly éeein ble aspects of the
00 deoing 1 shall o3 0Se my ignorance, or
ot lesst my naivetd, of studise or of faels ' AL may be known to
the p esentation of the psaper,
17, in fast, those aress of igNeranss &re b ought to my attention.

1 take 1%t a8 givea that the averey’ MA child has not fared
wvell in cur pullie sehosl sysiem. 1% has Jeen well documented that
by the time he reaches the sizsth grede b will perform iwo or three
grede levels belew astiomal neres ea » _ject matter achievement tests.
The drep-eut rete of M ehildrea oo .nter secondaery schools is much
higher thea et of Anglee ead the _orcentage edmitted to college is,
of couree, sueh lewer. The me? _esult is that the possibilities for
MA'e to cempete fer presti~ positions in business, education, govern-
—— =2 - St LueS10N8 is minimal and the lower socio-economioc
status of the MA is perpetuated. We will agree, then, 1 suppose,
that wo have been remarkably ansuccessful in educating the majority
of MA children who have entered our schools.

This lack of success has not, of ocourse, gone unnoticed.
During the past decade or so, and especially during the last five
years, & number of remedisl plans have been put into action. 1
dare say that all such programs have resulted in some academic gains
for these children. I ocannot but believe that any special attention
given to these children and their problems has resulted in raising
their scholastic potential. For, as I shall argue later, perhaps one
of the orucial factors that has been missing in the meny classrooms,
schools, and even, perhaps, in the homes, has been the strong con-
viction that MA children really can succeed in our schools. I am
sure that those scholars erd community leaders who have worked so
diligently to establish special head-start, English-as-a-second-lan-
guage, Or bilingual education progrems, 88 well as those who have de-
vised exociting new ourricula, have been precisely those psople who
have had the highest expectations for MA children--if the proper comn-
ditions preveil. These conditions as defined and put into practice

1
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are extremely varied. A look at Gearder's (1970) article on bilingual
education, or at Anderson and Boyer's (1970) treatise on the same sub-
jeot, or at Leslie's unpublished master's thesis {3971) will quiockly
reveal the multitude of solutions that have smerged in response to the
problem of educating children who come to our schools speaking a lan-
guage other than English. As stated earlier, nearly any of the pro-
jeots dediocated to the resolution of the problem are likely to result
in some success. But, as suggested in a recent article by Tuocker and
d'Anglejan (1970):

Diverse innotative approaches to bilingual education

have been tried in many places, here in North Amerioa

and abroad; but very few have been systematically eval-

uated or described. Longitudinal evaluations have

been noticeably lacking. As social soientists with

personsl experience in both domestic and foreign bi-

lingual progrems, we believe that administrators and

educators must begin to devote more of their attention

to defining acourately the charecteristics and ob-

jectives of their programs and to setiing up long-

term eveluation procedures. Parents as well as fund-

ing agencies should insist on acocountability of this

type.

I concur wholeheartedly with this admonition. Whatever tact
we take, whatever progrem we put into effect must be definable in terms
that ocan be measured so that the results of our efforts can be compered
with other progrems and any weaknesses in our plans ocan be identified
and subsequently eliminated.

1 think it is important that we now attempt to establish the
relative importance of English for the MA in the scholastic milieu.

For the MA child tv oompete favorably with his Anglo peers, it is
obligatory that he gain a proficiency in English equivalent to that

of his Anglo peers. This 1s true as long s his ultimate success

in high school and college depends upon his ability to comprehend and
manipulate conorete and abstract concepts presented to him in English.
However attractive it might appear, it would be folly to think that MA
children in this country will have the opportunity to choose the len-
guage of instruotior, either Spanish or English, for his higher education.
Realistically, we must assume that his eventual academic and professional
success is closely correlated to his ability to function in English mich
the same wny as & native speaker of English does. That other factors in
our scociety might also greatly influence his chances for success is not
denied nor undersstimated, but academic success in an English language
educational system must require native-like faocility with the English
language.

On the other hand, for a number of compelling psychological,
sociologioal, and political reasons, it is highly desireble and reason-
able that MA children be given ample ospportunity, in the sochooi ambient,
to meintain his first language and to become explicitly aware of his
cultural heritage. The impliocations of suoh a statement are in sharp
contrast to those times and places where the MA child was made to feel

74':2;3



21

that his language, his ocustoms, and his social values were beneath
contempt and were not to be in evidence (subject to physical as well
as mental punishment if violated) on the school grounds. There is
oven evidence now (Pidilla and Long, 1970) that MA students who have
meintained these homs traits are mors likely to succeed aoademically
than those who have, for whatever reason, been deprived of them.
Therefore, I assume that any program designed for the education of

MA ochildren should include & component in Spanish and that they should
receive instruotion that permits them to see themselves in a positive
historical and cultural perspestive; namely, as heirs of the highly
esteemed Hispanic and Amerindian oultures. One, perhaps controversial,
note should be added to this paregreph, however. It would appear that
all of the psychological, sociological, and political needs ocould be
met and the ohild could still fail to compete sucoessfully in our total
school system if he were deficient in English. Thus, English is given
the priority rating of obligatory and Spanish is reted highly desirable.

Let me now make one huge, sweeping, oomplicated, quite iffy
statement that I shall later qualify as well &s use as & basis for
making a number of suggestions for an experimental educational pro-
grem for Spanish speaking MA children:

Mexican American children, in generel, are un-

questionably capable of both acquiring native

speaker competence in English (without special

ESL instruction) and competing in subject matter

areas in English (without any special adjustments

to the ourrent currioula being used for Anglo

students) when taught by monolingual English

speaking teachers (who need no special treining

other than four below) if a) they are taught as

if they were English speaking children and b) if

the teachers, the school administrators and the

children's parents expect that they can accomplish

these goals.

If this statement were acceptable, and I doubt that it will be
for many people, then the following suggestions for programs for MA
children, insofar as we are ooncerned here with the students' aoquisi-
tion of English and knowledge through English, might also be acceptable:

1. MA children should be immersed in an English

currioulum precisely comparable to the our-
riocule currently employed in Anglo schools
and this should be done at the kindergarten
age (assuming no prior head-stert progrem).

2. The teacher of the English curiioulum should
not use the children's language in their
presence.

3. MA ochildren should, when possible, receive
their early instruction in olasses wade up
entirely of Spanish speaking MA children.

4, Teachers, school administrators, and parents
should be given {by an instructional program

D4
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or by means of group discussion sessions)
every opportunity to understand their role
in instilling and then, subsequently, sus-
taining in the children & strong, positive
self-image and the understanding that the
goals of the school are within their reach.
(To some degree, this may mean convinoing
the teachers and parents that MA children
can succeed vven though they have oconsid-
erable historioal evidence to the contrery).

Before discussing these assumptions and suggestions, let me
say again that they are separete and, perhaps, for the first two or
three years of elementary school, independent of the Spanish component
which I have said is highly desirable and should be a part of the
children's school experience but which I shall not discuss further here.

There is ample experimental and anecdotal evidence that children
are oapable of simultaneously acquiring a second language and gaining
an education in that language. To do so has been & regular pattern in
a large number of previously colonial states in Asia end Africe and it
is still a common pattern in multilingual ocountries where one language
has come to be the national language of instruotion. Furthermore,
there have been an enormous number of non-English speaking students
who have in fact accomplished these feats in our school system without
fanfare and without special assistance. It has been assumed by many
people around the world that to learn to funotion in another language
is no heroic undertaking. What is surprising to many is that we oon-
sider it such a tremendous feat to learn to funotion in just two lan-
guages when they have had to learn four or five to oarry out their
personal and professional affairs.

Part of the experimental evidence that 1 use +o support my
assumptions comes from the extensive studies ocarried out in and around
Montreel and reported on by Lambert et al (1970). It would take too
much space to review their findings adequately here. For now, suffigce
it to say that Anglo-Cenadian (AC) children who were taught as if they
were French (French teachers, books, tests, ourriocula) have acquired
near native speaker ocompetence in French and compete favorebly with
their French peers in all subject matter areas. It should also be
noted that after receiving some instruction in English beginnirg in
the second grede, these children compete favorebly with their English
peers in both language arts and in subject matter areas. The French
teachers of these AC children were not especially treined Zor this
task, they did not teach French in some structured fashion that might
resemble English-as-a-second-language instruotion, and they did not
use English at any time with the AC children. Nor did they use a
specially designed ourrioculum for these. children; rether, they used
the same ourrioculum that is ocurrently being used ja French Canadian
schools in Montreal. Finally, the children in thuse classes were all
AC--they did not have to compete at any time wi.th French speaking
children who had a common language with the teachers.

There is additional experimental evidenoe that can be brought
into this disocussion to both ?s%gforoe the notion of the feasibilivy
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of simultansously learning in a foreign language and learning the lan-
guage and the notion of beginning such instruotion at the earliest
possible time. The longitudinal studies performed in the Philippines
and reported on by Devis (1967) substantiate both of these notions.
Especially important is the evidence that those students who did not
begin receiving jnstruction in English until their third or fifth years
were put at a serious disadvantage in later years in junior-high and
high school where all instruction is in English. Devis sald, as a
part of that report:

Proficiency in English is directly related to the

numtsr of years in which it is used as the medium

of instruction...It is clear that any change in

the number of years in which English is used as

the medium of instruction will effect the faocility

and effectiveness with which the pupils can profit

from instruotion in English in secondary schools

and colleges.

As suggested above in the disoussion of the Lambert studies,
there may be greet advantage for the MA child if all of the members
of his oclass are having the same lenguage switching experier.ces as he.
That is, all of them are receiving instruction in a foreiga languege
and the teacher is introducing new materials and new goals ai ihe
same rete for all students. I find it hard to believe that English
speaking teachers do not tend to pace the introductiox of instruotionsal
materials to thoss who respond soonest. In & oclass where there are
both Anglos and MA's, obviously the Anglos will respond quickest to :
instruction in English and the teacher will be inclined tec react to i
<heir readiness for the next step in the progreoam. Ths sbvious resulis
would then be that the MA very soon falls behind, appears slow 1o the
teacher and to himself and in generel finds himseif in the unfortunate
position of representing the slow group ir ths class--a position he may
never be able to vacate. One need only read the study cerried out and
reported on by Rist (1970) to realize +ne frightening consequences of
this possibility. K |

There &xo, ¢f course, possillie advantages for the MA who
studies in mixed Anglo-MA classes-+more opportunities to learn English
from the Anglos in thke olass, mo:‘e opportunities to make friends with
Anglos which will ocarry over tc the playground, thus provicing edditional
opportunity and need for English, But at the moment, I would suggest
that these advantages ere dvershadowed by the disadvantages mentioned
above. Ve
So far in this puper, I have ignored the obvious differences i
that exist between the,éxperimental groups I have cited in Montreal
and the Philippines eiid the MA children in California. It may well 1
be that because of “hese differences (which would most often be de- 3
soribed, I believe, in terms of socio-economic status, and pre-schcool
preparation for,ﬁhe school ourrioculum) there is little reascn +o hepe
+hat the assum7tions and suggestions 1 have outlined above are appro-
priate for M2 childrsn. I do see that the students are different--
the scoio-edonomic status of their parents is different, the role of
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their home language in the greater ocommunity is different, the
historical opportunities for suoccess for members of their ethnic group
in this predominantly Anglo soclety are different, and, perhaps, there
are meny others. Yet, in part for reasons disoussed above, I am op-
timistio that in spite of these differences, MA children ocan success-
fully compete with their Anglo peers in our school system given that
the teachers, parents, and school administrators expect them to. Per-
haps the most urgen< modification of our ocurrent prectices would be
the design and development of treining programs that wo:ld result in
dramatic positive changes in the expectations of success for MA children
on the part of teachers, parents, and administrators.

As suggested earlier, it would be unwiss to put the assumptions
and suggestions mede above into practice without a carefully designed,
long-term progrem that could be systematically evaluated. But thet is
precisely what I think should be done. If my assumptions proved tc be
correct, the implications are extremely important in terms of our our-
rent expenditure of effort as well as human and monetary resources.
For example, if my assumptions, or better, if the results of imple-
menting my assumptions, proved to be correct, it might suggest that
the funds that are being invested in the development of speocial cur-
riocular materials may be largely unnecessary. Further, it might
suggest that special English-as-a-second~language programs for very
young children are superfluous and the resources spent on them might
better be spent on, ==y, *he Spanish component oconsidered highly de-
sirable above. Furthermocre, it might suggest that the seleotion and
training of teachers might take un new dimensions. That is, it might
suggest that what is crucial is that the teacher who is given the
responsibility of teaching MA children must clearly understand that
ner attitude toward the MA chiid and her treatment of him in the olass-
roan vis-e—vis other students must be such that the child is given every
reason to believe that he can and will succeed. Given such a teacher,
the success or failure, I hold, of the MA child will then not depend
on the differenses considered above but on the child's inherent ocapa-
bilities &z an individual rether than on the fact that he is an MA in
California.
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A LECTURE ON READING™

Evelyn Hatch

I've put an outline on the board--not because I want to lecture at
you for two hours but to help keep us on the point. I'd like to gst through
the whole *thing.

1'm not going to tailk about a definition of reading. It seems &
waste of time except that your opinion on what reading is--a decoding rpro-
cess cr & comprehension prccess--will make a difference in what kinds of
materials you'll want to use.

I'm not going to talk about the mechanics of reading--eye movements
ond all that--either. If you're interested, you can read Aliison Andrew's
excellent literature review (1970). Nor am I going to talk about readabil-
ity. Alice Gosak's paper (1970) is on this, or you can ask Brad Arthur for
the chapter of his bock on readability.

The first point I want to telk about is what the classical arguments
heve been on why some children cen't read, then talk about the arguments on
"preadiness," then the strategies teachers use in teaching beginning and
remedial reading--the programs available, then the strategies children seem
%0 use in learning to read, and then what teachers do in the classroom which
may help or hinder the child's learning to read. Finally, I'd like you to
help me figure out what ESL teachers can do in teaching reeding that might
be better suited to the child's needs than what the regular classrooum
teacher does.

Why don'‘t some children learn to read?

Why don't some children learn to read? Weiner and Cromer (1970)
have sumed up the classical arguments as four "qrg"--defect, deficiency,
disruption and difference.

The "defect school” says that the child has a physiological, sensory
or neurclogical problem, or he may suffer from chemical imbalance. There
aren't any pills to be given; usually the child is called dyslexic if he
consistently exhibits enough of the symptoms associated with the "disease":
reversed word reading (ggg for was, on for{gg), mirror writing, letter con-
fusion (b for 4, p for g, m for_ff, word omission, word perseveration, addi-
tion of words not in the text. Some children, classified under the dyslexic
cover term, can read from flash cards but not from & book, can read sentence
strips on the floor but not if they are put on the chalk tray and certainly
not if they are in a book. Dyslexia is such a frightening term. I remember
the first article I ever read sbout it. My god, I thought, my son has
dyslexia! He was reversing letters like mad at that point. But no one
really knows what dyslexia is. The symptoms, which so many children exhibit
in learning to read, are, however, more frequent and persistent than with
the successful reader. These children are usually sent to special reading

clinics, suddenly cure themselves, or are put in the "hopeless" category
by their teachers.

* mpis paper is a transcription of a lecture given in English 380K, April,

1970. o 5}&3
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The second ceause is deficiency. That is, the child is deficlient
and samething must be added so that the child can learn to read. He is
"oulturally deprived" so we must take him on lots of field trips to add a
lot of middle class experiences. He is "linguistically deprived" so we
must add & lot of language. Nobody has suggested that he is “economically
deprived" so we must add some better-paying jobs. But, we do have a
verient in "nutritionally deprived" so we must add some breakfast. I like
this last one, especially if it's not Rice Krispies. This is the school
which claims, also, that the home is deficient. Nobody talks to the child,
or, alternatively, too many people talk to him but don't talk right. There
are programs to teach children how to talk and classify (cf. Bereiter-
Englemann's Headstart Model), programs to teach parents how to teach chil-
dren how to play, talk, and classify, and classes in how to be a “super-
mother."

A third cause is disruption. This time something is to be removed,
not added. The child has emotional problems, he is hypertense, over-anxious,
etc., and this must be removed before the child can succeed in learning to
read. This has led to widespread prescription of tranquilizers in & large
number of schools. When the use is widespread euough--as in Omaha last
year--tne teacher-school-nurse-parent-doctor agreement on such medication
has to be investigated. Perhaps failure in learning to read is not worth
massive doses ~f medication. .

The last cause is difference. This school says the child's langusge
and the child's culture is different from middle-class languege and culture,
Dot deficient. The child comes to school with his own languege well devel-
oped, his own culture well developed, but it does not match the school norms.
Two solutions are suggested: change the school or change the child. Both
are difficult to do. The one side says that we have failed miserably at
changing the child in the past for two reasons--we did not allow him to
retain his first language (or dialect) and culture while acquiring the
second language (or dialect) and culture, and the presentation of teaching
materials was based on poorly chosen and sequenced materials. The Chicago
Second Dialect plan (oral language and reading) is an example of this
aporoach. The other side claims that we must change the school. We must
first develop the child's already strong abilities in his first language
and culture. He should learn to read in his first language (or dielect)
first and then transfer these skills to reading standard English. The
evidence seems to be accumulating that it is easier to teach reading in the
first language first. See, for example, the study by Modiano (1968) for
the most famous experiment in this area. The findings have been replicated
by Barrera-Vasquez (1953), and in the San Antonio study reported by Pryor
(1968). The Marysville report (1967) also claims success in both their
aims--teaching standard Spanish, then reading in Spenish, standard English,
and then reading in English. In fact, the director of this program, Eleanor
Thonis has written a book on teaching reading to ESL children which should
be on the market soon.

If the superficiality of the "4 d's" is nmot clear at this point, I
think it will be once we have discussed the strategies children use in
learning to read.

Readiness

Another set of opinions have grown up around the "readiness" issue.
Reading is a complex task and we get the child "ready" to read by giving
him & series of visual snd auditory exercises which "task analysis” has
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convinced us are related to reading. Look at the chapter in Dacanay and
Brown (1963) on reading and you will find & set of visual and auditory
exercises. Look at the syllabus for Education 124 and you will find more.
Read Frostig or listen to Bob Wilson on figure/ground discrimination, both
visual and auditory. Teachers have workbooks full of exercises to teach
left to right eye movement and the sweep movement from the end of one line
to the start of the next. We have children color items in a row from left
to right. We ask them to connect dots by drawing a line from left to right.
We give them a game of "cat end mouse" tc teach the sweep. We give them
plastic shape pieces to sort by shape. We give them sandpaper letters to
feel for shape discrimination. We ask them to tell us what is missing in
pictures (a chair with three legs, a cat with one ear). We get them to put
pictures in a sequence. You've seen the one with the three flower pots in
a row. In the first is a full-grown flower, in the second Just a plant with
a couple of leaves, and in the third the flower looks like a rose in bud
form. The child is t¢ld to arrznge the pictures in proper order:

1Ry A, % 3. (Answer: 2, 3, 1)
The first child I tried it on said they were all right like that. In the

first picture is a flower and somebody picked it. That made everybody feel
bad, so daddy brought & new one. The second child ordered them 1, 3, 2--
the flower bloomed and then died. It took quite a while before I cculd find
a "ready" child who put them in the prescribed order.

For auditory "readiness" we ask children to give us rhymes for words,
words that start the same, ard answers to riddles ("I rhyme with hair. You
sit on me. What am I?"). We give them longer and longer sensences to
repeat. We play "Aunt Ella's Trunk" with each child adding a new item to
those found in the trunk until nobody can remember everything in the right
order. Or we have them join the "lst Time Club" where they listen to and
follow a complicated direction ("Pick up the eraser, run around the room,
tap Jane on the shoulder three times, circle the table, and come back home")
and if they complete everything without having to have the directions
repeated, they get to Join the club.

Lots of these readiness activities are fun in themselves but as
shown by the studies at Wisconsin (Venezsky, 1970), none of these activities
correlate significantly with initial success in learning to read. The only
reediness activity that does is the ability to say and identify the letters
of the alphabet. This doesn't stop teachers from doing readiness activities,
nor should it--children enjoy them. But it should stop teachers from iden-
tifying certain children as not "ready" to read. It also explains the heavy
emphasis on alphsbet learning on "Sesame Street." ;

Strategies Teachers Use

Once the child is "ready," what does the teacher do to "teach" him
to read. This depends in part on the state-adopted textbooks, her training
set, and her own creativity. ILet's look first at the broad programs avail-
able to her. We'll discuss the basal (look-say), phonics, linguistic, SRA,
LEA, ita, individualized reading, and as many others as time permits. My
examples are drawn directly from Jean Chall's book Learning to Read: the
Great Debate (1969). Moffett's The Student-Centered Language Arts Curriculum,
K-13 (1968) is another excellent sogfjf to look at if you'd like & complete
analysis of reading programs. o)
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Basal Readers. You will remember that our la:st state superinten-
dent of schools as well as R. Flesch of Why Johnny Cen't Read fame (1955)
blamed reading failure on Dick, Jane, Baby Sally, Spot and Puff--the famous
cast of the basal readers. They appear elsewhere in various color washes
as Rosa, James, Jusn, Belinda and Ruff. The developers of the look-say
readers define reading as abstracting meaning from the printed page and the
teaching techniques reflect this. The lesson begins with the teacher
introducing the word pretty (new vocabulery) by complimenting children on
jtems of clothes tliey might be wearing. Then she directs their attention
to one of the children's pictures. "This is pretty," she says putting it up
on the bulletin board. Under it she places the word cards s]is]pretty. )
The children label items in the room that they find pretty. ey practice
reading the cards. The teacher has the students frame the word "pretty"
with their hands wherever theE see it. She may comment on the shape of the

word which is striking but she will spend most of the time
encouraging the children to think about the meaning of the word "pretty."
The teacher will then write the name of the lesson on the board and tell
the students that today they will be reading about "something pretty." The
students then are to look at the picture at the top of the page and guess
what the "something pretty” in the story will be. She will encourage the
children to talk about the picture and what they think will happen in the
story. Then she will, perhaps, read the story to the group or have them
read it silently. She may or may not ask for group or individual reading
aloud. Then she will let the children chose parts and act out the story.
Hats and dress-up clothes will be aveilable. She will emphasize "pretty"
and other words in the story. She will encourage children to use pictures
to help them figure out what the story says, she will have them dramatize
the story, she will encourage the children to use the word to label items
in the classroom. ' :

Phonics Readers. "If we taught children the right way--that is,
phonics--all children would learn to read." That's a favorite statement of
meny educators and parents so let's look at it next. Reading here is the
decoding process--sounding out the words. In this set of books, the teacher
teaches the major sounds of each letter or letter combination for the alpha-
bet. This is cailed teaching the "alphabetic principle" or "teaching the
phoneme-grepheme correspondence rules.” As ESL teachers you're one ahead
because you know what the phonemes of English are supposed to be, the prob-
lem now will be in learning the graphemes used most frequently for the
sounds of the language.

Tn this lesson (see your handout) the teacher is teaching the oo
sounds, short oo as in cook and long oc as in food. She begins my reminding
the children that they ¥now the two o sounds (long as in so and short as in
something). Today they are going to learn long and short oo. She writes

prints) the word cook on the board and underlines the oco. BShe asks for
other words that sound like that. If the children do not immediately respond
she asks, does look sound the same? Hopefully the children start supplying
words until about ten are on the board. The students then go tc a worksheet
of a list of ten oo 's and they try to think of words, or copy the words
off the board. Next is a riddle geme, the teacher gives a riddle which can
be answered by one of the words on the board ("You can read me. I'm a

2"). She circles each word as it is chosen as an answer. More work-
sheets mey have matching games, blank fill-ins, etc.
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The made & nice cake. Match
She her lunch to the beach. beginnings endings
He reads a every day. c ood
b ook
1
t
br
w

This whole process is then repeated for the oo sound of food. Following

this, they get to complete a poem: "Said Gerald, "Good, and then keep cool
go chop the beside the oo

Following the poem, they turn to the poem about the rook. The teacher has

the students read it silently and then guess what a rook might be. Finally,

they read the poem in unison. While the teacher is instructed to be sure the

children understand what they read, this is obviously not the primary aim of

the series. Reading is the ability to decode.

Linguistic Readers. The next set is called the linguistic approach,
not because it has anything to do with Linguistics 100, English 122 or any-
thing you might think of as linguistics. Rather, it's because it was written
by the famous American linguist, Leonard Bloomfield. Bloomfield was pretty
angry when he looked at the books that were being used to teach his son.

No wonder he can't read! The patterns are not clear; there aren't enough
examples of a pattern to let anyone abstract the principles that are operating.
Let's pretend that we are beginning vesders. Here is the first page.

CC -C0O OC 7T-CA « MeA
The patterns are quite repetitious. The teacher tells us that the sentence

is "Nan and Den want & cat." To help us remember, she gives us a few visual
cues as Virginia French Allen suggested in her talk at the last TESOL con-
ference. Remember that C. is the first sound in Chose, she says. [ is
the first sound in door.[] L€ is the first solnd in water. M is the
first sound in ‘Fing. A is the first sound in tree ? . Then to help
us remember the system, she gives us a list of words that follow the same
linguistic pattern. C « C [ V,\ A :

- C oA

o ,

It does simplify things, &g%sn't it? The linguistic readers do not especlally
encourage the child to sound out the words, rather each page gives him lots
and lots of exposure to the patterns: tam, fan, ven, man, can, Nan or cat,
at, sat, mat, rat. "Flip cards (not unlike the three-pe~t man with the chang-
ing heads, trunk, and legs) are available vwhich change initial, medial, or
final letters in block patterns. Once again comprehension is not the primary
goal. How many children are any more acqueinted with a van than with a rook?
The fact that can is not /@ in the sentence context does not keep it out of
the set. TIt's fuuny that a series written 30 or 4O years ago is now the
latest thing to the publishers. | :

I should have mentioned that some of these programs have somehow
become identified as appropriate for one group of students but not another.
The phonics progrem is used by most teachers with their "best" reading group.
The linguistic materials are used in many remedial programs--especially in
high schools, for some reason.

LEA. The Lenguage Experience Approach has also been called most
appropriate for "3isadvantaged" children. This approach assumes that chil-
dren will be highly motivated to read if they produce their own materials.
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More importent than that, it gives them an answer to a very important ques-
tion: How does something T say look in print?" In this plen, the child
dictates his story on a tape recorder (some classrooms have little geodesic
domes for & "story house" where children can go whenever they have a story
to dictate). The teacher then listens to the story, types it up using
primary-size type. The child jl1lustrates his story with pictures and adds
his story to his group's book. The Bank Street Readers (see your handout )
claeim to have gathered their stories from such books. Certainly this series
is the most popular with inper-city teachers. The stories are not about
Dick and Jane in suburbia or Dean and Sue on their farm but about inner-city
children. The illustrations are great. The opposite nage is from the San
Diego LEA collection. San Diego has been the hotbed or LEA but it has '
spread remarkably in the past five years across the zountry. It's big
appeal has been that it motivates children who may have been failing to give
reading a second try. Drawbacks seem to be that patterns, phoneme-grapheme
correspondences are not controlled and so theoretically it should be dif-
*icult to read. ' _

SRA. Science Research Associates materials are used in almost all
schools now. You're probably acquainted with the set we have for the 33
classes. The box is cclored-coded for levels. The child choses a one-page
story, reads it, answers questions, and gets to check his record sheet as
he completes stories, takes the comprehension and speed test for the next
color level. Children work individually and seem to be motivated .either
by thias or the recognition of being at a high color level, or because he
likes *the stories. In the begingin evels, there is some picture cuing:
The dog J{:—% sav wwowy the cat o fbut this is rapidly phased out. Mauy
children like this kind of thidg?” Do you remember the section of Jack anu
Jill that had stories that were part picture and part print (The ﬁ‘l::ZEET:_ on
the and looked out the X ....)? Fun, wasn't it? SRA is, I believe,
one of the companies guaranteeing success in beginning reading programs.
Nobody is guaranteeing success with Junior high students.

ita. Initial Teaching Alphabet books aren't used widely here. They
have been very populaer in England and places in the eastern United States.
They work on a one-symbol-one-sound basis. Children are taught the sounds
of the letters. Children learn very quickly under this system. The problem
comes when the child has to transfer to regular spelling. During the trans-
fer stage, the gains this method has over the other programs is lcst so you
might as well have started with the regular system. This doesn't sound too
different than transfer from lst to 2nd dialect materials and you could argue
that it is Just as well to start reading with the new dialect. But in the
case of dialect readers it is not spelling that is changed to agree with the
phonology of the child's dialect but the syntax. A copy of two versions of
one of Joan Barstz's stories from the Washington program (1970) is included
in your handout.

There is also OK Moore's--Omar Khayyam Moore's--talking typewriter
program, the Writing Road to Reading, Phonovisual and other programs but
these are the major ones. Evaluation of the programs has been intense to
sey the least and the outcome seems to be that none of the programs is
superior to any of the others. In other words, some programs work with
some children and others work with other children. The safest thing to do
seems to be to use as wide a variety of approaches as possible so that,
hopefully, one of them will help each of your students to learn to read.
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JENNIFER THE CHEAT

Ollie have another sister name
- Jennifer.
She five yezxr old.

Jennifer don't go
to no real school.
She go to kindergarten.

She don't know how to read or
either write, but she love to
play cards.

Jennifer like to win.

She like to win so much she cheat.

She a <eal cheat.
She pick out all the best cards
and she keeps them.

When her friend ask her do she
have a cerd Jemnifer say, "No,"
even when she have it.

One time Leroy found out Jennifer
been cheating.

Leroy make fun of her. He say,
"You think you sweet

but I know you cheat.”

Everybody laugh cept Jemnifer.
She start crying and she say
she don't want to play no more.

37

Jennifer the Cheat

Ollie has another sister
pamed Jennifer.
She is five years old.

Jennifer doesn't go
to a real school.
She goes to kindergarten.

She doesn't know how to read
or write yet.
But she loves to play cards.

Jennifer likes to win.

She likes to win so much she cheats.
She's a real cheat.

She picks out all the best cards
and keeps them.

When her friends ask her if she
has a certain card she says, "No,"
even when she does kave it.

One time Leroy found out that
Jennifer had been cheating.
Leroy made fun of her. He said,
"You think you're sweet

but T know that you cheat.”

Everybody laughed except Jennifer.
She started to cry and said that
she didn't want to play anymore.
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Of course, no elementary schools teacher works on reading with the
class as a total group. She divides the classroom into centers and the
child is either allowed to work at whatever center he choses or he is
assigned to a group, depending on the teacher. In a typical classroom, you
might see some children working in one area with SRA's, ancther table may
have a junior scrabble board, another group may be playing "fish" seeing
how many of the fish they can take from the fishbowl and read accurately.
Another center may be working on "blending" sounds in & phonics lesson,
enother mey be working on an LEA book for their "family group.”" The teacher
and her aides move from group to group assisting children, working with
individuals, and keeping close track of what each child has been able to
accomplish.

A variety of "show me" cards, flash cards, sentence strip games,
alphabet bingo, word checkers, lotto, spin-a-sound games, story cards, base-
bell (a phonics blend game), "circle the post" (initial, medial, and final
conzonant games) are found in most rooms.

I hope this gives you some idea of what strategies the regular
classroom teacher is using to "teach" reading. Now let's look at the
strategies children seem to use in learning to read. The best article to
fe;g gn this is K. Goodmsn's "Reading...A Psycholinguistic Guessing Game"

1967).

Strategies Children Use in Learning to Read

Many people have kept track of "errors" children make in reading
aloud, classifying them &ccording to the number of nouns, verbs, adjectives
missed or whether the errors were at the beginning, middle, or end of a
sentence. Others have looked at visual similarity of words substituted in
reading. Goodman and Goodmen have been much more interasted in what errors
seem to say about what the child is doing when he reads. Iook at the two
passages on the handout. Obviously the second is much more difficult than
the first. Yet, the young girl reading the first passage made many errors--
ride/run, come/here. But moments later in the difficult passage she was
able to read exactly the seme words. Come and here ere no problem when they
occur in a meaningful sequence in "Stop and Go," but are totally confused
in "Ride In." She has no trouble with can and and in the second story but
confused them in the first. She omitted stop completely in the first but has
no trouble with it in the second. As she reads along in "Stop and Go" Sue
becomes Suzie. I guess they're friends by now. Having called train a toy,
she calls toy a %oo, consistently. The experimenter finally asked the child
what & little red too was. Pointing at the picture, she confidently answered
that it was an airplene, as indeed it was.

Goodman's research (which includes older readers as well) is supported
by Merie Clay's work (1966) and by the research that Brad Arthur is doing.
All of these show that the child uses his sementic and syntactic knowledge
as a very vital part of the reading process. When his "guess" doesn't make
semantic or syntactic sense in the passage, he corrects himself. When the
guess makes semantic and syntactic sense to him, he doesn't. The girl read-
ing the first passage seemed to be playing a "call the word" game; she was
not reading the "sense"of the story. Given a more difficult story, she could
make sense of the information she was getting and was much more successful
in reading. Remember then, too, *that children have frequently been stopped
by simple tasks when they are cupable of succeeding at much move difficult
ones. It doesn't always make sense to keep a child at the simplest task
until he has "mastered" it. i}(}
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RIDE IN " f it bothers you to think of it as baby
R%ég in, Sue. sitting," my father said, "+hen don't think
RE‘&E in here. of it as baby sitting. Think of it as honme-
Hcé.}r'éel e%ﬂé, Jimmy. work. Part of your education. You just
A%d" hc‘;:)re\'r\g I st)ip. happen to do your studying in the room where

your baby brother is sleeping, that's all."
STOP AND GO

He helped my mother with her coat, and then
Jimmy said, "Come here, Sue,
t they were gone.

Look at my ey tr)(j.n.

So education it was! I opened the dic-
See it go.

L tionary and picked out a word that sounded
Look at my litftle treka go."

to good. "Philosophicall!" yelled. Might as
Sue said, "Stop the brdins ‘

come. well study word meanings first. "Philosophical:
Stop it here, Jimmy."

+o showing calmness and courage in the face of
Jimmy said, "I cen stop the tz:Zin.

j11 fortune." I mean I really yelled it. I
See the %ra%.—n stop."

tpe guess a fellow has to work off steam once
Sue said, "Look at my btey.

It is in the k.

tvo
See my little red btey, Jimmy.

in. a while.

to
Tt can ride in the tredn.”
+
Jimy said, "See the train go.
Look at it go."
Susie +wo

Sue said, "Look at my little red tey-.

&
See it go for a treln ride."

Sus

Gue said, "My little red =
ILJ t

Jimmy’f‘nw ’s;;' is not here.

+o
It is not in the tﬂ&n
o
Stop tre tre-i‘n, Jimmy.
tod

Stop it and look for my tey."
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From the many observations of children's reading miscues, Goodman
(1967, p. 133) draws a rough model of what the child does in reading. The
steps are not necessarily sequential nor are they all employed at the same time.

1. The reader scans along & line of print from left to right and
down the page, line by line. '

2. He fixes at a point to permit eye focus. Some print will be
central and in focus, some will be peripheral; perhaps his
perceptual field is a flattened circle.

3. Now begins the selection process. He picks up graphic cues,
guided by constraints set up through prior choices, his lan-
guage knowledge, his ccgaitive styles, and strategies he has
learned.

4. He forms a perceptual image using these cues and his anticipated
ones. This image, then, is partly what he sees and partly what
he expects to see.

5. Now he searches his memory for related syntactic, semantic, and
phonological cues. This may lead to selection of mcre graphic
cues and to reforming the perceptual image.

6. At this point, he makes a guess consistent with graphic cues.
Semantic analysis leads to partial decoding as far as possible.
This mesning is stored in short-term memory as he proceeds.

7. If no guess is possible, he checks the recalled perceptual input
and tries again. If a guess is still not possible, he takes
another look at the text to gather more graphic cues.

8. 1If he can make a decodable choice, he tests it for semantic and
gremmatical acceptability iun the context developed by prior
choices and decoding.

9. If the tentative choice is not acceptable semantically or syn-
tactically, then he regresses, scanning from right to left salong
the line and up the page to locate a pouint of semantic or syn-
tactic inconsistency. If no inconsistency cen be identified, he
reads on seeking some cue which wiil make it possible to recon-
cile the anomalous situation.

10. If the choice is acceptable, decoding is extended, meaning is
assimilated with prior meaning, and prior meaning is accommodated,

if necessary. Expectations are fcrmed about input and meaning
that lies ahead.
11. Then the cycle continues.
As you can see, the model does not reflect the kind of teaching that we do.
Jane Torrey is smong the many people who have looked at the strategies
used by very young children who learn to read almost as soon as they learn to
talk. These case histories are interesting because the child is not usually
taught to read but rather leerns by himself. Most parents report shock when
these youngsters suddenly begin reading off the cereal box one morning. Tor-
rey (1968) gives an account of one child who seems typical of this group.
"John" is a black child from en "economically and educationally deprived"
home. His speech, Black English dialect, would easily have qualified him in
Bereiter & Engelmann's terms, as "verbally deprived.” He began reading at
about. age three. His mother felt he had received the gift directly from God.
The only earthly source of instruction seemed to be TV commercials. These
he knew and recited by heart. A check of the programc he watched showed that
approximately LO words per hour are simultaneously shown and said. These
were mostly words on cans and bottles (ban, sominex, etc.). It was impossible
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to distract him when TV commercials were on. This seemes to be a shared
cheracteristic of the 49 young readers studied in Durkins survey (1966).
John had an older brother and sister but they could not read and, in fact,
brought books home for him to read to them. John did play bingo and con-
centration with some teen-age relatives and it is possible that they told
him words asnd corrected his errors. TV, however, seems to have been the
primary source. Commercials are repeated over and over. It is possible
that he 2cquired a basic vocabulary from this, made inferences about phonics,
used the redundancy of the language in the simple books his siblings brought
home, and asked occasional questions and was corrected by adults.

His reading was fast and confident but his articulation was often
difficult to decipher. He would spell the word when he was not understood.
(For exsmple: "Buying toys for Christmas for the ch....s For the what?
Ch....s. Oh, churches. Uh,uh, ch...s Turkeys? No (louder and carefully
articulated) Chrns. Can you spell it. CHILDREN.") His spelling was
extremely accurate. The fact that the text was not consistent with his pro-
nunciation did not bother John. He frequently translsted the syntax of the
text into his own dialect when he read aloud.

Torrey's conclusions are that reading is learned, not taugnht. The
teacher can give exposure, scme guidance, and answer questions. And equally
important, high verbal ability and high cultural privilece ax important in
stimulating reading but they are not necessary prereguisites. Jean had no
more than average verbal ability (104 full scale IQ, Q5 verbal T4, ill per-
formence IQ) and less than average cultural stimulaetion in t¢he direction of
reading. Hopefully, he did not have trouble with readiness activities when
he got to school. _

Torrey, Goodman and others then are in the small but growing group
that believe that given exposure to printed material, the child will learn

to read if--and it's a big if--we, his peers and his parents do not interfere
with his learning process.

What we do to hinder the learning process.

How do parents, peers and teachers interfere? A good question.
Teachers and parents put pressure on the child to read. Peers frequently
put pressure on the child not to read (see Labov, 1967) or, at least, not
to read well, espocially if he is a boy. The case of children who refuse
to read aloud cleiming not to feel well or just sullenly sitting when called
on, or who stumble and stammer when reading in front of a group is not
unusual. The same children frequently will read everything in signt if asked
to read individually. This may be the child's way of not outshining his
peers and thereby invoking their disapproval, it may be a cultural value not
to exceed one's peers, or it may, indeed, be shyness and fear of failure in
front of the group.

In the prst few years, we have become more and more interested in
observational studies of what goes on in the clasaroom. The beat report is
Rist's (1970). I feel it's the best because it explains exactly what the
school does to reinforce the class structure of society. The observational
study follows a group of children from kindergarten to second grade. After
the first week of school, the kindergarten teacher grouped the class into

- "past learner" and "slow learner" groups. This was not done on the basis

of testing but on intuitive guesses of the teacher as to which children
would probably do well that year and which would need special atteantion in
order to succeed. The basis for the guesses about the children's academic
potential could only have been other-teacher informatior: about the students'
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brothers and sisters, an information sheet which gave social information
about the family (number of parents at home, education level of the parents,
whether or not there was a telephone in the home, the number of brothers
and sisters, etc.), and on the appearance of the children (cleanliness,
clothing, hair style, etc.). A check of the records showed that the
teacher's guesses reflecte® exactly the SES level of the child. Children
in group one were from midc 2 class homes. The children were neat, well
dressed, clean, and spoke standard English. Group two were less favored
economically, less neat and well dressed. Children in group three were
dirty, frequently smelled of urine, were inadequately clothed, and spoke
nonstandard English to a greater degree than did groups one and two.

Having been grouped, the students were then treated quite differently
by the teacher. Group 1 children led the Pledge of Allegiance, read the
weather calendar, took messages to the office, passed out materials, etc.
They were instructed directly by the teacher, had strong verbal interaction
patterns with her, and were always physically close to her. Students in
groups 2 and 3 "really didn't know what was going on in the classroom"
according tc the teacher. She did not instruct them directly as she did
Group 1. They developed an interaction pattern within theilr groups to dis-
cuss what the teacher taught Table 1. Children at Table 1 quickly realized
that they were the "smart" group and began directing Cisparaging remarks at
students at Tables 2 and 3 ("He don't know." "It's 16, stupid." "I smarter
than you.") without rebuke from the teacher. As physical distance from the
teacher was increased, Teble 1 children began to reinforce the social pattern
she had set up. Children at tables 2 and 3 as a response to the ridicule of
their peers and isolation from *iie teacher began fighting eamong themselves
or withdrew from the classroom activities, staring into space. In short,
their actions became precisely those which the teacher's intuitive guess
predicted. They became "slow learners" since they didn't accomplish as much
as the children at Table 1. The kindergarten grouping followed the children
into first snd second grades. Table 1 children were "taught" more, helped
more, praised more. They "learned" more, accomplished more on their work-
sheets and readiness activities, they scored higher on all tests. They were
the top group. Interaction with Table 2 and 3 children became more and more
a matter of control and discipline of less-bright, less-clean, and less-
cooperative children.

Many teachers, perhaps most, no longer group caildren into the Angels,
Bluebirds, Devils, and Lemons and let the gself-fulfiliing prophecy go to
work, but most of us have our subtle or not-so-subtle ways of doing what we
do not mean to do just in order to manage our classrooms. Many teachers
studiously avoid reading the cum cards (cumulative records) for past reading
scores, past group membership, IQ scores, etc. Ve try not to be overly
influenced by teacher gossip about "lock out for Juan...he'll spit the minute
you turn your back." But as teachers we are hardly aware of the force +hat
SES has on us.

This overwhelming effect of SES on teacher expectation and on the
child's reading scores has appesred in study after study (cf. Lewis, 1970).
The statewide California report shows that teachers accept best students who
are closest to middle class norms in behavior. appearance, and income. Since
. the effect is so overwhelming, why do some schools with low SEu level stu-
dents do better on reading tests than equivalent schools? This is an impor-
tant question and the basis for Acosta's dissertation (1971). He studied
two schools which participated in the Miller-Unruh Reading Program. The
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first school had the highest reading score gain for Mexican-American

third grade children. The second school had the lowest gain in reading
scores--student scores actually dropped from the previous year. What did
the +eachers do differently in the two schools? Apparently nothing.
Teachers in the highly successful school seemed to use a somewhat larger
variety of reading activities but the difference was not significant. In
the low school, students' scores correlated with a number of home variables:
familv income, parent education, and parent aspiration for their children.
The lower the income, education and aspiration level, the lower the child's
reading scores and the smaller the improvement over the year. In the suc-
cessful school these correlations were not significart. Why? Something
must be different, but no explanation seemed to be forthcoming. However,
in the highly successful school, every teacher had teken at least one or
more special classes related to Mexican-American children. They also were
perticipating in an in-service class conducted by the principal. All
teachers were very concerned about the special strengths and problems of
the children in adapting to the school situation. Only one teacher in the
low school had had any special training to familiarize her with the back-
ground of her students. Acosta is careful not to claim that this is the
only difference between the two schools or that the special training of the
teachers in the first school really "caused" the differcnce in student
success on the reading tests. Yet it seems to be the only promising answer.

If such training can make a diffevence in the teacher's attitudes
and expectetions and if, along with whatever methods the teacher uses or
doesn't use, these attitudes and expectations give the child an atmosphere
where he can learn (if not be taught) to read, then that is what we must be
most sure of including in eny program on how to teach reading.

So you see, you have a reel advantage because you already know much
about the nature of language and of dialects as equally viable forms for
concept formation, communication and expression. You know something about
the child's acquisition of larguage, about second language learning, and
language interference patterns. You are not likely to put a student in the
"olowns" because he spesks a nonstandard dialect of English or says "sheep"
for "ship." You are not likely to think that the child who systematically
simplifies consonant clusters is cognitively underdeveloped, not "ready" to
rea’., neurologically damaged, suffering from dyslexia, or in need of a
prescription for Ritalin.

ESL Reading Techniques :
But what are you likely to do? As an ESL teacher what will you do
that an ordinary classrosm teacher does not already do? One of the first
things that many ESL experts advise is that you rewrite the textbook: "Cut
end Paste." You look at the first page of the reading lesson for the day.

Under excellent illustrations you find the text: \J-<:°
Cs C v-C C-C M - C o
o-Cc u.cC O-¢ M. L-C

°.C Jé@ p-c u-C c.¢ .cOo O MmeC V€
e 18 a silent letter that changes the
medial vowel (as in Sam, same)

(Nan ran. (Nan can run.
Dan ran. Dan can run.
Nan and Dan ran.) Nen and Dan can run.)
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It's entirely unsuitable! You haven't taught irregular past tense verb
forms yet. And the lesson on modal-verb doesn't come for another ten units
in the oral language lesson. Still, the pictures are good. The books of
course are wrong; they show the action as happening "right now" and so they
ought to be in the present continuous anyway. It's no wonder the kids are
confused. After hours of work on the present continuous, they go to the
reading book and find mistakes on verb tense! Okay, so you cut and paste:
(Nen is running. Dan is running. Nan and Dan are running.) Much better.
But look what you have done to the phoneme-grapheme correspondences. Look
how you've complicated the visual patterns. That's what the reading books
have been so carefully sequenced for, and you've ruined that sequence by
imposing a Cc-iiofferent OF?.I\A.J U - 2 2 C
. C « M\ (U ‘C' o

2.c 'a O C guk u-ClC

So what do you do? Decide that look-say is the method for you so
that all the new correspondences are not that important. Do you decide
that you will have to give the new phonics rules? You tell the children
that |. equals /I»/ and that "when two vowels go walking, the first ome
does the talking." You tell the children that sometimes M is /k/ and some-
times /s/ (like celery and ceke).

Suddenly, the idea of teaching the child to read in his first lan-
guage first becomes very appealing. So perhaps you spend your summer in
Mexico looking for reeading books to teach the children to read in Spanish
first.

Perhaps you decide that LEA is the best way. If motivation is high
and the child sees how what he says looks in print, he may figure out how
the system works all by himself. And you can "edit" his words (in typing)
for spelling regulerity and for structure appropriateness. Of course, it
won't be exactly his story then. .

Will you, in the end, do anything different? Certainly with your
ESL training you cen find or write remedial exercises that have a better
chance of helping the child learn than those that are on the market today.
You will understand why he makes certain errors and not others in his
attempts to figure out the system. You may be more skillful in moctivating
him to give reading a second try if he has given up after a seiies of
failures. You have & better chance on the so-what question that is to fol-
low diagnostic tests. You will wnderstand what the items on a diagnostic
test say about the child's reading abilities, snd you will be able to recog-
nize good learning activities and to write your own. Most teachers look at
a diagnostic test and have no idea what it means when "short vowels" are
misread by the student. She can't answer “so what does the teacher do now?"
You can. She can't tell whether the worksheets whicih have students underiiie
the subject of the sentence are likely to help the student, waste his time,
or turn him off tc reading even more.

It may be necessary to try meny of the things that regular teachers
try to get failing children to give reading a second chaxce. Reinforcement
schedules like candy, money, script, blue-chip stamps, badges, etc., may not
be your idea of what school is all about but what kind of intrinsic motiva-
tion can you use to overcome past school history if the school is like that
described by Rist, talked about by teachers in Teachers Talk or discussed in
Realities of the Urbsn Classroom? A look at the film 'The Way It Is" can

give you some useful ideas (or depress you so much you won't ever try).
T've included one page of sources on remedial reading but I'm not optimistic
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(a poor teacher attitude on my part) except that I know you can do better
because of your training and commi tment, .

I don't want to end so downbeat. Read Postman's article on why
teach reading. That's enough to get anyone's adrenalin flowing again.
Reading is an important skill. Any ESL teacher who wants to work in this
country is obligated to find out everything he can about the nature of the
reading process. He is obligated to provide the best possible environment
for the child (or adult) so that the student can learn, teach himself, or
Jearn from the teacher, aide, friend or foe. The ESI teacher who plans
to go abroad has the same responsibility. He may be teaching English as a
foreign language at a university but it is not unlikely that he will be
asked to look at the literacy program for that country. It's not unlikely
that he will be asked to look at materials for grade schools and high
schools which involve literacy training in the first language as well as
in English. Maybe a little knowledge is dengerous. In that case, you have
little knowledge. You are, I think, obligated to find out more.
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CONTROL
COMPOSITION < couMuNT CATIC

Evselyn Hatoch

"Manipulation to Communication" has become as much a by-word
in teaching composition as in other parts of the ESL ocurriculum. With
voarefully sequenced" exersises we lead the s:iudent "step by step"
through sentence structure, paragraph organization and essay writing.
The controlled steps assure high motivation, we say, since the student
has success at each step. He woa't give up on seeing pages covered
with red-pencil corrections because, if the steps are small enough,
mistakes won't ocour. And in the end, after we have gradually released
ocontrols, wve believe the student will ocommunicate in writing. This
belief does not seem to e supporied by fact.

Loet's look first at the steps that we hope lead to communi-
cation and then try to figure out why they don't seem to work for
most students.

We assume the first and easiecst step is to copy. Some progrems,
however, don't believe even that and begin, &s in the SWRL controlled
composition progrem (1970) with the student cirocling correct word
choices or f£illing in blanks with words copied from the bottom or the
side cf the page. The steps in this progrem are: sentence completion
with words given on page, sentence completion with words not given,
question answering (moving ints longer story forms) and finally to
story writing sued only by piotures and questions like "what is bhap-
pening, what happens next, tell what happens in the end."” While this
progrem is used by Spanish-speaking ohildren in the Los Angeles area,
it is not =peoifically for ESL students and therefore is not structure
oriented.

Other prograems begin writing practice with students ocopying
the dialogue, ¥riting out substitution drills, or answering questions
whioch will yield again the sentences from the oral part of the lesson.
The quostions usvally begin with easy yes/no cuestions, then or ques-
tions, and finally WH- questions in order to sequenoce for diffioculty.
Most teachers oonsider thess reinforcement exeroises for the orel pro-
gram.

Folloving copying exercises, many teachers give diotaticn as
writing prectice. Some prefer dicto-comps where the teacher reads
a short seleotion, asks intensive questions on the selection, rereads
+he selection, puts key words on the board and then asks the student
to write as muoh as he ocan remembe> of the selection.

The Ananse Tales (1968) progrem hat the student work through
58 steps as he moves gradually toward free composition. In the first
step, the student copies a series of short paregraphs about Ananse.
Zranse is a spider, a folk hero in West Africen liverature. He is
exiremely clever and sly, outvittifgaeveryone else. The stories are
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the motivational device and the student, depending on which step of
the progrem he is on, changes the story about Ananse by changing
pronouns or tense or perhaps adding modifiers or oclauses. The teacher
looks at the student's paper, reading only to the first error. If
there is an error, the student repeats that same step on another

story from the took. If he mekes no mistakes, he goes on to the nerxt
step. Hopefully, no studsant gets stuck on step one for the whole
semester. The Ananse Tales Workbook prepares the student with exercises
for each step. He reads examples for the step, writes some samples

of his own, checks these against further examples in the book, writes
more of his own, and then goes on to complete that step in the foik-
tale book.

Some of the best suggestions for controlled composition
appear in Book 5 of Engiish for Today (1966). Following a reading
selection with oral and written practice on the sentence structure
being taught, the student has a chance to disouss the ideas in the
reading and develop oral ccmpositions on related topics. Formal
composition skills are then taught by asking the student to £ind the
contral thought of the reading and to summarize each paragreph in &
sentence. Students are also asked to change xes[no questions into
statements and then combine their answers to the questions in a
variety of ways to obtain a short essay. They also give students
practice in re-ordering mixed-up sentences to form a logical para-
greph. Finally, students are asiked to rsread selected paragrephs
in the reading several times, close tne book and, with the topio
sentence well in mind, write & similar essay.

Another device for writing practice with lessening controls
are the frames made popular by Moody in his English Language Teaching
(1965) articles sud adapted by Dykstra, Arapoff and others. First
the student studies a short story. In stage 1 of the writing practioe,
he is given the same story with & number of alteruative choioces for
stories organized on the seme model. He chooses one of the stories
and copias his choices from the boxes or frame<. In stage 2 there
are fewer cuses in each box. In stage 3, many of the lexical items
are replaced by the grammatical funoction that fits in the freme; the
student must supply the words for the frame. In stage 4, the student
£i11s in blanks with only connecting words, prepositions, etc. belng
given in the freme. Finally, in stage 5, the student writes the story -
without the freame.

A wide variety of uaterials are available for teaching para-
grap:. form and organization--comparison and contrest, desoription,
rarvetion, temporel organization, suproriing arguments, eto. Some
books require that the student study ihe model paregreph and then
write his own, following the model as closely as possible. Othars
give topic sentence, concluding sentsnce &nd a list of questions t¢
be answered in the body of the paregraph, then just topic seantenoce,
and £inally only a topic. These are usually followed by /» unit on
outlining as the basis for essay writing and examples of term paper
organization, footnote and bibliogrephy forms.
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Nanoy Arepoff's book Writing Through Understanding (1970)
ijs carefully planned to give students prectice with the three types
of writing the advanced student needs in school: prose that reports,
explains, and evaluates. Before he can do this, the student has to
be taught to recognize the difference in language forms and practice
producing these differences. The student, for example, is taught the
difference between oral dialogue, direct address, narration, paré-
phrase, summary, factual analysis, assertion, essay, analysis of
arguments, evaluation of arguments, oritical review and the term
paper. Each of these is practised many times. For example, con-
verting a dialogue into direct address involves learning about punc-
tuation, speaker identification, and stylistic variety. Changing to
narration involves learning to change verbs to other tenses, changing
first and second-person pronouns to third person and time/place words
1ike here and now to then and there. Bach of these differences is
precticed in a separate lesson within that stage of the writing process.

Most ESL teachers have tried a variety of other techniques
to gredually release control on student writing. Some work and some
work better than others but, after reading through hundreds of compo-
sition papers in our own foreign student oclasses at the university,

I can't say that any of them really lead to communication. The forms
are there, the sentences may even be grammatically correot. Compo-
sitions are ful’ of "it is interesting to note,"” "authorities in
the field agree," "the causes commonly cited are" but what follows

is neither interesting to read, anything any authority would care

to olaim, or the cause of anything but despair on the part of the
teacher. Hence, therefore, nevertheless, first and finally are
sprinkled liberelly across the pages but it's impossible to tell

what the student wanted to communicate (if anything) and all the
compositions sound exactly the samse. If ever the charge of "producing
parrots" were true, it must have been made after reading a stack of
compositions.

How does this happen? We have guided the student with meaning-
less material and shown him how to write it in the best way. We have
told him what to say and how to say it. In our eagerness to give him
something to write about (so he won't spend 55 minutes staring at the
‘blackboard and 5 minutes writing furiously) and show him how to write
it, we have forgotten that our goal is commnication. Somehow, some-
where our goal got changed to "will be able to write a term paper of
not less than 1000 words, with five footnote entries and & vibliography."
And we fail even there.

Faced with failure, we hastily explain away the poor results
of our writing programs with two arguments: 1) most native speakers
don't write well either (probebly for the same reasons) so it must be
a "talent" and 2) we shouldn't expect these skills to develcp quickly,
more time is needed at each step, and better composition willi follow
mastery of the orel language (which may be never).

As teachers, we also feel oconfident about our methads despite
our failure because the student succeeds at each step. Almost all of
our steps in controlled composition ocan be clearly stated and measured.
We know when the student has sucecessfully copied an Ananse Tole changing
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every he to she without error. So we become very concerned about
that easily-measured step end we forget that learning activities
(1ike copying) have multiple outcomes, some of which are neither
axpected or desirable. We measure only the desired outocome when we
give the paper an "A" and tell the student to go on to the next step.
We don't measure what we have done to narrow his interest in communi-
cating. In faoct, our whols writing program jignores the development
of creativity, initiative, critical thinking, self convept, attitudes
and plain ordinary interest. Perhaps this is because these aren't

so easily messured in behaviorist terms or because we aren't really
sure how to help the student to communicate.

Moffett (1968) summarizes the arguments against controlled
composition exercises with four points: 1, Decomposition exercises
ars not "lwilding bilocks." 2) A student can do the exercises and
still not be able o #rite well bsecause he's used to having problems
presented to him o1 2 platter. He hasn't developed his own awareness
and judgment about his writing. 3) The exeroises teach students
that it is good %c write even when you have nothing to say and no
one to say it to. Students write stupid and boring things to beat
the exercise gams. 4) The student gets the message that we aren't
jnterested in what he has to say, just that he say it in a ocertain
form. He reecis with a "you bore me and I'll bore you" exeroise.

New materials in composition for first language learners &re
being snatched up by most ESL teachers in the public schools--if not
at the university--because thsy feel the distortion of goals in compo-
sition teaching most strongly. Some of those materials are manipula-
tive too, but they seem to lead to much more communication in the
olassroom. I walked into one ESL cless to find the teacher drawing
a circular diagram on the boccd: /

[ ] ® e
o°oo:°a.:co 8 horsestL \\
\
P W B
fire iver

Before she had finished, the kids had realized that "home" was like the
"home" or goal of children's games. One rule was put on the board: "Get
something at every stop." In a minute the classwas eagerly making up
their stories. How clese is this to our manipulative assignment: "Read
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about what Jchn did yesterday and then write a paragreph telling what
you did yesterday. Use at least one irregular verb." Another class
was acting out its group story "The Daily Adventures of Shirley Marina."
Another class displayed its bestiary all over the walls. How close is
writing about the Allorse (a horse made of the alphabet that walks
very stiffly) to our assignments to "desoribe a friend; use the present
tense." According to one student's paper, "the allorse is from Allor,
a place 2550 miles in the cente> of the earth. They come up & long
tube into & house in Oklahomsa. The house, in fact, is at 420 Chautauque
S%. in Normen, Oklahoma. The Allorse collects humens, usually girls.
When it gets hungry, it eats iron so they don't have iron poor blood..."
Another class was writing & revolting menu of gory inedibles, a far
ory from the mass/count noun lesson in ancther ESL class which practiced
only ice cream, cookies, and ocake.

The Tsacher and Writers Collaborative Newsletter is full of
such ideas used with Puerto Rican and other ESL and ESD students in
New York. From class plays with Nixon, Castro, Marilyn Menrese and
others caught in an elevator to letters to Consolidated Edison re
pollution, the examples of student writing are highly communioative.

Moffett's books on the language arts currioculum have excellent
ideas for the ESL compesition teacher and a strong rationale for under-
standing and communication in all phases of the language arts progran.
Another good starting place for rationale are the English-teaching
sections of Postman and Weingariners Teaching &s & Subversive Activity
(1970). CATE meetings are loaded with every teachur's ldeas for teach-
ing color vocabulary in writing, what to do with what the students write,
and so forth. It must be the same at meetings of groups in other states
as well. Synectics Inc. writing metorials encourage students to express
touch, smells, sounts, fselings, memories with a variety of innovative
assignments.

In all these programs students still expand kernel sentences
(by writing telegrems, expandirg baby talk, playing sentence-building
games with word slips) and rewrite their own sentences and those of
classmates. They subordinate clauses, reword phrases, and explore &
variety of language alternatives. But this is not justified as teach-
ing composition to reinforce languege structures tsught in the oral
part of the curriculum. It is part of improving communication and
expression.

It is in this direction that ESL composition courses ought to
move if we are to convince students that writing is more than writing
a theme. It is in this direction that we must look to expand our ability
to communicate our thoughts and feelings. This use of written language
is for everyone - yes, even second language learners. If you don't
believe it's possible, look &t wvhat has been done in the cresative maga-
zine from the Intermount school by American Indien children. Look
at the material being pr. 3@ by the students in the schools serviced
by the Teacher and Writers Gollaboretive Newsletter. It is possible.

One question, of course, is what to do about correction. Many
of the students turn in papers full of whet we would call "shocking
errors” to these publicstions. The papers of native speakers of inglish
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are as "bad" as those of the ESL students. If we ocan only keey in
mind that our goal is communication, then perhaps we oan relax. You
don't correct feelings communicated. As Vanessa Howard says, "If

I feel in Bad English, I write in Bad English." (1970) The rationale
is that English errors dn correct themselves if students write encugh.
And students will write enough only if they want +0 commuinicate in
writing because it's fun and the writing is valued both by the reader
and the writer. It's hard to value a composition--either as a reader
or & writer--that results from "Write an expositery paregraph on some
aspects of your social life. Usse three olarifying sentences. Be sure
to summarize in your concluding sentence.”

If Bridre's study (1966) is replicable, then we can also remind
ourselves that massive practice, even with errors uncorrected, produces
more fluent and accurate English writing than a regularly sequenced
progrem. Perhaps then we can also relax enough to admit to ourselves
that & controlled sequence of exercises to move from manipuvlation to
communication is useful in that it calls the student's attention to
structure and organizetion. But at the same time, we must f£ind more
ways to encourazge the student to communisate in writing, communicate
feelings and ideas and at the same time expand his creetivity in all
aspects of language. The multiple outcomes of this approach may well
be highly motivated students, ideas communicated in writing, and aoc-
curate English.

If you are interested in trying some of the ideas in the
humanistic language arts curriculum, the following references could
be the starting point.
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APPLICATION OF QUESTION AND ANSWER DRILLS TO GROUP WORK
Jiro Igarashi

1. Typc of Question and Answer Drills.

P. Gurrey in each chapter of his Teaching English as a
Foreign Language emphssizes the necessity of question and answer
drills. He advocates three types of questioning and applies them
to the teaching and learning of four basio skills: 1listering,
speaking, reading, and writing.

The thrae types of questioning are divided into stages. The
first stege is used during the introducticn of materials in teaching
reeding. The textbook plays a central role &s its contents provide
the topics for questioning. Gurrey states:

. when reading has begun, good language

practice can be obtained by questioning on

the text. The text then will control vocab-

ulary, structures, grammar, and idea. Pro-

vided the passages through the Reader are

carefully graded, with a very slow increase

of diffioulty, & teacher need only select

his question forms carefully, and sufficient

con’rol over the language will be exerted by

the text. He must bs careful, however, to

see that his questions ask only. for details

that are expressed in the text.

The student must recall the con‘ents of the lesson and
answer the question using the same vocabulary and sentence struc-
tures as are used in the textbook.

The aim of Stage One Questions is not to require the student
to concentrate primarily on the content of the question but to have
him read the textbook with the greatest possible care. Thus he ma.tars
the vooabuliry and the sec.itence structuraes through intensive training,
uses them correctly, establishes his language habits, and learns to
acquire precise information from & wide range of books and magazines.
The teacher reinforces this training by always allowing the student
to keep his textbook cpen whiie doing this first stage question-answer
drill. If the questions are asked in the order of the contents oZX the
textbook, the student can see both the vocabulary and the sentence
structure of his textbook and oan answer the questiions without too
much difficulty. If Stage One Questicning is dore properly and
thoroughly, the student should acquire the skill necassary to answer
simple questions which requirs a minimum of oreativity. Gurrey says
{p..101), ". . . to prevent reading from becoming purely automatic
and to ensure that rsading promotes intellectual growth, and therefore
has some educative value, & second type of questioning, 'Stage Two
Questioning, should begin."

b
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Stage Two Questions, avoidi~g pure repetition, ensure the
educational value which accumulates through intellectual progress
bosed on reading for a deeper level of meaning. Stage Two Questions
promote clear thinking by getting the student to take note of facts
and their relationships. Though Stage Twn Questicns are based on
the textbook (just as Stage One Questions are), the extent to which
they require the studenil to think is greater. The teacher asks
questions requiring anticipation of the contents of the textbook
ag well as the more repetitive questions. He asks, for example, (1)
what the people and things and places mentioned in the textbook are
like, (2) why this or that action was done, (3) what the cause of
this event was and what the result of that ons was, and (4) how this
or that happened. Stage Two Questions ask for answers that require
reasoning, deduction, and imagination, not just plain recall of facts.

The student learns to examine causes and effects and to
sorutinize motives and reasons more carefully through the treining
of Stage Two Questioning. Little by little, he learns to make sound
deductions and draw sound conclusions from what he bhes heard and read.
‘Stage Two Questions require the siudent to think out the answer whils
he conocentrates on the items in ‘the textbook which is opened befors
him and to which he may refer in formulating his answers, just as at
Stage One Questioning.

Stage Three Questions provide an effective beginning step
in teaching composition. As we have already noted, Stage One Quss-
tions take into account only the exact contents of the textbook.
Stage Two Questions oconcern deeper level implications of the imme-
diate problems described in the textbook. Stage Three Questions,
on “he other hand, require information not found in the textbook.

In other words, questions only indirectly related to passages and
chapters in the textbook are asked. This encoureges the student to
pay careful attention to his surroundings and to relate his study to
his deily life outside the English class. We ocould say that Stage
Two Questions are "intensive,” and Stage Three Questions are "ex-
tensive." -

Good Stage Thrae Questions depend on the £kill of *he teacher
asking questions. He¢ wust pose interesting and shallenging problems
for the students to suswer. If the teacher asig questions, one after
another, ocategorizing the topiecs from simple to complex, the student
will be able to answer correctly and pay aitention to the sontent of
his and his oclassmates' answers.

Gnrrey uses the Tnree Stage Questioning Method exteusively
in both visuel and auditory skills, i.e., in reading and writing and
in oral and aural prectice. Furthermore, he bslisves that these
three stages of questioning encourages logical thinking---e& quality
whioh is highly regarded by educatorz and psychologists &like.

In greding question-and-answer exercises, Gurrey says (p. £8)
that "at first the question will contain the words and struotures
that are needed in the answer; next they contein the words but not
tho Tense: later the questions may call for almost entirely new sen-
tences." Question patterns are generelly divided into three parts:
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Simple (Yes-No) Questions, Alternative Questions, and Special Ques-
tions. He includes all three question patterns in his first three
stages. The following table jndicates the outline of the basic order

of questioning stages advocated by Gurrey:

Stage Type Text Content of the Question
I Mixed Ques- Used Concerns mattors only in
+ions text: ocharacters, faeots,
and things.
Concerns matters implied
o Mixed Ques= Used in text: characters,
tions facts, and things. Re-
quires the student's
thinking and imagination.
Mainly seeks information
Mixed Ques- outside text: the stu-
II1 tions . Used  dent's daily life through

his experiences, thoughts|
and imagination.

TABLE I

Quite naturelly Gurrey suggests this sort of practice because ,
he aims to advance the student's efficiency and skill in reading and ..~
thinking. He believes that quick answering provides necessary practibe.
The writer, however, thinks that in one important aspect his statements
are not fully applicable to foreign language instruction.. The ques-
tion is: how should we language teachers deal with the students who
cannot answer immediately when asked questions in the foreign language?
Is it all right simply to leave the students who cannot answer alone?
Probably not. It is the writer's telief that the problem should be
approached with & view to systematizing teaching techniques to the
advantage of all students, the slow ones included. To achieve this,
the organization c¢f question and answer procedures in language teaching
and learning is especially important. The next section will discuss
this problem, focusing cn & method of applying questioning techniques
to oral practice for groups of students. o _ o L

2. A Method of Applying Question and Answer Drills to Group Work
A. Critioism of Gurrey's Theory of Questioning. - .~ -
" The writer has discussed the three stages of.questions which
Gurrey advocates in his Teac _English as a.Foreign Language. .At
Stgse~0ne‘Questioninsf,GurravutakeS.upuvhaﬂ~veabereiQallgﬂuixedﬂTVpe
Questions," .which are Yes-No Questions, Alternative Questions, and.
‘Speciel Questions. If students correctly answer. these questions,..
“even while looking at their textbooks,: then. they will need. to.be ..

 fairly advenced. If they don't thoroughly mester. the nscessary tech-
niques through structural drills as the writer has suggested, the .
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question perieds cannot proceed smoothly. The problem is ene of ef-
ficiency. The fact is that the mixed type questions must be directed
to only one student at a 5ime, and it is doubtful whether all /the
other students understand each question equally vell end could respond
to it correctly if called on. The correcil answer of one student may
be & responss typical of other students who are reising their hands,
but still it may not represent the understanding of all students in
the class. : '

Because the questions the teacher asks must motivate learning,
it is important for the teacher te follow an appropriate questioning
procedure. Bumpass suggestis the following proocedurs:

1. Direoct the question te the whole class before

any pupil is oalled en for an answer.

2. Use only the words found in the vocabulary of the

pupil.

3. Be concise, clear, and definite.

4. Require al% questions to be answered in complete

sentences.

The teacher asks the whole class the question in order to make
each of the students think up an answer. Then, in case the teacher
calls a particular student and gets a correct ansver from him, the
tes.cher must give immediste approval to the student. He should also
get the whole class to repeat the correct answer. This is one of the
important elements which we, as language teachers, must always keep in
mind during the Stages of Variation or Selection. Every student must
be active. The student’s answer should be, of course, uttered in cor-
rect intonation (pitch, stress, and juncture). :

’ However, even if the teacher followed this questioning procedure,

. a large percentage of Japanese students studying English as & foreign

language could not answer correctly the indiscriminate questions suggested
by Gurrey at Stage One. The writer believes that we should sequence this
question and answer work as follows: c

1. Yes-No questions, e.g., "Did he go to town?”

2. Alternative questions, e.g., "Did he go to town or to school?"
3. Special questions, e.g., “Where did he go?" "Who went

‘ o : to town?" . :

The mixed type questions seem to be effective in that they
give flexibility to the process of language teaching. However, before
using the mixed type questions, it wiil be much easier for.iho student
if the teacher first asks Yes-No Questions, next Alternative Questions,
and £inally Special Questions. In question-and-answer drills, it is

desirable to Systemetize the order of questions so that the students
are merely asked first to affirm or negate, then to select between al-
ternatives, and finally to give new information. This will provide
the studont with greater: reinfercement and less emotlonal stress. "As
E. T. Cornelius observes ", . . the teacher may have the tendency to
test instead of toachiﬁg*during~01&§srobn“reéitatidh;~”Fdf?bi:ﬁplog in=-

stead of drilling students in jmitation ‘and” repetition of spoken-and
written forms, the teaéhérjiill*boginﬁdrillingf#bé“ifﬁdéntt#inlqnbst%on-
ansver”formfbefdro’therSthdbntfﬁgS“lbqrhéd;the>antwora“véllfenough."
Drills are not tests; ‘and these St?SQsVshg$¢stod*hero*ir0 drills.

h .
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Gurrey calls Stage Two Quesiions "jntensive," for these drills
require the student to answer questions with his textbeok open about
what he has read. This is a training by associstion, from a psycho-
logical point of view. F. Gouin emphasigzed that every time the teachsr
presents new words during the lesson, he must make the students close
their eyes, receall the clear images of things and actions which wvords
indicate, and connect them to each other. Words must not be isolated
from the language taught. He appsals to the immginatiive power of the
learners. One learner's ideas stimilate similar thinking on the part
of others. The development of questioning at Stage Two Questiions em-
phasizes thinking which requires the use of inference, deduoction, and
imagination. It treins the student to think precisely and const:uc-
tively. ,

Naturally, questions at Stage Two should be mixed in type since
the students will have assimilated sentence patterns nocessary for use
in immediate recall. If the students have not aoquirsd these patterms,
the functional operation of Stage Three Questiions, sccording to Gurrey,
will become difficult. Bumpass, referring to Simnle Racall typs (e.8.,
Who is & boy?) and Difficult Recall type (e.g., What is Pepe?) says:

Simple Recall typs does not involve the pupils' having

o remember or recall the new lexical jtem since they

will hear it in the question. Their answer: "Pepe is

& boy." Difficult type requires conscious choice of

the pupils in recalling tho_loxgoel item "boy" to give _

the response: "Pepe is a boy." , -
Suppose the student hes been told that Mr. Yukawa is the 1949 Nobel Prize
winner in physics. Now, if he is asked the question “Who was the 1949
Nobel Prize winner in physics?" he may respond, "It was Mr. Yukaws ."
This is a simple recall question. A more diffioult question is "Who is
¥r. Yukawa?' Both types of Juestions are required at Stage Two. or
course, in orler to ensure correct recall, it is necessary for the stu-
dent to have already drilled on the structures. Since one student's
response to the teacher's cue becomes & stimalus for other students,
correct responses ¥ill help reinforce learning for all class members. If
the intonation (of pitch, stress, and junoture) is noi expressed cor-
rectly in this process, even the treining of Stage Two Questions will
lose its value. In short, complete question and ansver drills will be
automatically insluded in the process of four-phase drills: Stimulus-
Response-Correct Answer-Reinforocement. : . I

The reason that Gurrey calls Stage Three Questiions % gxtensive"
is that these questions concern everything--no% only the contents of
the textbook but experiences at school and at home as well. Extensive
questions are, of course, alsc mixed type, and require a very high
level of skill in questioning and answering from both the teacher and
the student. For example, this question type asks "Who are you?" in
addition to “Who was the 1949 Nobel Prize winner?", "Who is Mr. Yukawa?",
and "What is lr.,!hkhsa?“»;B;yohologically speaking, Stage Three also

requires, according to Bumpass, Personal type (e.g., "What are you?")
 questions. Bumpass says (p.64) thet "This Persomal type allows appli-
cation practice by the pupils and helps them become more aware of vhat
js being learned, since & pupil will be applying & pattern learned in

his own life when he points %o ﬁiﬁﬁpif and snswers: 'I'm a boy.

- 860
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Learning should procesd from already known to unknown, or
from simple to diffiocult in both form and meaning. Therefore the
question pattern should move sequentially from Simple to Alternative
to Special Questions, and the content from Simple to Difficult to
Personal Recall. The questions related to the 1ife and expsrience of
the student must be carefully chosen beocause interesting personalized
subjects have great motivating power to gain the student's attention
and increase his learning. Besides, recalling facts and things which
the student has assoociated, these questions will give functional value
to the languages materials taught. Thus content is as every bit as
important as form. |
The writer, having discussed Gurrey's three types of question-
ing and criticizing them from an educational and psychological point
of view, foels that Gurrey leaves a fow gaps between Stage One and
Stage Two of his questioning procedure. Consider, for example, ques-
tions based on the following sentence: “He went to the perk with his
friends yesterday."” Suppose the teacher asks questions from the be-
ginning such as: "Where did he go yesterday?", "When did he go to
the park?", and “With vhom did he go to the perk yesterday?" Thase
questions, initially, will be very diffiocult for the» student to answer.
The writer has observed English classes in which only & few superior
students would even make an attempt to answer questions of this type.
Is it right for %thsz tsacher to ignore all those other students who did
not try tc answer? The writer believes that in this case the teacher
should slow the pace of his teaching so that he can devote some of his
+ime to the level of even the slowest students. He must know that there
are two other question patterns which such students can answer by virtue
of the faot that the question itself includes the form of answer; namely,
Simple and Alternative Questions. If the teacher asks these questions,
the number of students who can answer will greatly increase. Under such
cirsumstances, if the teacher wishes to speed up the learning produced
by questioning, he must recognize the necessity for sequencing the form
of question types from the viewpoint of group work.
B. An application of Question-and-Answer Drills to Group Work
Group work in the process of teaching and learning aims at
getting students to participate in all class activities and to elevate
their own performence. Group work is also intended to encourage the
generel process of thinking and recognition on the part of each student
in the olass. In order to Mase classroom teaching on scientific prin-
ciples and to ensure maximum efficiency in teaching large classes, such
considerations are necessary.
‘ In general we can set up three models of classroom procedure:
1) a teacher-centered approtch, 2) a student-centered approsach, and 3)
a group-centered approsch. In actual teaching, these three models of
learning should not be regarded as completely separate and fixed, but
as dynamically interrelated in that they mutually contritute to the
effactiveness of the teaching materials and techniques.- -
" The writer's proposal for & maximally effective order of ques-
tioning is divided into eight stages and indicated in TablesII, III, IV,

and‘Vf" .
;}_isgg
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Stage| Type Text Content of the Question Method
I Simple | Answers Concerns matters only in Teacher-centered
ques- given in| text: characters, faots,
tions text and things. Group-centered
11 Alter~ | Ansvers Concerns matters only in Teacher-centered
native | given in text: charscters, facts,
ques- | text and things. Group-centered
tions , .
111 Specialli Ansvers Concerns matters only in Teacher-sentered
ques- text: characters, facts,
tions and things. | Group-centered
TABLE II

The teacher must subdivide his class into a number of groups.
At Stage One, the teacher first asks questions of the individual group
leaders, and then the group leaders ask the same questicns of the groups
and individual group members. The teacher's asking questions is a pre-
liminary to the group-centered teaching which comes in the next step.
Group work should be mainly used in the presentation of nevw materials.
It would be best if it ocould be done after pattern practice of the
target sentence structures and explanation of the contents of the mate-~
rials studied.

Let's examine tho following teaching waterial as & sample les-
son: Basic material: | | : |

When Hens was eleven years old, his father died. Then

Hans had to work for his living. His mother wanted him

to be a tailor or & shoemeker, but Hans would not listen

to her. He had to decide to go to Copenhagen and study.

Suppose that the target sentence is:: His mother wanted him %o
be a tailor or & shoemaker. , : | ,

The teacher is liable to be carried. away by the impulse of
using special question patterns from the first. . These patterns, however,
should be saved for Stage Threc in the Table II. In order to provide
a model question for the whole class, it would be much betier for the
teacher to ask questions to leaders of pre-esiabiished. groups, then get
individual students in the groups to repeat the correct answer, .and-

finally get the whole class to do it. This peth leads the class to

manipulating questions and answers in large groups.. ..

The following is.a demonstration by Group A (st Stage One), and

Group B (at Stage Three). Iack group mist perform the same practice at

the ssme time. This involves methods of group-centered teaching, first
fac e to face, and second side.by.side. . .. L R
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Face to Face Side by Side
(Prectice in Pairs) (Cbhain Drill)
A B
A &~—t—>F A F

A1

v it
B «—1+—>E B E
C &—+—>D C &> D

1. Teacher-centered Approach: :
Group A--By Face to Face (Practioce in Pairs) at Stage One.

Teacher:
Leader A:
Group S 1:
Group S 2:
Class:
Teacher:

Did his mother want him to be a tailor?
Yes, she did. She wanted him to be a tailor.
Yos, she did. She wanted him to be a tailor.
Yes, she did. She wanted him to be a tailor.
Yes, she did. She wanted him to be a tailor.
Did his mother want him to be a tailor?

(The leaders and one or two students in esch group (8,C,D,E, et cetera)
will repeat the same sentences as Leader A in Group A does in his res-
ponse to the teacher's question.) :

Teacher:

Now, please practice this question and answer in each group.

2. Group-centered Approach: _ '
Group A--By Face to Face (Practioce in Pairs) at Stage One.

Leader A:

Student A:
Student F:

Student B:

Student E:
Student C:
Student D:

Did his mother want him to be a tailor? From 4,B,C, to
F,E,D, please. . ' |

Did his mother want him to be a tailor?

Yes, she did. She wanted him to be & tailor.

Did his mother want him to be a tailor? ‘

Yes, she did. She wanted him to be a tailor.’

Did his mother want him to be a tailor?

Yes, she did. She wanted him to be a tailor.

(Students F,E, ard D will ask students A,B, and C the saxe question)

3. Teacher-centared Approach: o |
Group B--By Side by Side (Chain Drill) at Stage Three.

Teacher:
Leader B:

“Group S 1:
* Group S 2

Class:
Teacher:

(The leaders and one or two students in each group

What did his mother want him to be? -

She wanted him to be a-tailor or & shoemaker.
She wanted him to be a tailor or a shoemaker.
She wanted him to be a tailor or & shoemaker.
She wanted him to be a tailor or & shoemaker.
What did his mothor*”'vi’r"xt?him‘to_ be? ¢ T
(4,C,D.E, et ceters)

will repeat the same sentences as {.éqdor' B in Group B does in his res-

ponse to the teacher's question.)
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Teacher: Now, please pr&ctice this question and answar in each group.

4. Group-centered Approach:
Group B--By Side by Side (Chain Drill) at Stege Thres.

Leader B: What did his motkher want him to bs? From

and E to F please.
Student A: What did his mother want him to be?
Student B: Shs wanted him to be & tailor or a shoemaker.

Student C: What did his mothor want Lim to be?
Studeat D: She wanted him to be a tailor or a shoemaker.

Student E: What did his mother want him to be?
Student F: She wanted him to be & tailor or & shoemaker.

Leader B will say to the group members, "pjease change, from F to E,
D to C, and B to A."

A to B, ¢ to D,

Stage Type Text Content of the Question Method
IV |Simple Ques- | Answers Concerns matters only in | Teacher-centered
tions given in | text: characters, facts, '
toxt and things. - Group-centered
V jAlter- Answers Concerns xintt_ers only in | Teacher-centerec
native given in | text: charecters, facts,
ques~ text and things. :
tions | | Grgup-oontered
VI |Special ' Answers Concerns matters only in Peacher-centered
Ques~ given in | text: charecters, facts, | '
tions text - | and things. Group-centered

TABLE III

At Stage One, Two, and Thres, the teacher desls only with target
sentences found verbatim in the. teaching materials. But at Stages Four,
Five, and Six, the sequencing c¢f questions follows the order of the mmte-
rial ia the textbook. At Stage Four the events.are recalled by Yes-No

_ Questions, at Stage Five by Alternative Questions, etc. Questions at
' Stage Four, Five, and Six help. the teester check up the student's under-
standing of the content in the textbook. In this way, these three stages
Suphesise the teacher-centéred & poroach. oo
1. Simple Question (Teacher-centered Approach):
Teacher: Was Hans eleven years old when his father died?
Group S J: Yes, he was. He was eleven years old.

- 8d
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Group S 2:
Class:
Teacher:
Grouvp S 1:
Group S 2:
Class:

Yes, ho was. He was eleven years ola.’

Yos, ho was. He was eleven years old.

Did his mother want him to be & tailor?

Yes, she did. She wanted him to be a tailor.
Yoes, she did. She wanted him to be & tailor.
Yes, she did. She wanted him to be a tailor.

(The teacher will be able to ask the students questions such ae: Did

‘he have to work for his living? Wouldn't he listen to her? Did he de-

cide to go to Copenhagen?)

2. Alternative Question (Teacher-centered Approach):

Teacher:

Group S 1:
Group S 2:
Class:
Teacher:
Group S 1:
droup S 2:
Class:

Was Hans sleven years old or fiftmsen years old when his
father died?

He was eleven years old.

He was eleven years old.

He was elevan years old.

Did he have to work for his living or his trip?

He had to work for his living.

He had to work for his iiving.

He had to work for his living.

(The teacher will be able to ask the students questions such as: Did
his mother want him to be a tailor or & -teacher? Did he decide to go

to Copenhagen or to London?) :

3. Special Question (Teacher-centered Approach):

Teacher:
Group S 1:
Group S 2:
Class:
Teacher:
Group S 1:
Group ¢ 2:
Class:

How old was Hans when his feihoer died?

He was eleven years old.

He was eleven years old.

He was eleven years old.

Whtt did his mother want him to be?

She wanted him to be a tailor or a shoemaker.
She wanted him to be a tailor or a shoemaker.
She wanted him to be & tailor or & shoemaker.

(The teacher will be able to ask the students queations such as: Whal
did he have to work for? Where did he deocide to go?)

Stage | Type Text Content of the Question Methed,
VII | Mixed Answers | Concerns matters only in Teacher-centered
ques- given in | text: characters and facts, | _ o
tions I | text ‘as seen through tke stu- |-
i ‘ | dent's experience and ] -Grocp-centered
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At Stage Seven, the teacher first asks leaders of each group 3
mixed type questions including Simple, Alternative, and Special Ques- :
tions. Then all the members of the group can see hov to manipulate
the mixed type guestions and answers in group activity. At this stage, i
the teacher-centered approach comes first, then comes the group-cen-

tered approach.

1. Teacher-centered Approach:

Teacher: How old was Hans when his father died?

(One or two studerts in each group (a,B,C,D,E, et cetera) will repeat
the same answar as each leader does in response to the teacher's ques-
tion, and f£inally the whole class will also do it.)

Teacher: What did his mother want him to be?

(The same activity is done.) 3

Teacher: Did he decide to go to Copenhagen or to London?

(The same activity is done.)
In the first activity of this siage, we £ind that the teacher

is exoclusively on the side of questioning and the student on the side

of answering. In order to prevent a completely one-sided form of ques-

tioning by the teacher, we mst also use the group-centered approach

here.

2. Group-ocenterad Approach:

Group A--By Side by Side {Chain Prill) at Stage Seven.

Leader A: How old was Hans when his father died? From A to B, C to
D, and E to F, please.

(Students A, C, and E will ask students B, D, and F the same questions g

and vice versa. Each group (B,C,D,E,F, ot cetera) snould do the same :

type of activity as Group A does at the same time. )

ERVINY A2 S VRONLRER )

A,:...4;‘m;u.‘u..-.‘.-sv.;«.-.-.-,_&m'.uchv.aa..::‘f,,-.fz‘;__-_;;,;E‘ba@,‘;ﬁ_;,‘_&.‘._,.,,,N,,_‘ e
o2 P EARE TR TB R IPR

:
Sta.g;‘ Type| Text Contont of the Question Methed
1
’1
VIII Mized | Not Concerns noi only matters in

es- | used text, but facts and infor-

icns mation not found in text througt Teasher-centered

I the student's experience and

imagination.
TABELE V

At Stage Eight the teacher can ask the student various kinds of
questions, not only on matters in the textbook but also on facts of the
student's daily 1ife. The student must make use of ideas that ‘ho has
acquired, facts that he has come across, and things that he bhas read
about or has been taught. In the actual questicning work, the teacher
asks the whole class f£irst and then asks individuals. Following this
procedurs of guestioning, he can evaluate the success of his oclass
ectivity. The following are some questions which are likely to be asked
by the teacher at Stage Eight. The teacher-centerad approach should be

used here. f ﬁ 6

)
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A. When Hans was sleven years old, what happened to his father?
B. Why did he bhave to work?

C. Did his mother want him to be a tailor?

D. What do you want toc be in the future?

E. Do your parents agree with you?

F. Where did Hars declide to go?

G. What did he want ‘o do in Copenhagen?

H. Where is Copenhagen?

I. Do you want to go to Copenhagen?

J. What do you think of when you hear the word Copenhagen?

The writer believes, in the process of questioning at Stage
Eight, that the teacher should function on the basis of Agape, from &
pedagogical point of viev. Agape means that the teacher stands on the
same level with the student in classroom commmnioatlon. From a psycho~
logical point of view, importance should also be attached to Feodbaock.
Feedback is necessary to correct errors the student has xade in class ,
by giving him adegquate stimuli associated with the responss which causes
the student to want to do something informative. For exaxmple, & specisnl
question such as "Where did Hans decide to go?" is wery diffioult for
the siudent to answer. The teacher, knowing that there are some students i
vho cannot immedistsly and correctly answer this question, should not
move on at once to the next question. If he intends to stand on the
same level with the student and maintain the spirit of Agape, he should
ask the other iwo types of questions, both of which include the ansysrs:

*Did he decide to go to Copenhagen’” or "Did he decide to go 1o Copenhagen
or to London?" The student will no doubt respond capably to these ques~
tions. Howsver, the teacher must immediately remember to go back to the
first situation and re-ask the special question: “Where did he deoide
to go?" The spirit of Agspe, at this stage, will be most useful as &
teaching ettitude if it is accompanied by appropriate feecdbaock.
In order to reduce the gaps at Gurrey's Three Stages of Ques-

ioning to & minimum, the teacher should devise his teaching meterials
and techniques with a view to systemstization. This systematization of i
foreign-language techniques, especially on questioning and answering by ;
the group-centered approacs, will greatly help minimise much of the dif-
fioculty the student xeets in an entirely teaching-centered leerning situ-
ation. ‘

The question-and-answer work of the group-centered approach has,
of course, many unsolved problems, but it has many advantages also. It
gets all of the atudents in the class to perticipate. The student's ‘
sense of satisfaction that he has shared his class activity with other
students will produce an atmosphere in which further lsarning may best
taks place. Moreover, eack student’s rapidly rising level of achieve~
ment will reinforce his responses and attitudes. The formstion of the
student's rosponses and attitudes in foreign langiege learning will em-
courage him to put to more general use ‘the sentence structures he has
learned through questioning and answering techniques. -
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TWO FUNCTIONS OF ENGLISH ARTICLES
Henryk Kazuze

I. Article usage in English is and has always been one of the
ms.jor .stumbling blocks for foreign learners. This is especially true
of the Slavic and Far BEastern students of English to whom the very con-
cept of preceding nouns by a special kind of determinative seems strange
from the viewpoint of their native articleless language.

Because of the complexity of the problem we shall confine our-
selves to reviewing only two basic aspects of articles, viz. their non-
generic and generic functions. We shall not go into detailed contextual
differences within each of these categories, and we also exclude Proper
Names as a separate subject. In other words our concern here is only
the mein distinction between representing entities, ideas, etc., either
non-generically as concrete individual or identified notions, or gener-
ically, i.e., without identification as a general concept often refer-
ring to a whole genus or class.

The forms that make up cur material for discussion are common
nouns subdivided dichotomously into countables and uncountebles. A
formal feature of the first category is that its substantives are used
both in the singular /C/ a horse and in plurel /Cs/ horses whereas the
other group refers to the singular only /U/ eir. All these three forms
mey be preceded by the definite article the: the C, the Cs, the U. The
indefinite article a, on the other hend, applies exclusively to the
countables in the singular aC. The other existing usage. of nouns is
with no article or the zero article /@/. They may be countables- in the
plural $Cs and uncountables in the singular $U. In this wey we arrive
at the six following combinations of articles and nominals possible in
the English lenguage: the C, the Cs, the U, aC, @cs, ¢gUu.

The general distinction between the non-generic and generic
sense, given above, enables us to separate §Cs and gG from the rest
as being always generic (see the details below in VI) so the problem
boils down to the combinations with the and & coming out in these two
di®ferent uses. Let us consider the non-generic one first.

 II. Non-generic the like the Gemonstrative "that" (from which
the former has developed as a weak form), indicates a definite entity
(entities) unmistekably singled out from others. In practice this
identification is achieved by means of an explicit or implicit context.
Explicit circumstances are provided by the actual mentioning of
the noun(s) in question, first without ths definite article and then
repeated with the, e.g.;, . - i e el To

1. A man and & woman were sitting: in'.front of me.
They were erguing. - The woman wanted to'.go but
the man S8id... o ool onienei T

2. YeSterdayﬂhesbough;#sbﬁég§iéérsg; 

You asked me. for advi fandgl,gdﬁ;f&éifiﬁgiﬁd;iéé; ff

3. L

. Some writers. find it briefer and, therefore; more efficient to

fe#érSe'this;ordef;i Ihéyfjumpjinynpdigs]rés;igSﬂitﬁWere;?b,4putting
the at the outset and: then:leeve-it. to the: re
following‘context}whiqh,subéténiivb,was’méﬁﬁt;ﬁ

~For instance, Normen .

then. leave-it to the reader fo find'out inae .

AR -
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Douglas bsgins his book entitled, "South Wind" in this way:
4. The bishop was feeling rather seas-sick,
_confoundly sick in fact...
Though uneware which bishop it was, we are expected not only to accept
the but also the definite temporal conditions expressed by the contin-
uous tense. This technique is common in book titles:
5. The Thistle and the Rose
6. The Hind an’ the Panther
In an implicit context, it is taken for granted that both the
speaker and his asudience ¥now perfectly well which particular sub-
stantive is under discussion so they refer to it by the without any
previous introduction. E.g. when talking about an elephant we may
go on mentioning the trunk, the legs or the flesh. Similarly in
Englend, at & partvculer tlme, we speak about the Queen, the elections
or the weather Parenthetically, it may be noticed that an implicit
context can elways be made expllclt, e.g. the instance with the ele-
phant may imply that :
7. Yesterday 1 saw an elephant which, like all
other elephants had & trunk. The trunk of

the elephent was...

Thus the two mein techniques must in fact satisfy the same conditions:

first, they express or imply whet or which substantive(s) we have in
mind, and then refer to it. by means of the to indicate that it is the
same noun. In short: ‘ '

8. What (which) X? - The X that...
where X stands for a noun. This may be regarded as the basic formula

of the nonpgenerlc use of the deflnlte ertlcle in English.

III. ~The generlc use of- the forms the opp081te to 1no1cation
and its genseral- indefinite sense se defies ‘the above formula. It is a
more sophisticated function of the definite article and, -therefore,
not so frequent especially in everyday spoken Engllshl. We comse

‘across it in: (1) ‘Dictionary definitioms,

- 9. i"Head" - is that part of the body " ebove
- the neckz. ' ' S
where the body and the neck stand for every bod, and neck of all living
creetures in the world. (2) When referrlng to various socia_ classes,

'tprofes31ons types and so on:

10. The rogue like the artlst end perhaps tue
gentleman belongs to no class. (Shew)
' 11.’ The butcher sells meat and the grocer sexls ‘
~ .. " coffee. - :
- 12. The beggars are. sometlmes happler than the v
.. millionaires. oo hoikn L
(3) Specxes of ‘animals-and: plants' R
- - 13. The dog 1s v1g11ent. - : - S
14.7 The: pine grows in northern: countrles.;, =
15. The lions are en;mdls. IR SRR LA
16,7 ~ The emerald,ls akin’ to: the: beryl.-ﬁmw«“‘”"

, }(4) Technologlcal ‘ant "cultural products (most of them 1n colloqumal

be': 1splec1ng- he

18.fiHe plejs the plano,; 16" "{“and-themflute..}jh'=?
19 - The book," ‘the newspaper, ‘the’ pley, end the " -
2 ‘fllms ‘are strong 1nf1uences*1n our llfe.,;w~-'”"
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(5) In discussing neturel surroundings, general division of time, etc.:

20. He spent his free days in the countiry; he

lay on the ground watiching the sky and the -
sea and listening to the wind. . ' -
21. Though Mertin lives in the present he thinks
of the past and dreams of the future.
In some- cases certain accepted custemary habits are equally or more
decisive than purely gremmatical reasons. ‘

22. ' He is wanted on the telephone.

In 22, the senss remeins generic rether than non-generic also when there
is only one definite apparatus in the room. It is simply because we
usuelly do not care to identify such commonplace things as a telephone
apparatus. In examples like S

- 23. The exception proves the rul : o
 we are always conscious of something more universally (i.e.,. gener-
jcally) wvelid even if we find it in & context perfectly satisfying
the basic formula of the non-generic use.: . o

These and similar instances provide another evidence of how the
live language blurs clear-cut border lines imposed on it by grammatical
description. = - S o , ‘

Apart from the "what/which/X? - The X that..." formuls, it is
possible to point to some additional formel conditions. facilitating
the correct interpretation of the. The. first importent indicator is
grammatical tense. The generic sense of nouns cannot on the whole be
expressed in the continuous or perfect'(coniinuous).contexts_because
of their temporal definiteness if compared with the simple tehses.

Thus the perfectly netural statement o o -

24. The lion is an animal e S
with the generic the lion vhen changed, ©.g., into the present perfect,
would need a specially conceived elaborated situation to keep the orig-
snal sense of its subject unaltered. N N

25. The lion has always been an animel as long
L as I have been studying zoology. :

The generic sounds less artificial though in the
26. The.motor car has become;very}popular.in
our country. e 3 ,

~ Another formal -maerk incompatible with the generic sense are
lozative adverbials. = They:specify substances irrespective.of gremmatical
tenses. For exampls, in: S S ’

- 27. The dog over there is {is being, has beexn,. etc.)
. the dog- remains non-generic because of over- there..

IV, The distinction betveen the non-generic and gemertc uses of
the indefinitp:articlezruns;alqnggsimilar“lines.}iOn‘thefone:sidéf*ﬁhéfe'

is non-genericﬁg;stgnd‘_gffornonpﬁindiyidpal~entity‘and'kéeping more or
less strictly itsfpriginalﬁSense;pfaoneiﬁqs;in;gygj-',~f

28. A men and a woman were: sitting in fromt -
and, on the other: hand, generic 'a similar:in:
| 29. A dog growlsS.:: s, ¢l IO
‘The typical generic usage includes verious:kinds of comparison, ©.g., o
P50, He drinks 1ike & fishe: v .o o o oo
Another instence of gemericness:constitutes. the: so-celled. "distritutive

ke
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a". It usually denotes the proportion of one thing to another,
namely that of a unit of measursment (time, space, weight, number )
to the thing measured: - '

32. The scale is 2 inches to & mile.

33. What! At three and six a bottle!

34. Once in a year.

Sometimes generic a serves as'a deliterate device for weiling
the non-generic sense, e.g., in order to designate one definite person
that should be admonished or advised, the speaker may choose the less
personel form & as in:

35. What & men is to do in such a case?
where & man prectically means the same as one or even I.

As in tne case of the, some contextual circumstances facilitate
the distinction between the generic and non-generic functions of the
jndefinite article. Like the, generic & shows preference for the
- simple tenses at the expense of the continuous and perfect (continuous)
ones; compare

36. A cow eats hay
as opposed to non-generic:

27. A cow is eating (has eaten) (has been

' eating) hay.

The ebove-mentioned preference stands to reason if we realize that,
for example, the present simple itself may be called a generic "omni-~
present" tensed ‘in contrest to the more specific sense associated with
the continuous or perfect forms. : : .

A locative adverbial is another distinctive non-generic mark:

38. A cow eats hay over there. ‘ S '
Compare 37 and 38: ' :

' 39. A child couléd do it. (generic) ,
40. A child turned the corner and came into
view. (non-generic) :
Particularly noteworthy also is syntactic position. According to
West4 about 90 per cent of a1l nouns with & forming a direct subject
of & sentence imply the generic sense, e.g., ' el

41. An insect has six legs.

42. A cow is an animal. T .

In 42, a ‘cow and an animal cannot be interpreted in exactly the same vway
for eny cow is an animel but only some animals are cows. -

V. Our next point is- the comparison between generic the and a.
In most cases the difference is not as clear-cut as in the non-generic
versus generic opposition-and so. in many of the above instences generic
the can be replaced by genericdg,(and vice versa) without any real
change in meaning.  Thus we may say both: B i

43. The (a) butcher sells meat and: the (a) ‘grocer - i
.7 sells coffee. i i T L R
 45. A (the) cov is an-amimal. o

Similerly in the distributive age:

N 3 N

reo and siz the: () bottler” © - .

. . ona6, It ‘costs thr .
. .49. .Twice in ‘the week.

he accepted

Somstimes: 1 usage or habit dete

erable:’ For instance, we" genere:
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50. The men in the street,

but ;
51. A men of the world. . 3
52. A men about town. | 3
In examples where the difference is perceptible, generic a functions as %

a singularizing form rather similar in meaning to every whereas the
represents aggregating genericness; it embraces the whole plurality,
1like all. Thus it is possible to put either the or a in:
53. The (a) motor car is & practical means of
transport,
but only the in:
54. The motor car has become very popular in
our country,
because here the motor car stands for all cars teken collectively.
This sense of all especially stands out with nouns in the plural.
Then it may also imply & contrast between one class and anothser.

Note:

55. The roses have nothing to do with the
quadrupeds or the fishes. |
The same applies to substantives and adjectives (participles) used sub-
stantively with collective force:
56. The public (the nobility, the gentry, etc.) is
- (are) not admitted. _
57. The living and the dead.

VI. At the beginning of this discussion, we singled out @Cs and

fU as always generic. TWhen compared with generic the and &, they Some-
times imply & &till different shade of contextual meaning thus adding
to the variety of expression. On the whole, they are the most abstract
forms of &ll. @U is viewed as substance or notion as such extending
indefinitely in space or time, and in §Cs & quantitative sense, if at
all perceived, turns out irrelevant. - S

The zero article focuses our attention on -quality which is in-
dependent of any number and, in fact, even obscures it, e.g.,

58. Science looks for truth. S o

59. Men were deceivers ever. (Shakespeare)

60. Gold, iron, tin, oxygen, and hydrogen

are elements..
~_ 6l. We watched the (f) life ebb out of him. . = .

In 61, the life is preferable as it lends more directness and vividness
than life alone which 1is abstract and generalized. @Cs form the plurel
equivalent of aC if the latter is also generic.’ Compare: . .=

62. A hilli is the opposite of a valley. ' S

63. Hills are the opposite of valleys. _
The independence c¢f the zero article on quaentity which may be both large
and small can be illustrated in the next three ezamples: »

64. T like tea. o L S

65. She'll be making tea soon. =

66. She didn't get tea this morning. - o
Whet really matters in all these. exemples is the drink called tea. :

o Inchntéxts‘where;the[qddntity*isfof,intérGSt,twefﬁust-add separate . =
quantifiers: - . - - j?;Q';;_T.'ja‘_t jf.g5 f::?*>7. Lt e
| 67. She got & lot of tea this morning. . = |
€3. A strané of hillocks. =~ - L
~ 69. A nation of shopkeepers.

‘t.j. j ﬁ7€3' ,.
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' Editor's note: Ina xjecpnt'artiﬁle, other evidence is given for deriving
' a from one and any. See: Ferlmutier, David M.. "On the articls in English,”

i
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VII. The points reised here certainly do not exhaust the
problem of the non-generic and generic article usage in English. j
They rather suggest a general method of teaching the subject of ‘
articles as a whole. ‘
In & nutshell, the following things seem relevant here:
1. The oriteris for the division of nouns into common
and proper names. ‘ :
2. The interpretation of common nouns from the view-
point of their countebility or uncountability. }
(In this respect the series of dictiounaries by
A. S. Hornby, E. V. Gatenby, and H. Wakefield de-
signed for foreign students of various stages of
advancement prove of particular value because of
| their C-U basis for treatment of nouns.) :
3. The functions of the definite, indefinite and the ;
 gero articles with Cs and Us forming six possible ;
combinations.
4. Primary division of the six combinations into forms ;
with the zero article and the rest.
5. Secondary division of the combinations with the
and & into non-generic and generic. ' ‘
6. Detailed description of each combination.
7. Comparison of meanings within the generic uses.
NOTES
laccording to the author's investigation carried out on printed
_ material, only about 20 per cent of all the were generic.
\ 20¢. A. S. Hornby, E. V. Gatenby, and H. Wekefield. The Advenced
Learner's Dictionary of Current English, London: O.U.P. (1948), 458. :
— 9Cf. 0. Jespersen. A Modern English Grammar on Historical !
Prinsiples, IV, 2.1/2/, Copenhagen, (1949). - ' i
~ 33 Generasl List of English Words, London: Longmans (1955), 1. §
5This statement should be qualified by the predicative use of i
nouns with non-generic & in the singular which turns into a parti- i
generic sense of the zero article in the plural in examples like: i
A cow is an animel - Cows are animals. - . 3
i
;
|

- in Bierwisch, M. and K. E. Heidolph, Eds. Recent Developments in Linguistics.
The Hague: Mouton. (1971).- o ; o |
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INSTANT TESL:
OR, THE POSSIBILITIES OF SHORT-TERM "TRAINING"

Lois McIntosh

Although teaching Erglish as a foreign or second language
is clearly recogaized as & profession, with academic standing and
relevant applications, it still attracts many well-meaning volun-
teers, who in their innocence, esk for help in sessions that cen
only be described as "jnstant TESL". The encounter may come in
the form of & telephcne calli from an earnest housewife who needs
the "right book" for teaching her new maid to cope with the super-
market in English. It may come in the mere serious form of a man
bound overseas to set up an expensive language laboratory. Fully
capable as an engineer, he has belatedly come to understand that
ths material and procedures to be used in the laboratory may re-
quire some acquaintance with language tee.ching.

On & more permanent besis, short encounters with the
rationale and procedures of the profession also take verious shapes.
There have bsen short-term Peace Corps training programs, in which
TESL shared time with training in semnsitivity, langusge of the host
country, and other considerations. It is signifioant that many  Peace
Corps Volunteers, their tour of duty over, reiurn to the University
for study in depth of the discipline they had just touched on be-
fore plunging into classrooms overseas. ; _

Missionaries make up another group that manages some time
for learaning more about language teaching. And increasingly,
university extension classes meeting once or twice & week over &
three or four month period offer training to teachers faced with
the growing problems of langusge and dialect obstacles to communi-
cation in their classrooms. o .

Although the disadvantages of short-term exposure to the
profession can be readily recognized, national organizetions such
as TESOL and NAFSA still try to bridge the gap between the osiass-

. yroom teacher with litile cr no preparation for coping with the bi-
lingual learner and the wealth of information +o be gained from the
on-going research in the discipline. One such attempt was made at
the Fifth Annual Conference of TESOL held in New Orleans during the
f£irst week of March 1971.'"As;chairman‘of'the‘pro-oonvontion'study
groups, I had {wo days in wihrich:to supply the rationale and suggest
solutions for the langusge pteblems arising in many different class-
rooms. Attending these sessions, there would ba teachers of speakers
of several languages’and,dialects:',Navéh0~and?othorsIndian'tongues,

Spanish andwother7vor1d~languagos;'and;various!divofgont dislects of

English. And therteaohgrs.vouldrbe:onpallflevbls:';elomnntarygwhigh '

school, and adult. :-Besides teachers, administrators of repidly
growing programs 'ithfallvthe:problemsmofwfinéﬁcingﬁgnd;StgffingV
_would also participate. To meke the two days-useful and:illuminating
for this audience took many months of preliminary planning and.the
talents of most of my colleagues. R R

et o

PR EEY SR

S




76

I thought this divergent group needed more individuali-
zation than the typical oconference allowed. In former pre-con-
vention study groups, the format had generally followed that of
the regular conference. That is, there were plenary sessiors,
with speakers sometiimes better known as national figures than
as language specialists. Their topiocs, interesting and wide-
reanging in themselvss, did not eiways treansfer readily to discus-
g8ions of olassroom problems. Ewvalustions of former conferences
suggested that there was a gap between the messages of the plenary
se3sions and the subjects discussed or neglected in the small groups.

To overcome this discrepancy, and to make every session ocount,

ve devised an alternative. Four sessions were plaaned arouad the
skills neosssary in teaching and learning a 'seocond language. The
sirategies and the rationals of +ha four were presented by theme
setters who knew their subjects thoroughly and knew how to0 communi-
cate with this audience. Speaking and hearing occupied the first
wmorning. That efterncon, beginning and advanced reading in a sec~
ond language was thoroughly examined. The following morning, writing
ani somposition was preserted, follovsd by an afternoon session on
tmsting and evaluation. The small groups convened following each
theme presentation. _ .
: Here, the leaders were well prepared to lecd discussions
of the themes, for the preceding winter, the theme setters had -
written to them, outlining the substance of their prasentations.
The leaders then planned activities suitable for the teachers in
their partisular groups. :

. There were thirieen groups, one for administrators, and
twelve based on ethnic and age-level divisions: American Indian,
Spanish, other languages, other dialects, divided into groups for
teachers of elementary, seccndary, and adult. This was as specific
as we could make it because there were problems of staffing as some
‘school districts could not or would not finance the journeys of the
group leaders. \

" The groups were as good as the peopls who led them, and most
of the leaders were helpful and resourceful. One or %wo groups
deterioruted into rep sessions, dominated by & vocal minority.
However, the majority stayed with the business at hand. The honest
exchange of experience ani ideas was, according to the evaluaticn of
the participants, the strongest part of the session. .

. 0f ocourss, nebody achieved professional competence in BSL
during that short session. But questions were raised, people listened
to otker people; and much was accomplished. Although the session was
short, the preparsation for it hed taken most of the preceding year,

. and this undoubtedly helped make it a useful progrem. If any of the
participants went home and read: some of the suggested references, or
tried out some of the strategies, or mansged. tc commnicate with their

"learners more effecti ly, then this short encounter was: worth the

e e I e i e e ps ety
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A LANGUAGE APTITUDE TEST FOR THE JAPANESE (GTT)

Ken Murakemi
Randolph H. Thresher

. Research Plans

In order to develop & valid measure of language aptitude,
we planned a four-step program of research. The first step was to
arrive at & list of skills that are assumed to be indicative of lan-
guage aptitude. To help us reach as broad & consensus as possible as
to what these skills are, we asked the opinion of many people who have
been through the language learning experience themselves and “ho are
also experienced in teaching foreign languages to the Japanese.

After we had a list of the skills thought to be crucial
in determining aptitude, the next step was to build a battery of tests
composed of several subtests which we believed would measure those
skills. The third step was to try out our tests in order
to discover what connection there is between language learning ability
and the scores on the subtests. From this pre-pretest (as we are cal-
1ing it), we hoped to arrive at four or five subtests, all of which
would measure differeri aspects of language aptitude and yst show a
high correlation with language loarning ability.

The fourth and last step in this research, which we have
yet to take, is to try out the roevised £inal form of the test on a
nation-wide scale. 3efors releasing it for general use, we must have
data to assure our prospective users that 1) tha test does in fact
measure language aptitude (that it has high validity), 2) the test
measures it consistently (that it is reliable), and 3) the norms of
the test are relevant to the group they wish to test.

. The pretest will have tc be administered nation-wide to
selected groups of students, representing as many different types of
students and study courses as possible. This is essential for two
reasons, 1) we want to make a widely usable test, and 2) we need this
informetion in order to prepare a tast menual.

-
1]
-—

.2. Interim Report . o
Step 1. Preparing & list of skills indicative of language aptitude.

We hed to begin our project by assuming what skills were
involved in leerning a langueage and then testing such assumptions. In
order to make the aptitude skill list as objective and comprehensive as
. possitle, we asked many language teachers and students to participate in
preparing the Iiét‘by‘answering:a'questionnsire~oirculgted”natiénp'ide
%? the February issue of Eigo Kyoiku, published by Taishukan Publishing

ompany. . B : S TR TR
The questiomnaire (see Table 1) listed 30 different
qualities considered by 20 English teachers as possibly related to lan- ‘
guage learning and each quality was evaluated in one cf three ways:

t77? .‘ 77 ":_f
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ability to memorize figures
memory retention powver
singing ability

mimicking ability

rich Japenese vocahulary
ability to speak Japanese well
ckeerful personality

high I.Q.

imagination

fondness for foreign languages
fondness for music

reasoning ability

sooclability

‘-good grades in school

physical coordination
outgoing personality
argumentative personality
creativity '
sensitivity to sounds
ability to solve puzzles
exposure to foreign cultures
mental concentration ability
fondnoss for reading
patience

logio

fondness for J’apanese composition

ability to sees cause A'o.d offoct

rapid speech
ability to do algebra
carefree persomlity

S Table 1. ‘
Possible Fact«ors Contributing +to I..sngua.ge I.earning Ability

1.
highly

76
156
45
108
98
82
83
108
110
188

[,
-

113
85
&0
a
86
39
8l .

1%¢
25

117

157
72

149
64
49
69
28
13
49

2.
a little

3.
not

B&BRo

B
-3

13 P -1k

4.

(1-3)

37
148

32
70
46
9%
188
s2
59
51

50
15

99
153
37
142
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a. that it was considered highly helpful for

foreign language learning,

b. +that it was oonsidered & little helpful, or

c. +that it was considered not helpful.

For & possible expansion of this 1ist, we provided several blank boxes
at the end of the questionnasire so that the respondents could add other
qualities to evaluate. ‘

Two hundred thirtesn questionnaires were collected and
tabulated (Table 1). In addition to the three response figures (highly,
a little, not), a fourth response figure (in the "*" column) was ocal-
culated by deducting the number of not responses from the number of
highly responses. The top ten qualities in the fourth response figure
were chosen as sirong candidates for oomponents of language aptitude
(circled items on Table 1).

Some seventy other qualities were added to the list by res-
pondents. These were combined whenever possible into broader cate-
gories to increase their reting, but none of them was considered im-

portant by more than a few respondents.

Step 2. Building & pattery of aptitude subtests. ; , o
Obviously some qualities on the list can hardly be con-
sidered to compose language aptitude. For exampie, "fondness for
foreign languages" can be greatly jnfluenced by the stadent's liking
of his teachers, his classmates, his class atmosphere,-etc. "Exposure
to foreign cultures” can aiso be easily controlled by changing his
physical envircament. This nature of easy fluctuation by the influence
of external factors goes counter to our thesis that aptitude is & set
of special skills which the student was born with or has developed through
his upbringing. Therefore these aptitude skills are not easily subject to
environmental changes or short training. o S ‘
Regarding language aptitude, many have raised the question, "Why
not use intelligence tests to predict success in foreign languages?" No
doubt, I.Q. dces correlate with foreign language success, but it is much
less related to foreign language success than it is to success in other
school subjects. On this point, Dr. John B. Carroll says, "Most of the
commonly employed intelligence.testsfmeasure~asnumberﬁofwgbili$ias simul-
taneously.  While a few of these abilities mey be. relevant to.foreign
language success, most~are,notwandxtheir;nét‘effectuishto,dgpresSsthe
correlation of intelligence with foreign language success.”™ * .

"patience," andﬁ"imaginaiionﬂ»areuall,reflpotivangfP@r§P#Fli¢y§¢zaits,

. we employed the Yadabe-Gilford Personality: Test and “the. Uchida-Clipelin

.~ Test (spelled phonetioallyQ,'thp;twd;sudhuﬁests;mpg;ﬁ@idﬁlygﬁsedgin Japan,
%o see if the persomality qualities measured thereby had any commection
to language leerning @bility. ... .i ©o o o : <

memory retention'powgr;‘rea$oqing_ability;“an@,pﬁm@éking%abdlity);Iwe S
bnilt a,fiypfpart test;adesc§§23d;as'fbll@vg,&-_;‘1;~&Twa5 B

'As we felt that qualities such as "mental concentration ability,”

@

Sodsrs Tazguage Aptitude Test Mamual, (New York: The Peychologioal .
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Part A. Vocabulary Memory Test (50 items)

This measures the ability to morize vooshtﬂ.a.ry in hypothetical
languages in & limitzi period of time. It has two sub-partis: a) 25-
word vocabulary in Roman letters contrssted to Japanese words, and b)
25-'ord vooa.bulary in nonsensioal katahm V8. .Ta.panoso vorda. C

Part B. Grsmr '.[est (20 1tems) , e ' S

This measures the ability to undersund tho grama.r or the lan=-
guage system by qu:.c]:‘.l.y recognizing the underly:l.ng rnles of va.rious hypo-
thotical languages from lmted informt:.on. o

' Part ‘C. Tone Recognitn.on Test (25 1tems) . '

: This measures ‘the ‘ability to recognize the phonot:lo lovels and
glides of speech in a hypothetical language. Shais a.bility is oconsidered
particula.rly importa.nt for lea.rn:mg & tone hnguage suoh as chineso. ’

- PartD. Speeoh llim:.cking ‘l'est (25 1tems) v L B
This measures the ability to- imitato vhat is spokon.. Hovg_vgr_'ii_ ,
" do#s not require. the test subject to mimic orally. It is b hasod on the . _

- 3 D;gmssion

oxtromely "small’ sa.mple«.

assumption (mlida.ta& ona small aa.mpl’) tha.t'the bottor ono m tmnn_th-
soundi’ In"kiﬁhm., 'the bettor he ca.n mimic. x SRR

- ‘Psr%" E. lhnory Retention “Tost (25 itoms) S |
\ .. This measures’ delayed rocall vhethor or not one can romembor
 what was onoo memorizod svon af or oonsn.derable a.mount of mental 1n1:or-

‘forenoo. | SR R ‘ |
e l'or 'I'.ho sa.ke of hzgh roln.billty a.nd easy adminzstrot:.on to largok'
graups, all five subtests: employod mltiplo ohoice items:: For esch sub-

tea3t, many more: “items than we: thought neoessa.ry vore propa.rod and tosted i |
-for thoir nlidity a.nd roliebili‘tr , ‘ : ‘ S

??'.davi&tlon for "hho siz 7 es‘b grOups a.nd :tor'f’ the tota.l popnlation on- oaoh of -
B8 BT : . GTT iwAg Table .
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Part  Number Acceptable Avereage .

of (Validity Difficulty-of
Items above .15) Acceptable

Items
1 50 .48 .48
2 20 15 - .50
3 25 .10 . .&
4 156 ' .15 27
5 25 .05 24
6 - 15 _ .15 ‘ .51
7 25 ' .25 .49

*revision
Table 3.

Ttem Analysis

g

Seoretarial - 0.29
Intonsivo 0.37
Advanced GConv. 0.04
Basic Conv. '0.48
AJ’unior‘ High = .0.47
Grado 6‘ -0.46 _'

Va.lid:lty of Pre-protost Comparod with IB ‘

Beoause tho scores on Part 3 vers axtromoly h:.gh ('l'able 2), |
and the item analysis {(Table’ 3) showed Part 3 and 4 to: be weak,: ‘these
two seotions: of ‘the test have been extens:.voly ‘rov.isod and, we. bolieve,

atrongthenod. These revised pa.rts_ havo, beon pre _ohted on. a. mll

| Th'o comp;riao}""ot_,em 0
;-‘=h°'°“ °°rr'°1at;o' of only .20. We had assumed tha
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There ig almost no correlation for one group of advanced
students simply because changes in EPT scores after § months of in-
struction were extremely smell. This leads us t0 believe that in
other groups with a spread of student ability, the better students
tended to depress the correlation.

We did collect one bit of evidence whick may shed some
light on an old controversy in Japan, the controversy that certain
personality-~-types learn a foreign language better than other types.
We gave the Uchida-Clipelin Personelity Inventory Battery to two
small groups and then compared the results obtained to GIT scores.

We found no significant correlation between GTT scores and any one
trait or the psychologists' overall evaluation. '

Table 4 gives an indication of the various correlation
statistics we obtained. Several tentative conclusions can be made
from this data. First, with advanced students (i.e., students with
extensive woerk and fair proficiency in a foreign language), it is

- difficult with our present measure to0 distinguish aptitude from
proficiency. However, we are trying to resolve this problem by
finding & criterion measure that magnifies individual differences at
this level. Seocond, although we are far from satisfied with the cor-
relations obtained, we are encouraged in their general positive trend.
At this point we have mors confidence in GTT as a measure of aptitude
than in the oriterion measures with which we have compared it.

5. The Next Steps _ : .

°  Our plan had been to pretest GTT nation-wide beginning in
March, 1971, but we have decided to defer that task until we find
more suitable criterion measures or obtain more informeation about
the oriterion measures we &re currently using. Specifically, we
need to know how to compare changes in raw scores over various
ranges of the totel score. = . ' .

We are planning to try out the revised GTT on several hundred
beginning junior high students in order to test the hypothesis that
the GTT scores of beginning students will show a higher correlation
with criterion measures (teachers' ratings, grades, proficiency tests).

We have nct yet reached our goal of ‘producing an aptitude .
test for Japanese which hes acceptable validity and reliability.
But we feel that we have made. considerable progress . toward that goal.
We trust that the publicity engendered by our work will coptimus to
interest teachers, school administrators and researshérs in the problem

of language aptitude. .




TRANSFER AND INTERFERENCE -AS SPECIAL CASES
OF INDUCTION AND SUBSTITUTION -

John W. Oller, Jr.

A child is born with the capacity to process certain kinds of
jnformation.* As he matures he becomes sble to handle more and more
intricate and abstract patterns of experience and thought. At present
it is not known to what extent this increase in capability is due to
environmental experience or -to physiological maturation.. Within the
last decade, an old argument has been rejuvenated concerning the suffi-
ciency of empirical theories of learning which emphasize the context of

experience in contrast with rational theories which stress the innate

capacity of the. learner. The difficulty of choosing sides in the dis-
pute may be averted by noting at the outset that both the learner's in-
nate capacity and the role of context must be dealt with by an adequate

theory. Today I will present a sketch of a theory of learning based on
man's inherited ability to discriminate and categorize the elements of
his experience. Within the proposed theory, I will attempt to explain
transfer and interference in first and second language processing. Some
implications for foreign language program design will be discussed
briefly. ' - : S SRR - |
_ The theory which I will present is based on the supposition that
the rules_which govern language communication are probabilistic in ap-
plication! and pragmatic 'in nature.® By saying that the rules are prag-
matic, I mean that they relate elements of experience and thought to
linguistic units and Sequences, and vice versa. The necessity for this
premise has been discussed at some length in earlier publications so I
will not attempt to resubstantiate it here.3 With this assumption in
mind, let us consider a general theory of learnming. S
' It"is,d‘tommon'myth‘that‘the-SenSOry experience_of'thefchild*is
unstructured. This is a gross exaggeration of ‘the moderately important
fact that the order and frequency of sensations are rarely controlled
" with algebraic pretisiqn;’jTheraréf”hbwéver;7probabiiiétically’Cdﬁ;*
trollied. The metaphorical view of the child as receiving a continuous

" random noise input on sensory channels ‘is perniciously deceptive. ‘ The

~ fact'is tha;;thezinformational'inputito'the¥chi1d‘iSf¢héfa¢térizéd'by

a distinct discreteness.andfdrderfrather;thanjranddmness;f,Mofe0ver,'the
child's sensory apparatus directed by an attention mechanism responds
systematically to the‘énvirOﬁmeﬁt;[”FocdSiggfdn;fsay, éﬁwbcdenfﬁlbckf
jdbeS“nOt a1ternate1y prdduce’images-6f-ciftles,*Sqﬁ#fés;*bpftlégyffat-
tles, etc. The stable patterns of perceivable objects in‘space and time
‘are’reflectedlinjthéféensofyféxperipnée70f“the§éhila;]fWhénjhéfSééé;'

touches, hears, mells, ‘tastes, or any combination of these, his sensa-

tions vary with the topography of the external enviromment. The input

" is not an undifferentiated 'spectrum of moise, but a sequence of rela-

- tively discrete semsory impressions. These impressions vary with the

portions of space-time to-which ‘attention is-diTrected. ™ =~ EhE
: On each successive ‘occzsion ‘that ‘the’ child hears @ word ‘or sees

an object, that word or object: evives at least. part. of the sensory im- :
pression that was caused by it before. In learning;-the child in some.
way collects and classifies these sensory impressions such that eventu-

~ 21ly a previcusly meaningléss stimulus becomes meaningful. ' He'no longer.

S
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merely has an impression, but he has an impression of an object or an
event.4 1In a sense, he says, "Aha! I know what that is!" In keeping
with the traditions of philosophy and psychology, I will refer to this
process of categorization as induction.

Such a process <an be fairly rigorcusly defined. Let P repre-
sent any relatively distinct object of experience (in the broadest sense
of this term, i.e., including events, locatioms, jdeas, etc.). Allow
zlcsli to stand for the first impression caused by attending to P, and

E{cs]n t° represent the nth impression caused by attending to 2,: The

subscript cs is a variable complex-symbol-including'sensory‘and contex-
‘tual information associated with P on different occasions. Let'S rep-
resent the relationship of sameness defined in terms of the repetition
of features of the Pf.g1's occurring on different occasions. A rule of
induction may then be stated as follows: ” : S

. ()8 @pesyreces Blesin) > Eres/ R
“where C/cs/ is an induced category or.concept. For example, if a child
repeatediy sees, touches, etc., an object, say, a little red ball in his
‘crib, the separate perceptual events are related by virtue of their sim-
ilarity and eventually the child is able to say, in a sense, "Aha! There
it is again." Obviously, the same sort of induction could occur if the
perceptual events were in a different modality, and if they involved an
entirely different kind of cbject, say a spoken word. . What is still

. more important is that the rule applies recursively such that members
of object categories previously induced become available as features of
. more complex perceptual events which lead to higher level categories.

. Because the rule of induction applies recursively, it is in

principle capable of explaining a concept of any level of complexity or
abstractness so long as it has its origimns in the categorization of per-
_ceivable entities and reiations between them. I believe that all con-

" cepts are based ultimately. on sensory experience in this sense. Regard-

less of its.power, however, the rule of induction by itself is inade-

quate tc: explain the creative manipulation of categories .in thought and
_ianguage. The child seems to know innately that to the extent of their
~sameness, objects are substitutable for each other. An identity is com-
pletely intersubstitutable with itself, and class members are substitut-
_able for each other, - An identity is. completely intersubstitutable with

"itself, and class members are substitutable on the dimensions which gen-
erate. the class. For example, any member of the class of functional reg-
ulation basketballs willzse;ve;inga;baSké;béll_géme,f,AnybedaIization

of the word "pencil” will do to Tefer to.a pencil, and any pencil can be
referred to by thatjvocalizatibp,gf1;};53p9§51p1¢;;o£:;ggzggggxﬁrmhke

_substitutions of 2 much more complex sort.. In our imaginations it is a
. simple matter to conceive of things we ha never seen--e.g.,.a real.

live pink elephant. It is a bit more di:
the visual sense) idea, or a square circle.

1€ V1S Se) 1cea, | square.
frestriCtibnstongthggkipasﬁoffsnbs tutions. w

_facts may be sumarized in.a rule of substitution:

~In other words, a given.

d to the extent that their

T A R TR
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essential to account for the fundamental fac. of linguistic creativity.
It is important to note that while both of these rules must apply
initially only to concrete objects, then to relations between objects,
then to relations between relations, etc., the '"etc." here allows the
child to achieve any level of abstraction. As new concepts are induced,
although they may be tied directly to concrete objects in the initial
stages, they achieve a certain independence from external reality and

may themselves function as aspscts of complex symbols for higher level
objects of perception.s, For example, though the category of say, noun,
initially may censist largely of words which name persons, locations, and
concrete objects, it eventually achieves a considerably greater extension
by virtue of its connection with other grammatical categories. For words,
and word sequences, the complex symbol acquired by the child must inevi-
tably encompass both kinds of information. = , .

In summary, what I have szid so far is that (1) linguistic and
other categories are acquired,inductivély through the observation of sim-
jiarities. (2) To the extent of their similarity, stated in terms of
their complex symbols, concepts are mutually substitutable. (3) New di-
mensions of conceptualization can be derived through the recursive appli-
cation of the rules of induction and substitution.’ D ‘

At this point I would like to suggest that the principles of in-
duction and substitution are also the basis of the processing of informa-
tion by adults.® In classical studies of transfer and interference, the
importance of similarities among stimuli and their contexts has been uni-
versally recognized. It is a bit disturbing, however, that in some cases,
similarities among items make processing easier, and in other cases, they
make it more difficult. It is seemingly paradoxical that similarity is 7

both a condition for normal 1earhing‘and‘transfer; and for interference.
This fact has been borne out by so many experimental studies, however,
that it is scarcely questionable. - S -

' For instance, it has been demonstrated repeatedly that acoustic
‘similarities among jitems may result in interference in short-term memory
(Baddeley, 1966b, Adams, Thorsheim, and McIntyre, 1969, Kintsch and"
Buschke, 1969), ' ’

and that the amount of interference is roughly proportion-
al to the degree of similarity (Crowder, 1969). For example, the sequence
VBDGPCT “is more difficult to recall than KPSJRLQ. ~In fact, even complete
repetition of an item at non-adjacent points”in’ a list increases: the-dif-
fiCulty’of“féCall'(this~15iknOané$""the'Rénsthburgfeffect";“cf;”Jahnke,
11969) . In experiments'WherefIbhgerfterm°mem0ry‘is*fequired;fitfisfééman-
tic similarity which causes interference ‘(Baddeley, 1966a, Pollack, 1969,
and White, 1969). - oo

T Ia classical paradigus of paiTed-associate learning, similarity
haS'fatiIitatingféfféété?iﬁ##ﬁméf¢a§ésiénﬁ“iﬁtérfefes”ih 9;hérs,?jIhree-
claSsical“paired;aSSOCiate7I¢éinihggpéféaigﬁ5131ejdisgusséd?by“QSgdbﬂj

(1949)." In th s Tearn t of;
lus items with a given setof Tesponses. . They ar
* a new set- of Tesponses to the same’ stimrlil’ Thi:
‘between the oYd and new response W
ity between them: Tm the second t
~ versedso that mew stimulus Items.
case; positive transfer: occurs. and i

e then required t

“old and:new: stimal

larity among: the

* learning a completely new 1

R p——

e firet type, subjects learn to Tespond to a list of stimu-
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more difficult to acquire the new list, and the degree of interference
increases with increasing similarity between the lists.
All of the foregoing suggests the following definitions of trans-
fer and interference: .
transfer = df the facilitation of processing due to the
similarity of items to be processed with items
previously processed. ‘
interference = df an increase in the difficulty of process-
ing due to the similarity of items to be
processed with items previously processed.
It is clear that both transfer and interference are special cases of in-
duction and substitution of categories based on similarities among the
members of those categories. However, the stated definitions by them-
selves are inadequate to predict which will occur in a ‘given processing
problem where similarities exist. In order to make such a prediction,
it is necessary to state the following conditions for interference:
"~ (1) The items to be stored or retrieved must be functionally
' jidentical on some but not all of the cognitive dimensions
utilized for storage, | ' | .
(2) They must be in or near the focus of attention at nearly
the same time. : n | -
When these conditions are met, increasing similarity will result in
greater interference. When they are not met, similarity will result in

__p;oportionate.transfer.

_ _ To illustrate a case of interference meeting these conditions,
if you are reqﬁired.to,Store'the‘ite:_'VBPDGCT in short-term memory and
recall them immediately, since they are similar acoustically, and since
it is primarily acoustic features which are utilized. for short-term K

storage, these items will interfere with each other to the extent of
their similarity. By contrast, since the dimensicns utilized for stor-

age in longer-term memory are primarily semantic ones, hence, here in-

terference is generated;by'semantic}closenéss. All of the cases .of in-
terference and transfer in paired-associate learning noted earlier can

By now I suspect that you are .

o ct tl ‘ a11'wondering‘hpﬁ;ahyﬂdf’this_is
relevant to‘contrastiyewanalysisﬂand,languagenlearning,.5Ihe_answ¢rLis

that the principles of learning discussed to this point are apparently

psycholinguistic uniVersals;andjhavg;Beéh shpwn;to,qperat§ agross;1an-

econd language learning.. For example, it

has beer shown that a'pairédéaSSQQiéte[learning7tésk-fbr}biiiﬁgualskis
increased in‘difficul;ygifﬁthggngngrespQp§§§5tp$o1dmstiﬁuli;are trans-

glation"équi#alénts,ofythg;pfqyiQuSLygleqzﬁéd§:¢§b¢h$¢$§I¥3ht5¢hgand5¢ '

Kintsch, 1969). In an.experiment with what is known as.the Stroop

 color-word effect, it has been demonstrated with English-French bilin-

' guals that the difficulty of maming in English the color of ink that a

col For. instance, h

* ‘French word is printed in is increased if the printed word is itself the

. French name of a different ‘or_instance, th “
" might: be printed. in red i

~ quired to_name the color,
‘feres with the naming of

word, bleu:

. : L. oAl e e 4

P . b

an. increase in.the :formal similarity

R
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demonstrated that the learning of the English spelling system is appar-
ently interfered with by the knowledge of another roman script (Oller and
Ziahosseiny, 1970). o .

The effects of positive transfer are also well documented in sec-
ond language learning experiments. Sounds which are functionally close
to identity have been shown to transfer across languages (Lane, 1964).
Transfer has also been demonstrated in English article usage for learners
whose native language employs equivalents of our definite and indefinite
articles (Oller and Redding, 1971). 1In a particularly interesting experi-
ment with bilinguals, it has been shown that practicing a sentence in one
language facilitates reading its translation aloud in another language
under delayed auditory feedback (MacKay and Bowman, 1969). Transfer in
second language learning also occurs in pattern drill where learners are
placed in familiar communicative contexts and made aware of meaning
(Oller and Obrecht, 1969). : , , ' o

All of the foregoing may have important implications for foreign
language program design and ciassroom practice. If transfer and inter-
ference are in fact the result of the application of the principles of
induction and substitution under the conditions described here, it should
be possible to seriously entertain the question of how we can minimize
interference and maximize transfer:. - Before attempting to give a partial
answer to this question, let me note parenthetically that it has been
shown recently that release from interference can: beachieved by changing
the surrounding context in which similar items are presented .in verbal
processing experiments (Wickens, 1968, and Turvey and Egan, 1969). In
concert with all of the preceding, this suggests that formally and seman-
tically similar elements should be presented in contrasting contexts. As
Richards (1976) noted last year at the TESOL Convention, interference 1is
precisely the outcome-we should expect when students are required to
process syntactically‘and,acoustically:similar,forms~near1yVsimultaneous-
ly in many pattern drill situations. Any set.of materials which makes
syntactic and other formal criteria its main basis of organization is
automatically building in interference traps for the student. Strings of
formally similar sentences which have little if any meaningful connection
with each other and which are not related to meaningful contexts provide
the optimal condition for interference within the target language, and
between it and the nativeflaﬁghaget*;Needlqss tb’say;'this-kind of pit-
fall is systematically (albeit unintentionally) planned into many current

foreign language programs.

. 'In conclusion, I have’ attempted“to ‘show that ‘transfer and inter-
ference can be interpreted as-special cases: of induction and substitution;
that the same principles’ which result’in ‘learning, under certain condi-

tions function in the second language-iéarning Situation. - -

Ce
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*Paper presented at the Pacific Conference
tics and:Language:Universals,:January; 1971;:Hono

. 1Although:the; assumption that ling

in nature is -contrary. to:Chomskyan. thinking, ‘it has:rather convinci
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2The pragmatic nature of grammatical rules has been discussed in
several earlier publications (Oller, Sales, and Harringtonm, 1969, Oller
and Sales, 1969, Oller, 1970, and Oller, in press [a]).

. 3In addition to the references of note 2, see Reichling (1961)

and Uhlenbeck (1963, 1967).

It is a well-known fact that a child does not automatically and
immediately discriminate objects in his environment, but must actually
learn to_do so (Osgood, 1963). - ‘

SWhen I say here that induced concepts have a degree of indepen-
dence from external reality, I am not suggesting as Chomsky (1968 and
earlier) has that the use of language is free from any kind of stimulus
control--rather that the internal representations of stimuli are to a
certain extent independent of their external counterparts thus freeing
the learner to use them in novel ways. Nor am I saying as Chomsky (1965)
and Katz and Fodor (1963) have suggested that the creative use of lan-
guage allows the construction of forms which bear "no physical resem-
blance" to forms previously experienced. A certain amount of physical
similarity between new forms and old ones is necessary for them to either
be produced or understood.. : e - : o

-7 67 have used the term "information. processing" here in order to
avoid the difficulties of distinguishing sensory stimulation, perception,
and learning, and at the same time to take advantage of the fact that
there are many parallels between them. Below, I draw on data from all
three areas. : . S '

70ne might attempt to escape the difficulty of this paradox by
challenging the validity of the experiments which suggest it. These
studies have been done by so many different investigators with such a
variety of experimental designs that the attempt would no doubt fail.
What is required is an explanation of the great mass of data already
available which will resolve the apparent paradox. Osgood (1949) had
noted the problem and suggested a solution in terms of the paired-
associate data then available. o ’ ' S
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DIFFICULTY, CONTRASTIVE ANALYoIS AND PREDICTABILITY

J’ohn W. oner, Jr.___”

Now that we are well into the next-to-the-last day of & six-
day conference,’ two facts seem to be emerging.” In the first p1aoe,
in spite of a certain amount of rather ‘healthy skepticism in some
quarters (cf.. the papers by Sampson and by Gredman, PCCLIU) it seems
4o me that the applicability of contrastive analyszs as & device for
predicting points of difficulty. and some. of ths ‘errors that learners
will make has been. overwhelmingly supported (cf..Niokel ‘Liem, Ota,
Cheng, and the references in my. earlier peper, PCCLLU). At the same
time, & second and extremely nnportant fact whi'ch tempers the first
is that the pedagogical usefulness of CA has probably been seriously

over-estimated.
CA as a method for predicting certain errors ‘and points of

difficulty is probably best regarded at 1east for‘the present as an
experimental basis for research rather than as a pedagogical panacea.
However, even a&s & research technique, CA ‘has some 31gn1f1cant limita-
tions. As Gloria Sampson's ‘papers. have 1llustrated quite clearly; CA
as it has been done to date’ does not predict some’ errors’ which do oc-
cur and does foreoast some which never seem to materialize.; ‘Ota's
paper (PCCLLU) &lso’ ‘shows that there is‘a’good deal of indetermunecy
in the CA system of prediction An” spite of‘the faot that 1t seems to
predict . difficulties on & better-than-chance besis. .
'Before the methods of CA can be refined enough to predicu
quite generally and accurately the relative ease or difficulty of
target language structures, & great deal of basic +heoretical and ex-
permmental research mst be. done.. It is not always possible’ with
current methods to predict whether transfer from the native language
will have an. over-all positive or a negative effect (cf Oller'and
Ziahosseiny, 1970, and Oller’ and Redding, 1971), noris it yet possible
to determine for all structures in advance the relative magnitude. of
transfer. The peper by Mackey (PCGLEU) suggests a method for quanti-
fying distences between structures and offers what seems to be & pos=
sible basis. for researoh 1nto this: proble Other po331b111t1es for
statistical quantification were proposed by Jackson (PCCLLU).
Presently, however, ‘the indeterminacy mentioned abcve is suf-
ficient to prevent CA from being much more than & prom;szng “basis for

_ future research. It is unfortunate that so many textbook.authors .and
applied linguists have ‘made: the much stronger claim.that CA" 1s the o

best basis for program de31gn and classroom.procedure.?fv . ,
In order to show that I am,not merely attaoking e strew man
here, consider the following statements.; Robert Lado (1957) says in
his preface._] o ,
_kThe plan of the bcok rests on the assumption that we
can predlct and describe the’ patterns that will cause
- difficulty in learning, “and those that wzll not’ cau
_diffioulty, by, comparing systematioally the langua ef'
"and oulture to be’ 1earned.wi?b +he native language;and
_L,the culture of the. ‘stude In r 3 ‘
‘tion- of‘up-to-date pedagcgloal 'nd,experimental mate- ‘
"“rials must be based on this kindjof cemparison.h' o
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Politzer and Staubach (1961) say,
By comparing the linguistic analysis of the native
language of the learner...with that of the .language
to be studied...we hlghllght the major difficulties
encountered by the learner. 'This comparison enables
us to construct teachlng and testing materials quite
systemtically and to .give due empha31s to the polnts'
. of real difficulty (p. 1). '

They go on to speak of ' _

' a language teaching methodology whlch through syste-'
matic drills, attempts to build up.the student's
.knowledge of the structure of the foreign language,
while at the same time ellmznatlng those errors which

~.are caused by the patterns of the student's native
English (p. 3).

Lado (1964) was still saying that = "
.:.contrastive descrlptlons...form the basis for the o
preperetion of language texts, and tests,. and for the
_correction of students learning a language (p. 21) ’

'Strevens (1965) makes the statement that

the most apprcprlate materials. for teachlng a language
‘are those which embody a bi-lin 28l comparison (some-
times called & contrastive analysis) of the. mother
tongue and the target language.;_
Rivers (1964) says with reference to the audlo-llngual approach
teaching methods rest on the careful scientific analy31s
of the contrasts between the learner s language and the
target language (p. 13).
She goes on to say of CA,
this is the dlstlnctlve contr1but1on of the llngulstlc
scientists, and the results of studies of these con- .
trasts are incorporated in-the materlals trepared for
class and leboratory work (p. 14).
In his introduction to the contrastlve structure ser1es C. A.
Ferguson (1965) states,
a careful contrastlve ana1y51s of the two languages
offers an excellent basis for the preparatlon of in-
structlonal ‘materials, the plannlng of courses, and -
 the development of actual classroom techniques (cf.‘
p. v in Stockwell, et al, 1965) " -
Stockwell, Bowen and Martin (1965) themselves are more cautlous in: their
remarks. Rivers (1968) harks back to ‘the. statement by Fries wh1ch had
been quoted earlier by Lado (1957, D- l),'__”.
greduslly the profession.has acocepted the 1dea ex- o
pressed by Friés (1945, p. 9) that "the most efficient
‘materials are those that are based upon a sclentlfic"
descrlptlon ‘of the- language to be learned carefully
compared. with a parallel descrlptlon of the native N
language of. ‘the learner." . = . -
She mekes. some spec1f1c suggestlons as. to how GA may even be applled in
thse classroom by alerting the student to. ..
...the spec1f1c po1nt at wh1ch 1nterference W1ll repeatedly
occur, So. that. he my.. practlce W1th awareness and con= -

centratlon and monator hlS own productlon wzth watch-
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fulness until he finds himself producing the

target language foms with ease and acocurecy

(p. 153). : : o | :

'Now I do not mean even to imply +hat ths statements quoted above
do not have an element of truth in them, but I fear that they have the
unfortunate effect of grossly exaggerating the importance of CA. Such
statements give the impression that CA is the besis for foreign language
. jnstruction. In the face of available psycholinguistic data, such a
claim is untenable. ’ . o Lo

Nickel (PCCLLU) has noted, that as the basis for a total lan-
guage-teaching program, CA by itself is quite inadequate. . I concur
and would add that as a foundation for language teaching it is in fact
. entirely inappropriate. To propose CA &s the fundamental basis of -
organizing a total instructional program (or even as the central com=-
ponent of such a progrem) is to misunderstand the very nature of the
language teacher's task. At best CA cen only predict some of the dif=-
ficulties a learner will have and it does so in an unhappily vague way
at that. To suggest it as the theoretical basis for language teaching
is 1ike proposing to use a list of differences betwsen automobiles and
airplanes as a means of transportation. ' S -

BEven as an aid to language instruction, at the very most CA
offers only a sketchy framework within which some aspects of the lan-
guage learner's task may be considered. - By itself it ccanot provide
e sound basis even theoretically for determining which structures to
present first in & language program. Even if it could consistently’
predict the learner's problems, it would still be inappropriate be~
cause it does not provide the teacher with sufficient informetion about
the fundamental psycholinguistic bases of language learning. That-
native speakers of English will have more difficulty in learning ser
(to be) and estar (to be), then say, estudiar {to study) is a good
thing for the teacher of Spanish to knovy, but this knowledge does not
tell him how to get the distinction between ser and estar across to the
learner. What the teacher needs to know is how native-speakers of
Spanish differentiate the jtems in question, and how to teach his
students to do so. Comparison with BEnglish is neither a necessary
nor a sufficient basis for accomplishing this. In fact it may not
even be & very helpful one. R S -

: Tn short, at the present time, CA does have validity as & de-
vice for predicting some of the errors a second language learner will
meke. It thus provides a'promiSing'basisafor»investigating‘generalf
properties of the humen retional mechanism, and-it seems to be'a
uniquely appropriate methodology for further study. of the fundamental
processes of transfer and interference in learning tasks (both verbal
and non-verbal). . We should be careful not to underestimate its im-
portance as a research tool, but we should note that as a basis for.a.
" total foreign language progrem, CA is decidedly inappropriate. On
reflection it seems odd that any applied linguist should ever have
taken it seriously as&theJtheoﬁéticalﬁfoundationaOfvlanguagé:teaching.
" For an adequate theory of“1a.ngua.ge“-ins‘briiction~we-»cannotfoxpgc‘l;,;‘l:O';~
merely revise CA methods, but we must develop & different approach
altogether. L ol o
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Today I would like to discuss some of the theoretical oon-
structs which I believe will be essential to the development of an
adequate theory of second language instruoction. Later -in my dis-
cussion, I will summarize e few of the pedagogical -implications of
the theory and research to which I will refer. - .. ... .= = T

; . Tn addition to the specific contributions which: some of the .
papers at this conference have made to the theory of CA, -the ex- -
tremely important theoretical issue of language universals has. con= .
tinued to develop with increasing clarity. While there has been little
agreement about specific language universals, there has not been much
argument about the universality of certain language processes. Fillmore
(PCCLLU) has iliustrated some of the well-known facts of linguistic:.
reference which he and other grammarians have termed "deixis'.  -Essen-
tially the same issues have been dealt with previously by philosophers
and logicians such as Bertrand Russell (1948) and Hans Reichenbach (1947).
Following C. S. Pierce (1931-5), Charles Morris (1946), Cherry (1968)
and others, I have suggested the term "pragmatics" -(01ler, 1970) to -
refer to the system of rules by which the coding of messages in naturel
languages takes place. The term already has some currency among psycho-
linguists (for one example cf. Wason, 1965). As a system, pregmatics
includes semantics and syntex and is in fact and principle & higher
and more complex level of organization. ~For example, when I.say that
I am holding & paper in my hand, you use pregmatic information to de-
termine whether I am correct or not in my assertion. You relate the.
verbel sequence, "I am holding & paper in my hand."” %o the visual stim-
ulus before you. - wnen I say, "There is.a fire-spewing dragon in my
coat pocket," you use information from present and prior: perceptions
to reject my statement or to accept it merely as an illustration. .-

, . Until very recently, linguists in general have argued that .-
the domein of pragmatics wes et worst irrelevant and at best unneces-
sary for an anelysis of language. . Chomskyan transformetionalism con=
tinues to meintain (and I think erroneously, cf. Oller, Seles, and -
Harrington, 1969) thet languege is a self-contained system independent
of its use. At least from the viewpoint of language aequisition .(whether
first or second) the relation between word sequences and extra-linguistic
contexts is surely relevant. + is not enough for:the language student
to learn to produce gremmatical sentences. - He must also learn when it
is appropriate to produce them. It is the. important and difficult task
of the language teacher to lead the student into a learning situation
where’hercan.acquire'notgonly,theﬁcapacity~toidiscriminate-well-formed
verbal sequences from poorly formed ones, but where he can also learn to
produce well-formed sequences on appropriate occasions. .. .. SRR

.There are &t least three kinds of appropriateness which it is
useful to distinguiShwinug§§§g§Sing1a'naturalxlanguage;ﬂ=These-derive
from the constraints imposed by three overlapping but usefully different
types of context. -When.someone says, ...~ . .. T T

(1) *There. is two men.outside, -

the use of is, precludes the possibility:of a plural noun following.: The
verbel context, '"there is..." constrains the verbel elements-which may
Pollow. . - . el noa one oo Sl e e
' A different kind of contextusl restriction is violated  if we:say,
(2) That is a book, ’ ' a

when the object indicated is actually.e teble, or if we say,

(3) The glass is on the table;:: |
when it is in fact on the floor. Or, sSuppose someone Says,

(4) I am a doctor of medicine,

Y
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when it is actually the person spoken to who is the physician. Ex- .-
amples (2-4) indicate violations of what we might call extre-linguistic
object context. It is this sort of context which we.usually think of
in speaking of pregmatics. This kind of context, whether present or
inferred (as when I say, "I read the book yesterday,"), exerts a great
deal of control over whet we say by virtue of the fact that there are
wide) v agreed upon rules which govern how objects and object situations
cani be referred to in a given language.

There is yet another type of context of a slightly different
and I think still more abstract sort. If I were to come up to you on
& busy street and out of the clear blue sky utter the Pythagorean theorem,
or the Gettysburg Address, or even my own address without the proper intro-
ductions having been made, you would think me odd.® Or, to give another
example, if an employee in certain instances were to begin to tell his
employer how to run the business, the former might well find himself out
of a job. For the kind of constraints jllustreted in thess last examples,
I suggest the term relationship context.d .

On meeting & strenger, rather than reciting the "Night Before
Christmas" we usually introduce ourselves. Even when we meet a good
friend we often £ill each other in on recent happenings, where we are
going, etc. Just any old gremmatiocal utterance is hardiy ever appro-
priate to the relationship &spect of our language use. ‘Whether you
tell your friend that there is a pretity girl smiling at him or a crouch-
ing tiger about to pounce on him, you implicitly convey the relationship
message, "I say, old boy, I think you may be interested in my telling you
this." Watzlawick, Beavin, and Jackson (1967) have argued that for prec-
tical purposes every human message has a "content" and a "relationship"
aspect. In his discussion of deixis, Fillmore (PCCLLU) was more concerned
with the content of sentences=-~i.e. their appropriateness to extra-lin-
guistic object context. Sugita (PCCLIU ) has emphasized the need for also
considering the relationship aspect of messages often reflected in the
use of polite versus femiliar terms, etc.--i.e. the appropriateness of
messages to the relationship context. R

All three types of context are important in the learning, per-
ceptior, and production of language. In fact, on the basis of evidence
which I will present below, I suggest that the information which can be
made availahle to the lsarner by providing him with the naturally rich
and informative contexts of reslistic language communication, is easily
the most important factor to be considered in foreign language program
design. This point is certainly not entirely new,4-but it is often neg-
lacted in the theory and practice of foreign lenguage teaching.5

As has long been known, it is the nature of the human rational
mechanism to categorize elements of experience and thought on the basis
of perceptual and conceptual similarities. In order for the mind to ac-
complish this organization, it is important that similar elements which
are not identical be sufficiently differentiated so that they are not
incorrectly treated as the sams. The experiments cited in my earlier
paper show that if the krain is required to process very similar items
at nearly the same time; the stored representations of the different
objects mey tend to coaleSce, yieldingﬁinterference;fconfusion, and
error. This sort of problem may arise at any time and at any level
during the course of learning, perceiving, or producing verbal (or.
other) items. - - - ' 1
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RELATIVE EASE OF PROCESSING

| TIME (LENGTH OF STUDY)

Figure 1. A schematic plotting of ease of processing agsinst
SR degree of organization of verbal material. =~ -
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The important question is, "how can we enhance the or-
ganization and storege of information in memory while averting con-
fusions among Similar items?" It has been suggested that contextusl
differentiation is the key to solving this problem.. Below I will txy
to show why I think that organizing forelgn language materials on the
basis of fully meaningful communicatiive events is preferable to any
less integrated basis of program design. One of the natural conse-
quences of such an approach is contextual differentation of similar
forms. The proposal that semantic, pragmatic, and social context be
incorporated into foreign language materials can be supported in- .
directly by & vast body of rapidly accumulating date in experimenta
psychology and psycholinguistics. Although much of this research may
be unfamiliar, it seems to me that its consequences have not been given
sufficisnt consideration by applied linguists. : IR

In determining a progression of FL structures from the simple
to the complex it is sometimes assumed that syntactic and phonological
criteria are the best besis for defining difficulty. This inevitably
leads to the development of instructional programs where totally dis-
connected sentences are strung together to illustrete points of grem-
mar. Or, worse yet, the textbook author is encouraged to construct
dialogues like the following which would be quite unlikely in the
real world: R
Speaker A: Are you busy?

B: Yes, I am busy.

A: Are you tall?

B: No, I am short.

A: Are you hungry?

B: Yes, I am hungry. :
etc. The problem with such sequences is that, in the name of simplicity,
they violate near universal contextual constreints. This, I suggest,
unnecessarily complicates the task of the learner. It has been demonstra-
ted that (I) verbal processing (whether we are speaking of perception,
roduction, or learning) is facilitated by or nization. - More importantly,
it has been shown repeatedly that (II as organization increases, facilita-
tion increases almost exponentially. And what is still more important, (IIJ)

as the length of the study eriod increases, the difference in facilitatin

effect between low levels of organization and higher ones acoceleretes.
Figure 1 illustretes these facts. . L R

 If subjects are required to learn pronunceable nonsense, their
learning curve might be represented as shown in line (a). IZ the items
are meaningful ‘words, the learning curve would begin at & higher point
and subjects would improve faster as.in (b). With each higher level,
Jearning is facilitated still more, and the difference between levels
in terms of the amount learned accelerates in time.

In other words, we may expect purely phonological organization =
i.e. conformance with the syllable structure of a language - to facili-
tate processing but not as much as syntactio grouping of word-size units
into phrases, etc. If the syntactically organized sequences are semsn-

tically 8tructuned,;iheir:prdqessinguis'still;furthqr,enhqupd,,,?hqugh

it.is not always possibles%O;distinsuish;thpspflevalsugicorsgnizatiqn-be-

cause of their nearly universal and necessery:interaction, in certain cases
it is possible to do So, and :the results indicate that -the .effects on ver-
balwprocessing‘become_progrossivwly,greater p:pcoedingQQp_thQ scale. This

implies-thatsorganizqtion'at-the;levolaof.p:agmstiosAiswgp#-fOIBO;ovon”more
important then integration at lower agels. '
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There are several major factors which are usually considered
in an attempt to define "difficulty" in human information-processing
problems. Among them are time available, and the complexity and fre-
quency of the in.put.6 This is true for auditory or visual proocessing,
and for short- or long-term storege. Without question, the most im-
portant device for overcoming these limitations in order to handle more
and more complex patterns and concepts is organization. We organize

and systematize and are thus enabled to predict. A naturel language is
a kind of abbroviatory‘Organizational’system. Its elements are struo-
tured to the point of redundancy. Whether we are speaking of sounds,
syllables, words, phrases, sentences, or paragrephs, eto., what follows
in a sequence of them in normel usage is always partly predictable from
what has preceded. This fact has profound effects on the perception,
production and learning of language, and I believe it has powerful im-
plications for & foreign languesge instructional progrem. I will refer
briefly to some of the experimental studies whioch demonstrate the im= _
portance of predictability in the monolingual situation, and then I
will refer to some experiments which deal with second language learning.
The importance of predictability to the wisual perception of
verbel sequences has been well established. As early as 1917, it had
been demonstrated that expectancies influence the perception of sequences
of letters tachistoscopically exposed (cf. Wilkins, 1917 as cited by '
Cherry, 1966). By 1927 Jakob Hoffmen had shown that consonants pre-
sented visually for brief duretions were more difficult to perceive than
pronounceable nonsense syllables, which were in turn more difficult than g
low frequency words, which themselves were more difficult to recognize o
than high frequency words. Perhaps still more interestingly, he found ;
that the difference between levels of orgenizetion increased progress-
ing up the scale (see Figure 1), and that these differences accelereted
as the age of the subjects tested increased (of. Gibson, et al, 1962).
This supports the conclusion that higher levels of structure contribute
more to our capacity to handle informetion than do lower levels, and
thet the facilitating effect of greater organization increases with time.
As we shall see, this hypothesis is sustained in further experimentation.
Also, using the tachistoscopic technique, Miller, Bruner, and Postmen
(1954) found that the number of letters recognized in & sequence in-
creased with greater approximation to English. At higher levels. of
integration, Morton (1964) has shown that meaningful context reduces
the threshold of perception for words tachistoscopically displayed.
He attrituted this to greater predictability of the words in context.
Contextusl constreints across sentences have also been shown to improve
recognition. Elmo Miller (1956) presented the same set of sentences
for brief duretions in a meaningful story-sequence and also in rendom
order. Subjects performed better when the sentences were meaningfully
connected.' . N Lo . L : : ,
‘ All of the experiments mentioned so far deal with the visual
modality of presentation. However, similar results have been attained
in studies of auditory perception. Miller, Heise, and Lichten (1951)
presented nonsense syllables, words in sentence contexts, and sequences
‘of digits all under varying ratios of signal-to-noise and found -that
~ intelligibility improved progressively with increasing predictability.
0'Neill (1957) resubstantiated the conclusion ‘that words in-sentences
" were more -intelligible than words in isolation. ‘In'a study of the ef-'
fect of sentence-tcpic awareness on auditory perception, Bruce (1958) -
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found that prior specification of context increases acocurecy whereas
jincorrect specifiocation lessens it. In a recall experiement with
auditorily presented material Miller and Selfridge (1950) found thet
the recollection of sequences of words improved with greater approxi-
mation. to English prose. With an jmprovement on their method of deter-
 mining degree of approximation to English and of measuring recall.
Coleman (1963) found that not only are sequences which are closer to
normal English recalled more readily, but there is_a greater propor-
tional advantage at higher levels of organization. ‘This finding sup-
ports the hypothesis derived from Hoffmen's study mentioned earlier.
High level organization facilitates information processing more than
low level structure. : o o
Studies of the effects of predictability in learning experi-

ments have produced results strikingly similer to those achieved in
research on perception. Rubenstein and Aborn (1954) showed that the
learning of nonsense syllables is enhanced by increasing degrees of
rule-governed organization. ‘The most difficult sequences to learn
were the leastorganized ones. Moreover, they resubstantiated the con-
clusion (Hoffmen, 1927, and Coleman, 1963) that the differences between
the amount of learning at low and high levels of organization is greater
at the higher levels and tends to accelerate with an increase in the
length of the study period. o | o
_ A facilitating effect of imposed syntactic structure on se-
.quences of nonsense syllables has been documented by Osgood (1955) in

a study done by one of his students_(ur.'Swanson). Epstein (1961, 1962)
has replicated this finding. These data suggest that the organization
of verbal elements into larger chunks improves learning in spite of the
dual problem that the chunks cannot be seid %o have precise meaning,
and that the additional syntactic units actuaily increase the length

of the sequences to be learned. In & now classic paper, Miller (1956)
hypothesized that this "chunking” or "recoding" process facilitates
perception and learning by enabling,the.memdry‘systemjto function with
& lesser number of units at a given time. ' '
| ‘ By. using word lists, anagram strings of sentences, anomalous
sentences, and normel Sentences, all composed of the same set of words,
Marks and Miller (1964) found. that memorization was easiest for normal
sentences, next for anomslous sentences, then anagram sentences, and
finally word liSts,s Moreover, the differences between different levels
of approximation to normal English was progressively larger with increas=
ing closeness to_ English, and tended to accelerate on successive trials.g
| The bvesic findings of the experiments in speech perception and
verbal leéarning discussed to this point have been replicated in studies
of speech production. ‘Salzinger, Portnoy and Feldman (1962) found that
as sequences increase in approximetion to the statistical structure of
English they are produced more easily. | - .
" Investigation of the effect of pregmatic structurs on learning

is jmplicit. in many of the stﬁdiés,ﬁentiqnedﬁgbove.;:Although, studies

of pregmetic structure per Se have been.few in number, those which have
been done tend-to support the thesis. that I kave advanced tcday. Wason

(1965)  found that.when su@jéétsfiété;b?Q§§n§Qd}iith)é»picture_Ofwone

blue circle emong Seven red ones, it was easier for them to produce or
;undérstand,the_p:obab}é:nggatiﬁﬁ;ﬂqpevcirgle:igiﬁot r§q?_thghhitrwas to
produce or understand thé,less-prqbab;e,rqspcnse_“Sevanfciréle$fare not

blue." Because we tend to nptice.thélex§epticngl,wiixisﬁonly’hatural
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that we should comment on it rether than on the nonexoceptional 10
Deeper universsl relationships are bound to exist and oan be expected ‘
to have profound effects on learning. .
Many other studies could be mentioned here, but it is al-
ready abundantly clear that an increase in the degree of predict-
ability of verbal elements snhances our capacity to process them. This
fact was noted clear back in 1908 by Titchener (as cited in Norman (1969,
pp. 12-13): ‘ . ‘
The stimulus for which we are predisposed requires
less time to produce its full conscious effect than
a like stimulus for which we are unprepared.
I believe that the facilitating effect of correct expectancies is
easily the most importent factor to be considered in the definition
of difficulty in second language acquisition. The complexity of &
stimilus pattern within & given level of orgenization is also impor-
tant, but experimental results suggest that it is much less so (of.
Taylor, 1969). If the verbal units of a sequence which have already ,
been processed arcuse correct expectations as to what will follow
(even though these anticipations may be quite general in nature), a ;
positive facilitating effect is observed. I would like to think of ’
" this &s & kind of high level induction in which experience from prior
similar contexts trensfers to the current one. In sequences which do
not conform to prior experience, this facilitating effect is absent,
and processing is more difficult. An actual negative effect causing
an increase in difficulty may be brought about if expectations con-
cerning what is to follow in & given sSequencé are false. The antici-~
pated signal interferes with the received stimulus and processing is ©o
jmpaired. Negetive transfer can also ocour in situations where dis- i
tinct stimuli are inadequately differentiated from the learner's point :
of view. If his attention is drewn only to similarities among the
stimilus events, the innate principle of induction will automatically
Jead to incorrect intersubstitutions of those stimuli. ' _ i
A1l of the foregoing has substantiel implications for the
design of progrems for teaching foreign languages. For one, it sug-
gests that the organization of_ tesching nnterials according to syntac~
tic oriteris slone is unwise.ll Richards (1970) has shown that such
organization can and does lead tc numerous intra-lingual confusions of
syntactic prtierns, and es I have pointed out earlier this week, this
js precisely what we should expect on the basis of kmown learning
 prinoiples (cf. my earlier paper, this volume). Richards suggests,
ané I think correctly, that such confusions ocould probably be avoided
by natural contextual differentistion. A4 related implication is that ]
the use of syrtactic criteria as the primary besis for defining dif- {
ficulty and establishing & progression from the simple to the complex
is misguided. Syntax, contrery to mch of ocurrent theorizing irn 1lin-
guistios and prectice in foreign language teaching, though important,
35 not the centrsl feature of languago, and it is naive to mske it the
main foous of language learning. o S '
Foreign langusge meterials should take full advantage of tke
facilitating effscts cf semantic and pregmatic contexts. Strings of
ertificial sentences which are totally unrelated from & meaningful
" point of view, as Jespersen (1904) has argued, ought never to be used.
Paradigmatic contrasts (pettern drills) should be done at the level of
pregmatic differentiation. Obrecht and I (1968) have demonstrated thst
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even in a twenty-minute session with subjects who have previously had
no experience with the language in question, there is signifiocant im-
provement if pregmatic contrests are mde available to the student. In
a further study (1969), under similar 1imitations, we found that contex-
tual constreaints across sentences also improve learning. In view of the
£indings of experiments discussed earlier, the superiority of learning
with maximally meaningful materials oould be expected to increase sig-
nificantly over longer-term exposure (see Figure 1 and its discussion).
In other words, materials which utilize semantic and pregmatioc informa-
tion as & basis for organization (in addition to syntactic and phono-
logical oriteria) are apt to be far more successful in the long run than
materials based nearly exclusively on syntaotio consideretions (e.g.
Rand 1969a, 1969b). o -

Research into the relative utility of various methods for
structuring language progrems has been extremely sparce for & number
of reasons, the most important of which is that experimentation here
is quite complex due to the number of variables the researcher must
contend with (cf. Jakobovitz, 1970). However, several of the sxperi-
ments discussed here have shown that differences which exist at early
stages of learning tend to accelerate with the length of the study
period. Although it may in some c&ses ‘be impossible to meintain con-
trol of orucial veriables in lorg-renge longitudinal studies of learn-
ing (b propos to the now classic Scherer and Wertheimer experiment,
1964) short experiments in which it is possible to maintain control
of orucial variables may be extremely useful despite their limitations.

Currently evailable data on speech perception, production,
and learning in classical and innovative experimental paradigms affirm
the conclusions that processing of vertally coded information is facil-
jtated by increasing organization; that higher levels of organization
have a greater facilitating effect; and that the difference between the
facilitating effect of low and high levels of organization increases &s
the length of the study period inoreases. All of the above taken to- .
gether with the sparce data available from second language learning
studies suggest the hypothesis that the acquisition of a grammatical
system will proceed with maximum effieiency (all other things being
equal) where the richest sort of contextual infcrmation is made avail-
able to the learner. Artificiality of language, context, or prectice
in the classroom, can be expected to retard learning to the extent that
it violates the learner's previcusly aoquired sxpectations.” Optimal
interlanguage transfer oan be expected in situations where previously
acquired expectations are sustained. - - |

' NOTES

*Paper presented at the Pacific Conference on Contrastive
Linguistics and Language Universals (PCCLLU), January, 1971, Honolulu,
Hawaii. : - : \ S SR
11 want to thank Glifford H. Pretor for his helpful comments
on an earlier dreft-of this paper. 0f course, any errors and the -
judgments expressed ere my own. | .. . o

“2In fact T am sure that even Professor Fillwore would think
me strange in such & case, gardless of what he has said concerning -
the lack of relevance of context to analytic ‘statements. - -

102




-

104

3A1though the term social ocontext suggests itaelf, I think
its oonnotations are unnecessarily broad. \
4cr. Jespersen (1904) and more recently Prator (1964). |
SFor examples of language materials which take little if e.ny
" notice of this fundamental principle, see Rutherford (1968) and Rand
(1969, 1969b). All three of the texts oited collect disjointed
sentences with the aim of illustrating points of gremmar. There
is 1little or no attempt to relate these sentences to meaningful .
and realistic commnication, nor is it likely that there could be.
Consider the enormous difficulty of finding a plausible communicative
situation which might contain senterces like,
(1) "A certain four people are possible candidates,
and Dick is one of those same four people."
(2) "A groat many teachers iry to apply Dewey's.
ideas, and Charlotte is one of those same
grea’ many people" (Rand, 1969b, 54). .
Even the suggested trensforms of these questionable sentences would :
be difficult to put together in a plausible situation. :
(1) “Dick is one of the four people who are
possible condidates.”
(2) "Charlotte is one of the many teaohers wvho
try to apply Dewey's ideas" (Rand, 1969b, 54)..
The problem is in sctuality far more difficult as there are nine .
sentences in the drill taken as an example, and there is pa.ge after
page of such drilis.
t can readily be seen ‘bha.t familiarity of stimuli is de-
finable in terms of time available for study and frequency of input.
Colemen's results controverted one of the conclusions of
Miller and Selfridge (1950) along with vaerious replications of that
experiment, of. Sharp (1958), Postmen and Adams (1960), Richardson and
Voss (1960). Specifically, Coleman demonstreted that there is no ap-
parent ceiling on the effect of contextual facilitation. Long-renge-
semantic and pragmatic relationships are even more important than short-
range ones. Due to their method of mea.suring recall, Miller and Self-
ridge, incorrectly concluded that contextuel constraints beyond five
or six words had no significant faciliteting ‘effect. Coleman's findings
substantiated those of Marks and Jack (1952) who used- h::.s method of
measur recall.
ese d:.fferenoes were found by count:.ng the med:.a.n per eent
of correot complete strings. A measure of total-words-correct failed
to detect the difference in orga.nmtlon between anagrems and ancmalous
sentences. (Cf. Coleman, 1963, on such methods of measurement).
the ssntences of the Marks-Miller study, semantic congruence
seemed t0 make a much greater contribution to facilitation of learning
than did syntactic organization. However, this cannot be securely as-
certained because of the possible interfering factor of anomaly. It
should be interesting to compare. non-anomlous gramtieal sequences
of Jobberwocky-style with fully meaningful gremmatical sentences. of
comparable. length, etc. In:.this way one. might- estimate the. rela.tive
importance of semantic and smte.ct:.c orga.nlze.t:wn to 1ee.rning : ,
1 gma.tlc mtera.ctions of a different tyjpe ,ha.ve been demon- -
strated by Oller and Sales {(1969). .The affect of coding . strategies
for place spec:.f:.ers in a second. la.ngua.ge learnlng situation is cur- .
rently under mvestlgatz.on., e S , , . L
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11:p. Wolfe, Hadlioh, and Inzen (1963) for an example of -
this. Less extreme cases could be cited by the gross. For an example

of materials which utilize the notion of predictability as I have de-

vined it here, cf. Oller (1963-5). .
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American Journal of Psychology, 74, (1963), 80-5. .
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Ferguson, C. A. "Genersl Introduction to. the Contrastive Structure
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Structures of English and Spanish. Chicago: University
of Chioago Press, 1965, pp. v-vi. ‘ ;
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PROBLEMS IN ESL AND TESL AT UCIA:
A SEMINAR REPORT

John'w.‘Oller,‘Jr.

This paper is a summary frcm one person’s viewpoint of what took
place during the Winter Quarter of 1970-71, in the 596K Seminar on problems
in the ESL and TESL programs at UCLA. What is written here represents
1ittle more than a collecticn of poor afterimages of a whole series of
question-raising and problem-solving sessions that were often enthusiastic,
occasionally argumentative, frequently bewildering, but never boring.l

The possibility of such a seminar was first proposed in the fall of
1969, when the teaching assistants for ESL and some of the faculty members--
particularly, Professors Hatch, McIntosh, and Prator--being keenly aware of
the pressing need for better ESL course cocrdination and the desirability of
more clearly defining our entire ESL course structure in terms of succinetly
stated performance objectives, began to consider simply bringing the ESL
teachers in our program together to exchange ideas on a regular basis. Out
of this initial interest, the 596K Seminar was eventually constituted. TIts
aim was to provide a time and place for the fomenting of new and old ideas
in the hope of enriching the teaching and learning experiences of those of
us who are blessed either directly or indirectly with ESL teaching respon-
sibilities. A three-member faculty committee, chaired by Professor McIntosh,
on which Professor Hatch and I were members was also set up almost simulte~
neously as a result of a unanimous faculty response to the need for a

re-evaluation of our ESL instruction..

T know that I speak for both the faculty committee and the graduate
students who participated in the seminar when I say that it is our sincere
hope that an atmosphere which welcomes open, constructive and critical
evaluation can be established and maintained in our department. We would
like to encourage the attitude that a problem-solving approach is a neces-
sity in a program that seeks improvement and strives for it through -
perpetual, honest self-evaluation. We are also agreed, I believe, that the
greatest potential for the upgrading of our ESL instruction lies in the
tremendous, largely untapped resource of graduate students who participate’
in our TESL program. Scores of them are more than ready and willing but
are rarely if ever called on to assist in the ESL instruction going on 2ll
the time right here at UCIA. (Graduate students who serve as teaching
assistants are an exception here, but they constitute a very small part of
the available work-force.) We believe that the involvement of.candidates

for the TESL Certificate in our.own ESL program, on a regular basis with

careful supervision and course credit, is the key to solving our manpower

problems. But more than that, it is the only:apparently'feaSiblefbasisffOr

freeing our minds of the unhealthy schizophrenia entailed by having some

TESI, courses for theory and others for practice with little or no clear
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connection between them. In short, the better utilization of TESL Certi-
ficate people will not only greatly benefit the foreign students in our
ESL courses, but will provide the graduate students in TESL as well with
an invaluable enrichment experience.

The coacern that the members of the seminar felt and continue to
feel for the problems of ESL teaching is enlivened by the day-to-day
challenge that some of us are privileged to meet starding in front of rooms
full of foreign students who are investing a significant amount of time and
money in instruction in English. Coupled with our courses in TESL, this
routine of facing the foreign students puts us in an almost schizophrenic
nmode of operation. One day we are transformational theoreticians and
contrastive analysts, and the next we are practicing teachers. The valuable
practical experience that we derive from our actual ESL teaching is so
remotely related to some of the theoretical concepts that we are programming
our minds to process in some of our TESL courses that we find ourselves ‘
almost in the dilemma of Buridan's ass. There are two haystacks to eat
from (one of theory and the other of practice) and we are in between
debating which way to turn. Buridan's donkey, as you probably know, starved
to death. We hope to avoid such a fate. In order to éo so, however, it
seems that we will have to divorce ourselves from theories that have nice
theoretical applications but few if any practical ones (cf. the discussion
of contrastive analysis in "Difficulty and Predictability" in this volume).

- What we need to do is to stop talking so much about theories that
have few if any clear practical appl:.cat:.ons and to begin to develop a
theory of second-language learning that we can use in the ESL as well as -
in the TESIL classroom. Now! Even if it turns out to be more wrong than
right at the outset, in both the short-run and the long-run we have nothing
to lose and much to gain. We must begin, however, by admitting the all-to-
evident though often apparently unnoticed fact that contractive analysis
and transformational grammar look a lot better on TESL course syllabuses
than on blackboards in ESL classrooms where the teacher meets the students.

As Professor Bull has put it in a discussion with the participants
of the 596K Seminar, most linguists and applied lingnists have been
"married to sentence p-tterns.” (Professor Bull kindly assented to a visit
with us at the invitation of Robert Weissberg.) He thinks it is time we
got a divorce, and many of us agree. Sentence patterns should be put in
their place--back in commnicative contexts where they belong. People msy
speak in structures, but they are not the variety that neatly fit into
transformational drills. They function well,however, in communication and
it seems that an adequate theory of this kind of language use is what we
should be aiming for (cf. Oller, 1971)

Professor Pucciani, Chairman of the French Department of UCLA and
Miss Hamel who collaborated in the writing of the widely used French program
Langue et Langege (New York: Holt, Rinehart and Winston, 1967) also were
kind enough to visit our seminar a.t the invitation of Jane Marks, who was
a forimer student in the French program a.nd is a 11v1ng testimony to its
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effectiveness. She even spesks French. These well-reputed guthors concur-
red that the only way to teach a person to speak in a language other than
his native language is by creating in him a need to coomunicate and by
providing him with the means for doing so in the target language. There

is a kindred spirit between what Bull, Pucciani and Hamel had to say in
the 596K Seminar and the frequently gquoted paper by Professor Prator (1964)
where it is prophesied that what were then still becoming increasingly
popular notions--namely, transformationalism and programmed learning--
would both be survived by the more homely and less marketable concept of
language as a medium of commnication. Perhaps the focal point of the
seminar might best be identified as an increasing doubt concerning the
usefulness of structured lessons that rely on a progression from simple
declarative sentences in ordered fashion to questions, to complex right-
and left-branching clauses, to center-imbedded-subordinate-relative clauses,
etc., etc. The question which continually arose to fall and rise again in
another form was, is it necessary to structure lessons on the basis of
structures in the semse of syniax, or is it not just as efficient (if not
more so) to structure them by content--mch the way reading materials are -
sequenced at the elerentary and high school levels? ' : o

 In fact what many of the participants would probably agree was our
most exciting and controversial session concerned the possibility raised
by Tamar Goldman of using the highly successful programmed reading materials
‘published by Science Resesarch Associates, Inc. These programmed lessons
-are designed to give the student practice in reading at his own level.
They consist of short passages with exercises and comprehension questions
intended to improve both speed and undérstanding. -

Mrs. Goldman had used these materials in her intermediate ESL (334)
class in the fall of 1970-T71 with good results. For one thing, the use of
programmed reading materials relieves some of the strain on the teacher
which is due to the inevitably wide range of abilities of students at any
of our four course-levels. The diversity in reading skills is accommodated
in the programmed materials and this frees the teacher to desl more care-
fully with other problems. If we were able to use the SRA materials at
all levels, this might enable us to concentrate on listening-speaking skills
in our placement process thus reducing the heterogeneity of classes in
these skills. The student could then work at his own rate in reading
improvement through the programmed materials. S S

The objections to the possibility of this kind of revision in our
program were of two kinds. ‘For one, it was argued that perhaps we should
be doing just the opposite. Instead 'of having students take a programmed
course in reasding, which is probably the most important skill for success
in college-level work, it might be better to try to conceive a system for
placing students in more homogenéous groups according to reading competence
and to take care of the speaking listening skills via a programmed course
of study. Professor Bull mentioned in his visit that Mark Gold, one of our
TESL, M.A. candidates, is doing a thesis on the application of Bull's own
theory of language and programmed language: instruction to the teaching of ESL.
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The possibility of aural-oral programmed materiais for aural-oral skills
had been suggested earlier by professor Prator (personal communication).

A second objection was raised by Professor McIntosh, who pointed out
the fact that there was little if any graded sequencing of syntactic
structures used in the SRA materials. As coordinator of the teacliing .
assistants for ESL, however, Professor McIntosh agreed to an experimental
trial of these materials with careful controls to determine whether or not
they produce good results. In her words, if they seem to "work effectively,"
we can then begin to consider using them on a wider basis but not until
then. It was agreed that this was not only a reasonable requirement but is
in fact the only s und basis for using any technique or materialsin the
classroom. We must be committed to a ruthless sort of pragmatism. The
experimental use of the SRA materials is being done by Judy Schroeder and
Diane Battung. .

Perhaps the greatest single difficulty in any discussion concerning
what materials tc use in our courses and how to implement them is the yet
unanswered theoretical question of what precisely we are attempting to
teach the foreign students who are placed in our courses. In the hope of
finding an answer to this question on which most of us could =agree,
Professor McIntosh in her cepacity as chairman of the faculty committee
designated to re-evaluate the ESL courses, sent out a letter requesting a
statement from each member of the faculty concerning the following questions:
"1. What objectives in terms of language achievement and proficiency should
a foreign student meet in order to be excused from 33C [our advanced ESL
course]? 2. Could you list the objectives you think should be present

in 33C2"

To my knowledge Professor Prator is the only faculty member who
took the time to sit down and write a carefully considered response to this
question. His letter was read and discussed in the 506K Seminer and with
his permission the body of it is included here.

I can see no resson why the answers to the two
questions about objectives that you asked in your
circular note . . . should not be identical. My own
answer to both would be something like "a mastery of
English sufficient to permit the student to achieve
his full potential in his academic work at UcIA."

The sctual degree of mastery needed and the linguistic
elements that should be mastered presumably vary greatly
from one disciplinary area to another. The best we can
do, under the practical circumstances with which we are
faced, is probably to try to strike a reasonable aversage.

Obviously a foreign student at UCIA cannot achieve his
full potential without having all four major language
skills: 1listening, speaking, reading, and writing. If
we consider these four skills as objectives, then each
of the four can be divided up into an infinite number
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of sub-objectives, sub-sub-objectives, etc., etc. Such

' a spinning out of objectives could be a fascinating
verbal exercise, but I am not sure that it would be much
more than a verbal exercise based on intuition.

It seems to me that the most profitable line of attack
might be to say simply that the objective of 33C is to
make a score of so-and-so on our examination. We could
then work toward eztablishing the correlation between
axam scores and students! success in achieving their
academic goals. By a detailed comparison of what the
exam measures and what is taught in the course, we could
possibly make the two coverages coincide much more
closely than’at present.

If we must formulate detailed objectives, I think we should
formulate them in linguistic terms. In 832 students should
learn to hear and produce the phonological distinctions that
carry meaning in English. By the end of 33A they should be
able to use orally a certain enumerated range of basic
sentences and transformations. By the end of 33C they
should be able %0 read their texts with a stated degree of
comprehension and at a stated rate of speed. Writing also
jn 33C. Understanding lectures in 33B perheps.

T doubt that we have anything to gain by worrying too much
about covering a whole range of functional skills such as
taking out a book fram the library, writing a business
letter, footnoting a term paper, using a dictionary, writing
an ad for the Daily Bruin, writing a thank-you letter, etc.
etc., etc. - : : :

. Much discussion was centered around the fourth paragraph where it is
suggested that the ESL Placement Examinsiion might be used as a kind of
oriterion reference” for deciding when a student had sufficient skill in
ESL to be exempted from further study. All of us agreed that the criterion
gcore should be one which would indicate sufficient skill to allow the stu--
dent to "achieve his full potential” in his regular course of study at UCIA.
It remained only to determine what the criterion score should be. This
obviously is not an easy task, however. What we evidently need is some -
pragmatic basis for saying when a native speaker of English is prepared to
achieve his full votential. As Suzanne Buker, Janet Fisher and other per-
ticipants in the seminar noted, it is the tagk of linguistics to describe
native competence. As sameone quickly pointed out, however, linguists are
so far from agreement even on how to attempt this, that there seems little
hope of a settlement of the native speaker competence issue in our lifetimes
let alore this school year--and we have to teach class today? Lo

The question that immediately arises is: What objective (or for that
matter subjective) measures of linguistic competence eculd ‘conceivably be
use? to determine when a student has achieved rear native ability? As soon:
as suggestions begin to come forth, it becomes apperent that the tests
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themselves are always associated with one or more of the traditional four
skills, which raises another guestion: Should we rely on a test of a single
skill? A test of several skills? A battery of tests? We must decide
whether a demonstration of oral proficiency, or of listening comprehension,
or reading, or composition, or some combination of these is sufficient.

Most of the teaching assistants agreed that reading is the most necessary
skill for success in college-level work, yet ironically all admitted that
thezy devote considerably more time to the teaching of oral-aural skills with
concentration on grammatical structures. lLess than a page of an eight-page
syllabus for 832 is devoted to reading skills; in the syllabus for 33A
reading receives one page out of six; for 33B, about one out of five; and
for 33C, one of six. By contrast, exactly half of the points on the ESLFE
are allotted to reading comprehension. This fact might explain some of the
difficulties regarding the range of sbilities in speaking and listening
skills among students placed in our courses gince it is easily demonstrated
that a student with a high reading comprehension score may be weak in oral-
aural skills. ‘

A propos to the matter of teaching reading, a study is now under way
by Jack Street (one of the participants in the seminar) to attempt to deter-
mine (among other things) how closely the level of difficulty of the
advanced reading materials urcd in our 33C courses approximates that of
college-level textbooks in gensral. Clearly, if one of our objectives is
near-native reading competence, our texts and classroom practices should
reflect this.

As for testing and grading, it was suggested that it should be a
relatively simple matter to set up a criterion reference test of reading
comprehension, for example, normed on a reprezentative group of native
speakers here at UCIA. The same might be done for each of the other skills,
provided we can agree on exactly what we want the tests to measure. The
possibility of clearly defining different performance objectives at the dif-
ferent course levels (832-33C) in terms of the relative emphasis placed on
the various skills was raised, but no agreement was reached.

The main difficulty that arises once performance criteria for gradu-
ation from courses are established is that our classroom teaching will have
to achieve these goals. Grading practices would have to be standardized,
and judiciously adhered to. One of ‘the sticky wickets of our past experi-
ence has been that teaching assistants who sometimes feel that a student has
been misplaced at too high a level by the ESLPE still insist on passing that
student on to the bewildered teaching assistant at the next higher level with
a grade of A or B rather than to "penalize" the student by holding him back
where according to their own judgment he belongs. The whole matter of
grading policy would have to became a public issue. (along with all of the
usual bureaucratic dangers that any kind of centralization inevitably
engenders). In spite of these problems, and other objections which no doubt
are yet to come up, a criterion-reference program of study with standardized
final examinations seems to be a desirable and realistic aim provided we caa
settle the basic issues of what skills, precisely, we are trying to teach,
and how these should be weighted relative to one another.
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In order to progress toward this objective, further open discussion-
type seminars involving both key faculty and the teaching assistants seem
essential. Unfortunately, there are some administrative technicalities
which may prevent such seminars from being held. Although Professor Hatch
graciously, indeed enthusiastically, agreed to continue the 596K Seminar
during the Spring Quarter of 1970-71, there is at present no course offering
under the auspices of which an additional seminar can be offered for credit.
And, without credit, the teaching assistants are in no position to consider
taking it by volunterily sacrificing their time in view of their current
work-load.

Among the other important issues which were considered during the
Winter Quarter both by members of the faculty and by the students in the
seminar, was the question of machinery co bring TESL Certificate people
into contact with foreign students for their mutual benefit. It was noted
that the 103K course, Phonetics for TESL, offered in conjunciion with 103J,
Phonetics for Foreign Students, provides an excellent possibility for
utilizing native speakers in 103K a8 tutors to emhance the learning of non-
nstives in 103K and 103J. The same sort of arrangement is possible for
106K, Campositior for TESL and 106J, Advanced Composition for Foreign
Students. Consider the improvement in terms of individuval attention to
specific recurrent problems in writing where a tutor has four or five ron-
native speakers of a single langusge background instead of a single instruc-
tor having 25-30 students from a great variety of language backgrounds.

Another possibility is to set up projects for TESL students in our
core courses which would enable them to have practical experience in
teaching ESL in an idealized situstion (a ratio of 1/1 or say 1/5 at the
most). Professor McIntosh suggested the possibility of allowing students
in the Contrastive Analysis Course (250K) the option of doing & project
where they would work with one or more of the foreign students in some ESL
course. Professor Prator had suggested this possibility as well. The con-
sensus of the teaching assistants however, was that the tutoring of foreign
students should be done on a wide_scale by all native speakers in the pro-
gram under careful supervision. It is highly unlikely that students many
of whom are already well-burdened if not over-loaded with course work will
voluntarily take on extra tutoring projects. Such a program could not be
expected to succeed on & sacrificial basis--nor should it have to if this
kind of practical experience can be built into existing required courses--
ard we believe that it can.

~ Again, continued planning and discussion involving faculty and
teaching assistants--possibly also regular ESL students--is necessary. Nor
can this be expected to occur on & sacrifice and volunteer basis--course
credit will have to be given. This report is submitted in the confidence
that the TESL and ESL programs at UCIA if more systematically integrated--
and this will require some creative changes--can begin to became the model
programs that we would like them to be.
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NOTES

lrhe participants in the seminar included the following graduate
students and teaching assistants in TESL: Diane Battung, Suzanne Buker,
Temar Goldman, Nevin Inal, Harriet Kirn, Jane Marks, Judy Schroeder, Robert
Weissberg, and Jack Street. The written reports by students varied from a
discussion of an experimental project on pronunciation by Jack Street to a
two-hundred-page refarence work on media available to the ESL teacher from
various sources by Diane Battung. Suzanne Buker also contributed a thirty-
four page effort suggesting a total revision of the TESL and ESL programs.
Janet Fisher did a mommental resesrch project on reading comprchension at
the various course levels. I mention all of this to point up the fact that
this was not a snap course where everyone just sat around and talked a lot.
A great deal of preparation and work was done.

We especially want to thank Professors McIntosh and Hatch for
attending and contributing to several of our sessions. We are also grateful
to Professors Bull (Spanish Department), Pucciani and Hamel (French

Depcrtment) for their inspiring sessions. These guests vere invited by
Robert Weissberg and Jane Marks. We also want to thank Tamer Goldman for -

her efforts in arranging for a meeting with a special representative from
the SRA group. For anyone who may wish to consult them, the seminar papers

are on file in the main English office. I personally want to thank Jane
Marks who was Iind enough to prepare, in addition to her written project on

Interaction Analysis, notes on each meeting, and a final summary which was

most helpful to me in preparing this report. I am also grateful for the
helpful comments of Professors Russell Campbell and Clifford Prator, ss well
as Teaching Assistants Diane Battung and Suzanne Buker on an earlier draft
of this paper. Of course, I alone must take credit for the opinions
expressed and any errors contained in this report. Finally, I want to
express my sincere gratitude to all those who helped make the 596K Seminar,
at least for me, one of the most profitable experiences of the year.
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COCKNEYS AND COCKNEY RHYMING SLANG: SOME UNSCIENTIFIC BUT AFFECTIONATE
OBSERVATIONS FROM THE NOTEBOOK OF A SABBATICAL TRAVELLER.

By John Povey
ESL UCLA

Foreigners use the term ''cockney" quite Iindiscriminately
to refer to all Londoners and to the extent that they imply the
working-class functionaries often met by tourists--cab drivers,
bus conductors, doorkeepers, newspaper vendors and porters, they
are probably right. Nevertheless, the cockneys are a very partic-
ular group and cherish the individuality of their cultural and.
linguistic separation against the usual variety of contemporary
pressures towards conformity. : ' _—

A cockney is, by definition, & person who was born "within
the sound of Bow Bells''-=the carillon of the Anglican Church of
St. Mary at Bow in the center of East London, recalled amongst
other bells in the famous '"Oranges and Lemons'' song. Less authen-
tic elements of the tribe--a generaticn or so removed from these
spiritual roots practice similar life-styles. They inhabit the
other areas of East London and even extend into such poorer
southeastern regions as Deptford and New Cross. It is a very
non-touristy locale rarely visited by outsiders except for the
occasional organized safaris to the fashicnably maintained squal-
or of the old smugglers' pub "The Bunck of Grapes' along the river
Thames at the Isle of Dogs--a resort no longer, of course, frequented
by cockneys. _

In spite of educational opportunities, cockneys tend to
remain working class across generations, or more accurately, cease
to be recognizably cockney when they do not maintain working-class
customs and languages. There are occasional tales of cockney
millionaires deriving their profits from an extensive chain of
fish and chip shops and the like, but they are reported as novel-
ties. Cockney labor is still heavily associated with the docks
rather than industry. Dock labor Is casual but now relatively .
high priced, even If one discounts scare tales of the '‘they even
take home more than us' cries of the nonunion professional ciasses.
But large pay raises have cone little to alter the fundamentai
cultural pattarns of regions such as this, as Hoggarth's study of
the North England working classes confirmed (The Uses of Literacy).
Increased moniey seems to create the urge for more of the same
rather than different expenditures--1ife changing perhaps quanti- .
tively rather than qualitatively. More beer--nct just on Satur-
days, more faggots and saveloys, and ham for tea and tne charms
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of kippers no longer only the irregular treat of the optimistic
old cockney song ''when we are married we'll have kippers for tea.'
The ubiquitous fish and chip shops now add continental scampi to
their offerings along with a ''nice bit o' rock' (salmon) and
quarters of chicken vie with those virtually meatless beef pies
of tradition. But the rigorous gastronomic custom of a heavy
shake of vinegar is scrupulously remembared in the face of such
culinary change.

Day trips to the coastal amenities of South End and
Brighton become more common, less the memorable and isolated treat.
But although travel to Spain is now financially possible, when
enjoyed the tours tend to take cockney participants to hotels
proffering somewhat oily variants of basic British cuisine--
Spanish yorkshire pudding and a ghastly Iberian version of trifle.
Cockney housing except for the new government-built apartment :
buildings changes little. "The bombing like the much eariier great
fire of London undertook some haphazard slum levelling but moving
is rare. There is little upward mobility in real estate on the
American model; partly perhaps because of the housing shortage and
the incredibly advantageous cheap controlled rents and security
of tenure offered by law to sitting tenants. This convenience
sustains a sense of conservatism that deplores change and housing
is not an area for conspicuous display, especially a= change
breaks one away from the convenience and habit of neighborly
association which is still a significant part of the cuiture.
Slum clearance destroyed some of these areas by replacing the daily
contact and conviviality of neighborhoods with the frequently
hated anonymity of large-scale apartment buildings subsidized by
local government. These blocks of flats offer conditions of
relative comfort but are despised. Thz changes in iiving habits
they necessitate damage the carefully developed fabric of A
cockney life. ' ' o

There are other enforced changes.~ The mechanical harvesting
of the ali-important hop crop in Kent has robbed the cockney of
his long-established hop picking holidays which provided an em-
bryonlic and primitive form of a holiday camp and family wages to
boot. More important loss derives from the lack of adequate
substitute for such regular annual clan gatherings which reasserted
a sense of ethnic identity and cultural affinity. It was the
occasion for the children to learn all the old cockney songs in
the manner of an African youth acquiring by memory the oral epic
culture of his race. As a child, | recall seeing the costermonger's
family in their delivery cart drawn by two carefully deco-ated
ponies, off to the Kent hop fields for a week's picking. But the
costermongers too are losing out. Ragulations increasingly limit
by license the permissible number of barrows. Their owners the
barrow boys'' with their sharp repartes, their sleight of hand over
making change and their shoddy fruit cunningly hidden behind the
mound of perfectly ripe ones on the front of the barrow display,
are less often seen. Like knife grinders and old clothes men
with their cockney cries the need for their trade diminishes each
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year. The markets are driven out or compressed under the urban
clearance schemes and the response to the enlarging supermarkets.
Petticoat Lane once a vital and real cockney market, is now
visited on its Sunday morning openings by bus loads of tourists
buying, of all things, imported brassware gifts from the stalls of
recent Pakistani immigrants. Although you can still get those
authentic if loathsome looking servings of jellied eels and little
nlates of cockles and welks from the stalls they have acquired

an almost self-consciously novelty value. They compete with the
more popular hot dog stands. 'And where now are the brewers of
sarsaparilla--the cockneys' own wine? :

The cockney king and queen still on occasion wear their
npearlies and feathers,'' when they visit 'Appy 'Amstead but they are
depressingly apt to have their photographs taken by news camera- '
men when-they do it--and such record is the kiss of death for
the once vital custom. The man's festival costume is a suit and cap
completely oversewn with small pearl shirt buttons, while the
woman wears a maxi dress--roughly Edwardian in style and broad
brimmed hat all stitched over and decorated with ostrich feathers.
It was an expensive complicated and beautiful design now rele-
gated to historic anthropology. ' - '

“In a similar way the language that unites this cul tural
unit is under pressure from wide social change. But the language -
proves among the more determinedly resistant elements of cultural
markers. Socially acceptable received speech is enforced as an
homogenous accent out of the BBC (an accent, which although con-
sidered still snooty by the cockney in itself, is not identical with
and Oxford accent). There is a recognition of the genera! norm yet
the capacity of national media to apply linguistically unifying '
force upon speech patterns seems limited. Localisms maintain them-
selves tenaclously against the impress of the standard forms,
though its deliberate retention is often accompanied in the in=-
dividual by some version of biaccented speaking. The judgment of
the appropriate formality of speech in such a case must include
the hierarchical register of accent as well as the usual more
careful ccityc! over vocabulary and structural complexity. It
would be interesting to investigate: the nature of local resilience
under pressure, particularly the effect of the social escape valve

- provided by -a permissibie biaccent speech ‘pattern. - (1 think

bidialectical is a little strong a term to be applied to the degree
of difference provided by the cockney English variant, although
it phases towards this extreme in some areas and under cectain
conditions--it would certairly be unintelligible to any American
speaker of ‘English.) = | R

‘The period of attack on local variants in England par-
ticularly in tie socially substandard, so-called comic ones, like
she accents of London or Lancashire in the name of educaticnal
improvement is largely past. In the post-Beatles and Rolling
Stones pop.culture world local and working-class accents and
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origins have taken on some chic; become the subject of boast
rather than shame. | notice how Michael Caine has become the
first British actor to play a hero role with a deliberately cock-
ney accent. Previously cockneys were reduced to playing the comic
rel ief to serious upper-class actors whether it was in Shakespeare
productions or the sidekick relationship of cockney privates tc:
the upper-class accented officers of the John Mills ilk in all
the war films from Britain--a continuing snobbery.

The cockney accent is restricted totally by class and
almost entirely by region. It is a working-class accent and

only the most nouveau of riche would retain it; financial upward -

mobility has in the past ended the accent within a generation,
partly because of the contributing actual physical mobility of
residence that substantial money permits and encourages. The
accent may stretch geographically beyond the official cockney
territory of Lambeth, Stepney and Hackney through migration but
not far. Such migration, if it moves further than equivalent
contiguous London regions, seems to have an understandably counter-
effect on the cockney sounds. The accent of the isolated cockney
speaker is changed into the new.regional forms of speech within a
generation. (There seems to be a key age at which accent can only
be changed by deliberate decision and practice, early it seems a
child is able to adapt almost instinctively.) ‘Recent local
migration has been engendered by slum clearance but in-such cases
it is expected that many of the families will be absorbed back
into the same cultural--and linguistic--continuum on the comple-
tion of the new housing. More significant is the situation in
those areas where groups are being driven out from neglected
central London locations which are both architecturally desirable
and conveniently situated. A recent example is the disruptive '
pressure of rising property values-in an area suitable for arty
redevelopment and renovation such as Islington with its fifty new.
antique shops and disappearing cockney speech. Such urban change

is a phenomenon not unknown in U.S. eastern cities such as Boston - -

and Philadelphia. : - : .
A specialist could undoubtedly discriminate amongst a

variety of working-class Londcn accents, though it is doubtful if

that task could be undertaken with a flashy precision pretended by

Bernard Shaw’s-Professor‘Hi?gins. But generally speaking to untrained

and sclentific observation,' the language is heard as a plaintive

whine which is not, according i0 angry Australians, the least like

the Sydney sounds of the 'Austrine’ language;zi'it is initially
marked by a determined effort to make all the: sounds.of human
speech with minimum muscular effor:. As near as possible, artic--
ulation {rather than enunciation) is accomplished without any
 apparent movements of the speech organs: 1ips are held almost

Tror an authoritative formal analysis see Cockney Pﬁonolqug Evé ;“;

SiverVse. Oslo U.P., 1960
2Compare Pronounciation of English in Australia, A.G. Mitchell.
Sydney, 1947. s
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closed and appear not to shift position. Manipulation of the
tongue is minimal and a constant swallowing of all the consonantal
sounds reduces the local speech to a series of guttural noises
without apparent vowels at all. There are several obvious char-
acteristics that strike the attention of the uninitiated. The
dropping of the initial 'h' is common, and occasionally the addition
of an unrequired one intrudes rough compensation, making the
forms (h)idea or (h)obvious. (Schoolchiidren will actually spell
out words |ike 'ead--an error unlikely to be found in American
pupils.) Darkening of consonants is noticeable particularly the
't's and the '1's so that words like bottle and cattle vanish
into the larynx with only a bob of the Adam's apple to mark their
 departure. This habit requires students to perform compensatory
vocal exercise through the recitation of rhymes like ''Out among
the fatted cattle/ tottered Mr. Britton's daughter.' ''Th'' forms
are changed to v or f eg., farver or ¥ing. Most famous of the
oddities is the continuing of certain vowels into limply extended
quasi-diphthong forms, so that among similar such vowel variants :
'rail' comes near to rhyming with 'isle' as all those ''Australian' :
ta's verge towards 'i's in such famous phrases as ''The rine in 5
Spine falls minely in the pline." The lack of measurable 'r's is
so regular a feature of British speech that it could be wrong to -
classify it as characteristically London though the substitution
of a 'w' for an 'r' is noticeably common.

These accent forms ure found with some variations across
areas of southern and eastern London, and are therefore the more
severly eschewed in the north and west. But one of the most charac-
teristic and specifically cockney linguistic forms, resides in
vocabulary rather than phonology. It is the use of a series of
slang terms that are dependent upon rhyme--the famous cockney
rhyming slang. Although appropriated occasionally by others it
is these terms rather than any accentual! features that can be = - :
asserted to indicate authentic cockney speech for they constitute f
its hallmark. The vocabulary marks an essential element in cock-
ney conversation, and probably could be proved, by deeper study,
to be a reveal ing indication of many cockney cultural assumptions.

In cockney rhyming slang the intended word is masked by
a substitute form rhymine with the original. This Is always a
dual word or short phrase without apparent direct association and’ :
linked only by the similarity of rhyme between the intended word and i
the last word of the slang phrase. The usage usually makes ‘
‘reference to the most common items withir. the culture, parts of
the body, clothes, etc. There seems no rational explanation
for this usage since rather than speed communication by reducing
syllables it adds several to convey what is usually initially ;
a monosyllabic word of Anglo-Saxon origin. ' (That origin would g
be expected, of course, granted that the more familiar words ‘
_in:English do not have Latin/French roots.) The form also adds
what would appear to be pointless and irrelevant metaphoric.
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associations remote from the required word which one could imagine
would hinder semantic comprehension too. 1"plates of meat'' means
nfeet!!. [t doesn't do to visualize the implied simile too closely
or the result is grotesque. The rhyming equivalent is always
longer than the original. It is usually a phrase, an adjective
plus a noun, or a pair of nouns linked by and. | observed no
other variants. This variety of slang becomes more of a code in
that the cockneys have an exasperating custom of dropping off the
actual rhyming word in many cases leaving the residual term
meaningless to the uninitiated who does not have the guideline

of rhyme to hint at possible meaning. This suggests that the
slang exists as an inner code to deny the cultural association of
the outsider and to emphasize the tribal identity of this partic--
ular London group. Such terms as nGive me a butcher's,'" (a butcher's
hook /rhyme/ look); ''Use your loaf,'" (a loaf of bread /rhyme/
head); or ""Have a cuppa Rosie,'" (Rosie Lea /rhyme/ tea) are terms
as mysterious as they are common in south and east London.

Since | approached this whole topic in a casually unscientific
manner i have undoubtably missed much. | would also suspect without
proof that all but such key terms as | list here are dying out--
at least becoming obsolescent. But | make no speculations let alone
anything as grandiose as an hypothesis concerning this usage. Un-
less one is driven by a Germanic level of pedagogic compulsiveness,
how scientific Is it possible to be when one's lingquistic field-
work consists of study in the amiable environment of a British
pub? In the cosy atmosphere of The Spotted Cow or The Crooked
Billet one sips a ‘'‘tot of finger and thumb' /rhyme/ -rum and dis-
cusses the matter idly with several imbibers of pints of pig's
ear /rhyme/ beer and the rhythm is remote from the normal stress
of linguistic investigation. However, a few observations can be
made along with the confident promise of deeper study to come in
+he attractive surroundings of this London hinterland. The ''dash"
«f an occasional pint of '"brown owl' is a small price for the
szrious scholar to invest in original research:

Firstly, like any other anthropologists/linguistics pur-
suing scholarship in less trodden regions unknown to TWA tours,

{ found .over and over again an excessive eagerness to supply me data,
as Africans will virtually invent ceremonies for the folklore boys.
| was never allowed to suf”er the disappointment of going home
empty~handed even if the vocabulary offered was of suspiciously
recent minting. | wanted rhyming slang: ""Go on, be nice, oblige
the chap, Bert" and examples of rhyming forms were agreeably pro-
vided and approved by a circle of friends: Syrely you've  ‘eard
that one, Perce?'. . . .'"Oh yus, | must have.'" The evasive verbs
in the response led to checking and the discovery that that form
was unknown to anyone polled in London excep: «he willing and
overinventive Bert and Perce. (It seems likely that these terms
were invention--rhyming slang forms are easy enough to construct.
and there are some that ought to exist. But it is always remotely
possible that some people really can recall ur-forms, long lost
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to common usage--another rich research topic.) The items haphaz-
ardly collected and described here are authentic and however
impossibly arcane they may appear in California they are well-
known and commonly used. The extreme intimacy and commonness of
the items suggest the likely regularity of their usage. There
seems absolutely no logical reason for most of the phrases except
the rhyme; the semantic link is minimal or nonexistent. Some
connections are comprehensible. Trouble and strife /rhyme/ wife
has a touch of that sardonic cockney humor on the subject of wedlock,
and a loaf of bread /rhyme/ head has a shape equivalence because
the large round '"cottage'' loaf was the usual style until the
introduction of the rectangular presliced wrapped form that apes
American marketing. A second arbitrary feature appears to be the
haphazard and casual nature of the decision to el iminate the .
terminal rhyming element for brevity.! In some terms ellipsis is
common, in others inadmissible; a few seem to be somewhat debatable
or optional forms. . ,

A term like “loaf' (loaf of bread /rhyme/ head) is so
_ common that it Is like a dead metaphor used repeatedly without
even the thought of its metaphorical antecedent. Tit for tat
/rhyme/ hat is intermediate in an unusual way. Perhaps because
of the embarrassing consequences of having "tit' stand alone a
hat is regularly referred to as a 'titfer', (a device similar in
its elision to the name for the old piece of bedroom china; ''a
goesunder''). But skin and blister /rhyme/ sister is never reduced.
whether this is for the slightly less close association between
another individual and personal features and possessions or whether
the awkwardness of “skin'' standing alone is unacceptable was
never clear. My informants did not seem concerned to speculate -
on the why's and wherefore's of the data they proffered. Those:
reaches of soc’o-linguistic theorizing were left to. the enquirer. .
Pressed to hazard opinions on knotty points they retired to their.
pints of mild and bitter muttering resentfully. . No one likes to .
be attacked with unanswerable questions. . S S

The result is that generally speaking, one can rarely
make speculation on the origins of these forms. One retreats to -
the well-known adage about illogical and arbitrary nature of
language symbcls and rather considers the usages discovered in
this lexical area. The terms which | was able to discover and
check as commonly-existing can be conveniently grouped not by the’
form or their rhyming element, but by the association of the items
referred to. As observed earlier, they are the most basic day- -

to-day elements of localized and personal vocabulary. « -

Teranklyn in A Dictionary of Rhyming Siang, Julia Franklyn, London,
1960, claims that curtailing is only possible when ''the curtailer
represents two syllables. If it doss not, then the entire rhyme
is given." This is clearly incorrect.
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Terms were discovered for:

1. Members of the family.

a. trouble and strife /rhyme/ wife.
(also, joy of my life.)
b. skin and blister /rhyme/ sister.
c. currant bun /rhyme/ son. _
d. pot and pan /rhyme/ old man--usually father.

None of these terms can be reduced in speech except a debatabie
usage with wife = trouble, in "here comes my trouble." (as opposed
to "here comes trouble!'). There must be a daughter term and |
have heard ''bother'’ as- a possible rhyme for both brother and mother
but could not confirm.- It seems too obvious to be likely.

2. Parts of the body.

a. loaf of bread /rhyme/ head.

b. plates of meat /rhyme/ feet.
c. Boat Race /rhyme/ face.

d. Mince pies /rhyme/ . eyes.

‘e. . Barnet Fair /rhyme/ hair.

f. German Bands /rhyme/ hands.

g. North and South /rhyme/ mouth.
f. Bushel and Peck /rhyme/ neck.

All these terms can be and usually are, used without. the rhyming
term. Eyes are double and therefore the single word is the
ungrammatical plural ''minces''--as in such defensive phrases 'l
never laid me minces on it." | have a doubt whether “‘Barnet'’

has much usage but | like its association with a London market.
going back to premedieval times. The unexpected ''Boat Race'
cefers to the Oxford and Cambridge universities' spring sculling
match along the Thames. It used to be a great national occasion.
Chiidren at school were, unlikely themselves, to get beyond six
years of elementary education but would commonly wear the dark or
light blue favors of the crews and fight violently in support of
their chosen varsity team. | can make no speculaticia concerning
the source of those '‘German Bands,'' though it is more liksiy to
be Victorian than a wartime term. North and Scuth is used in an
irritated tone. ''Shut your North and South or 1'll . . g
Bushel separates from its rhyme-word in such cheerful invitations
as '"Get that lot down your bushel.' o

3. Items of clothes.

a.. whistle and flute /rhyme/ suit.
'b. almond rocks /rhyme/ socks.
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c. sky rocket /rhyme/ pocket.
d. tit for tat /rhyme/ hat.
e. dicky dirt /rhyme/ shirt.
f. Peckham Rye /rhyme/ tie.
g. daisy roots /rhyme/ boots.

Whistle" is common for suit though 1 have not heard ""almond" in
much use. The interesting middle ground of "titfer'" has been’
ramarked upon earlier. Only ''sky rocket' seems definitely to
require both elements to be spoken. ''Sky rocket' is obviously

not a recent reference to aerospace but to the perennial joys

of the fireworks 1it on Guy Fawkes Night (November 5). The
occasion is still lustily celebrated to the point of arson. ''Dicky
dirt" is interesting as supplying a possible etymology for ''dicky',
those old detachable shirt fronts employed in those days of
economical laundering when collars and cuffs were also removable
leaving the body of the shirt, invisible under the jacket, to
yellow unseen. ''Peckham Rye'' is a street in southeast London
rencwned for its cut-price markets and might record an early
source of sartorial purchase. B8oots are presumably firmly locat-

ed in the soil like plant roots.
L. bDrink.

a. finger and thumb /rhyme/ rum.
b. pig's ear /rhyme/ beer.

c. Rosie Lea /rhyme/ tea. '
d. elephant's trunk /rhyme/ drunk.

There must have been terms for gin and brandy but enquiry produced
only lewd though rhythmic couplets about the sexually invigorating
consequences to be derived from their hearty imbibing. '"Mother's
ruin'' is a most common term for gin but the rhyming element is
minimal. Who was the famous ''Rosie’!? A recent late night movie

in L.A. produced the casual dialog, niEre!s thruppence, luv, get
yerself a cuppa rosie.'" ''Char' in 1'a cuppa char'' goes back through
Arabic chi to distant Asian borrowings and is perhaps now more com-
mon. ''He's elephant,' is a fairly common euphemism for drunk,

 S.j EupheﬁIsms.

a.' horse and cart.
b. pony and trap.
¢.  Jimmy Riddle /rhyme/ piddle.

d. lemon and dash /rhyme/ splash (or slash?)
_ therefore urinate.
e. Hampton Wick.

~ f. Berkshire Hunt.

s
:
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g. Khyber Pass /rhyme/ arse.
h. cobbler's awls /rhyme/ balls, testicles.

The first two of these are not reduced, perhaps for the
delight in enunciating them. The terms are clearly formed prior
to the introduction of the horseless carriage, perhaps at a period
when horse manure was a common filth on London roads. The others
are abbreviated. It is from Berkshire Hunt we get Berk--see
later. "'Stick it up your Khyber'' is a well-known invitation
rarely accepted. ''He got it right in the cobbler's'' is a comment
of satisfaction or commiseration. There are several others in
this catagory since the topic has widely popular folk appeal!

6. Miscellaneous.

a. apples and pears /rhyme/ stairs.
b. weeping witlow /rhyme/ pillow.

Going up the '"‘apples'' is common. Reduction of the '"weeping willow'
is permissible only in the extended form ''weeper'’. 'l put me 'ead
on the old weeper and that's the last fing i knew."

c. butcher's hook /rhyme/ look.

Butcher's in the form "Gimme a butcher's'' used to be very common
but it seems to be losing ground to terms like decko, let's have
a decko" which has no rhyming antecedent. Of course, butcher's
hooks themselves are less commonly seen now with meat in cold
storage rather than hung in windows.

d. dicky bird /rhyme/ word.

A charming term invariably accompanied by a characteristic look
and tone of ingenuous hurt surprise '"Who me teacher? | never sald

a dicky (bird), honest.'
e. Mutt and Jeff /rhyme/ de=t.

Suggest a dating from its association with the sarly American
comic strip. It might be considered a kindly type of euphemism.
Not sepaiable in use, perhkaps becausevof‘its rclative rarity.

Harry Tate /rhyme/ staté'=_mess; either
shysical (dirty) or emoticnal (agitated).

Both forms will be used in such eipféssions of concerns and some-

times malicious delight as ''Blimey 'e wasn't 'alf in a ‘Arry Tate.''
Harry Tate was a particularly beloved comedian who reigned in the
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‘E<wardian music halls (English vaudeville).
g. half inch /rhyme/ steal.

This form is a kind of euphemism since it refers only to that
theiving which is not considered moral ly reprehensible. Petty
pilfering from work in some trades seems virtually considered a
legitimate perk. This deed is accompl ished by:

" h. tea leaf /rhyme/ thief.
i. eighteen pence /rhyme/ sense.

used particularly between old and young, such as a workman and his.

apprentice. ''Wotyer doin? Ain't yer got no eighteen pence?''
.j. bull and cow /rhYmé/ row, fight.

The sexual division reminds one that the term should properly
only be. applied to a marital quarre! and does not cover a man
to man fist fight. A neighbor might report with gossipping
relish "They weren't half 'aving a bull and cow."

k. Jack Jones /rhyme/ aione or on one's own.

In: spite of the 's' on Jones, the rhyme is establiished with
own. Various other members of the Jones family are empioyed in
this context but Jack is the most popular and can stand alone
when a person laments that he finds himself "All on his Jack'.

1. rabbit and pork /rhyme/'talk.

An inexpl!qable‘phrase but the first part is very commonly heard.
nghe didn't 'half rabbit on.' : .

m. Mother Hubbard /rhyﬁe/.cupﬁoard.

An obvious connection with -the nuréefy rhymé. Mother is never used

alone in this meaning.
. n. Johnnie Hornzr /rhyme/ cotneé;

No particulsr person *s known to have donated hics name to this
phrase. To go round the Johnnie (Horner) Is a standard term to
indicate that a person is going round the corner. for a drink at
the local pub. R o N o
A couple of minor observations. - There are certain phrases

that;iook as if they ought. to be rhyming slang and turn out to have

other criagins. 'Black and tan,' for example, is simply dark stout

and 1ight beer mixed--a color phrase. items 1ike '"hammer and tongs'
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appear to have metaphorical origins on the lines of raining cats and
dogs rather than rhyming backgrounds. It is also interesting to
note that no money terms remain. The numerous rhyming forms are
listed in Partridge, et al., but they are not current. The money
slang seems to be from other sources. Besides the plethora of book-
makers' terms for high value notes, the cheery tanners and bobs

are not rhyming remnants and are anyway now lost to the economic
convenience of decimalization. There are a series of rhyming terms
that have become so commonly used that their origin is completely
forgotten. ''Tiddly wink' is rhyming slang for ""drink' but rarely
used as such. Yet it is the origin of the all pervusive term 'tid-
d1y" meaning slightly drunk in a cheerful way. ""Raspberry tart'
was a rhyming s!ang euphemism but it remains now only to indicate
the vulgar naoic> known in the States, | believe, as a Bronx cheer.
It has become sufficiently detached from its origin to have acquired
purely metaphorical force. Someone can be shown disrespect and
"given the raspberry'' without any actual sound being required. |
have never heard of Scapa Flow (scene of a major naval battle) in
its meaning of ''go’’ but it is a possible origin of the very common
verb ""scarper'' to rur off or run away. It is sufficiently common
that it can be fully conjugated liks any other verb--'| scarpered. .."
1She's scarpering..." The most common London word for muney is
lolly. This derives from the rhyming slang lollipop /rhyme/ drop

in the sense of a tip and thus all amounts of money. ‘''Rip and tear'
/rhyme/ swear remains in common usage as "rip" and it -eems pcssicle
that "He ripped into me'' and by extension '‘Let her rip are derived
from this source. ''Brass tacks'' remains in common use in its com-
plete form as meaning ''facts''. But it seems unlikely that the
average speaker realizes that ''getting down to brass tacks' is rhym-
ing slang rather than a metaphor.

This essay does not attempt to make a thorough or even
formal study of a variety of rhyming slang forms stili used by cock-
ney. To attempt that it might require the kind of research that
defeats Its object by enforcing inappropriate socio-linguistic
order upon an engagingly haphazard and cheerful series of casual
images. This perhaps too flippant report is a kind of record of
affection in response to many light-hearted friendships and associa-
tions made in evenings in London when the day's study of ''serious
scholarship' was put aside.

what has 211 this to do with ESL? Perhaps only marginally
it touches upon a minor aspect of bidialectoiogy which is beir; secen
as just as important an aspect of our work today as the topic bilin-
gual ism which occupied our studies during the *ast decade. Cockney
with its extended tradition makes a classic example o that tenuous
~»ound staked out by dialects between externally imposed change and
def'iant local resistance. Besides these significant imponderables
some understanding of certain phrases bccomes a useful if not an-

128



129

essential part of the process of attuning the visitor's ear to
the rhythms of London speech and its pecul iar usages. Equipped
with such knowledge, if you accidentally tread on someone's toe
or knock over his beer and he calls you "A proper Charl ie" or
"A right Charlie" you will no longer be able to comfort yourself
with believing it to be some cheerful reference to the clowning
of Charlie Chaplin; rhyming slang would give you the sense that
serious irritation has been provoked. A little knowledge might
similarly even help the American advertisers who make investments
in commercial messages that occasionally carry unanticipated
associations. The following is a news item from a recent London
evening paper reproduced in its entirety.

United Artists presented a lot of people with a
difficult decision when they put out posters for
The Revolutionary. The posters said that Jon
Voight was something that no newspaper was pre=
paered to print. Some got into the Tube before
the London Transport drew the line. They agreed
to accept another word in place of the first. So
did the newspaper advertising departments. The
sacond word was ''burke’’.

Pres:mably neither United Artists nor anyone else
cared that it should be spelled '"berk'. Which
as any cld Cockney could tell them is a rhyming
slang clue for a word quite the opposite of the
first. And far LESS acceptable.

It Is the kind of situstion that would declight that 'fold

Cockney''. Nothing amuses his tribe more than trne pit of felly into

which the pretentious trip when they exhibit their ignorance of
their tenaclously private and resilient culture which may well
deserve a more comprehensive and thorough linguistic survey than
the casual remarks of this traveller's diary provides.
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PHONETICS VS. PHONEMICS IN THE ESL CLASSROOM:
WHEN IS ALLOPHONIC ACCURACY IMPORTANT?

Clifford H. Prator

1. Explanation of Terminology

The above title, suggested by the sponsors of this series ior this
paper, seems to require explanation and amplification.* The technical
terms contained in the title and the concepts to which they correspond
were developed largely by the predominantly American school of linguists
now known as the ‘'scructuralists'. For teachers of English, the structur-
alist approach to linguistic analysis is associated with such names as Ed-
ward Sapir, Leonard Bloomfield, Kenneth Pike, Charles Fries, George
Trager, and Henry Lee Smith.

It was a structuralist tenet that the analysis of a language must
begin at the phnnological level. As he listened to an unknown language
spoken bty an informant, a skilled analyst would be able to detect the re-
currence of scores of different speech sounds. lic would assign to each
of these recurring sounds an appropriate phonetic symbel and then use the
symbols to prepare the most accurate possible transcription of an exten-
sive sample of the language. One of his first concerns was to try to
determine which of the many differences between sounds that he heard cor-
responded to differences in meaning in this particular lang. e.

For example, the analyst may have noted the occurrence of both 13
nasalized [3] and another [a] that was not nasalized. He must then de-
cide if this is a meaningful distinction. He will know that it is mean-
ingful if he can find in his sample two words that have different mean-
ings but that sound alike except that the one, for example (kdt], has u
nasalized [3) where the other, [kat], has the non-nasalized (a]. If he
finds such a minimal pair, he has determined that /3/ and /a/ are pho-
nemes in the language with which he is concerned. A phoneme is then,
among other things, a unit of sound that can be the sole element whereby
one word 1s distinguished in meaning from another. In most languages
there 1s a general, though Dy no means complete, correspondence betweer
the phonemes and the letters with which the language is normally writien.

Now let us suppose the opposite case, that our anal;s. is unable
to find proof that the distinction between [&] and [a] is mewningful---
that is to say, phonemic---in the language on which he is working. he
would then suspect that the distinction is merely a phonetic one. a aif-
ference that he can hear but that does not affect meaning. He mi,at dis-
cover that the nasalized {3] occurs only befcre the nasal consonant. L]
and [m], and that the non-nasalized [a] never occurs in such a position.
If s0, he could make several statements about the status of [3) and [a}
in this particular language:

1. That the two sounds are in complementary distribution in that
they never occur in the same phonetic environment;
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as the science which attempts to describe all the distinguishable sounds
that occur in the languages of the world. Phonemics, on the other hand,
attempts to discoveT which of the differences among tne sounas of a giv-
en language are meaningful aid to determine wnat allophones each of the
phonemes of the language has. Phonemics thus organizes and in a sense
simplifies the extensive raw data provided by phonetics. A phonemic
transcription would represent only the phonemes, the meaningful units
of sound that occur in the utterance transcribed. A phonetic transcrip-
tion would usually show much finer distinctions among sounds, represent-
ing various allophones of each phoneme.
In the phonemic transcription proposed by Trager and Smith in
19511 and used in many ESL textbooks since that date, the English sen-
tence 'I could use a little food now' might appear like this: /ay kid
w2z o litil fuwd naw/. A phonetic transcription of the same sentence
wouls look more like this: [ay khid yuw:Z; o iy} fuw:d naw]. The ex-
tra symbcls used in the phonetic transcription would call the attention
of a student of English to the following facts:
1. That the [k] of 'could’ is aspirated---sccompanied by the
audible friction cf exhaled air,
2. That the vowel of 'use' is longer than, for example, the
vowel in the noun 'use' [yuws];
5. That the final [z] of 'use' begins with voicing (vibration
of the vocal chords) and erds without voicing;
That the [t] of 'little' sounds somewhat like a [(d];
% That the final [ 1) of 'little' follows [t] directly with
no intervening vowel sound;
6. That the vowel of 'food' is longer than the vowel in
thoot' [huwt];
7. That the [d] of 'food' begins with voicing and ends without
voicing;
8. That the vowel of 'mow' is nasalized.
The phonemic transcription of the sentence does not 1in itself provide
such information.
We can now return to the title of this paper and begin the

examination of the question that it poses: ''when is allophonic accu-
racy important?"

2. Related Questions

For the English teacher the question implies a number of other
questions. When is information about the formation of sounds such as
that itemized above relevant to the classroom? If transcription is
used in teaching pronunciation, when if ever should it be a phonetic
rather than a phonemic transcription? What degree of accuracy should
a teacher expec. his students to achieve in pronouncing English?

Such questions scem particularly pertinent in teday's rather
uncertain climate of thought about the methodology of language instruc-
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mastery of the phonological system before any serious effort was made
to deal with the grammatical system or the vocabulary of the language.3
The opening sections of many textbooks provided days or even weeks of
pronunciation drill that was to be carried out before any attempt was
made to acquaint stucdents with the words and structures that were be-
ing pronounced.

More recently, as doubt has been cast on the validity of the
basic tenets of a narrowly orthodox audio-lingual method, we have in-
clined both to lower our sights with regard to the degree of accuracy
we expect in our studerts' pronunciation, a-' to concentrate less on
pronunciation in the early stages of instn »n. In other words,
there is a feeling that the student of a laiguage has many more im-
portant things to do than to put a fine polish on his pronunciation
and that the polishing process can well be postponed for a while.

This tendency has been strengthened in the United States by our grow-
ing hesitation to impose a 'Standard English' accent on Black and
Chicano children in American schools. Some of our British colleagues
have even gone so far as to argue that the second-language varieties
of English that seem to be growing up in such countries as India and
Nigeria provide perfectly suitable models for imitation in those coun-
tries and that the polishing process can therefore be dispensed with
altogether.

In the absence of any consensus regarding the degree of accu-
racy to be sought in teaching pronunciation, most teachers will proba-
bly want to take a position somewhere between that of the ciiampions of
absolute allophonic accuracy and that of the methodologists who insist
on no more than an ability to produce a rough approximation of phonemes.
1f a teacher is to apply such an intermediate position in the classroom,
he will need to distribute the attention he devotes to pronunciation
according to some system of priorities. That is to say, he will have
to decide which elements of pronunciation he will emphasize initially
and which elements can be dealt with briefly or can be postponed until
later stages in his students' development.

It seems *o me, then, that the questions so far raised in this
paper can most profitably be considered within the framework o:i this
larger question of priorities in teaching pronuaciation.

3. Distinctive-Feature Analysis
In seeking answers to a practical question such as which ele-
ments of pronunciation should be emphasized and taught first, teachers
of English have learned to turn to <he descriptive linguists for rele-
vant facts and possible theoretical gnidelines. And as Americans we
tend, rightly or wrongly, to look first to the most recent work done
E ka by these linguists.
va$f¢ Most of the work that is being done in this country today on
English phonology is being carried cut within the generative-transfou-
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and hic co-workers in applying generagive-transformational techniques
to the analysis cf English phonology.

This work is referred to as distinctive-feature (or generative)
analysis because it uses distinctive features rather than phonemes as
the basic analytical unit. A distinctive rhonetic feature is a quality
like openness or tenseness that combines in various ways with other
such qualities to constitute the speech sounds of a language. Each
characteristic combination of distinctive features could thus be re-
garded as a phoneme. Actually, the distinctive-feature phionclogists
tend to doubt the value of the structurzlists' phoneme as a unit, and
of traditional phonemics as a separatz level, of linguistic analysis.
They iraw no distinction, as did tae structuralists, between a phonemic
and a phonetic representation of speech. It is ther. not possible to
discuss such questions as ''Phonetics versus Phonemics in the ESL Class-
room" or "When is Allophonic Accuracy Important?" in texrms of current
distinctive-feature analysis.

For language teacher this is perhaps a disappointing conclu-
sion. One would have hoped : 2t a type of phonological analysis that
breaks speech sounds down into their component qualities might cast
some light on the relative importance of these qualities to comprehen-
sion: that it might, for example, tell us whether the feature of voic-
ing or the feature of aspiration in most important in distinguishing
'could' [khud] from 'good' [gud]. But Chomsky and his co-workers are
interested in distinctive features for 'classificatory purposes'---to
show how certain words are phonologically related to other words---
rather than as a guide to more understandable pronunciation.

We must certainly not conclude, however, that distinctive-
feature analysis is irrelevant to the larger question of priorities in
teaching pronunciation. In fact this type of analysis has already cast
a great deal of new light on a very important facet of the pronuncia-
tion of English, one that has been largely ignored in textbooks and
pronunciation manuals: that is, the systematic relationship between
spelling and pronunciation.

Teachers of ESL have long been aware that the grammatical er-
rors their students make can be divided into two large categories.
There are those grammatical errors caused by interference from the
students' nother tongue and there are also those that arise when a
student makes a false analogy within the grammatical system nf English.
An example of the first type of error is provided by the student who
sees no need to distinguish between masculine and feminine pronouns
and who therefore refers tu a woman as 'he' because his mother tongue
has only one third-person singular pronoun. We hear an example of the
second type when a student says ''Please explain me that question' be-
cause he has learned to say '"Please ask me that question" and does not
realize that che sentence pattern he used with 'ask' cannot be used
with 'explain'.

What has not been so widely recognized is that errors in pro-
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stressing 'electricity' on the second syllable by analogy wita 'electric’
thus producing something like /iléktrisitiy/. Yet errors of this latter
type are widespread among students of ESL who are familiar with English
spelling. And such errors can do as much as any others to make learners
of English difficult to understand.

Why have spelling-based errors in pronunciation been so largely
ignored by textbook writers and teachers? Perhaps because of several
beliefs often held by those trained in the audio-lingual methods favored
by the structuralists: '

1. That all contacts with written English should be postponed as
long as possible;

2. That so little of English spelling is systematic that it would
do more harm than good to try to relate spelling to pronuncia-
tion;

3. That if reading can be postponed until students master the
phonological system, the harmful influence _of English spelling
on pronunciation can somehow be minimized.

Today these beliefs seem to be rapidly losing their force. Ex-
perimentation in ESL classrooms has shown that long postponement of
reading tends to dglay rather than to facilitate over-all progress in
language learning.” We are beginning to wonder if there is anything to
be gained by postponing exposure to written English, since such exposure
is usually inevitable in the long run and the teacher will eventually
have to cope with its effects on pronunciation anyway. Finally, in view
of the results obtained by generative analysts, it appears increasing
likely that English spelling can be related to pronunciation in ways
that will be helpful rather than harmful.

Chomsky and his group have shown, for example, that the placing
of stress on English words can usually be predicted from spelling pat-
terns. It therefore seems possible that, if students could be made a-
ware cf the basic principles that govern stress placement, they might
find it easier to stress words correctly. Much new light has also been
shed on the systematic relationship between the so-called long and short
vowels of English in such pairs of words as 'sane' and 'sanity', 'meter-
metric’', 'line-linear', and 'cone-conic'. It should be possible to con-
struct pronunciation exercises that would help students internalize
these relationships and thus cope more adequately with the varying vowel
qualities and stresses in families of words such as 'ratio-rational-
rationalize-rationalistic' and 'phone-phonics-phonetics'. In a paper
presented at the last TESOL Convention under the title '"Linguistics,
Spelling, and Pronunciation",10 sanford Schane suggested some of the
possibilities.

I would urge, then, that in teachang pronunciation we place a
considerably higher priority than we have in the past on activities de-
signed to help our students relate spelling and sound, stress and vowel
quality, and roots and derivations. This priority would naturally be
highest at advanced levels of instruction, when students begin to read

L. .
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Many methodologists and language teachers agree that the con-
cept of the phoneme is one of the most useful concepts developed by the
descriptive linguists. 1 I tend to concur, despite the fact that the
distinctive-feature phonologists have found little use for the phoneme
in their work. I believe the phoneme is useful and that teachers of
ESL should be familiar with the concept, precisely because it does pro-
vide a considerable amount of guidance in deciding how to assign prior-
jties in teaching pronunciation.

We can, with some confidence, take the position that, since
phonemic distinctions correlate with meaning, they are more important
than allophonic distinctions to a student who is learning a language in
order to be able to communicate meaning in it. 2 If the student sub-
stitutes one phoneme for another, he has made a word meaningless or
even given it a meaning other than that he intended, unless the context
makes the intended meaning unmistakable. On the other hand, if he pro-
duces an unnatural allophone, the possibility that a hearer will fail
to understand him or will misunderstand him is presumably much slighter.
The substituticn of one allophone for another does not, at least theo-
retically, change the meaning of a word.

Having assigned a higher priority to phonemic distinctions and
a lower priority to allophonic distinctions, we can then go on to sub-
divide both types. The Trager-Smith analysis of English phonolegy di-
vides plionemes into two subgroups: the segmentals and the supraseg-
mentals. The segmentals are the vowel and consonant sounds which, of
course, follow one another in a fixed order in any word. The supraseg-
mentals are phonetic elements such as pitches, stresses, and junctures,
which are combined in various ways to form meaningful patterns of stress
and intonation. Suprasegmentals are so called because they can extend
over a whole series of segmentals.

Perhaps an example will be helpful in reminding us of the kinds
of meaning that may be attached to combinations of suprasegmentals. We
suppose a brief conversatioral exchange between two speakers. Speaker
Cne says, "'I've just read a good book." Speaker Two replies with the
single word, 'what'. If Speaker Two begins the word on a high pitch
and ends it on a low pitch---"What?'"---he is merely asking Speaker One
what he has read. If a normal pitch comes first followed by a high one
---"What?"'---Speaker Two means something like: "I didn't understand
what you said; please repeat it." And there is still a third possibil-
ity. Speaker Two may begin on a normal pitch and end on one that is
extra high---"What?" If he does, he is insinuating something like:
""You! Reading a good book? You are much too stupid for that."

There are several strong arguments for assigning to the supra-
segmentals the highest of all priorities:

1. They convey the kind of meanings, both grammatical and lexi-
cal, that the context alone would seldom make clear;
N e affort the intellicihility of entire series of segmentals;
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same phonetic envirorment and when the environments in which each does
occur are entirely predictzble. In the first section of this paper I
gave an example of a pair of such allophones: a nasalized [3] occurring
only before En] and [m], and a2 non-nasalized [a] occurring elsewhere.
Allophones in complementary distribution are a significant element in
the phonological structure of a language, and native speakers of the
language seem to depernd on them heavily in recognizing words.

The other subgroup of allcphones is made up of those whose oc-
currence is not predictable in terms of their phonetic environment,
though it may be more or less predictable in other ways. For exariple,
the final sound of the English word 'with' in the environment 'come with
me' is sometimes entirely voiceless, sometimes partially voiced. Such
variation may be observable in successive occurrences of a word in the
speech of a single individual. Or it may distinguish one individual's
speech from another's within a dialect group, or the speakers of one
dialect from the speakers of another. Allophones of the type exempli-
fied by the two ways cof pronouncing the final sound of 'with' are, then,
sai2 to be in free alternation. Since listeners are usually accustomed
to hearing such variations and attach no meaning to them, they cause no
difficulty in comprehension.

It therefore seems safe, in teaching pronunciation, to assign to
allophones in free alternation the lowest of priorities. I believe that
we can, in fact, take the position that under most circumstances it is a
waste of time for a teacher to insist that students imitate an individ-
ual's free allophonic variation, or allophonic variation within or be-
tween well known dialects of American and British English.

Using structuralist concepts, we have thus arrived at a four-
level hierarchy of priorities that appears applicable in dealing with
the type of pronunciation error that is caused by interferance from the
students' mother tongue. In the order highest to lowest, priority would
be assigned to teaching:

1. Suprasegmental phonemes,

2. Segmentzl phonenmes,

3. Allophones in complementary distribution,
4. Allophones in free alternation.

The guestion posed in the title of this paper, ''When is allo-
phonic accuracy important?', seems to call for still finer distinctions
to be drawn within the category of allophones in complementary distribu-
tion. I must confess at once that I shall not be able to provide a fully
satis{actory answer based on established linguistic theory or on rigorous
experimentation. The best that I can do will be to hazard a few sugges-
tions based primarily on an intuition that has been developed through
long experience in the classroom. This is an expedient to which teachers
of ESL are all too often reduced in seekirg answers to the practical
questions with which they are faced.

Several linguists have attempted theoretical explanations of when
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features are phenemic is not convincingl3, and some phoneticians would
taks the opposite position, that aspiration is more important than voic-
ing in enabling speakers to distinguish /p/ from /b/ at the beginning of
words .14

In an article entitled ''Some Allophones can be Important," Yao
Shen argues that 'allophones provide acoustical clues to ghe recognition
of phonemes'---an argument that few would disagree with.1® Contmasting
English with other languages, she draws up a list of eight situations in
which she says that these clues are particularly important. It would
appear that by carefully choosing different languages to compare with
English one could use her method to prove that almost any allophone in
complementary distribution is important for some students. And this may
well, in fact, prove to be the truth of the matter, even though it does
not help us tc establish a general hierarchy of priorities among English
allophones.

H. A. Gleason's statement regarding the practical importance of
allophones in complementary distribution seems tc be typical of the
structuralist point of view: "The use of the correct allopnu. €s is more
important socially than it is linguistically. Though obviously of con-
cern to linguists for many practical reasons, the allophones stand on
the margi: of his field of study and are in some respects external to
language. The use of correct allophones is obviously important to any-
one learning a foreign language with intent to speak it. To ake him-
self understood he must learn to pronounce all the phonemes anc to use
allophones which are sufficiently close to the normal in the language
to avoid misidentification. Beyond that there is no need, if he is
merely content to be urderstood, to worry about the allophones. But if
he desires his speech to be socially acceptable---that is to sound like
that of a native---he must achieve the same use ¢f allopkones as is
normal in the langv.xage."’16

From such premises it is easy to reach either of two opposite
conclusions, depending on one's convictions regarding the objectives of
instruction: (1) that we must help our students to develop complete
allophonic accuracy, or (2) that it is not really necessary to concern
ourselves with allophones at all.

Thus ana Tataru of the University of Cluj, Rumania, notes what
Gleason has to say about the social importance of allophones and, be-
lieving that ''there can be no doubt that foreign-language teackers have
to encourage their studeats to aim at making their speech socially ac-
ceptable and not merely intelligible," concludes that allophones must
be taught along with phonemes.1

On the other hand, a number of linguists, particularly in Great
Britain, who feel that it is usually unrealistic to aim higher than in-
telligibility and who equate intelligibility with phonemic accuracy as
Gleasgg tends tu do, have recently urged that allophones are expend-
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the safest solution for a teacher of ESL is perhaps one that I have
urged previously in writing.19 That is, to regard unintelligibility
not as the result of phonemic substituticn, but as the cumulative ef-
fect of many little departures from the phonetic norms of the language.
Many of these departures may be phonemic; others will be allophonic.
But under certain circumstances, any abnormality of speech can contrip-
ute to unintelligibility.

ye should remember, too, that intelligibility is a relative
rather than an absolute quality. It is never possible to say that our
students at a certain point in their develcpment have achieved full in-
telligibility. There are varying degrees of intelligikility, but it is
doubtful that even two good friends who speak English as their mother
tongue, sitting near one another in a quiet room, make themselves per-
fectly understood at all times. There is always the possibility, then,
of making one's speech more irtelligible, so as to be understocod by a
greater variety of hearers, over a greater distance, or in a nois.er
environment: If the course of study in English lasts long enough, it
seems advisable to include some attention to all the well known allo-
phones at advanced levels of instruction.

Even in a short course, if ability to speak English is an im-
portant objective, we should probably include atteaticn to a few of the
most important allopnones that are in complementary distribution. 1
would treat first those involving aspiration and vowel length. These
two features combine with voicing in different ways to help a listener
perceive the difference between the two largest groups into which Eng-
lish consonants can be divided: the so-called voiced and voiceless con-
sonants. Though voicing is usually thought of as a phonemic feature
and aspiration and vowel length are said to be non-phonemic in American
English, many experimental phoneticians believe that aspiration and

vowel length are actually more important clues to the recognition of
words. : '

I would therefore at an early stage encourage my students to
pronounce the initial /p/ of 'pet' with the sound of escaping air in
order to distinguish it clearly from the initial /b/ of 'bet’, which is
pronounced with vibration of the vocal cords. Similarly, 1 would en-
courage them to lengthen the vowel before the /d/ of 'bed' so as to
distinguish it clearly from the /t/ of tbet'.20 If the students were
adult, I might use a phonetic, as opposed to a phonemic, transcription
as a visual aid to call attention to the cases in which aspiration and
vowel length nould be present or absent.

It night also be well to call attention at an early stage to
the existence in English of the rather unusual type of allophones
called syllabic consonants. These are heard in words like 'satin’,
11ittle', 'didn't', and 'funnel', where /t/, /d/, or /n/ occurs at the
end of a stressed syllable that is followed by a weak syllable contain-
c dod me 117 Under cneh eiveumstances no vowel sound is pronounced
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order of importance, would come the distinctive vowel and consonant
sounds. After them we might insert, at least for students who are well
acquainted with written English, the kind of relationships between
spelling and sound, stress and vowel quality, and roots and derivations
which the distinctive-feature analys®s have been studying. In fourth
place would come allophones in complementary distribution, beginning
with those involving aspiration and vowel length. And last of all
would come allophones in free alternation of an idiosyncratic or dia-
lectal nature.

If these priorities are ever to be confirmed, ic¢jected, or re-
fined, it will presumably be as a result of a type of experimentation
that has not often been attempted heretofore. What would apparently be
required is extensive investigation into the ability of listeners %
identi.;s various combinations of distinctive features as speech :cunds.
It might thus be possible to establish a statistical criterion for la-
beling some features of English pronunciation as phonemic¢ anrd others as
non-phonemic, cr phonetic. We could then define a phonemic feature as
one for the lack of which a given phoneme may be perceived as a differ-
ent phoneme. The amount of experimentation needed would be enormous,
since the average ability of sizeable groups of hearers tc identify very
large numbers of sounds would have to be found. 1t would also probably
be desirable to test the ways in which speakers of different mother
tongues perceive English socunds. But computers and speech synthesizers
can do marvelous things, and we must not lose hopz.

NOTES

*Originally delivered as a lecture in the 1970-71 series sponsored by

the TESOL Association at the Defence Language Institute, Lackland Air

Force Base, Texas.

1. George L. Trager and Henry Lee Smith, Jr., An Outline of English
Structure, (Norman, Oklahoma: Battenburg Press, 1951).

2. H. A, Gleason, Jr., "Phonemic Problems in Language Learning,' in
An Introduction to Descriptive Lirguistics, (New York: Holt, 1961),
p. 356.

3. Charles C. Fries, Teaching and Learning English as a Foreign Lan-

age (Ann Arbor: University of Michigan Press, 1945), pp. 3-6.

4. Cf. the Spoken English series prepared under the auspices of The
American Council of Learned Societiec, particularly, F. B. Agard's
El Inglés Hablado (New York: Holt, 1953).

5. M. A. K. Halliday, A. McIntosh, and P. Strevens, The Linguistic
Sciences and Language Teach%ﬁg_(London: Longmans, 1964), pp. 203-
204, 294-296, and passim. e case against the position taken by
Halliday, McIntosh, and Strevens is argued by Clifford H. Prator in
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8. Such work as the structuralists have done on the patterns of English
spelling was usually oriented toward ths teaching of reading rather
than toward the teaching of pronunciation. Cf. Charles C. Fries,
Linguistics and Reading (New York: Holt, Rinehart and Winston, 1962).

9. Freserick B. Davis, Philippine Lan e-Teaching Experiments (No. S
of the Philippine Center for Language Study Monograph Serles)
(Quezon City: Alemcr-Phoenixz, 1967), pp. 28-41.

10. Printed in the TESOL Quarterly, 4, No. 2 (June, 1970), pp. 137-141.

11. Cf. Roberz Lado, Linguistics across Cultures (Ann Arbor: University
of Michigan Press, 1957), pp. 9-50.

12. For an excellent example of a pronunciation manual organized accord-
ing to this principle, cee Paul Schachter, Teaching English Pronun-
ciation to the Twi-Speaking Student (Legon: Ghana ﬁﬁiversityﬁross.
13962). Chapters are divided into sections dealing with negsentials'
(phonemic distinctions) and sections dealing with “details" (allo-
phonic distinctions).

13. Lado defines a phonenic feature as "one which somewhere in the lan-
guage is used as the only distinctive fescure of sound between two
phonemes™ (op. cit., p. 24, fn. 6). It is difficult to see Low, DYy
this criterion, voicing could be classified as phonemic. Spectro-
graphic amalyses of tnglish show no cises ir which voicing consti-
tutes the only difference between two Engiish speech sounds.

14. A. C. Gimson, An Introduction to the Pronunciation of English
(London: St. Martin's Press, 1967), p. 148. -

1S. Language Llearning, 9, Nos. 1 anda 2 (1959), pp. 7-18.

16. Gleason, An Introduction..., p. 265.

7. "On the Specific Character of t'ronunciation,” English Language
Teaching, 24, No. 1! (October, 1969), pp. 26-27.

18. See, for example, (lalliday, et al. The Linguistic..., p. 296.

19. C. H. Pra‘or, Manual of American English ronunciation (New York,
Riachart, 1258), p. xiv.

20. For a simplified explanation of how aspirsiion and vowel iength re-
inforce differences in voicing, see "Initial and Final Consonants,"
in Prator, Manusl..., pp. 72-81.

BIBLIOGRAPHY

Agard, F. B. El Inglés Hablado. New York: Holt, 1953.

Chomsky, N. and M. Halle, The Sound Patte.n of English. New York:
Harper and Row, 1968.

Davis, F. B. Philippine Language-Teachin Experiments (No. S of the
Philippine Center for Language Study Monograph Series). Quezon
City: Alemar-Phoenix, 1967.

Fries, C. C. Linguistics and Reading. New York: Hoit, Rinshart and
Winston, 1962.

Fries, C. C. Teaching and Learning En;lish as a Foreign Language.
Ann Arbor: University o igan ss, 1945.

Gimson, A. C. An Introduction to the Pronunciation of Englich.
London: St. Martin's Press, 1967.

Gleason, M. A., Jr. '"Phonemic Problems in Language Learning."” An
Introduction to Descriptive Linguistics. New York: Holt, 1961,

. Q ]:‘R




142

Halliday, M. A. K., A. McIntosh, and P. Strevens The Linguistic

Sciences and Language Teaching. London: Long-ens, 1964.
Lado, R. nguistics across tures. Ann Arbor. University of Michi-
gan Press, ;957.

Prator, C. . "The British Heresy in TESL." LaggﬁgngProblels of
Geveloping Nations. Ed. J. A. Fishman et al. New York: Wiley,

Prator, C. H. Manual of American English Pronunciation. New York:
Rinehart, 1958.

Schachter, P. Teaching English Pronunciation to the Twi-Speaking
Student. Legon: Chana Unlversity Press, 196Z.

Schane, 5. 'Linguistics, Spelling, and Pronunciatiz..” TESOL Quarter-
ly, 4, No. 2 (June 1970), is57-141.

Shen, Y. 'Some Allophones can be Important.” Langggxg_Learniqg, 9,
Nos. 1 and 2 (1959}, 7-18.

Tataru, A. "On the Specific Character of Pronunciation." English Lan-

guage Teaching, 24, No. 1 (1969), 26-27,
Trager, u. L. snc H. L. Smtk, Jr. An Og;}ine of English Structure.
Norman, Ckishoma. Battenburg Press, 1951.

119



EXPERIENCE, KNOWLEDGE, AND HE COMPUTER
Earl Rand

I. Despi®c all the excitement that computers have been generating in
education, they are not yet of any real importance, theoretically, practical-
ly, or economically, to TESL. So far, thcir main use has been limited tc
clerical tasks, which are, by definition, trivial. If every computer were
removed from UCLA, we in TESL would hardly rotice their absence. First, our
studerts might have to spend a bit more time registering for classes, and
second, we might not receive our paychecks oa the first dav of the month.

And a few of us might have to use a hand calculator and slide rule a bit
more. In other words, our IBM's, CDC's, and PDP's would hardly be missed.

But this situation is rapidly changing. Zix years ago, when I
joined the TESL section of the English Department, no one, with the possible
exception of Eugene Briére, was using tne computer for anything. Now, in
typical research for the MATESL, it is used in calculating means, standard
deviations, and other statistics. It canm, however, be used for more than
statistics. For example, this year, three students, Mr. John Street, Mrs.
Maria Inal, and Mrs. Jane Marks, have used it to gather and collate, as well
as to statistically describe, data.

Street processed tweniy samples ~f English textbooks, counting words
and comparing them with the Xucera-Francis list and counting T-units, Kellog-
Hunt's endocentric unit of ind:pendent clauses plus dependent elements. Then
with the computer, he calculated frequencies, means, and standard deviations,
and constructed histograms. Finally, with this data, he computed a cluster
and a factor analysis of the twenty samples. Inai used the computer to col-
late responses on a cloze test and compute frequencies. Using Flander's
interactional analysis techniques, Marks studied ESL classes. With Kenneth
Simes' help, she collated the data and searched for patterns in it.

All three of these students have used the computer as more than a
desk calculator, though what they did could have been done by hand. But the
fact is that if tney had been forced to proceed by hand, much of their work
would not have been attempted or would have been abandoned. The ccmputer not
only offers speed and accuracy, but it encourages getting the job done. Sec-
ondly, it not only gets the job done, but it encourages the researcher to at-
tempt more than he would have otherwise. It is certain that Street's sample
of texts would have besn much smaller and he would not have donc a cluster
analysis or a factor analysis of his data without the computer's aid. Nor
would Marks have made such a thorough search for patterms. Thus, the comput-
er both encourages the researcher to be more ambitious and makes it possible
for him to fulfill many of his ambitious plans.

1I. =~ But this same machine has encouraged even a more fundamental change
in our field. Neither Street, Inal, nor Marks, nor many of our other stu-
dents, are doing the type of research in TESL that would have been done a
few years ago. Research in those days was principally based on "experience".
What students are doing now is more basic: they are gathering "knowledge'.
They represent the first generation of TESL experts who think in terms of
putting knowledge to work before they have gathered five or ten years of ex-
perience. Mine is, I think, the last generation of TESLers who measure their
value almost entirely by experience. I do not intend to belittle experience,
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buc only to sz, that it is not a very good process for moving ahead because it
is so rarely empicically tested and it is so extremely difficult to teach.
Experience is not “knowledge" in the sense I am using it here. These students
are going to apply knowledge to work, a whole new dimension. Skill and exper-
ience alone won't make "expertise’ any longer, and it is this change, not com-
puters, which is most vivid in our profession. The computer does play a cen-
tral role because this change is based on the technology of information, and
the computer is the future storehouse of information.

We lack empirical information in TESL, and computers can help us rem-
edy this lack. An analogy may be helpful. The computer is to information
what the power staticn is to electricity. It isn't the station that is im-
portant, but the electricit; that runs all our lights, motors, and machines.
It isn't the computer that is important, but the information it collects,
stores, retrieves, processes, and provides. The computer is ready, techni-
cally, to do all this. We could have a desk covered with gadgets in front of
every foreign student in every school (and in his home as well). Besides
lacking funds, we lack information as well. That is, we need programs based
on knowledge. Like an unused powerplant, the computer is going to waste.

The hardware is available. Time-sharing systems are as real as the power
lines coming across the desert from Hoover Dam. Wz lack the programs to ad-
minister, collect, process, tnd retrieve data on our students’ learning.

We are in the first stages of a revolution in information, and Zhis
revolution should prove much sreater than the one caused by the utilization
of electricity. Before computers, we had books, a sort of information, just
as before electricity, we had steam, a soxrt of power. But books are a uni-
directional source of knowledge in that they provide information to the read-
er, but not to the author, unless the reader is given a test. Computers, on
the other hand, can tell us much about the learner. If we instruct the com-
puter properly, it will tell us the student's successes and failures in using
tho program. It can give feedback about his responses, respcnse time, choices,
and requests for information. With this data, plus other background data on
the student, we may be able to determine which factors enhance and which hin-
der learning. It is its fantastic data collecting and processing power that
provides the fuel for this coming revolution.

It is difficult to foresee where this feeaback will lead us. So
fuadamental a change won't only satisfy current needs but will create new ones
and make as yet unimagined things possible. It is probably too soon to make
any predictions, but here are a couple. First, we, my generation, are going
to be frustrated working with the new generation. They will want us to do
things which appear impJissible to us. For example, psycholinguists are tell-
ing us to make our lessons structured both in language and in content, but we
hardly have a viable theory of the structure of English and no theory of the
structure of behavior. Of course, we should realize that implementing the
findings of & thirty-minute experiment into a five-year language program will
be difficult. Second, information is going to become cheaper. For example,
to make a concordance of a twe thousand word text would cost at least fifty
dollars if you had a research assistant do it. The UCLA computer can do it,
on the other hand, for less than three dollars plus four or five dollars to
get the cards punched. Third, a balance will be achieved between our capac-
ity to ask the right question and the computer's capacity to store and use
information to halp us obtain the right answer. i foresee the development of
simple packages of programs, like the Bio-meds and SPSS, in a number of areas
useful to TESL, such as computer-assisted and computer-managed instruction,
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test construction, administration and analysis, and guidance, simulation, and
gaming. Fourth, though we are in an elementary stage, still using this power-
ful machine as a giant desk calculator, this stage is just about over. We are
on the verge of using it, net as a cheap research assistant, but as an infor-
mation processor. Here "information" basically means the description and con-
trol of the learning situation. We will begin to use it to further the goal
of enhancing student performance and achievement.

III. Experts have complained about the difficulty of properly using the
language laboratory, but the computer is even more difficult to use. To use
a tape, even with accompinying pictures, is relatively easy because the teach-
er turns a great deal of control over to the student. The student gets a cue
and responds, and then he himself compares, evaluates, and records his own
response. Tae tape just keeps going. The computer, on the other hand, can
be programmed to compare and evaluate the student's response, and keep a rec-
ord of it as well. But it will do oniy what we program it to do, taking no
initiative to correct ocur errors of fact or logic. And very little evalua-
tory judgment is expected from the student. Thus the computer is a complete
idiot, and it is in this idiocy that its real strength lies. It only does
what we teil it to do. The ccuputer forces us to think, to set the parame-
ters and rules, to tell it what to pay attention to and what to igncre.

The computer will do a trivial job with as much enthusiasm as an im-
portant one. Seeing the trivia it can produce makes me thoroughly evaluate
what I have done and helps me plan what to do next. It is easy to become
flooded with pages and pages of output. It is harder to ask precisely what
I need to know.

Thus, it seems to me that the computer's real value lies in making
us think through what we are doing, what we want, and where we want to go.
There can not be a science without numbers and definitions. We can not put
into a computer what we can not symbolize. and it works best with things we
can quantify. We can only quantify what we can precisely define. Many as-
sumptions, gained frcm valuable experience, are as yet poorly defined and
unquantified. For example, how important is it that the cues in language
practice be concrete as opposed to being abstract. James Asher has given
us some information of the differences that actions mike in teaching a short
course of a foreign language. What about the relative enhan.ement of learn-
ing with cues of actions, objects (puppets or realiz), pictures, printed and
spoken words? We know that activities and concreteness both promote reten-
tion, but we do not know just how much di€fference they make. We are all too
busy to find out. Thus, I propose that the computer be put to work doing
some of the routine things we now have to dc curselves. If we let the com-
puter do these, then we can get down to the important task of understanding,
validating, and developing the "truths" we have gained from experience. The
computer will force us to think precisely and conprovide us with much of the
"informaticn" we need to accomplish our task.



NOTES
Earl Rand

Below is listed a number of topics I am interested in and a number
of projects I am working on. The topics are divided into three sections:
experiments, computers, and materials development.

1. Experiments

a. Cues and Retention. What is the relationship between the concreteness
of classroom activities and the retention of lexical items? I hypothesize
a linear relation between the type of cue used to teach an item (on a scale
from most concrete to most abstract: activity, seeing an activity, an ob-
ject, a photograph, a line drawing, a printed word, a spoken word) and the
student's proficiency in recalling it. As a pilot study, I have selected
twenty small, picturable items, made line drawings, and printed the words
on cards. I divided my 103J class into two sections, presented the line
drawing to one and the printed words to the other. Then the students im-
mediately tried to write down the twenty items, and again after one week.
The mean scores were not significantly different. I am collecting a
bibliography on this topic.

b. Penmanship. Can handwriting be efficiently taught to foreign students
on an individualized basis in a university setting? I have written a
forty-page self-instructional programmed text to teach a commonly used
style of penmanship. It has been used by five foreign students who wrote
in a European style which was difficult for American readers to decipher.
I have collected pre- and post-samples of their handwriting, and found a
definite improvemert. Now I would like a larger number of subjects, an
accompanying questionnaire, and independent judgments of the amount of
improvement. Also I would like to correlate the amount of improvement

and their attitudes with standardized penmanship scales and their own
perception of adequate and poor penmanship.

2. Computers

My interest in using computers in TESL is very broad and can only be brief-
ly sketched here. See the 1970 UCLA ESL Workpapers for my general view of
this field.
a. Readability. The topic is related to studies of computer determination
of disputed authorship which we have all read about in the newspapers and
magazines. What features of a text makes it more or less readable than
another text? John Street, one of our MATESL students, has been using the
computer to determine various linguistic characteristics of ESL and univer-
sity textbooks used at UCLA in order to determine whether or not the read-
ings in our program progress from simpler to more difficult. A second step
will be 1) to have teachers and students judge the difficulty of these pas-
sages, 2) to test their difficulty, 3) to obtain some cloze test data, and
then 4) to attempt to factor out what it is that makes a reading passage
more or less difficult than another passage.

b. Sectioning of large classes. Large classes at UCLA are usually randomly
sub-divided into a number of quiz sections or discussion groups. I would
like to develop a package of programs and subroutines which would help the
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teacher assign the students in his class to quiz sections on a more rational
basis. The programs would, after the teacher has fed in data, tell him
which students are similar and cluster together. The data would be test
scores and questionnaire items. Thus the teacher could knowingly make his
quiz and discussion sections homogeneous or heterogeneous. The project
would use programs similar to those in the readability study above.

c. Questionnaires. University students and teachers are so bombarded with
questionnaires that it may be unwelcome to add three more. I have in mind
questionnaires ii the areas of 1) what is important in foreign student writ-
ing, 2) what is important in teacher-class evaluation, and 3) what are the
ESL student and faculty perceptions of our TESL program.

d. Contrastive and Error Amalysis. I would like to obtain about a hundred
answer-sheets, all making close to an average score, O an objective English
proficiency 2xumination. I would like each of the foilowing five groups,
Spanish, Japanese, Chinese, Arabic, and German, te he represented with twen-
ty of the answer-sheets. Then I would program to computer to do a factor
and cluster analysis to group the subjects into similar groups. I would
hypothesize that the one hundred subjects would fall into five groups which
would match their language background. Thus though the groups would not
di#fer on overall performance, they would differ, I think, on the pattern
of right and wrong answers. -

e. Phonetics. Currently it costs almost twenty dollars to set a page of
text into printer's type if it includes many phonetic symbols. The Video-
Comp can, however, set approximately six hundred pages an hour at a cost of
thirty-five cents per page. However, the current set of characters avail-
able in the memory of the Video-Comp computer does not contain common IPA
symbols. I would like to program the missing symbols so that phoretics can
be cheaply printed.

£. Bibliography. There are a number of systems available for storing and
retrieving bibliographical data, and some of these systems are quite easy
to use. 1 would like to begin the development of a major bibliography of
materials, especially manuscripts, available in ESL here at UCLA. This
would promote up-to-date personalized bibliographies to our staff and stu-
dents. Currently I have funds to begin collecting citations on the indi-
viduaiization of language instruction and computer-assisted instruction.

g. Computer-assisted instruction. In my composition course next fall and
next spring, I would like students to type in their compositions either
directly into the computer or on cards so that it can be fed into the com-
puter for preliminary evaluation. Then with that evaluation, they can re-
vise their composition. I think that the computer can make some elemen-
tary comments on the style of students' writing.

3. Materials Development.

a. Case Drills. Charles Fillmore of Ohio State University and others have
been describing basic English sentences in terms of the labeled »elation-
ships between the functional parts, which are called cases. Within this
framework, my English 122 class last winter produced a number of drills,
which I plan on revising for use in our English 33A-B-C courses.

b. Readings. 1In 1956, B. S. Bloom edited a book titled, Taxonomy of
Educational Objectives. Cognitive Domain (New York: David Mackay), which
Jescribed a set of intellectual levels of cognitive skills. I have de-
vised questions on each level to accompany ten editorials from Science,
the journal of the American Association for the Advancement of Science.
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They need testing out with students.

c. Composition. Most composition textbooks provide extensive practice in
correcting faulty, weak sentences. I have begun 2 text which stresses build-
ing adequate, strong sentences from sets of basic, kernel sentences. For
example, the student learns to write parallel structures not by correcting
sentences with faulty parallelism but by combining two sentences into a sin-
gle sentence with parallelism,

d. Behavioral Objectives fc: Composition. Often the goals of our composi-
tion courses are so vague that neither the teacher nor the students knew what
should be mastered in the course. A set of possible behavioral objectives
along with cognitive level and criterion level is being prepared.

e. The English Verbal Auxiliary. The core of the English sentence is its
verbal auxiliary, which shows tense, modality, aspect, polarity, and other
basic features of English. I have just completed a set of highly struc-
tured, mechanical drills designed to assist the student in learning how to
manipulate the verbal auxiliary in elementary and advanced sentences.
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A READING PROGRAM FOR ESL PRIMARY STUDENTS*
Robert D. Wilson

It is the objective of this paper] to describe a reading
program that is being researched, designed and developed by Consultants
in Total Education for primary students whose mother tongue is other
than English under the sponsorship of the Navajo Area Office of the
Bureau of Indian Affairs and of the school systems of Fresno city,
Fresno county, and Sanger in California under Title VII. Although
the program will differ according to the student population, differ
for example in emphasis and 1in pacing, this program will describe
those aspects of the program that make it a program of universal
applicability, applicable even to primary students whcse mother tongue
is English. The reason for this is that a successful reading program
Tncludes, almost by definition, teaching strategies that trigger learn-
ing strategies that are universal. ' '

This reading program by CITE is par: of a total curriculum whose
objective is learning how to learn and includec traditional curriculum
areas like mathematics and science as well as some new ones 1ike bi-
culturalism and learning how to listen. |
I. Stage One
o The CITE reading program might be divided into four general
stages, namely, learning for reading, learning how *o learn to read,
learning how to read, and reading for learning. The first stage,
learning for reading, includes the following linguistic learning ex=-
periences: (1) the development of the student's competence in the
second ianguage, directly provided for by approximately 300 lessons in
syntax and 150 lessons in phonology, and provided indirectly by the
controlled use of the second language in several content areas; (2) sound-
spelling correspondences of 150 minimal pairs and triads; (3) several
hundred sight words that serve as the pronunciation objective in the
content areas of the curriculum; (4) over 200 sight sentences, tnhe
phrases of which are systematically color coded according to their
grammatical functicns; and some sight paragraphs provided in a book
entitled Sight and Sound, more paragraphs being provided in the Tisten-
ing strand, a strand which precedes the third stage of the reading
program. Besides this linguistic preparation, other aspects of reading
readiness are provided, for example, the visual strand, which teaches
the student how to learn with his eyes, and the auditory strand, which
teaches the student how to learn with his ears. (Motivation, as part
of the affective domain of the curriculum and of the learning-for-reading
stage, is effected in several ways, oniy two of which I mention here:
directly through consistent success in achieving the objectives of the
Tessons and knowing that success has been achieved, and indirectly
through a bicultural disposition.) :

~ Stage one continues with more second language development, with
one sound-spelling correspondences 1in pronunciation lessons, with more

*This paper was delivered at the TESOL Convention, New Orleans, in March
1971. An associated paper Ly Conley Day, "Pre-listening: Teaching
Toward Auditory Competence" was also a:fsented. - o ‘
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sight sentences in syntax lessons, with more sight words and paragraphs
in the content areas of the curriculum, even as the reading program
moves on to stage two.

. Stage Two

The second stage, learnirg how to learn to read, is designed to
trigger the learning strategies that the students must apply to the task
of making sense out of the configuration of the forms on the printed
page. The learning strategies are the following: comprehension,
comparison, composition, and quickness. Comprehension is the strategy
of habitually assuming that the purpose of reading is communication,

For example, it is important for the student to believe that, if he

can respond to a written instruction that tells him to sit on a chair
by aciually sitting on a chair, then he has actually read, although he
might not be able to pronounce the sentence "sit on a chair" quite 1ike
a native speaker of English. Or for him to believe that if he orally
reads the santence "Mary gave the ball to the teacher" as "Mary gave
the teacher the ball" that he has actually read in paraphrasing the
sentence because he has provided an utterance with equivalent sense.

The second strategy, comparison, is the strategy of discriminating
between a pair (or more) of printed forms by associating with the pair
the corresponding oral forms, and expecting to see a structural relation-
ship between the printed forms. It is important for the student to
believe that he can trust his senses and, perhaps even more important,
that he can trust his teacher to provide him w'th structured data rather
than with random data, otherwise he might some to conclude that the
appropriate learning strategy is that of rote memorization, which actually
is appropriate for random data. It is perhaps not irrelewant here to
suggest that it is important for the student to believe that the teacher
will not trick him, that for example, there are no hidden exceptions
that he, the student, is responsible for. Exceptions are avoided 1ike
the plague in the lessons of this program, but should an exception occur
it is important for the child to know that the responsibility for even
a temporary confusion is the teacher's, not his.

The third strategy, composition, is a strategy well known tec
teachers as "learning by doing." It is a process by which the students
expect that by putting something together they will learn how that some-
thing is put together. (In this strategy, too, the student believes thit
what he is putting together is not a set of random parts. What would
you do with bits and pieces of a car's engire, the left rear wheel, and
the windshield wipers?)

The fourth strategy, quickness, means quickness of response.
Here the student learns that the quickness with which he responds to
the printed stimuli, his response being comprehensicn, is the criterion
he must meet. The value of this strategy as well as the value of the
composition strategy is based on the assumption that a decoding task,
such as reading or listening, is actually done through simultaneous
and anticipatory encouding. In simple terms, this means that as you
listen to speech you are actually constructing equivalent messages in
your mind and because you must. make several hypotheses about what the
speaker: is saying in order to provide for all the possible things he
might say, or at least the most probable, you anticipate what he is
going to say next. You see then that the task of decoding in listening
or reading is accomplished by simultaneous and anticipatory encoding.
The process of composition is a natural strategy, a universal strategy
for the students to learn. It should also be clear that decoding by
encoding requires many more hypotheses to be generated as tne students

T EREL SO



153

perform the act of reading or listening. Thus it is important for students
to be able to generate hygotheses as quickly as possible in order to
generate as many &s possible for any given set of stimuli. Observe, too,
that the more hypotheses are generated for any given message, a richer
semantic interpretation, that is, a greater comprehension, is brought to
bear on the message being read. Still, the generation of as many simul-
taneous and anticipatory hypotheses as possible for any given message
is only one side of the coin. I will return to this when I discuss
stage four. -
These four strategies on how to learn to read are learned
through the design of the CITE lesson plan. Each and every lesson plan
of stages two and three has all the four major parts. Their sequence
and the essential behavior of each is the following:
a. Comprehension: | '
1) Teacher introduces or reviews the meaning or reference of the
words or sentences. ' | o
2) Teacher introduces the written forms of the words or sentences.
3) Students respond to the written forms verbally or behaviorally.
b, Cogggrison: - -
Tudents select the appropriate written form when the spoken
form is given, or select the spoken form when the written form
is given, |
C. Com£9§ition:
Tudents show awareness of the structure of the words or sentences
by composing the whole words or sentences and by changing one into
itution, expansion, deletion, and permutation.

another by substi
d. Quickness Test:
Students identify the written forms at a comparatively faster speed.
1) Teacher shows a written form for a short time.
2) Students identify the written form by reading it or by answering
questions, |
3} Teacher shows the written form again, and students evaluate.
Before I proceed to discuss stage three of the CITE reading
pregram, I would like tc discuss a point about linguistic structure
which is crucial to the presentation of structured data to the students.
The point is that a linguistic unit is estabiished, is learned, and
consequently should be taught, by both its compositicn and its environ-
ment, by both what it's made of and where it is, by both what it looks
like and by the context in which it is seen. For example, compare the
pronunciation of the letter g" in the pair of words "gape" and "page"
or of the letter "a" in "mat" and "mate.” The pronunciation of the letter
na" in "mate" is not an exception to the way the letter "a" should be
pronounced, as it is in "mat." In the same way that the letter "a" 1in

“"mate" is pronounced /ey/ because of the presence of the letter "e" at

the end of the word, the letter "a" is pronounced /e2e/ in "mat" because
of the absence of the letter "e" at the end of the . word. Or on another
level, a particular word form may have several meanings, which is almost
always the case, as any dictionaky amply demonstrates. Obviously the
form of the wrod is not enough for determining the sense of the word

at any given use of the word. The sense of the word is established not
only by its form but also by other words ‘in the context in which it
occurs., : ‘ ‘ .
However, extracting the message from the printed page takes .

more than merely determining the sense of each and every word. Given
the sense of a word, say a proper woun 1like "John," there is still
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meaning that has been left out, as the meaning between the two following
sentences demenstrates: "Mery gave the pencil to John" and “"John gave the
pencil to Mary." Observe that in these the word *John" is not merely

a word and a part of speech, but it is part of a phrase that has two

different grammatical functions., It is the indirect object in one sentence

and the subject in the other. The point is that the basic linguistic
unit of a sentence is not the word, but the phrase. And by phrase I
mean syntactic function. For example, it has long been a definition in
traditional grammar that a pronoun takes the place of a noun, Now "boy"
is a noun and the pronoun "he" is accepted as a subject replacement of
"boy." However, observe that it is not just "boy" that is replaced in
the sentence, "The boy left the room." The pronoun "he" replaces both
"hoy" and the article "the" in the sentence "He left the room." Indeed
this sentence might be a replacement for "The fat boy left the room" or
for "The bov who ate all those sandwiches left the room" or for "The fat
boy who ate all those sandwiches you prepared for your own dear sons left
the room." It is the phrases of the sentence that deliver syntactic
meaning 1ike subject of, predicate of, object of, temporal adverb of,
negative of, etcetera, Indeed, it is these grammatical functions of the
phrases wnich explain the statement that a sentence is greater than the
sum of its parts. The importance of learning phrases as syntactic units,
their composition and their environment as part of the reading task, can-
not be over-emphasized at this time when most curricular efforts in reading
cencentrate on sound-spelling correspondences and word meaning recognition,
3, Stage Three
R The third stage of the CITE reading program, learning how to read,
develops a set of strategies for applying the results of the preceding
stages. This set of strategies is characterized by the general ability
to concentrate. Concentration is viewed as attention developed to a
sophisticated skill. And attention is essentially a figure-ground task,
_that is, the task of attending to what is in the foreground and ignoring
what is in the background, to stick to it in spite of distractions, to
hold to one's chosen purpose rather than to other competing and appealing
purposes. In reading, the figure of the figure~-ground task is to comprehend
whzt one is reading and to comprehend as much_as possible in as little
time as possible. I hesitate to call this speed reading because of the
commercialiem associated with that phrase, but speed reading it is and it
is an objectivc worthy of our efforts. The faster reader not only reads
more of the materials. he also comprehends more of what he reads =-- with=
in certain outside 1imits on the rate of reading.
What tken are the distractions to reading, tie background that

gets in the way of comprehending as much as possible in as Tittle time
as possible? GOne of them is the antithesis of reading fast, that is,
reading slowly, Another is lack of confidence in one's ability to retain
informalion and this is d-monstrated by readers who go back to what they
have already read. This ic known as regression, The third is the habit
of vecalizing what one reads so that the reading act is slowed down to
the pace of speech rather than speeded up to the pace of visual perception.
- "~ What strategies then are needed for reading jtself? One is the
strategy of concentration on the task of comprehending as much as possibie
in as 1ittle time as possible. Another is confidence in the ability to
retain information to the extent that regression does not take place.
And a third is to habitually assimilate the configuration on the printed
page visually rather than through vocalization,

4. Stage Four
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involves the general strategies of empirical processing . 'd cognitive
processing. In.this particular part of the curriculum, e oirical pro-
cessing involves both the selection of questions about the materials
to be read with just a minimum of clues and the answering those
selected questions after the material has been read. Obser e that the
emphasis here is on selecting a set of questions that narro ° down the
sort of information expected to be extracted from the readi 4 materials
This §s the other side of the coin of the strategy learned N Stage
two (and in stage three) of the reading program in which th students
were encouraged to generate as many hypotheses, that is, as nany questions
as possible, about the reading material. A smaller set of (nticipatory
questions makes for more efficient processing of the readin¢ material
while the larger set of anticipatory questions makes for an )pen mind.
Cognitive processing is a general strategy for the «recific use
of empirical processing and the cognitive processes used in -he CITE
reading program are those proposed in A Taxonomy of Educatic 12l Objectives
andbook I, The Cognitive Domain, They are knowing, compref nding, apply-

H 2 g
ing, analyzing, synthesizing, and evaluating.

Stage four is not the end of the reading program. T ase four
stages should be recycled throughout the entire school 1ife f students,
As the students go through the first cycles of these stages, the emphasis
is on the first two stages, learning for reading, and learniig how to
Jearn to read. But as they go through more and more cycles he emphasis
shifts to the third and fourth stages, learning how to read nd reading
for learning. I can think of no circumstances that would pe mit omission
of any one of the stages in any cycle during the entire scho1 life of
the students. | ‘
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Abstracts

Developing Amharioc for Modern Use

Yonas fdmesu
(Professor Clifford H. Pretor, Chairman)

Amheiic, the official languags of Ethiopia, is in great need
of daveloping into & modern language. It needs to develop into &
language whose expressive capabiiities need to go beyond the "tukul
1ife" of the farmer and extend into the technologiocal and solientifio
complexities of modern oity life. As a languege of imstruction in
the first six grades of school at present it has to ba capable of
getting English out of the way, and develop fast enough to be used in
the higher levels of education for that seems to be the long renge
plan of the Ministry of Lducation and Fine Arts. _

_ In its struggle to emergs as a 'modern language' it has to
work in & rether ocomplex situstion: at home it is confronted by
serious eoconomic, social, end political problems posing &s obstacles
most diffioult to overocome, and dangerous at certain points; it has
to develop into the language of a country that is multi-lingual,
multi-oulturel, and multi-racial; a nation that is not economically
developed enough to meet the demands of the people in everyday life;
& nation where social, economio, and political inequities prevail.

From without, it has to be able to resist any foreign in-
fluencs that might threaten its identify. On the other hand, it
has to rely on foreign terms and ooncepts for the expression of
modern Ethiopian life which cannot escape progress in technologiocal
and soientific fields; this should be true of those areas of life
whe: o Amhario cannot readily provide the necessary expressions for.

This thesis, therefore, makes an attempt at exploring pos=-
sible ways and means by which the development of Amhario can be
effected. Theories and principles of language development have
been oconsulted and disoussed both in their theoretiocal forms and in
their preotical appliocation to other langueges; speocifiocally, refecr-
ence has been made to Hebrew and Swahili in that respect.

The thesis, far from complete or sophistioated, introduces
the problem with its tentative solutions; in that respeot, it is
hoped that the problems and theories discussed will be of Some help
in any future plan to develop Amhario; otherwise, it is only hoped
that this thesis will serve as & stepping stone into future profound
research in the field. o

959
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The Chareoteristios of Effioclent Resding and Implications for
Remedial Reading Teohniques with Foreign Students

Alison Margaret Gibson Andrews
(Professor Evelyn R. Hatoh, Chairman)

The study sets out to discover what are the oxperimentally
established facts sbout the mature reading process. It then examines
some well-known materisls and textbooks on reading improvement to
disocover vhether %he assumpiions cn which they are based refleot these
facts. Finally, the impliocations of theae findings for ESL are oon-
sidered.

Eye-movemznt studies are oxamined to f£ind out what is known
about the dure’ion and span of fixation of good and poor readers.
Studies of visual percepticn in reading are then surveyed and 17 1is
establisned that efficisnt reading depends on familiarity with in-
dividual vords and elso on ability to use the ocontext to antioipate
wnat is to ocome. Reading is seen &8 an aoctive two-way process where
the centreal osgnitive aotivity of the mind affects the peripheral
aotivity o? the eyes Just as much as it depends on the peripherel
activity of the eyes. It is suggested that it is the good reader's
ability to antioipate what he is going to see which enahles him to
use the wider span of fixation whioch is & orucial faotor in the dif-
ference in speed between good and poor readders.

The relationship between subvooalization or "inner speech”
and reading is studled.

The survey of reading improvement materials shows that two
of the major assumptions about reeding imrrovement--that eye fixa-
tions refleot the unit of processing and should be widened an2 that
subvocalization is detrimental and should be forcibly stspped=--are
unfounded.

It is suggested that ability to utilize redundanoy--that
of language az a oode and that of the information oconveyed--is &
major factor in efficient reading.

A Contrestive Analysis of Some Ameriocan and Filipino Attitudes

Agnes Buzon Sernaldo
(Profeszor Ciifford H. Prator, Chairman)

. The purpose of the study wes to make & shres-way examination
and oomparison of 2ttitudes held by two 3Zrcups of Filipino students,
and a group of American students. To determine if there were varianoces
in attitudes between students from two socio-economio baokgrounds, the
Filipino students chosen as subjeots came from two different sohools:

a publio school whioch atireocted students from the lower sucio-economic
group, and an exolusive private school whose students belongad to the
upper socio-economic group.
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The prinocipal instrument of inquiry wes an original
questionnaire oconsisting of forty items that depiocted patterns of
bshavior related to the American culture, Filipine culture, snd
jtems whioch were not partioularly criented to either oulture. A
large portion of the ltems were recast from statements, generelizations,
and observations about the Americsn and Filipino cultures as ex-
pounded in anthropological writings, foreign acoounts, and other
sources of information, most of which had been compiled and pre-
sented as one chapter in the form of & contrastive analysis of the
two cultures. '

The results of the study revealed that the American and
Filipino students did not share the same attitudes. This was es-~
pecially evident in items that depioted behavior patterns related
to their respective cultures. Only in items that were not oriented
to any oulture did the groups show some agreement. The two groups
of Filipino ztudents in generel shared the same attitudex. Negative
ratings were given to several American-related bshavior patterns. A
poriion of these same types of patterns, however, received positive
retings from varying numbers of the privete~school students. The
group was found to have some "Western lesnings" or tendenocles and
their attitudes were found ocloser to those of the American students.
The public school students appeared to be “more Filipino"” in their
attitudes. | N

Implioations of the study to ESL and suggestions for further
study were included in the last chapter.

The Cloze Proocedure as a Measure of English Proficienoy

Christine Arline Conred
(Professor John W. Oller, Jr., Chairman)

This study investigated the feasibility of using the oloze
procedure, essentially a paregreph reconstruotion exeroise, to measure
English proficiency of foreign students. Three questions were reised:
Can oloze tests distinguish levels of performance between native
speakers of Engiish and foreign students? Can oloze tests distinguish
levels of proficienscy among groups of foreign students? Do oloze test
scores correlate significantly with scores obtained on various parts
of & traditional type of English placement examination?

" A ocllege-level cloze passage of 350 words containing 50 blanks
was given to 5 groups of foreign students and 2 groups of native
speakers, who were instruoted to write in the deleted words. Results

coo vere subjooted to Analysis of Variance and Duncan's New Multiple Range
£ Test.

The results oconfirmed &ll predictions made at the outset.
The ¢loze test distinguished performance signifiocantly between native
speakers and beginning and intermediate foreign students. Foreign
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students in advanced English classes and beyond did approximately as
well as the control group. The mean scores of tiie three levels of
English classes renked the foreign students in the same way as the
UCLA ESLPE.

To test the validity of the oloxe prooadure, 0lozs soores for
35 subjeots were correlated with scores obtained on five sectlons of
the UCLA ESLPE. The overall multiple correlation coefficient was .88.
High correlations were found with the Reading (.80) and Dictation {.82)
sections. As these two mecsure overall skills, it was concluded that
the oloze technique is also a good measure of language proficienoy.
The renge of soores within groups, however, indicated that the oloze
passage used in this study lacked the precision to measure individual
differencec. _

Traditional Teaching and Learning Among the Hopi Indiens

Lillian Jean Kramer Glasser
(Professor Evelyn R. Hatch, Chairman)

This paper is an effort to familiarize teachers of Pueblo
Indians, of whom the Hopi Irdians are one representative, with the
teaching and leerning styles of their pupils eand the values and
premises upon which they base their behavior. . ,

It is an investigation into the socialization practices of
the early years, what is important for the ohild to learn, learn=-
ing through play, who the teachers and diseciplinarians of the society
are, the extent of the use of language in teaching, the initiation
ceremony as a teaching tool, and the eduocation of the professionals
of the oculture: priest and medicine man. : _

Differences in values between Pueblo and Anglo oulture are
discussed as well as sociolinguistio and semantioc barriers, and
tarriers to learning resulting from ocontaot wvith the white man.

: The data was based on autobiogrephical material, anthropolo-
gioal data, and personal observation. :

Subjective analysis of the data suggests that the problems
of the Pueblo child in the school setting do not arise so much from
methodological differences, as they do from differences in quality
of contact with his teachers, between the home setting and the school
setting. _ : g A
o Anglo teachors of Indian children may develop better claas-
room repport if they have not only an understanding of the customs
and beliefs of their students, but also an emotional appreciation
of. their individusl students and the world-view in whioh they developed.
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Developing Criterie for Evaluating English as & Seocond Language
Reading Material

Alice Joeine Gosak
(Professor Lois MoIntosh, Chairmen)

Although the subject of readability has received much
attention in the first language situation, little has been done to
examine the readability of materials in English as a seocond lan-
guege. This study attempts to set down guidelines not only for the
materials writer tut also for the teacher or administretor who rust
select reading materials for their students. -

A review of materials dealing with readability in both first
and second language situations gave rise to some suggested guidelines
for use in judging second language meterials. These guidelines are

only tentative, for they need re-formulation as more information about

the unique problers of second language reading are discovered.
A readability formla, adapted from those of Rudolf Flesch,
was applied to four readers ourrently being used in English as a

Second Language courses at the University of Celifornia, Los Angeles.

The f£indings in this study suggest that until the formulas are sub-
jeoted to experimentation, their use is limited in second languaga
investigations. ' -

. This study then has laid the groundwork for what should prove
to be extensive investigation of the many problems surrounding the
writing and selection of reading materials in second language situa-
tions. _

Bilingual Education in California

Tay Lesley ‘
(Professor Clifford H. Pretor, Chairman)

This study attempts to deal with the ocurrent confusion
over the expressicn "bilingual education” and to oconstruct a
practiocal definition of the term based on an examination of bi- -
lingual progreme in a limited geographical area. The - context
chosen is California, and the study foouses on both the historical
and actual aspeots of the question. The historical, or diachronio
aspeot involves an examination of the origins of bilingual education:
in California and the evolution in state polioy of a trend favoring
bilingual education. The actual, or syuchronic aspsct concerns a -
study of ourrent pregrems developed under the Bilingual Eduoation
Aot and an zttempt to classify these acoording to ocertain well-de-
fined Types. = - - . e S SR

The study is developed in the follcwing steps: : :

1) an opening section .(comprising Chapters I and IT intro- .

duces the problem and provides the necessary background to the study;
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2) Chapter III treats the historical development of bi-
lingual education in the state;

3) Chapter IV compares ocurrent bilingual programs under
a varisty of categories;

4) & final chapter is devoted to sonclusions concerning
the study of earlier and current progrems, as well as to the dis-
ocussidn of & typology.

Measurements of Ethnocentrism Among Teachers of Minority Students:
A Pilot Study :

Roger Henry Malstead
(Professor John W. Oller, Jr., Chairman)

The purpose of this study was to investigate the correlation
of severel attitude measurements of ethnocentrisw. Two direct
measurements (The California E-Soale; Minorities and Patriotism
Sub-Scale and the Semantioc Differential) and two indirect measure- .
ments (The Dogmatism Scale and the Information Survey) were administered
to thirteen teachers ¢f Spanish surname students in the East Los Angeles
area. The resultc indicated that the two indirect measurements oor-
related with each other. The others neither correlated with each other
nor the indirect measurements. Low correlation may be due to failure
to control the variable of social desirability. Subjects appeared to
be able to ocnsoiously oontrel their responses in order to present &
more favorable image of themselves, or beoause the implications of
their prejudiced responses might not be acoceptable in their role as
teachers of wminority children. In place of a single attitude measure-
ment, further research might employ severel instrumentsz for assessing
ethnocentric attitudes.

Reading Attention Foous: Stress

Susan Ann Part
(Professor Evelyn R. Hatoh, Chairman)

Fifty-four university level Ss were tested in a cross-out
experiment to determine if siress is significant in reading perfor-
mance. The Ss fell into three groups of 18: <foreign students in an
elementary English oless, foreign students in & more &dvanced class,
and native speakers of English. Two reading passages for intermedi-
ate learners were selected, each oontaining about 440 words. The 88
real the passages rapidly and for understanding, and simultaneously
‘orosged-out a designated letter in each passage. The letters were &
and o. It was hypothesized that, because scanning is influenced by
what is known of the stress patterms of the language, the native-
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speaker would oross out more letters whioh oococur in stressed
syllables than either group of non-native speakers, and that the
more advanced non-native speaker would oross out more than the
beginner. The group-stress interaction was significant as pre-
dioted. It was also found that all groups orossed oui & higher
percentage of stressed letters than they did unstressed letters.
The letter o was orossed out more ofter than the letter 2 by all
the subjects in almost all cases. This was explained as & result
of the unique 'shape of the letter o. - : |

English Artiole Usage by ESL -Uhi?A'orsity Students, the Gorreiction of
Artiocle Usages with other English Usages and Skills, and the Comparison
of Article Usage between Students of Different Language Groups

Eloho Zaire Redding :
(Professor John W. Oller, Jr., Chairman)

This thesis is ooncerned with research in three basio problems:
(1) the ESL university student’'s knowledge of the usage of artioles,
§ (the null or zero article), &, an, and the, (2) the effectiveness
of article usage a3 & predictor of other English usages and skills,
and (3) the comparison of artiole usage by students whose native
language contains articles and students whose language does not. The
subjects were 120 university students from 45 different oountries,
representing 29 different languages. A test of artisle usage revealed
that the indefinite artiocle was the least well known with & mean dif-
ficulty of 66 percent on a socale from O to 1; the definite artiols .
was next at 70 peroent; and § was the most well known with a meen
diffioulty of 74 psroent. It was found that the multiple ocorrelation
between the subject's lkmowledge of article usage and other English
usages and skills was .88 (F = 101, df = 4/115, p {.01). Subjects
whose native language contained artiocles performed bettor on a test
of artiole ussge (F = 8.33, df = 1/118, p{0l), and on a general test
of English usages and skills inoluding vocabulary, -reading comprshen-
sion, gremmar, and dictation (F = 4.92, df = 1/118, p {.05), but did
not socore signifiocantly higher on a separate grammar test. .The soores
were plotted on soattergrams and 15 subjects who deleted large sections
of the test were exsluded. The vemaining subjects fell into ejght .
language groups. With the articles soores adjusted by the gremmar -
section of the UCLA English as a Second language Placement Examination
(ESLPE) as covariate a multiple renge test ylelded three homogeneous
subsets each significantly differsnt from the others: Germanic, Semitio,
Romance; Sino-Tibetan, Indo-Irenian; and Slavio, Korean, Japenese (F =
42.89, df = 7/95, p {.00L). Artiole soores adjusted by the total Scores
on the UCLA ESLPE revealed five homogeneous subsets of whioch the Sino-
Tibetan and Romance subset was the most noteworthy because the Romance
languages have articles, but the Sino-Tibetan languages do not (F = 37.90,
df = 7/95, p{.001).
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The UCLA Certificate Program in Teaching English as a Second language:
A Study of Teacher Treining

Frencis Peter Smolinski
(Professor Russell N. Campbell, Chaizrman)

Alumni from UCLA's post-graduate Certifiocate Progrem in
Teaching English as a Second language were surveyad by means of a
mailed, written questionnaire as o their evaluation of the Certificate
Program. The questionnaire elicited information from the respondents
before entering, while attending, and after leaving ‘the Certificate
Program. The alumni responses werwe analyzed and were used as a basis
for investigaeting this question: do the objeotives and methodology
of the TESL Certifiocate Progrem oorrespond to the professional and
felt needs of the alumni? ‘

At a general level of assessment, the alumni reacted fairly
positively to the Certificate Frogram. The Progrem had been of value
in meking them better qualified teachers, in seouring employment, and
the like. It was also found that the Program had been instrumental
in exerting ohanges on thsm, professionally and personally. .

- However, &t more speoific levels, there was less than favor-
able assessment of aspeots of the Program. There was considerable
diversity of opinion among the respondents as to what they believed
to be the strengths and weaknesses of the Progrem. The faculty was
thought to be the cutstanding strength. Ar imbalance by an over-
emphasis of theoretical aspeots at the expense of praotioalAand'ap-
plied aspects was considered t0 be the major weakness.

A The personsl professional objectives of alumni did not consist
solely of teaching ESL, tut would inolude other faceis such as teachar
treining, materials development, and similar ESL specialist astivities.
The ooccupational goals that the Cortificate Program was most likely:
to satiafy did not agree with what respondents believed to be thelir
personal professional objectives in attending the Certificat:s Program.

Respendents reted courses along & number of dimensicns: "use-
fulness", "enjoyability","sucoess in achievement of oourse objestives',
and others. Only twvo sourses, Methods in Teaching HEnglish as & Second
Language (English 370K) and Introduotion to Linguistios (Linguistios
100) were rated fairly consistently as the two ‘top oourses in the
Certificate Progrem. The other seven courses in the Certifioate Pro-
gream were deemed to be in need of revision and improvement, especially
Supervised Teaching (English 380K), Advanced Gomposition for Teachers
(Bnglish 106K), and Kleotives.
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Foreign language Aptitude in Children: An Investigation of Current
Theory and Research in Interrelated Disoiplines :

Lois Kreul Smolinski
(Professor John W. Oller, Jr., Chairman)

A survey of the literature on research and theory rolated
to foreign~language-aptitude testing for children, aged about four
to eight, was made. An annotated bibliogrephy listing 144 sources
was complied from the disoiplines of English as a Second Lenguage,
Child Development, Psychology, Linguistios, Psycholinguistios, and
Education. : '

A discussion of some of the research in adult and older-
ohild foreign-language-aptitude teating, related aspeots of child
development, and possible faotors of foreign~-language-aptitude and
other achievement predictors in younger children, was provided.

It was conoluded that a foreign-language-aptitude test for
younger children oould be oconstructed, depending upcn the results
of further experimentation with potential faotors drawn from the
adult-aptitude tests, and with test controls drawn from ohild be-
havior research. The potential foreign-langusge-aptitude factors
were determined to be short-term memory, auditory comprehension,
and phonetic and gremmatical flexibility. The ocontrols thought
necessary involved matters of literacy, native~language syntax,
interest, and oconcentration.

A Study in Determining Culturel Content: “How Thai Students See
Amerioca" |

Chitre Tiawphaibul
(Professor Russell N. Campbell, Chairman)

In an attompt to determine those aspects of the Ameriocan
wey of life that most need to be explained to Thal students in
Thailand, partiocularly, the aspects that a Thai migh’ react to
negatively because of the clash with Thai oustoms and beliefs,

a study was oonducted on Thai students enrolled in American educa-
tional institutions in 24 states during the academioc year 1969=T0.

The prinoipel method of inquiry was & questionnaire printed
in Thai and mailec to the students, a total of 75.5 per cent of the
questionnaires were returned. '

The results of the survey revealed:

a) That there are many things abcut American life which
must be explained to future Thal studonts before they come to
Amerioce to enhance their chances -of making & good ad justment.

b) That there are many things in American life which are
very much liked, disliked or misunderstood abtvut American ocustems
and habits. Acoounts of many oruciel personal experiences with
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Ameriocan people were obtained and the students' attitudes resulting
both from such experiences and from their several impressions were,
for the most part, not unfavorable. In the majority of ocases, in
faot, their views were quite favorable, even when oompared to traits
thought to be typioal of Thais, towveard wvhioh they ocould, of course,
be expsocted to have a naturel bias.

o) That there is no predictablo way of determining any
jndividual Thai attitude toward any specific aspect of Ameriocan life,
no matter how different it is from the oorresponding aspest of Thai
life.

The findings of this survey should prove useful to many
persons, both Thai and Ameriocan. It is olear that there is much
that the American peopls cen gain by seeing their country through
the eyes of friendly foreign observers living with them. The appli-
oation of this knowledge might be helpful in better preparing Ameri-
cans, l1ike Peace Corps Volunteers planning to go to Thailand, for
their own cross~oculturel experiences.



