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LISTENING INSTRUCTION AND PRACTICE FOR ADVANCED ESL STUDENTS®
-Dennis Godfrey

p ‘The Un1vers1ty of MlChlgan
English Language Institute & Department of”’ LlngUlSthS

lThlS paper was presented to the Ninth Annual Meeting of
Teachers of English to Speakers of Other Languages, Mar.h 6,
1975, in Los Angeles, California. - Appreciation is expressed to
H. Joan Morley, whose suggestions were invaluable in preparing
this final draft.  ©Of course, any shortcomlngs the paper has
remaln the author S respons;blllty

.In papers published in»197l and 1972, Rivers has presented

conv1nc1ng arguments for . bas1ng ESL listening . 1nstructlon .on

both psychologlcal and llngulstlc flndlncs In th1s paper I

US OEPARTMENTOF HEALTH,
EOQUCATION & WELFARE
*NAIONAL INSTITUTE OF .
EOUGATION

will argue the same general point, but I will depart from Rlvers

in the attentlon I pay to spoken discourse. Inasmuchias Rlvers'

attention is focused more d1rectly on llsteners processing of
'sentences, she does not d1scuss the dlfferences between rela-
tlons w1th1n the sentence and relatlons that extend beyond the

sentence My attentlon 1n*th1s.paper is d1rected toward expli-

“catlng the relatlons that extend beyond the sentence and their

e

'relevance to llstenlng materlals for advanced ESL students.,

But there is an addltlonal s1gh1f1cance for thlS 1nvest1gatlon,

namely, that w1th more and more emphasis in TESL on communica-

 processing and discoursefrelations-is becoming more and more

press1ng for ESL tFachers

v

‘tion- in context, the need to examine issues related to discourse

Recently, more adequate 11sten1ng materlals for ESL stvdents

S,

have_begun to appear. Morleyvs Improving Aural Comprehension

for beginning-to-intermediate students,:Crymes, James, Smith and
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Taylor's DevelopingiFluency in English'tor high-intermediate-to-
-advanced students, and Hughes' (1974) report -on 1istening com-
prehension exercises have, helped to fiii some veids in Fvallable

' The 1earning materials I suggest in this paper help

b.materials.
could be used to ‘supple-

to fill additional voids and, in fact,
To emphasizé this point,'I haveuused

ment the above materials.
mlth,vand o

N

a segment oﬂ a conversation from the Crymes, James,
' It should also

Taylor book as the basis for all 1jmy examples.

" be-: noted that not a11 the exe;c1ses suggested are orlglnal or

even new;‘lt is prlmarllv/hhe ends to which they are applied,

——

that I believe to be or1g1na1 ,
|

’/

I will begln by/examlnlng some data relevant to advanced

ESL 11steners' needs drawn from psychollngulstlc investigations
" In

in Part 1 and from 11ngulst1t investigations in Part 2.

Part 3 1 wxll attempt to show how specific types of practlce and

/ 1nstructlon are called for by the ev1dence of Parts: 1 and 2.

It will be obv1ous as.we proceed, that the empltlcal data i.;
Hopefully therreader will bear with ‘me as

far from complete
I speculatively f111 in major gaps in the avallab‘e data and

w111 reallze ‘that this demonstratlon eagerly awaits the revi-

/! ;
‘ sions that add1t10na1 ev1denct most certainly w111 requlre

1.

what advanced ESL students
11ke, casual" obse(vatlon can te11 us at least the follow1ng.

XChOllﬂgUlStlc Input - To begin our descrlptlon of

. processing of spoken Engllsh is

(2)

(1) advanced students have difficulty understandlng certaln

unstressed words, such as contracted and reduced forms;
they complain of not understanding normal speech because 1t

3
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is too fast; and (3) they seem to process Spoken Engllsh sentence-

by sentence or even phrase-by phrase and have difficulty. relat*ng
i

one sentence to another. and to the d1scourse as a whole.»'

"',; Rlvers 41971‘& l972)‘has obseryed that even though aannced
ESL adults’can'recognize the essential items in a spoken message,
‘they cannot retain what they have recognized. The process -of
reoognition takes np all their attention, leaving them insuf- o /
f1c1ent processing t1me for rehearsal of the information. The
d1ff1culty in recognltlon/ she clalms; is due to the advanced
"ESL, listeners' relatlve lack of familiarity w1th the language
and thus his 1nab111ty to ant1c1pate \and d1st1ngu1sh between
low and hlgh information items. Having insufficient time left
0ver‘forhrehearsal, the listener: is unable to retain informa-
,tion.adequatelf and is oonstrained'in his ability to re%ate
the informatdon to what has preceded and to what follows in the '
discourse. |

AThese observations hy‘Rivers.and the casual observations
we made earlier, it must be noted, are merely observations;

+ The questron we must entertain now is: what psycholinguistic

. data is there to oonfirm'or deny our suspicions. To my‘knowl-

edge, there is no data for ESL students on information rehearsal
nor on attendlng to and relatlng 1nformatlon to other elements
in the discourse; However, there is'one step that has been

researched 'namely memory span, which I- take to be 1nvolved in

the ability to concentrate on cruc1al elements.

Studies by Lado, Glicksberg, and pthers Cleariy show that

| . : , Cd , _
memory span for foreign speakers is shorter than for native

4

1




‘age 4 L
Dennis Godfrey ~
< R .

2 e
kad

NG

Speakers Also, - as proficiency in the target language improves,

 the differential between foreign and native Speakers' memory

-spans, decreases

Lado (1965) reports on memory span for digits for fourteen

/

native English and native Spanish Speakers who were. also of com- : _4
parable profic1ency in each others languages; Thirteen.of the
subjects:were'consistently able to repeat longer series of>‘
digits in their native language than in the‘foreign languagep‘
with»a difference,of approximately'l 6 digits. ’Glicksherg (1963) . ‘ A%g
reports on memory span for digits, for one grammatical pattern |
(prepos1tional phrase) , and for sentences/felated in context. ' :

/

Subjects were'40‘foreign students in a seven-week intensiye
students. " Glicksberg s results shom for.all three types of
material’that memory span is shorter for foreign speakers of
hEnglish than for native speakers of English. For 23 of the
.foreign~students tested whose.natiue language was Spanish;
Glicksberg also administered the memory.span.tests in{Spanish
and found'likewise thatvsqueots' memory sSpans were shorter on
, all‘tests for their foreign language than for- their native™ ]

language. In addition, Glicksberg's data for all 40 foreign

subjects shows that memory span in English increased on all

o

measures during the seven weeks ‘of the intens1ve course.
In sum; the data show that even the advanced foreign lan-
‘guage students tested had not yet reached native proficiency:

in memory span. Until the foreign language student reaches

D

English course and eleven native English speaking university :




'‘Page 5 -
Dennis Godfrey

native proficienCy, his memory span fdils$ to hold d¢ertain of
the presented information in short—termystorage"long enough for
rehearsal, and thus he is not able to retain that information,

nor is\he”able to relate it to preceding and following informa-
~— tion in the discourse. = ---

2. Linguistic Input - The above discfi§sion seems to indi-

cate that there are'aspects of the discourse.that the advanced -

' student does not have the processing capaCity left over to attend -
to. Unfortunately, psycholinguistic data is’not available at:
this time that will allow ps.tovisolate which aspects;or discourse

—

are attended to by foreign speakers and uhich are not. We need
Jto examine; then, some linguistic analyses of discourse to
identify some of the features that advanced ESL students might
p0551berbe missing. In the following discussion, the linguists
I cite represent=differentrapproaches heing taken‘to discourse
analysis. ~While'ﬁeanderingithrough'some of.their"findings.and
techniques,.I will'attempt'to demonstrate what information from
discourse analysis might prove relevant to the development of

‘ second language listening skills.

; K.. Gordon and h Pike (1973) have used a method of paired
.sentence reversal to isolate form -and meaning relationships in
Spoken discourse. iThe authors reversed pairs'of sentences within

. a discourse and asked -a native informant to make the grammatical
adjustments‘necessary to preserve the discourse. The types of

: o .
finding they encountered will be illustrated here by analyzing

" a segment of a cOnversation,~item 1. below, which is reported

in the Crymes,.James, Smith, and\Taylor book. (Sentence

6'_\

c
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‘numbering is added for ease of referesice.)

—"ﬁCRAiG* Nonverbal . communication?v What's that? S

ART: (1) wWell that's a way - of communlcatlng with’ people
" but without using words. (2) For example, gestures
and movements. (3) Uh, yesterday something happened
~that is a .good lllustratlon of it. (4) My friend and
1 were going to a restaurant and we wanted to park:
our car at the réstaurant's parking lot. (5) The .
~attendant motioned to us to park at a certain stall:
but I thought it was kind of inconvenient--there was
one much closer--so without saying anything I pplnted; »
~at the other '$tall, indicating that I'd like.to park -
at that one, but the attendant motioned with his )

hand "No," and pointed at the first one again indica-

ting that I should park' there. (6) I nodded and '

parked my car there. (7) No, no words had passed

between us, and yet we undérstood each other. (25- 26)

CIf we reverse 'sentences (1) and (2) as in item 2..below, we find

‘'no major grammatlcal adjustments have to be made, and no major

v1olence is done to the meaning of the d1scourse..

ART: (2) Well that's llne gestures and movements, for

example. (1) It's a way of communicating with people
but without us1ng words. ~(3) Uh, yesterday somethlng
happened that is a good illustration_: of 1t

7’

- —
e

But. if instead we reverse.sentences (2)_and (3), as in item 3.,

major adjustments have to be made

ART (1) well that's a way of commun\batlng with people
but without us1ng words. (3) Uh, yesterday something -

happened that is a good illustration of it. (2) Oh,

- by the way, I forgot to mention that some examples of
it are gestures and movements. (4) Anyway, my friend
‘and I were... -

The clese relation of sentences (1) and (2) is signalled by the

, I forgot to mention that;..,”'which is another way’
N ,

of the speaker saying that sentence (2) really-belongs with sen-

tence (1) but that something extradrdinary happened such that

it did not get intolits normal position in the discourse.
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hSimilarly, the word-"Anyway" in, .sentence (4) signals that some=

thing~-~in this case, sentence (2)--has interrupted a seduence

that has begun and that it is now time to resume that sequence.
From item 3., then, we can see that sentences (l) and (2) group‘
' todether and sentence (3)/groups w1th at least sentence (4).

From item 2 we saw that changlng the otder Wlthln a group of

sentences is less disruptive than ,interrupting a group.
- Ll
In item 4., the sentence (1l)-sentence (2) group is maintained,

but it is interposed within the sentence (3)-sentence (6) group.

4. CRAIG: Nonverbal communication? ~ What's that?
ART: (3) Well, yesterday something happened'that is a -
good illustration of it. (1) You see, it's a way of

communicating with people ‘but without using words. : p
(2). For example, gestures and movements. (4) Anyway,
- my friend and I were... o ;

'Appropriate adjustments have to be made--such as‘thebparehthetical
"You see" in sentence (1) --but on a different.plane, the role of
‘the sentence. (l)—sentence (2) group has changed. -No longer is

1t a statement of the deflnltlon plus an example, nor 1is the sen—
tence (3) ~sentence (6) group merely anvlllustratlon supporting
the abstract definition. Instead, the speaker's whoie-response.
has become a definition by illustration, and sentencés (1) and
(2) haye become parenthetical background material\used to assist\

/

the reader in understanding the illustration.

v,
- LT

i

For the advanced ESL listener, who is having‘difficulty
‘ attending to much more than one sentence or phrase at a time,

there is bound to be difficulty in detectlng the relatlonshlps

- that b1nd sentences 1nto groups and the roles that such/sen-
' 7/

tence- groups play in the d1scourse. The assumptlon to be made

8
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‘here is that native English listéners can and do detect such

relations and roles, while ESLJlisteners can not and do not
detect them as well. 'Giyen_a less-than-native performance by

ESL listeners,—itrfurther remains to be determined what propor-

tion of such a dlfflculty is to be attrlbuted to less- than-natlve

-process1ng capac1ty and what proportlon might be due to so-called

"interference" from the native language. (See Kaplan [1966] for

" one opinion regarding "interference" in paragraph development

for wrltlng )

A second llngulstlc approach to d1scourse is repres?nted
by Halliday and qasan (forthcomlng) who examine d1scouyse for
cohesion. Cohes1on 1s a quallty that blnds elements 1n a dls-
course together, and it consists in the duallty of - (l) the ele-
ments that presuppose the exlstence-of some other element for.

their 1nterpretatlon and (2) the elements that are presupposed

'To cite one example, the use of a pronoun in a sentence pre-

i

Vin the discourse. The relation of thé pronoun,to its antecedent

\

. contributes a coheS1on that helps b1nd the discourse together.

“\, Halliday and Hasan make the 1mportant p01nt that were it

not for c0hes1on, a listener (or reader) could not 1nterpret a

,discourse. One can conclude from th1s that for ESL ll'teners

to adequately understand spoken Engllsh d1scourse, they must be
able to attend to the cohesive relations, that b1nd it together.
they must be ablefto 1dent1fy whlch elements in a discourse

enter into cohesive relations, plus be able to specify the types

- of relation that hold between these elements.

9 .
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+

Another approach to discourse analysis is taken by Chafe!

'(1972); who seeks to characterlze the relation between what -
' “speakerS\know about “the world and what they say in dlscourse.'

.Chafe posits 1nherent features‘to capture permanent~knowledge

of the world, such as that rocks are nard and contextual fea-

\

tures to capture the concept that certain knowledge changes
dur1ng a dlscourse, such as the 1dent1f1ab111ty of an item
belng discussed. To handle changeable knowledge, he 1ntroduces
contextual rules to identify the lnlJuators of trans1tory

phenomena in a dlscourse. The initiator 1nvokes a temporary

tered; this terminator may in turn serve as an initiator for a

subsequent temporary constralnt?F To illustrate, let's return to
the example in item 1. '
1. ART: (1) Well that's 'a way of communlcatlng with people
but without using words. (2) For example, gestures
and movements. - {3).Uh, yesterday somethlng happened
that is a 'good 1llustratlon of it. "~ (4) My friend and
- I were going... . ’

The word "yesterday" in Sentencé (3) serves as an initiator for
%he use of .the past tense in "happened" in sentence (3) and
"were going" in sentence (4). ‘Thls tense remains in ef‘ect until =

the end. If a new time were'to be 1ntrodUced in an'eighth sen-

' tence, it -would be s1gnalled by a s1multaneously terminating and

1n1t1at1ng 1tem, such as "tomorrow" in (8)."Tomorrow, I won't
try to argue with the man." =
The s1gn1f1cance of Cnafe s work for ESh students lles ln

the reallzatlon of what 1nformatlon is assumed to be constant
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o e
throughout a segpence of utterances and’ what s1gnals inltlate

and terminate the assumptlon oZ that 1nformatlon. If an ESL ©

" student can be made aware, for example, that‘tenses tend to con-

4

tinue unless a change is overtly s1gnalled then a basis for com-
prehendlng the relatedness of one utterance to another will be
establlshed In—addition, it is possible that instructlon of

ESL students in such llng 1st1c rules would make items lee

tense markers--once 1n1t1ated—-low 1nformatlon 1tems for them,

‘and 1tems llke -terminators) and 1n1t1ators high information 1tems.

: "N
A f1nal ~group of llngdasts.hasxcontrlbuted substantlally

to understandlng the types of sequenc1ng rules that determlne

!

certaln aspects of natural cpnversatlon. Schegloff (1968) has

examined opening. sequences 1n telephone conversations to formu-
. ) . \ T 0 vy .
late rules for when the cal%er speaks and when the answerer

A\ - -
\ \ v

speaks, and he has noted the forms and the 1mp11catlons that

t

‘violations of these rules have. Labov (1972) fdrmallzes a.rule

of discourse i volvin 'uestion-answer sequences to the effect
P g g q .

I

that when a speaker makes an 1nd1rect response to a request,,'

there must be some proposition known to both speakers that can

be~inferred as connecting the request and the respOnse. Labov

cites the following example to illustrate:

‘4. A: Are you 901ng to- work tomorrow (Uj)
B: I'm on jury duty. - (Uz)
v A: Couldn't you get out of it? (U3)
- B: We tried everything. . | - (Ug)  (123)

According to Labov, in order for- (U )\to be seen as a response
|

to the question in (Ul), the statement WI m' on jury duty" must

#

~be interpreted as "'I'm not going to wo*k because I'm on jury

11

~ N
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in a discourse together and allow,them to,be 1nterpreted (3)

information potentlally avaLlable to llsteners in a d1sc0urse

. in llstenlng 1nstructlon and practlce 1s called for, based -on* ' 3,

certain information that is not avallable in the'sentence.2 | - 2
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duty ' Such inferences mlght be qulte dlfflcult for‘the ESL

/
R 4

—_—E e

lastener to grasp, an 1nd1catlon that 1nstructlon in’ sequenclng‘

. e [N P
. M . . . N

~rules might be helpful for h1m. e ,f: L ' o

‘?r ‘; »

s

To summaxlzrﬁour flndlngs from dlscourse analys1s, ‘at Ieast*
¥ . '

the follow1ng 1nformatlon ;s e1ther avallable to thehflstener

in spoken Engllsh d1scourse or must be~supplled by the llstener.

N \ o
(1) that segments of d1scourse are 1dent1f1able as related unlts, »
(2) that certa1n dev1ces can be 1dent1f1ed whlch b1nd elements f
.

)

/ < l“ R

that cont1nu1t1es and s1gnals for changqs in the continuities

can be detected (4) that awareness of/sequenc1ng rules r'an' o

prov1de S1gnals that one should search for and should supply

@

- “ -

< .

2a major question remains as to which features of discourse .
aiﬁ language-specific,and which are language-universal. Unfor- ? -
ately, the answer is not readlly available to us at this time,
although some current investigations are beg1nn1ng to provide - -

evidence. Of course, if a given feature is language- spec1f1c,
the ESL tudent must receive instruction ‘and practice in its . .

use. he other hand, even though a given. feature might ke” e

language universal, the particular form it ‘takes§ in. Engllsh and ) S
the fact h t it must be attended to are matters that also R . .
deserve attention in the ESL’ llstenlng classroom. - ~_

?

\ »
o i)

3. L1sten1ngﬁInstructlon and Practlce - What, then, does ) o

our examination of advanced ESL- llsteners capac1t1es and the

1

z < v q

tell us about the 1nstructLon and practlcc that advanced ESLr ot
students need? I Wlll suggest here that a. three phase program

1 .
2

@

-

the data we have considered_ The phaseskare.asmfollows:

- o v . . N

an

"
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i ~Phase 1 - practice in achieving accuracy and familiarity

! o with the forms and meanings contained'in spoken utterances.
\

‘ / ?hase 2 - practice in reduc1ng the ‘amount of time necessary’

to process spoken utterances ‘and in 'reatlng time left

|
1
1
1

over.

Phase 3 - instruction in the features of discourse available

to the”l@stener and accompanying practice in utilizing}
those features 1n the time left over from process1ng

single utterances.

4

3.1. Phasexlgv‘If‘ESL students are to-expand their memory
spans, itdappears.that not -only must they improve their ability

to recognizeuitemsiin sentences accurately, but Ehey must also

'be ‘able to allocate the1r process1ng t1me approprlately among low

and hlgh 1nformat10n items. TO»accompllsh these goals, what I

™~

call Im1tat10n Exer01ses are called for. Materials des1gned h\\

L]

,Morley (1974), called Llstenlng/ertlng' Understandlng Engllsh

Sentence Structure, have students wr1te sentences from d1ctat10n,

then indicate mult1ple ch01ce responses based:.on the1r understand—
ing of the sentences. To supplement the\Morley exerc1ses, an.
Oral Imltatlon Exerc1se is. helpful An utterance is read’to the
students or presented by 1nterrupt10n of a fllm, tape, or class
d1scuss1onfv Whlle ‘one student l\\the class‘attempts-to imitate
the utterance, other members of the class llsten to his response

ce- -

for corfectiqns to be made_or for questions about\dlfflcult items.

to perceive. : o : . /

6. ‘Teacher- Yesterday someth1ng happened ‘that 1s a good
1llustratlon of it.
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© Student: Yesterday somethlng happened that is a good ' ’
- : 1llustratlon of it.

Essentially, what the,students are doing in the Imitation Exer-

cises is gainingfaccuracy'in discriminating difficult sentences

and sounds "by focu51ng attentlon on them, such that, w1th prac- SRR //

i

B tlce, ‘not Only w1ll the d1ff1cult1es d1m1n1sh but so will the T 'é‘/

. need to focus atmehtlon on them for dlscrlmlnatlon.
- [ s

In-add;trpn-to practice on Imitation Exercises, which-con-,

'centrates.priﬁarily‘on processing the form of the utterance,
practice-in gaining.aCCuracy in understandingnthe meanings of
utterances is necessary To accomplish'this, an Oral Paraphrase,
Exercise is helpful‘ Students are presented with a.spoken.utter-
~ance or pair of utterances, and one student is to rephrase the
message in his own words.

7. 'TeaCher. Yesterday somethlng happened that is a. good
1llustratlon of it. 0

- . \

Student: You mean somethlng happened on Thursday,
February 6, that. exempllfles it. :

Again, additionsyand corrections are made by other,students, but
_in additionk shifts in emphasis or-implication can be discussed.

.when they distett the originaihhea_dng.’ This‘type of exercise

is wellesuited to group'discussio ‘situations,‘forfstudents can

e

be 1nstr/E£ed to use the common C ar1f1catlon device, "Oh you
mean...? or "I see! What you're say1ng 1s..."‘at any pcint 1n“
the)r §i§9“551°“ of the day's -topic.

The Paraphrase Exercise forces students to attend to the
form of the spoken utterance and to extract the meanlngs accurately.

In actuallty, the Paraphrase Exerclse serves as a trans1tlon between '

14..




‘be processed for llstenlng but that, in. addltlon, a new sentence-

'second phase is necessary to.-create extra tlme to be used ultlmately

: 3
,for process1ng features of dlscourse.

- left over automatically follows from increasing memory” span.

"the original sentence. Another type of exerc1se is suggested by
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Phase 1 and Phase 2. hFhe Imitation Exercise requires only:that

time ' be spent prOcess1ng the sentence for llstenlng and’ proces31ng
\ .

the same sentence again for: prcductlon. On the other hand h

6

-

~

Paxaphrase Exer01se requlres not only that the orlglnal sentence”

be processed for productlon. Process1ng the new sentence forces

‘the student to retain the original sentence 1n memory'and; in

some sense, to "create" extra time for performing'the'additronal «

processing activity.

"3.2 'Phase"2: Given that students ‘achieve a certain degieé'

of accuracy and famlllarlty through the exer<;wesfof‘Phase.l;'a

C e

~
-t

, 3While it is assumed.here that an increase in.memory span
follows from .gaining accuracy and familiarity with the elements
in a spoken utterance, it is not assumed that an:increase in time.

S

In the face of incomplete psycholinguistic data, I Willvsuggest

that a likely way to create extra time is to push students to_ do

more with an utterance than to simply prdcess the forms. and mean-

ings expresséd within its boundaries.

kY ' ~

As has been mentioned, a Paraphrase Exercise forces a

student to perform an operation in'addition to the'processing of

’

Q
Pike's paired-sentence reversal_technlque; In a Reversal Exer-
cise, students are presented with one or more sentences contain-

ing, for example, two events or two prOpositions.' One student
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~ 1is then asked to reverse the order of the events or propositions
‘and make appropriate\drammatical adjustments.

8. Teacher: Well that's a way of communicating with
people but without using words For example,
gestures and moyements ) :

Student: Well, an example is gestures and movements
They allow you to communicate w1th people even if
you don't use any words

Otner students are available to make correctlons and enter 1nto
;vmrlrdlscusSJOn of the d1scourse relatlons that are, or are not main-
< talned in the reSponse.b Other types of transformatlon e;erc1se
canﬂhe'used also, hut always with.the,awageness‘that differentS

‘transformations represent different complexities of'processing.

4It should be recognized before going on to Phase 3 that
the attempt to .expand students' amount of time left over from o .
' processing spoken utterances may be ‘only 1nd1rectly served by
" the exercises of Phase 2. The operations students perform in'
'completlng the tasks: mlght be 1mposed on only the recall proceSS" |
and not on the’ comprehens1on process at all. However, it seem$s . . .
likely that during comprehens1on, students ant1c1pate performance |
.- and perhaps even initiate some- steps toward processing the extra.
: Voperatlons If so, they would 1ndeed be creatlng some extra
 time dUrlng comprehension. . 4

3.3. Phase 3: .Given that students are able to create more

time left over by d01ng the exerc1ses of Phase 2 it is necéssary

-
~ also to dlrect the1r use of. that time toward relat1ng utterances
‘ N

. f wto what precedes and follows in the d1scourse It is at is
. phase that the f1rst d1rect 1nstruct;on per se is requ;red in

addition.to’practice.s'u‘ C : / o .

In the two precedlng phases, improvement was possible

only through practice; lectures in language procesSing,'memory LT

- capacities; and retention procedures would produce only intellec-

tualization with no progress.. In Phase 3,- by contrast, features

of distourse which ‘are Englxsh language specific need to be

.rcferred to when the language SpelelC features rely on them for .

expllcatlon E , I .,
16 - |
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" listening skills.
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In general, instruction for Phase 3 should touch on lin-

guistic devices used for specifying relationships and attaining

~ cohesion in discourse -and in subunits of discourse, i.e., the

ways in which continuities such as tense and definiteness can be

detected; Instruction should also cover linguistic devices‘for

specifying relationships_between subunits of discourse which

represent changes in continuities, i.e., the signals for transi-

tional relations such as are found in terminators and initiators:

-Students should be.led to observe, for example, -that in English,

‘time\continuity is signalled by continuity of tense, that altera-

tion from that.continuity is signalled by such words and‘phrases

. as before that, p_ev1ously, and earller Stlll as well as by

tense change. They should further observe that the dlfferences

'between, for example, earller and eariler Stlll are s1gn1f1cant

for belng able to comprehend time development in a dlscourse
Practlce for Phase 3 1nvolves pushlng students to process

dlscourse features using the tlme left over from process1ng

_utterances. Reversal and other transformatlon exercises help

‘to serve this purpose 1n part,_but more dlrect pract1ce 1n using

2

the tlme left over 1s avallable 1n exerc1ses 11ke those suggestedx

by Hughes (l974) for developing predlctlve and retrospectlve

Am..,

RetrOSpective Listening Exercisesfinvolve‘stopping at ‘'some
pPLnt in a dlscourse and asklng students ﬂo recall what has
_preceded Because Hughes ' interest is 1n de31gn1ng materlals for

the laboratory, he is restr1cted to hav1ng students check an

- w
-

answer sheet for the topic they 1dent1fy as hav1ng been dlSCU' .ed.
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In the classroom, we are less Constralned ‘so aivar1atlon on the
'Paraphrase Exerc1se can be used to su1t our purposes;- -The Oral . -
Retrospective Llstenlng Exercise suggested here 1s~bas1eally the
same as ﬁughes' in the'presentation, butpin_the.response students
are to paraphrase or summarizevwhat has preceded..

- 9.» Teacher: Well nonverbal communication is a way of com~-

- \\\ - .municating with  people but without using words. For

' example, gestures and movements. Uh, yesterday some-
thlng happened that is a good 1llustratlon of it.

Student: You mean you think nonverbal communlcatlon
with people is when you don't use words but use
gestures and movements, and you' re going to give us -
-an example of it now by telling us what happened
yesterday.

. N v R . . ) 0 /
In order to perrorm the taSk accurately, students must be attending

to the meanlngs and relatlons eXpressed in the dlsﬂourse and demon-

strate the1r awareness of those meanings and relatlons in the1r
responses. : »

- A Predictive Listening Exercise involves stOpping-at some

point in a discourse and asking students to predict what . is
likely to’ come next. To perform the task, the student ‘must be
attendlng to the features of d1scourse that S1gnal the types of

»toplc deveLopment being pursued, and at “the same time he must
,‘}. . . ¢ ~ oL .

-draw on h;s knowledge of how a continuation‘of that type of

tOpiC:development is likely to be realized. Thus, Predictive

Lo
- »

Listening Exercises incorporate a process of retrospective lis-

w

tening, as well as adding a new. process.

10.  Teacher: Well, nonverbal communlcatlon is a way of
- communicating with people but without using words. .
For example, gestures and movements. Uh, yesterday
somethlng happened that is a good illustration of it.

18
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Student : Oh, you mean you're about to tell ‘us the
. first thing that happened or about a place where
’ something happened that s an example of nonverbal
communication. : - -

In overview, a‘l the exercises suggested above can be done
with thefsame basic pe of.stimulus, i.e., they can be done with
a teacher;read stimulus, with stoppage of a;film or tape, or

. with interruption of In on-going discussion. Once instituted;
all can be used in ten- to twelve minute segments at the beginning

.‘ {

or end of -a class sess10n, if not incorporated into other actxvity
underway in the course. One disadvantage of all thepe#erc1ses‘\\:
'except the Imitation Exerc1ses is’ that they are not adaptable

to language laboratory use for the purposes advocated in this
paper, due to the necess1ty'of variable creative responses and
variable feedback to thOSe reSponses. éowever; this disadvartage
is overcome’ by the ndhber of advantages assoc1ated with anOlVlng
students 1n_creative languagéxprocess1ng.and With the exercises'
adaptability to usebin active situations. _Exaﬁples have been
shown from conversational material but the approach is readily

applied to lecture types of material for those adult learners

- ‘ !
who are preparing to enter univers1ties \ However, caution must
be observed that instruction is appropri-te to the different

registers used in different listening situations.

‘4. ConcluSions - There are undoubtedly additional types
of instruction and practice that would be instrumental in.improv-
" ing listening skills for ‘advanced ESL students, such as Hughes'
'.inferential listening-exercises or evaluative 1istening exercises. .

HoWever, in thlS paper I have tried to confine my comments to

proposals for the use of imbtructional approaches and practice .
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materials that have a basis in one type of psychoiinguistic data

“on how zdvanced ESL listeners process spoken'English and in
linguistic data about what»is.aVailable and probably necessary
for them to process while tryiné to -understand spoken English :
discourse. Unfortnnately, the psycnolinguistic.data relevant to '
ESL stnoents' proceSSing of discourse is sparse inﬂsone areas( f C :
g0 several inferences had to be drawn in the above discussion..
'Similarly, llngUlSth 1nvestlgatlons of dlscourse are Stlll 1n'
an early stage of development, so research on such dlStlnCtanS
- as whlch discourse features are language- unlversal and Wthh are

« i
language~ spec1frp“rema1ns to be completed.- Nonetheless, I feel

c,\k N

confldent that by.bas1ng attempts to construct 1nstructlona1
materials and approaches on both psychollngulstlcvand 11ngu1stiC‘~
finaings, especially with an eye to'spoken disconrse,'we'can not
helptbut improve our-attempts tohhelp'ESL stuéents‘develop their.

listening skills.

4
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