DOCUMENT RESUME

ED 225 411 i P FL 013 461
AUTHOR Moustafa, Margaret - . "
TITLE Facilitating Beginning English Second Language
' " Acquisition in the Elementary School.
INSTITUTION California Association of Teachers of English to
. Speakers of Other Languages. N ¢
" PUB DATE - 82 - . , A
NOTE - . 13p.; In its: "CATESOL Occasional Papers," Number 8,
\ p.72-83, Fall 1982; For related documents, see FL 013
' #65-463. .
PUB TYPE . .  Viewpoints (120) -- Guides - Classroom Use - Guides
\\\ (For Teachers) (052)
EDRS PRICE . “ MF01/PCOl Plus Postage. :
DESCRIPTORS Elementary Education;™*English (Second Language);
Gfémgar; Listening Comprehension; *Oral Language; ~
Second Language Instruction; *Second Language
Learning; Speech Skills; Syntax
ABSTRACT »
. Views on the role of speech in the early stages of

English as second language (ESL) acquisition:are discussed in
.relation 'to experiences with elementary school children. In examining
the roles of speech and grammar in the early stages of ESL '
acquisition ih an English speaking elementary school environment, six
types of expressive language were observed in children acquiring ESL °
in a natural environment: silence, immediate imitation without
context, immediate imitation with context, delayed imitation with
transferréd context, syntactically broken independent speech, and
syntactically unbrok independent speech. It is suggested that
beginning levels of ESL instruction should involve comprehensible
input and sequenced unanalyzed wholes appropriate for each student's
acquisition level, and should teach expressive English for ' -
interaction with native speakers of Englisk, (Author/RW)

s . S
. L g , <
- i . !
*******************************************************ﬁ***************
* Reproductions supplied by EDRS are thé best that can be made *
* ' from the original document. *

***********************************************************************




L |
e

ED2254

FU0l3 46|

Q

ERIC -

Aruitoxt provided by Eic:

. T

“PERMISSION TO REPRODUCE THIS * - - Ngﬁoﬁiﬁmmgzg‘;ﬁgﬁgu
MATERIAL HAS BEEN GRANTED BY  o~~__ EDULATIONAL RESOURCES INFORMATION
3 < CENTER (ERIC) )
(nﬂ YFQJOL— X Ths docdsient has been reproduced as
. teceived  trons the RErdOR Ul urgdnizaton
wnagingtaag ot
® RPonts uf e ot opiiiung stated i this docu
;ent Jo not necessanty represeat ptical NIE
TO THE EDUCATIONAL RESOURCES Bt o gty
INFORMATION CENTER (ERIC)." .
California Association # CATESOL Occasional Pdpers
Teachers of English to Number 8 (Fall, 1982)
Speakers:of Other Lasguages .
Ft
s

FACILITATING BEGINNING ENGLISH
SECOND LANGUAGE ACQU1SITION
IN THE ELEMENTARY SCHOOL

Margaret Moustafg
Long Beach Unified School District

Thig article discusses gome current views of
second language acquigition and relates them +o the
writer's erxperience with elementary school childwen
learning English as a second languade. Specifically,
the article examines the role of talking and grammar
in the early stages of English acquisition in an
English-speaking elementary school environment.

The writer suggests that in this environment
beginning levels of ESL instruction should teach
expressive English for imteraction with native speak-
ers of English and sequenced unanalyzed wholes arpro-
priate for each gtudent's acquisition level as well
as giye students lots of comprehensible input.

. i ¢
The purpose of this article is to discuss some durrent

views about second language acquisition and relate them to this
practitioner's experience with elementary school children learn-
ing English as a second language. Specifically, this article
will discuss the. role of talking and grammar in the early stages
of English acquisition in an English-speaking elementary school
environment. .

. -

The role of talking in early stages of English acquisition

Should we teach non-English speaking children new to an

Margaret Moustafa holds an M.A. in Teaching English as a
Foreign Language from the American University in Cairo. She

has published in The Reading Teacher,’ Modern Language Journal and
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“Oonyreceptive communication rather than expressive communi

English-speaking environment to speak English?

Krashen (1981) distinguishes between comprehensible input
and»incomprehensible input in receptive language. He postulates
“that in a sccond language spe _emerges with sufficient compre -

hensible input. . ,

. Terrell (19811, applving Krashen's hypothesis, has had
(3uccess in teaching English %o English-speaking adults in an en-
vironment where English i{ the majority language. He points out
he can teach more of the arget language faster by coneen{rating

ation,
He wecommends that clementary school ESL teachers concentrate on

“Yeceptive comprehensible Anput rather than expressive language

50 that students can begin to make use of sources of input out-
side the ESE classroom.

Terrell's experience differs in several significant ways
p g

from that of an elementary school teacher's: 1) HeTS ching
adultes not childrens. 2) He is working with related prima®™ and
target languages. 3) He is teaching a foreign language, not) a

second” language. Nevertheless, he makes a good point about the
effectiveness of teaching receptive language without the encum-
brance of expressive language. There are many ways the element-
ary school ESL teacher can teach receptive language: lottq
games,- total jphysical response (Asher, 1977; Segal, 1980), pic-
ture books which match meaning and language (Moustafa, 1980),
and songs which match meaning and language, among.other things.
In all of these activities, the English-speaking model does the
talking in ¢onjunction with context and the student simply re-
ceives meaningful information about the language without the
stress of talking. t )

Does speech play a role in second language acquisition
when students have the opportunity of a natural environment?
Fillmore (1976) compared the acquisition of five Spanish-speaking
children, ages 5 to 7, learning English in a natural environment.
She discovered that the child who most interacted verbally with
her English-3peaking peers acquired English faster than the other
children studied. McLaughlin (1978) summarizes Fillmore's find-
ings this way:

Within 3 months the Engligg of one of the child-
ren -- as measured by well-formed and varied sentences
-- had developed beyond the point it would for two other
children at the end of a full vear of naturalistic ex-
posure. By the end of a year, the child who progressed
.most rapidly could speak English nearly as well as mono- f
lingual children, whereas the other two children would
L — rxl
need an additional year of exposure to reach this level
of proficiency. (pp. 108-109)

F#gamore believes that the differences were not due to native
intelligence but to social and cognitive strategies. In regard




.

to the social strategivs, Fillmore hypothesizes that by inter-
acting with Englishuspeaking'childrcn the socially aggressive
non-English speaking child received more contextualized experi-
~ ence with the target language than the children who were not as

¥ socially aggressive across language groups. Hence, the social-
1y aggressive child acquired the target language faster.
Fillmore suggests the child did this by giving the impression
with o few well chosen words that she could speak the language.
She used this language to heep herself involved in the English-
speaking group.

The child Fillmore studied who acquired so rapidly stimula-
ted her own comprehensible. input,, in large part through the use
of expressive language. To her, speech was pot only a result
of comprechensible input; it was also a tool for stimulating more
comprehensible input. Can Wwe help other ESL studengs use speech
to maximize their comprehensible input outside the ESL class?
First, let's examine the different tvpes of expressive language
ESL children use. 1 have obhsgrved at least six types of ex- 7
pressive language in children acquiring Fnglish in a natural en-
vironment: ) -

.

1. .silente

> immediate imitation without context

3. jmmediate imitation with context .
1. delaved imitation with transferred context

. . -
5. independent speech, syntactically broken
n. independgnt speech, syntactically unbroken

These catewories are not, of course, a description of develop-
mental stuages. They are merely an analyvtical clarification of
“talking."” N\

1} "Silence" is the lack of speech displaved by an non- .
English -speaking child when the child first arrives in an
English speaking environment. This "silence” is normally spe-
cifically due to a lack of experience with the English language,
not a lack of experience with language. In my experience, the
non-English speaking child can immediately mimic a specific con-
textualized experience in English provided it Is not too many
syllables and emotional trauma is not hlocking the responsc.
Hence, 1 prefer to view vgilence” as a state or degree of incx-
perience with English. How long that® inexperience lasts and to
what degree it lasts depends on each student's experiences and
auditory memory and the state of the art in teaching ESL. .

W o) “Immediate imitation without context” is the type of
spcgth which occurs when we ask.a newly arrived non-English speak-
er "What's that?" and the reply is “ihat's that?" 1t is epploycd 3
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in the audio-lingual' method and in the fecitation of nursery
rhyvmes and songs taught without context. Many native speakers
of English, unawarc of the associative aspect of language acqui-
sition, confuse this tyvpe of speech with language agquisition,

« This parroting of l?nguugc confuses native speakers who often
respomd to the meaning of the utterances, not knowing that. the
student is merely parroting sounds. .

‘ st o,
30 "Immediate imitation with conmtext” is the tyvpe of speech

which occurs when recéptive language and context occeur together,
"1t is the languawe which occurs when an English-speaking child .
pulls an object from a non-English speaking child and says

"Mine!" and.the non-English speakding child responds by pulling .
the object back and saying ¥Mine!" Jt is emploved in thildren's
plav and in meaningful interpersonal interaction.

3 "helaved imitation with transferred context” is the
type of speech’ which occurs when speech which has been observed
apdor imitated in onc ‘ontext is recalled and cmploved later in
~another similar Bontext. 1t is the language which occurs when
the non-English ‘speaking child ,in the example ahove walks up to
another €hild weveral hour$ later after the above expbtrience and
grabs an ohdect from thats child and says "Mine!™ 1 have observed
this type of “transfer occuring quickly with a few-sdcidlly ag-
gresive children with good auditory 'memories. Presumably, the,
¢hild Fillmore studied who acquired so rapidly lhad good auditory
memory.  However, most children need many, many receptive experi-
ences with cach word or phrase hefore thev can independently
recall the word or phrase at a later time.

5) "Independent specch, svntactically broken” is the type

. of speech which occurs when we say "Drink vour milk" and the child
responds "Me no like." The child has understood the message and
uenerated his/her own response to the message.  Another tvpe of
broken svntax occurs among some children whose first language is
an oriental language. We might hear "He is taking three book."
Occasionally, especially in the intermediate grade (ages 9 to 12},
acquirers with this type of specch have as much -- or nearly as
much -- vocabulary as their native English.speaking peers as
‘mcasured by the Peabody Picture Vocabulary Test (the PPVT).

"Independent speech, syntactically broken'" is the type of
speech many adult nitive speakers instinctively correct in commu-
nicative situations ‘without realizing how it discourages -the ac-
quirer from wanting to communicate in English again. Linguists
do not view this type of language as incorrect. but the way the
acquirer understands theé language at that stage in his/her lan-
guage development. A skillfuyl teacher in a communicative situa-
tion with the student will focus on the meanings conveyed, not
the grammatical "incorrectness,"

“a) "Independent” speech, syntactically unbroken' is the type
of speech which occurs Ahen the child who is told "Drink your
milk"™ in the example gbove replies, "I don't like it," or "I
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don't want to“ or "You can't make me." It is the end result of
many contextualized receptive fxperiences with English. In my

experience, non-English 5- and t-yvear-old children with this type of
specch *have usually acquired as much vocabulary as their native
English-speaking pe@rs as measurcd by the PPVT, while 9-to 12-°
.vear-old non-English children with this type of speech may or

may not have as much vogabulary (as their native English-speaking.
peers. A child with this type of speech who does, not vat have

as much vocabulary as his/her native English-spc{king peers may

not be identified as a limited-English student because he/she

- "sounds good." . .

"Independent speech, syntactically unbroken" is the type of
speech with which the regular elementary classroom teacher is
most accustomed to working. Many elementary classroom teachers
who are unprepared to work with ESL students typically approach
the initial oral language devclopment of the non-Englﬁbh speaking
child the same as they do the 1aﬁguage development of the native
English-speaking elementary school child. With the best of in=
tentions, they typically ask the child a question the child can-
not understand, mych less respgnd to. Consecquently, the child
feels threatened and the teacher feels frustrated and inadequate
when the child does not reply.

It is now generally agreed that the second type of expressive
languagke, "immediate imitation witholt context,” is inappropriate
for language instruction, The fourth, fifth, and sixth types --
“delaved imitation, transferred context," "independent speech,
syntactically brok#n" and "indqpepgent speech, syntactically un-
l%rokcn" -- arc all dependent on previous experience. The third

- fype of expressive language, "immediate imitation with context"

is wscful -in helping ESL students achieve the fourth type of ex-
pressive langhage, "delayed imitation #ith transferred context."

,/’4 How can we teach "immediate imitation with context"? Krashen
suggests that for language to be acquired -- to become part of
the student's unconscious system of communication -- the focus of
language instruction should be on something other than the lan-
guage ttsclf and that the message be comprchensible and of inter-
est to the student, .
5 Dy

In the following example, context serves as both the focus

and the mediator of the meaning of the language being taught:
’

The teacher is sitting in an instructional
circle with two to cight non-English speaking child-
ren. Through gcstures or gently manipulating a .
child's hand she gets onc of the children to hit :
her hand as she extends it toward him. Once she
has succeeded in getting herself hit, she immediate-
ly exclaims "Don't!" and pulls her hand back with
mock indignation. She extends her hand to another
child to hit it and again with mock indignation
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. exclaims "Don't!" while pulling her hand back.

She repeats the interaction several other times
moving from one child to another. SqQon the child-
ren are freely (sometimes too freely) hitting her
hand as she extends it, giggling as s e_keeps re-
peating "Don't!" J{

. After many repetitions, she changes the dyna-
mics of the ‘ifiteraction from receptive to expres-
~.ive language. With a smile on her face, she gently
hits one of the more aggressive children and waits
for the child to say "Don't!" If he doesn't say
"Don't!" she coaches him to say "Don't!" Keeping .
4 her hand on the place she has ""hit," she says '"Say
Don't!" 1In the rare event the child does not res-
pond, she gives an expressive opportunity to another
child and/or returns to the receptive interaction -
described above. Soon each child is responding
“Don't!" as he is being mockingly hit. Giggles
abound. The language is meaningful to the children.

Once each child has had the opportunity to be '
"hit" and say "Don't!" she expands the context.
She pulls a student's hair and coaches him to say
"Don't!" and then goes on to tug sleeves, push
chairs which students are sitting on and gently A
pull shoe™laces, not stopping each annoying acti-
4 vity until the Yvictimized" child says "Don't!"

Laughter abounds.” The children are totally in- .,

volved. The total instructional time for this ac-

tivity is three to five minutes.

The teacher goes on to gnother interactive
activity. ‘SHe abruptly point$ to an object across
the room behind the children's backs exclaiming ,
"Look!" She gently turns the heads of each child
who has not turned his head to look. She then ab-
ruptly points to something on the ceiling while ex-
claiming "Look!'" and again gently turns heads that
arg not turned in the direction she is pointing.
She“continues pointing-to objects in different
places, near and far, exclaiming "Look!" each time.
Soon all the students' heads are turning in unison
to the various objects she is pointing out,

After many repetitions one of the children may
change the dynamics of the interaction from recep-
tive to expressive language by pointing to some-
thing and saying "Look'!" If a.child does that, she
immediately responds by looking in the direction
the student indicates. Given this encouragement,
the other children.may follow course and begin say-
ing "Look!" themselves. .

.




1€ this Jdoes not occur spontarfeously by itself,
she will change the d¥namics of the interaction
from receptive to ijrrc%sivo language by gently tak-
ing the arms of 4 « ild and guiding him to point his
index finger at somgthing and coaching him to say
"Lookh'" Keeping the child's finger in an extended
position, she savs 'Sav 'Look ! As in the casc of
teachinhg "bon't!" if the child Joes not respond,
she gives an expressive opportunity to another child
and/or returns to the receptive part of the inter:
action. Soon each’child is exclaiming "Look!" and
she is happily on her way to getting a nechache from
. turning her head too much. In future instructional
cessions she will expand the target language to
"ok 'it'!'", "Look 'it' that!” and “Look at thati"
This activity has taken three minutes of instruction-
al time. .

4 She returns to the previous activity. Without

saving a word she pulls a student's sleeve.  Silence.
fespite the total involvement of a few minutes ago,
he has forgotten how to say "hon't!" .So has the
rest of the group. She says "Sav "hon't'l"  the
student quickly responds with an cnthusiastic "Don'tl"
and they tahe up where they left off hefore.

\ ~ IMoustata, 1481)

In the ahove examples, each cxpress<ive event s preceded
by several meaningtul receptive oxperiences, This might he
symholized as

h)
— C-F

- (lon't!

R .. l 3
CRinonreny ! R(Hon't!l' “rhont tid

C-R C‘E(Lool«!)

P 5] =~ .
’ CBiLooktyt CRrLookty (Look!]
where ¢ 4 context; R = receptive lamguage and E = expressive
language., The contextual-receptive — contextual-expressive s¢-
quence reoccurs with each new‘part of the language Tearned.
K ——

-

In the examples above "bon't!" and "Look!" Will have to be
reviewed in several subseguent instructional sessions until the
students have committed them to long term memory. Younger child-
ren will need more repetitions in more instructional sessions than
older children. (Hlence, the desirability of grouping by age.)
Once the students have had sufficlent experience with thesc seg-
ments of English, they will be able to retrieve them from long
term memory and use them in'interacting with gheir English-speaking
peers. This in turn will facilitate the students' ability to ob-
tain more comprchensible input from the English speahkers in their
environment.
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students understand the parts of the whole. Here is an example of
how it can be done while focusing on the .message,.not the form:r

The teacher is working with a small group of
students with an oral receptive English language age
of about 2!, vears S'measured by the Peabody Picture -~
Vocabulary Test. She has pictures of various foods.
She lichs her lips, pats her stomach, points to ‘her-
self and then to one of the foods while,saying, "I
like that.' She repeats the gestures and language s
with a few other pictures of foods.

- Then she puts the pictures in front of one of
the students and .asks "What do you like?" The stu-
dent points to one of the foods. She coaches him by
saving "Say 'l like that.'" The: student points to
one of the foods and says "I like that.' She gives
each student a turn to say what he likes.
. The teacher turns to pictures of various ani-’
mals. With a coding voice she says "Qoooh!" and
then pointing to herself and one of the animals .
commonly liked by children she says "I like that.”
She repeats the gestures and language with a few
. other animals. Then she asks a child "what do you '
like®" The child says "1 like that." She gives
cach student a turn to say what he likes. The acti-
vity has taken about four instructional minutes.

The tecacher takes a box of obj=cts and puts it

' between herself and the students. She holds -a hand
puppet up at her side, turns her head toward the
puppet so the students see only her profile and talks
with the side of her mouth toward the students closed.
By opening -and closing the puppet's mouth as she talks
it appears that_ the puppet is talking. The puppet
says to the teacher "What do you want?" The teacher
points to herself and to an object in the box while
saying "I want that.'" The puppet picks up the object
with his mouth and gives it to the teacher. The pup-
pet and the teacher repeat the sequenge a few more
times. .

The teachdr turns to a student and asks "What
do you want?" The student points tc an object and
says "I like that.” (The student is using the pre-
vious "unanalyzed whole.') The teacher guides him to

. say "I want that' and gives him the object. After
cach studént has had several turns to request an ob-
ject and gets it, the teacher guides the students to
say "I want that',to each other and get the objects
they want from eagh other. The acpivity has taken
four instructional minutes. The feucher is now talk-
ing to a colleague who has come into the room but the

80 ' |
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students are enjoying the activity' so much that they

continue on their own telling each other “I want that"

and getting what they want: from cach other (Moustafa,

1981). .

In the examples above the students learned a three svila-
ble phrase as one unit. This might be represented as:

““Rllikethat) L"R(Ili'l\ct‘hat)—“—d"("L(’Ilikcthat)
where again ¢ = context, R = receptive language and E = express-
ive language. The students then learned a second three syllable
phrase as a unit: ’

-

L‘R(Iwantthat)' L~R(Iwantthatj ? L'E(Iwantthath

Some of the students may then begin to sce ([likethat) and (lwant-

that} as (I-like-that) and (I-want-that). [f they don't see it
this session or when this lesson is repeated in subsequent insg-
tructional sessions, thev wi'll have many other opportunities to

abstract the parts from the whole when similar "unanalyzed wholes"

are sequenced together. [n subsequent instructional sessions
the teacher might create context for such unanaly:zed wholes as
the*following: .

"I need the ;s "1l have the "; 1 see the ",

1 don't like that'; "I don't want that”; "I don't have
that." .

A
"They see that", "They need that"; "They eat that."

In the examples above the students may not have understood
the parts of the first unanalyzed whole but they understood the
message through the context. When the second unanalyzed whole
was introduced they understood the messgge through the context
and had enough information.to begin to ?ﬁstract the parts of the
message. The sequencing facilitates the abstraction.

4
“1'm not suggesting we use”grammatically sequenced materials
in the traditional sense. Rather, I'm suggesting a new type of
grammatical instruction -- instruction where we intentionally se-
quence some of the comprehensible input to facilitate the natural

acMuisition of syntax. This will further facilitate the student's

ability to decode and to create novel utterances which will in
turn increasc the potential amount of comprehensible input the |
student can derive and stimulate outside the classroom.

Should unanalvzed wholes be sequenced by skill difficulty
as well? That is, should we teach "Look!"™ and "Don'¢!" before we
teach "I like that" and "7 want that"? Should we teach "He is
throwing the ball" before we teach "The ball was thrown"?

e ”
Krashen says:

The Natural Order Hypothesis states that students -

' 81
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aequire (not learul grummntxcul structures 1n a4 pre-

Jdictable order; that 13, ¢certain grammatical struc-

tures tend to be acquired carly and others late ...the

order 15 not rigidly oheved by every aoquirer; there

15 somue 1niniduul variution. there 1s signiticunt

apredvnent among acquirers, however, and we can Jdeti-

nitely speak,of 971 average order of acquistitiron (pp.

50-5770 .

: »

Given the existence of an average order ol acquistition,
it behooves us to diagnose where our crudents are tn their acqui-
sition and teach developmental shills apprupriate ty their acqui- s
sition level.  In my eaperiencces, it children are ;pught 4 ogivens
segment ol language hebore they dre ready tu acyuire it -, ine s
corporiate it into their own language system - - they don't dcquire

. it. Mence their time has been diverted tfrom somcthing thev could
have acquired. Indeed, at the beginning levels of acyuisition,
voung children are {requently intimidated by bedng taught lan:
guage beyvond them. Conversely, teaching children somethiug they
have alreads well inteprated into their own langdage 12 also a
waste of tmme. A it vear-vld student withan vral receptive
English languayge age ol 5 vedrs, Por exasple, would ﬁpt doqunre
more languape lLrom any of the instructional lessuns duescribed in
this paper. ~Dragnosing, grouping and anstructing bydhroad levgl
of language dcquisition s pecessary to oensure appropriate input
and growth tor cach student. . o .

N .

Hence 1| obelicvesESL insthuctiun 15 more cffectiye 1tn pro-?
moting beginning cecond language wrowth 1f part ol the 1pstruc-
tion includes intentionally ~eyuenced unanalvzed wholes appro-
priate tu vach student s acquisition level. ’ :

“\u .
- r\-yr‘ . .
FOORTNOTES . N
1. literall:: What 15 vour name’? o
A sliterallv: Same Mr. is what? * S -
e -
3, Literally: Nuame yodr fm.) what” . . iy
5 . ¥ 1 }
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