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FOREWORD

The papers in this volume have been selected from the end-products of the
1989 Regional Seminar. Some of the authors are very well known to the
ESL/EFL teaching fraternity; others are up and coming. All, however, have
something interesting to say.

Language Teaching Methodology is very much in tune with the overall
SEAMEOQO-RELC five-year theme: "Language and Human Resource Develop-
ment" since it is the key to language learning and teaching in particular and to
education in general. As well, language is crucial to communication and informa-
tion -- the essential ingredients to socio-economic development.

The mission of education is the intellectual as well as the emotional and
physical well-being of individuals and the community as a whole. In the field of
learning, the best results from language teaching are achieved when pedagogic
cfforts are focussed on the individual in a conducive condition. Given limited
resources and time, the expedient need is to find language methodologies to
train as many and as quickly as possible, in less than ideal conditions.

Methodology is the conduit through which the theory and ideas from re-
search are brought to the classroom. The relationship is dynamic and complex
since much of the research itself is now done in the classroom where variables
such as materials, syllabuses and testing and evaluation are also to be taken into
account. However, since the language acquisition process itself is not fully under-
stood, methodology remains a necessary but still imperfect tool. The search for
better theoretical knowledge, and greater application of what is known, goes on.

The 1989 Regional Seminar saw signs as to what the trends in development
might be for the 1990s. The papers included in this volume are only a small
selection, but X wish to commend them to language educators both within
SEAMEO countries and outside, with the hope that they will find them profes-
sionally challenging, and serve as a point of departure for their own rethinking
and adaptation in order to arrive at methodological solutions most appropriate
to their own unique problems.

Eamest Lau
Director
February 1990
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INTRODUCTION

The papers in this collection bring together some methodological issues
that will continue to be important in the 1990s. The roles of the name specific
methods are no longer pre-eminent although by no mecans completely aban-
doned. Thesec methods co-exist with many cvolving new ideas and innovations
being experimented with and tested. But the current and foreseeable state of
knowledge is unlikely to reach such a level of sophistication as to enable us to
clearly discern the best method in every situation. The communicative approach
will continue to be very widely accepted, even if some aspects of earlicr versions
are being questioned, revised and broadened. There are many areas of agree-
ment in spite of the diversity and flux.

The views and practices explored by the paper in this collection can be
considered as falling into two levels. On the one hand, they are concerned with
the immediate learning/teaching situation. Methodologics of the 90s will concen-
trate on the interaction within the classroom to discover what features work in a
particular situation, and sce what is gencralisable to other classrocoms. Several
papers in this volume describe some of these features -- task-based and cosntent-
bascd learning/teaching, grammar 'consciousness raising’ activities, and lcarncr
and tcacher strategies. Developments in these arcas will continue to occupy the
attention of language tcachers and educators.

At the second level, there is greater recognition of, and willingness to
incorporate into methodology, the less direct variables and influences, inside and
outside the classroom, that go to make successful language learning. The need to
be sensitive to culture, teaching styles and personality are seen to be increasingly
important concerns ‘or methodology in the ninetics.

Starting at the broadest end, Rodgers analyscs features, found in a cross
section of methods, which heighten successful learning and teaching of lan-
guages. Which featurcs can be adapted to particular situations depends on an
analysis which should crucially include such factors as lcarning and teaching
styles, cultural compatibil’ty, and policy and administrative considerations.




In the classroom, Belitho ascribes a prominent position to teacher effec-
tiveness, without which the other key elements, learner centredness and appro-
priateness of materials, cannot be implemented. Teachers can only be enthusias-
tic about their communicative classrooms or be keen to participate in new
pedagogical approaches if they themselves have been encouraged by their expe-
riences during training, and have attained sufficient proficiency in the language
they teach. Moreover, unless teachers have socio-economic security and stability

they are not psychologically prepared to work beyond the "minimalist survival'
level.

According to Loug, teachers eschew “methods" to organise their work
around classroom tasks. Therefore, it would be more usefu’ to analyse, research
and evaluate these tasks to find the features that promote lznguage teaching and
learning. The success of task-based learning might be influenced by types of
tasks as well as the interaction between task types and participating groups.

A system of different types of tasks can be used to get to learners’ language
learning goals. Nation describes how the different types of tasks can be used to

incrementally bridge the gap between the learner’s initial level of proficiency and
his goal.

The future of methodological research lies in the classroom. For Nunan,
the classtoom will be the centre of interest for researchers asking questions
about language processing and production, classroom interaction, and acquisi-
tion and learning strategy preferences. Teacher involvement with the research,
whether direct or indirect, will influence the quality of the research and ultimate
usefulness of the findings.

Content-based programmes can provide depth and breadth to language
proficiency, increase content knowledge and improve thinking and problem
solving skills. Aspects of Crandall and Tucker’s US experience can certainly be
adapted to other second and foreign language situations. With more interest in
this approach in the 1990s, some solutions may be found to the problems listed
by Crandall and Tucker. These include the lack of appropriate materials, defi-
cient knowledge of the linguisitic features of content ficld registers, aad the train-
ing needs for this approach.

The conicnt-based approach can be enhanced when combined with a
modular format. In Martin’s expcrience, flexibility is improved, and costs are
lower than with other forms of content-basced teaching. The modular format will
certainly be useful in ESP classes where necded units may be embedded in the
overall programme.
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The problems of communication between native speaker lecturers and non-
native speaker students will continue as English takes greater hold in the ¢duca-
tional systems of many developing countries. The research in Oman by Bilton
and Fahmy shows how variability of lecturing styles exacerbated difficulties in
note taking for a group of students in a situation where the lecturing mode was

important. This suggests that teaching of learning strategies will be a useful
component of EAP methodologies.

Similarly, EAP methodology needs to teach writing strategies that enhance
performance grades. Currie’s paper shows that the argumentation approach
taken by students affects the grades awarded by their lecturers. Different dis-
course communities may take different approaches. EAP teachers need to be
aware of the implications of the different approaches.

In part, area studies involve the systematic investigation of the broad socio-
culture of a language area. Traditionally, language studies have been linked with
literature and the culture of the language arca concerned. That linkage has now
been extended to other ficlds such as economics, business, politics and science --
ie, to culture in its broadest terms. Koch describes the rationale and advantages
of area studies in general, and in particular, those of a German language and
German industrial relations programme in England. In this situation, the impe-
tus for language and area studies comes from the need for a European perspec-
tive as their peoples move towards a more integrated community after 1992. But
the model is relevant to other situations such as the SEAMEO countries, where
area studies can offer a means to greater depth and breadth in language teaching
as well as offer a window to mutual socio-cultural understanding.

Content-based programmes and area studies tend to look at the world
outside the learner and add an extra dimension to the learning and teaching of
the foreign language. But the meaning that a reader takes away from a text also
depends uniquely on his social and ideological background. According to Birch,
“critical linguistics” argues that different groups, societies and ideologies have
different understandings of reality because they classify and categorise with and
through language in different ways. Meaning is thus not something that is con-
tained within the words of discourse, but has to be formed within each user of
the language. This new view calls for a reconsideration of teaching methodology,

since methodology must ultimately reflect new theoretical developments in
linguistics.
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Since the listener will process and interpret according to his particular
social, cultural and ideological background, it is vital that a discourse be con-
ducted with pragmatic appropriacy, otherwise, there will be miscommunication.
Marsh discusses this and suggests that classroom research can find differences
in, say, conversational style which can partly be accounted for by the differences
between the rules of appropriacy of the target language and those of the mother
tongue. Learners can be made aware of such differences as part of a language
programine, and this can help them bridge the communication gap.

Girard also argues that cultural awareness is crucial to communicative
competence. Language teaching and learning will be hollow without a rich
content. As well, he recognises the importance of grammar and that language

cannot be acquired and understood merely through communicative interaction
alone.

The necd for grammar in the communicative competence of non-native
speakers is also highlighted in the paper by Celce-Murcia. She proposes a new
situational and text-based approach which will raise grammar consciousness of
the learners in the communicative classroom.

Grammar through text-based studies is also advocated by Kennedy. He sees

collocation analysis as a useful tool to describe the ecology of language terms. In
a concordance-based study, the coflocations of four prepositions, for example,

showed that they could be better taught as vocabulary rather than grammatical
items.

The two final papers offer contrasting approaches to the use of resources.
Computers and other high technology equipment did not lead to the hoped-for
breakthrough in the eighties and it is uncertain if they will make significant
changes to the overall pattern and methodology of language teaching and learn-
ing in the 1990s. Nevertheless, there have been many interesting innovations.
Teachers should not give up on technology because they do not have the best
and the latest. On the other hand, imaginative adaptation can often turn simpler
cquipment to greater cifcct. Neither should the more traditional techniques be
ignored, for they oftcn contain aspects which no mechanical or electronic
equipment can duplicate.

The drama techniques proposced by Gaudart can be applicd in many ESL
and EFL situations to provide facc-to-face interactive practice in a meaningful
context. The potential for real communication is great.




Meinhof describes the interactive manipulation of TV news using the
computer. The benefits lic in the availability of up-to-date authentic texts (TV
news reports) being coupled with the storage capacity and flexibility of comput-
ers. Foreign language learners can be helped to go through the processing

strategies which native speakers go through when they listen to and understand
the news.

The collection contains, then, numerous insight into the diverse coniponents
of teaching and learning Second or Foreign languages. The papers have been
chosen to offer a multi-dimentional probe into some of the problems and possi-
bilities that will exist in the 1990s. There are no forecasts as to which will be the
most popular approaches although some trends are suggested. It is hoped that
teachers and other educators will find opinions and practices which they can
adapt for their own classrooms to make them more successful learning places.
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AFTER METHODS, WHAT?

Theodore S Rodgers

INTRODUCTION

A couple of years ago Jack Richards and I did a book for Cambridge
University Press in which we analyzed and mildly critiqued eight of the best-
known methods for teaching second languages. We used for the purposes of
description, analysis and critique a model which we called Approach, Design and
Procedure. Within the categories subsumed under Design we considered
Teacher Roles and Learner Roles - that is, we summarized for each method
what was expected of a teacher or a learner operating according to the prescrip-
tions of that method.

Two things we did not do in the book. One was to attempt to generalize
across methods those features which scemed to be most ceatral to reported
method success. Second, we did not define how a learner or teacher might use
the analysis in an attempt to identify those methods or sub-method strategies
which might prove most appropriate or successful in individual learning and
teaching situations. One of the goals of this paper is to extend thc commentary
to cncompass these issues.

Let me first say, however, that I am not going to talk about methods. The
1980’s was the decade of Methods, the 1990’s will not be. Onc of the outcomes
of mecthod studics like our own was a realization of the many shortcomings of
t aditional methodological approaches to language learning and teaching.
Before proceeding to discuss what I do think the major influences in language
teaching in the 1990’s will be, it will be useful to highlight some of thc shortcom-
ings of method-based approaches to language education.

I MADNESS IN OUR METHODS

There have been several kinds of objections to method-based approaches to
language teaching. Some of the objections have been definitional. What is
Mcthodology? What does it mecan - a Method? One confusion herc was of our
own doing and was creatcd intentionally. The story gocs as follows. The Rich-
ards and Rodgers methods’ analysis model is summarized in the title of the
journal article from which our book ultimately grew. The article is called,

113




Q

ERIC

PAFullToxt Provided by ERIC

"Mcthod: Approach, Design, and Procedure” (Richards and Rodgers, 1982). In
this article we took as our point of departurc an older instructional model of Ed
Anthony’s. Anthony’s model was summarized in his article title which is called,
“A.pproach, Method and Technique” (Anthony, 1963). We liked Mcthod as the
umbrella term for our model and found it convenicnt - convenient for us if
nobody elsc - to modify Anthony’s terminology according to our own predisposi-
tions. Anthony’s Method became our Design. So Anthony, and Richards and
Rodgers both usc the term Method but with quite different scope and intention.

When we got around to doing the book, the publisher urged us to do a
chapter on Communicative Language Teaching (CLT) as onc of the methods
analyzcd in the book. However, most of the major spokespersons for CLT were
unhappy in our referring to CLT as a Mcthod. They saw CLT as an Approach
rather than as a Mcthod. Unfortunately, we had alrcady chosen to usc Ap-
proach in a diffcrent sensc in the book. We decided to fincsse the issuc by
including CLT in our analysis and using as a book title Approaches and Methods
in Language Teaching. We also rctained Approach in the model designation
"Mcthod: Approach, Design and Procedure”. So we used Approach in the title
and Approach in the modcl in quite dramatically different scnses. We felt it
might confuse the rcader to highlight this, so we decided not to mention it at all.

The issuc can be belabored, if it has not been belabored already. The point
is that Mcthod and Methodology and rclated terms like Approach arc used in
several different, often incompatible, senses by those who write and talk about
Methods.

A sccond objection raised in discussions of method-based instructional
planning is that the methodology assumes a "top-down” approach to learning and
teaching. That is, learning is held to derive from applying and putting into prac-
tice a particular model (Method) of language teaching. Henee, common to
mcthods is a sct of prescriptions as to what teachers and learners should do in
the classroom. The teacher’s job is to make his or her teaching style as well as
the learner’s learning style match the method. Thus, methodology is held to
deny teacher effectivencss and learner uniqueness except as circumscribed by the
method of application. (Richards, 1986).

A third objection to focus on methodology in language teaching is that
competing methods are often indistinguishable in their classroom practices. In
its strongest form, this objection holds that methods and classroom practices are
only coincidentally related. Swaffar et al (1982) noted that "Onc consiscent
problem is whether or not teachers involved in preseoting materials created for a
particular method are actually reflecting the underlying philosophics of these
mcthods in their classroom practices.” Swaffar ct al found that many of the
distinctions uscd to contrast methods, particularly those based on classroom
activitics, did not cxist in actual practice.

A final objection, and the one | am using as motvation for this paper, is

14




that mcthodology, with or without the delights and despairs calaloged above, is
only onc part of language tcaching design and, perhaps, not the most important
part. To support this claim, I want to introduce a model of instructional design
which subsumes methodology and which T think morc accuratcely represents how
cducational programs in genceral and language cducation programs in particular
can and should be described and crafted.

Just before hopping into our latest Mode! T, T would like (o alert you to a
theme which will run, ramble and roam throughout the remainder of this paper.

I1 THE GANG OF FOURS

Numecrology has always had a heavy impact on didactic parlance. "Onc" had
its day... "One for all and all for onc”... "The one Golden Rule"... "Two" has had
its day as well. Dichotomics abound. Active/Passive, Product /Process, Bchay-
toral/Cognitive, left brain/right brain... yin and yang... East and West... The Bad
and the Beautiful...

In its time, "Three" has also had priority in the popular scarch for quantita-
tive quintessence. The Three R's, the Three tenses, the Three persons have had
their grip on language cducation, the fingermarks of which arce still scen in many
parls of the world. In rich evidence are The Three classes of intellect. Buddha's
Three Signs of Being. Three Coins in a Fountain... wisc men... Faces of Eve...
o'clock in the morning...

But times change and new magic numbers emerge.

The emergent figure of fact and fantasy, (ad and fallacy is, as you may have
gucssed, Four. Everything that’s in for the late cighties and carly nincties will
come packaged in fours. In fact, probably the best indicator of intelleetual rigor
and worth of any cducational proposal for the ninctics is a positive answer to the
question, “Is it packaged in units of Four?” 1 hope to demonstrate this fully in
the following. However, Lo give you a fecting for the magic of Four in its {ull
flush. this fourflusher has composed a brief song as prelude and mnemonic for
that which, with vour fourbearance snd fourgiveness, will soon be presented
more fourmally. Song: (To the tune of "I'm Looking Over a Four-leaf Clover").

I hope to bottle, my four part model,

That nobody’s scen before.

One part’s for Teachers, the second for Lore,

The third is for Learners, we hope more and mare.
No need explaining the one remaining,

It’s the Principal al vour door.

Q
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Oh, I hop= to bottle my four part model,
So please ieave your notes at the door.
So please le:zve your notes at the door.

III' DA KILA FROM MANILA

The first foursome off the model tee, and the one that will sct the pattern
for those to follow, I have called the KILA model of cducational design. KILA is
the acronym for the four considerations which in concert shapc any educational
program. K stands for Knowledge Considerations, I for Instructional Considera-
tions, L for Learner Considerations and A for Administrative Considerations.
Thus, "K", "I", "L", "A" = "KILA". Why "KILA from Manila?" I think I men-
tioned a model like the first in Manila in the famous "Flutter like a Butterfly,
Beep like a Bec" meeting with Mohammad Ali. Why DA KILA? "Dakila” in
Tagalog has a mcaning something like "premium, the finest." I felt such associa-
tion with the model kad to be helpful.

1. "K", KNOWLEDGE CONSIDERATIONS ("Lore" in my song)

Knowlicdge considerations involve both the input and output forms of in-
structional content. They include the derivation and organisation of content
(input) as well as the anticipated learner outcomes--whether these are skills,
capacitics, changed bchaviours, or appreciations. In language cducation, Knowl-
cdge Considerations involve the assumptions about what language is - a sct of
habits, sentences, rules, pre-dispositions or whatever. It also includes the con-
tent - the substantive range - of the instructional language examples or texts be
these Arithmetic, Social Studics, Chemical Enginecring, Waiter Talk, or English

for Baggage Handlers. Knowledge considerations involve responses to questions
such as:

* Is knowledge content held to be "liberal”, "humanistic”, "tcchnical” or
whatever?

* What knowledge base informs the educator as to the selection and organ-
isation of content?

* Is there a ‘structure’ of knowledge assumed and is this structure to be re-
flected in the educational design?




2. "T", INSTRUCTIONAL CONSIDERATIONS ("Teachers" in my song)

Instructional considerations reflect the factors which impact on the design
and dclivery of instruction and reflect the input not only of tcachers, but of
paraprofessionals, resource pcople, content specialists and other staff involved in
the program. They involve most conspicuously, from the point of view of this
paper, instructional methods. Instructional Considcrations also include pro-
grams and matcrials, technologies, cducational cnvironments, time and schedul-
ing techniques and plans for reporting on learning progress to learners, teachers,
sponsors, administrators and other intcrested partics. Instructional considera-
tions involve responsces to such questions as:

* 1Is there an instructional program or programs which learners and teach-
crs arc expected to follow?

* What media are used for instructional delivery?

* How do teachers view their role in the instructional process?

3. "L", LEARNER CONSIDERATIONS ("Lcarncrs” in my song)

Lcarner considerations involve the ages, proficiency levels, and develop-
mental stages of the learncer or learners. They include as well social background
characteristics, world views and lcarning cxpectations.  Considerations include
lcarners’ sclf-perceptions and prior lcarning expericnces as well as preferred
learning styles, strategics, environments, and groupings. If group or class lcarn-
ing is contemplated, characteristics of the group size, homogencity, history,
collective aspirations arc of concern. Learner considerations involve responscs
to such questions as:

* How arc intended leaners characterised--by themsclves and others?

* Who determinces lecarning goals for learners and how are these goals
communicated to learners?

* Can learning styles and strategics be determined? s there any intention
1o do so and is there any conscequence of such determination?

4. "A", ADMINISTRATIVE CONSIDERATIONS ("Principals” in my song)

In studics of programmatic cducational change, three administrative
influcnces are typically identificd--those from the central office, those from the
‘program’, and those from the schools. Administrative considerations at all
fevels will determine the scale, pace and style of cducational delivery,  Adminis-
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trative agents arc involved in the cstablishment, interpretation and implemen-
tation of policy. This inciudes promulgation of policy plans to public and polit-
ical as well as to cducational representatives. Plans for and exceution of teach-
er and learner selection and promotion, enviromnental development and insti-
lutional imagc are also administrative considerations. Administrative consid-
erations include answers to such questions as:

* Are the critical administrative groups clearly identified?

* How is policy madc and how is it implecmented?

* What sort of commitment do administrative agents have to in-placc and
proposed programs? Is commitment likely to be long term or short
term?

In an ideal design situation, these four arcas of consideration are coordi-
natcd and in balance. In the non-ideal or typical design situation, particular
participants feel that onc set of these considerations holds primacy over the
others. Early participants in the Curriculum Project Movement of the 1960°s
valued knowledge considerations more highly than others. As a consequence,
curriculum products such as those often associated with the ‘New Math’ and
the ‘New Science' were scen to be inteliectually rich but instructionally disjoint-
ed, learncr inscnsitive and administratively unwicldy.

Many of the so-called innovative language teaching methods are consid-
cred innovative not because they employ any new views of language or of lan-
guage proficiency (knowledge considerations) but rather because they demand
dramatically diffcrent tcaching technigies. Silent Way, Total Physical Re-
sponse, and Suggestopoedia are all examples of methods which turn almost
exclusively around instructional considcrations. Similarily, proponents of
particuiar instructional technologies (programmed lcarning, language labora-
tories, cducational tclevision, computer assisted instruction) have been accused
of promoting these on their instructional merits or claims, without adequate
reflection on knowledge, learner, and administrative considerations.

It is relevant to note that what has been called Communicative Language
Teaching (CLT) has, in fact, reflected preoccupation with different kinds of
considerations at various points in its bricef history. The changing naturc of
CLT has, in fact, madc definition and description of CLT often difficult to
formulate and confusing to follow (cg Yalden, 1983). In its first phasc -- the
Wilkins Period--CLT concerned itself with attempts to redefine the knowledge
basc, principally by defining language organisation in terms of notions and
functions rather than in terms of grammatical structures. In the sccond
phase--thc Munby Period--CLT focused on determination of learner needs
through various mechanisms proposed for needs assessment. In its third
phase, the Prabhu Period--CLT was defined by the kind of instructional tech-

13
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niques employed--group work, task accomplishment, meaning negotiation,
caring and sharing and the like. Thus, CLT in its short history has focused on
knowledge considerations in Phasc 1, learner considerations in Phase 2 and
instructional considerations in Phase 3.

It is harder to find examples of language teaching designs biased towards
administrative considerations, although the Westinghouse Teaching Contract
System of the 1970°s approximatcs a design whefcin administrative considera-
tions dominated ail others. We can anticipale new administrative and organiza-
tional initiatives in the nineties. Administrative considerations involve such
factors as creating and maintaining continuity of instructional goals and ap-
proaches across teachers, classes and grade or proficiency levels. In the past,
program designers have attempted to legislate educational continuity by means
of syllabus specification, objectives, curriculum design, scope and sequencing
dclincation, textbook scries structuring and/or teacher training. It seems fair to
say that all of these have fallen short without some sort of administrative agency
given the power and will to enforce continuity in teaching and lcarning patterns.
Demands for stronger administrative control of educational programs, whether
cxercised through coercion or cajolery, is already emerging on several educa-
tional fronts.

In the remainder of this paper I would like to consider several factors which
have high probability for shaping language education in the 1990's. 1 will use the

KILA model to organize and clarify thesc factors although the probability of
their influence on language cducation in nincties is independent of one’s faith in
or commitiment o the KILA model.

IV KNOWLEDGE CONSIDERATIONS: FOUR BASES MAKE
ONE RUN

In the brief preceding discussion of knowledge considerations in language
cducation, I mentioned two kinds of knowledge which influence language learn-
ing programs. Onc kind of knowledge is linguistic knowledge. What is the
theory of language on which the program is built? What are lcarners expected
to know, cither explicitly or implicitly, about the language they are learning?
Designers of courses in gencral English concern themselves with these kinds of
questions. The sccond kind of knowledge is subject matter knowledge. For what
purposes is the learner learning the language? What is the structure of the
subject matter which forms the basis for content sclection in the language pro-
gram? Languagc for Specific Purpose (LSP) course designers tend to be more
interested in these kinds of questions.

These knowledge concerns will persevere in the 199%0's and will he explored
as method-independent issues. In his message for the 1980's Ewer commented,
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“Contrary to a surprisingly common misapprehension ESP docs not rely for
its successful implementation on some new and magic system of classroom
methodology ...mcthods, in fact, arc far less important than appropriate-
ness of linguistic content.” (Ewer, cited in Robinson, 1980)

The mcssage remains the same for the 1990%s.

There will be new and continuing inquiries into the nature of language and
into the naturc of academic content that will have relevance to language cduca-
tion. My bet is that linguistic inquirics will delve decper into the nature of
language functions, and that subject matter inquiries will delve decper into the
nature of disciplinary and occupational knowledge and their representations. A
four square sampler from cach of .hese two kinds of knowledge base inquirics
will suggest some of the directions that studies in the 1990’s may take.

1. STANDARD SIX TO A FUNCTIONAL FOUR

Models of communication typically look something like the following:

CONTENT
SENDER/C()DE T~ RECEIVER
~ T COMPOSITION—

CONTACT—"

Roman Jakobson provided the insight that emphasis in any individual
communicative act tends to fall uncqually on these clements. {(Jakobson, 1960).
That is, if the sender is the most important clement in the communicative act,
the function tends to be an "I"- centered emotive one. If the receiver is the most
important clement, the function tends 1o be a "you'- centered, persuasive one. If
the focus is on content, then the function is "it" centered - the so-called referentiai
Junction. If on the language code, a metalinguistic function with focus on lan-
guage "itsclf. If on the composition (or shape) of th+ message, a poetic function.
(Pronominally, I have nicknamed this the "thou" fuiction, in that it gives off a
faint suggestion of Shakespeure). And if the weight is on the contact (or channel
or communion), then the focus is on "us” as a communicative partnership.
Jakobson calls this last the "phatic” function. Were [ to pare these functions
down to a Final Four, it scems the functions most critical to most second lan-
guage learners are the emotive, persuasive, referential and phatic functions, and
it is to the understanding of tuese functions and their realizations that applied
linguistics will increasingly dircct itself in the 1990's.
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2. QUADRIVEL

Subject matter has its own well-established Fourmats. Medicval schooling
was built around study of the Quadrivium - arithmetic, gcometry, astronomy and
music, much as the contcmporary school curriculum has as its principle subject
matter language, mathcmatics, science and social studies. Studies of academic
faculty personalities have identified four personality types distinctively associated
with the arts, the humanitics, the scicnces and the technologics. (Gaff and
Wilson, 1970). In the 1990’s we can anticipate further attempts to characterize
the nature of disciplines and occupations and the language use and users associ-
atcd with these. Thesc studies will be of considerable intercst to those involved
in LSP and its rclated studies.

V INSTRUCTIONAL CONSIDERATIONS:
TYPE AND TRIPE

I want to consider bricfly threc sub-topics within the broad arca of instruc-
tional concerns. These are method commonalitics, teaching styles and media.

1. COMMON LAW METHOD MARRIAGES

Mcthods tend to be gurucsque. Mcthod spokespersons stress the unique-
ness of their method as well as, intentionally or unintentionally, their own idio-
syncracy. Mecthods arc typically described as novel in their nature and immacu-
late in their conception. Major descriptive sources for methods often come from
vanity presses with names like Sky Oaks Productions. Conscquently, talk centers
on how mecthods arc particular rather than on how they arc similar. 1 anticipate
that in the ncar futurc and before the methodological Big Band cra is over, some
attempts will bc made to synthesize some of the major mcthod claims and char-
acteristics. 1 have made a modest attempt to do this myself. I have listed a
number of factors which are held to facilitatc language acquisition and have
divided these into two sub-categories depending on whether the factors appear
to be under the control of language teachers or whether the factors operate
indcpendent of classroom planning and organization. (Rodgers, 1986). The
mncmonic device for remembering these factor items is that they all begin with
the letter "B". *'ithout going into these in detail, let me share with you a few
items from cach of the two lists with bricf definitions of the Big B’s. List One
contains items which arc held to positively influence language learning but which
arc not under the contral of the language teacher.

Q
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LIST ONE

Birth - Native intclligence and aptitude

Bloom - The optimal age for language learning

Background - Ambicnce supportive of language Icarning in the home and
community

Bath - Residential immersion in a new language situation.

List Two contains items that do appear 10 be under the control of language
educators. (Initials code LT methodologics which assume to manipulate this
factor in their mcthodological practices. AL = Audio-Lingualism; SLT = Situa-
tional Language Teaching; CLT = Communicative Language Teaching; SW =
The Silent Way; TPR = Total Physicat Response; CLL = Community Language
Tcaching; NA = The Natural Approach; S = Suggcestopedia.)

LIST TWO

Brains - Requires use of problem-solving, thinking capacitics in connec-
tion with LT (SLT, CLT, SW, NA)

Breezy - Conducts LT in a minimum stress, informal, low affective filter
environment (SW, TPR, CLL, NA, §)

Buddics - Encourages language learning undertaken with practice and
support partaers (CLT, CLL)

Buglc - Provides attention calls and surprises to help keep learners alert
and focused (TPR, NA).

The above is obviously crude and approximate.  However, it does suggest how
one might begin to look for and define similaritics in method practices and
philosophics.

2. STYLES OF TEACHERS AND LEARNERS: TELL US WE'RE TOO
JUNG?

Interest in teaching and Jearning styles has burgeoned in recent years and
will continue to swell in the 1990, It is difficult to consider cither teaching
styles or learning styles independently sinee models for both derive from the
samc psychclogical parent. As well, fearning and teaching stvle ir-entories are
typically thought of and uscd in conjunction with one another. Therefore, 1 will
herc combine the discussion on Teaching Styles, which belongs in this section,
with some discussion on Learning Styles, which rightly belongs in the next
seetion on Learner Considerations,

Critical questions in the domain of learning /teaching stvles are:

ERIC g

PAFullToxt Provided by ERIC




PAFullToxt Provided by ERIC

Have uscful modcls of and accompanying instrumentation for individual
Icarning/teaching styles been developed? If not, can they be?

Can match-making schemes be devised that will match Icarners and
tcachers to educational programs appropriate to their particular Icarning
and tcaching characteristics?

Can systems incorporating such match-making schemes be resourced and
uscd in real time/real paradigm situations?

Should learners and tcachers be encouraged to add new style variations to
their current styles? Should learners and teachers be encouraged to
abandon unsuccessful though prefcrred learning and teaching styles?
Should the entire system of stylc inventorying, classifying and prescribing
be "open” to lcarners and tcachers or should diagnosis and prescription
bascd on style inventosying be restricted to expert analysts?

The history of style analysis probably dates from Carl Jung’s early work

on personality types. (Jung, 1923). Jung hypothesized two major modecs of pereep-
tion and two major modes of cvaluation, the permutations of which yicld four
major personality types. The Myers-Briggs Type Indicator is also fours-fed and
defines "The Four Temperaments®. A major contemporary figurc in lcarning styles
rescarch is David Kolb whose Learning Style Inventory (LSI), not surprisingly,
defines four adoptive learning preferences. He labels these learning style prefer-
cnces

Concrete Expericnce
Reflective Obscrvation
Abstract Conceptualization
Active Experimentation.

A samplc item from the Kolb LSI will suggest how these are assessed.

When I leam
I like to deal with my feclings
[ like to watch and leamn
[ like to think about idcas
1 like to be doing things.

All of ihese are precursors to the development of the McCarthy Teaching Style
Inventory (TS1) which, needless to say is called the 4Mat system.  (McCarthy,
1987). The four teaching style preferences McCartiny posils are

1.

/)-

Discussion Methaod
Information Mcethod




Coaching Method
4.  Self-Discovery Method.

A sample question from the TSI will suggest how these "Methods" arc realized in
reported teaching preferences.

The role of the teacher is primarily, to be:

. An information provider and a skills trainer

. Aninformed, concemed champion of the public interest
. A caring facilitator

. A scholarly person.

The 4MAT system is incrcasingly used in the United States in pre-service
teacher cducation programs and in in-service teacher workshops. Like the left
brain/right brain construct, thc 4MAT teacher style categorization is bccoming a
belicf system and a belicf system that is likely to gain mady more disciples in the
1990s.

At a recent national conference Thomas DeBello compared the variables,
appropriate populations, validity of instrumentation and research behind cleven
major lcarning stylc models. The number of learning style models is growing
daily. Alas, so arc the number of stylistic types. Five-style models are not
uncommon (Dunn and Dunn, 1984), and at Icast onc model reports learning
stylc types approaching double figures (Keefe, 1986). However, I think it is safc
to hold to a four part modcl for the 1990’s, and I further think that the Kolb and
McCarthy modcls, described above, are likely to gain and maintain popularity.

It is intcresting to note in passing that the most uscful source of information
about and analysis of Icarning styics has been written by a teacher of English as a
sccond language. This is Ken Willing's Learning Styles in Adult Migrant Educa-
tion (1985) and its accompanying practical guide, Helping Aduits Develop their
Leaming Strategies (1985).

3. MEDIA-TIONS

It scems unlikely if not impossible that one could leave a discussion of
instructional considerations for the 1990’s without saying somcthing about the
anticipated role of media and technology. However, 1 will come close to making
such a unprecedented departure. Why?

Well, for onc thing, the potential influence of media on language education
has been dealt with at some length by other papers in this collection, and 1 feel
that other factors need at least equal time.

Also my major concerns are with school cducation, rather than with home

24 12




learning, tertiary cducation, vocational and tcchnical education and so forth. If
one looks at thc impact of technology on school education over the past fifty
years, onc is impressed by the rhetoric but disappointed by the results. There
is little to suggest that this impact will change much in the 1950's.

Let me usc as cxample my own cxperience in Computer Assisted Instruc-
tion (CALl) - now acronymized CALL (Computer Assisted Language Learning) -
on our own ficld.

I became involved in applied linguistics by assignment. In 1959, I was an
electrical engincer working for the Radio Corporation of Amcrica. I was as-
signed by RCA to explore the possibility of translating languages and teaching
languages using a computer. 1 spent scveral years at RCA and at Georgetown
University working on hardwarc and software designs to achicve these purposes
-- with conspicuously modest success. [ have returned to these carly challenges
scveral times since 1959, with similarly modest success. In looking at my own
involvement in these inquirics, I count (you may be surprised at the number)
four historical generations of attcmpts to institutionalize the tcaching of second
languages by computer. Thesce four gencrations might be labelled and dated

somewhat as follows: (Dates arc approximate and perhaps intentionally conten-
tious)

The Teletypewriter Era (1960-1965)

The CRT Touchscreen Era (1965-1970)

The Plato Era (1970-1980)

The Computer-Video (TICCIT/Atari) Era (1978-1982).

All of these have somewhat similar histories in the schools - enthusiastic
promotion by developers and marketers, brief periods of visibility and limited
usc in manufacturcr and/or federally supported schools, fading tnterest (and
funding), obsolescence, warchousing and disposal.

We arc now cngaged in a fifth generation of computer-assisted language
lcarning - the CALL cra - founded on the micro-processor. (This fifth generation
is not to be confused with the so-called Fifth Genceration of "expert” computer
systcms or the singing group of the same name). Great hopes arc held for this
latest generation of computer assisted instruction as there were great hopes held
for its predecessors. The record does not support unduc optimism.

An advocate of computer-assisted instruction promises that "As computer
systems become smaller and cheaper, they will more and more come to be
accepted as classroom tools, much the way other classroom technology like
cassctte tape recorders, motion picture projectors and television are being used
and accepted.” (Campbell, 1980). Coming from onc who carns a living as a
designer of computer-based instructional systems, this sounds like a humbie
claim indecd. I think it's fair to say that, at least in my own country, the impact
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of plug-in technology on school education has been modest to minute. 1f CALL
aspires to an impact on language teaching equivalent to that of film, it may well
achieve it. This scems to be a minor role, indeed.

Plug-ins will have a growing impact on language tcaching in higher educa-
tion and in industrial and domestic settings. As for schools, I suggest that tcach-
crs in the 1990’s had best hang on to their chalk and crasers lest the dreams of
media magic in their schools just go up in smoke.

VI LEARNER CONSIDERATIONS

I have already explored above onc very important and influcntial arca of
inquiry into lcarner considcrations - that of lcarner styles. I anticipate that
increasing interest in lcarning styles in the 1990’s will be paralleled by increasing
intcrest in the detcrmination of successful learning strategics. Earlier work on
stratcgics based on interviews with "Good Language Learners” (eg Rubin, 1975)
has been foilowed recently by more experimentally based strategy training stud-
ies (eg O’Malley ct al, 1985). A uscful survey of current rescarch in sccond
language lcarning strategics and some suggestions as to where such inquirics
may next turn is found in Oxford (1987).

1. A CULTURALLY COMPATIBLE CLASSROOM?

An cqually intriguing and considerably more controversial inquiry within
the domain of lcarner considerations involves the role of cultural variables in
learning preference and success. The strong claim here is that cach culture has
its own preferred learcing styles, modes and grouping.

The casc for culturally based learning styles is summarized in the abstract
of a recent review of this issue by Roland Tharp.

Some psychocultural teaching and learning processes - developed in the
culturc of the home and community - are deeply implicated in the teaching
and lcarning of the literate and cognitive capacitics that arc central to the
purposes of schooling. There are sharp differences in school achicvement
by members of different cultures:  accounting for the psychocultural con-
tributions to this social problem has been the task of several theorics and
a growing body of rescarch and educational development. At least four
classes of variables - social organization, sociolinguistics, cognition, and
motivation - vary by culture in ways that arc differentially compatible with
the expectations and routines of schools. The evidenee for the effective-
ncss of culturally compatible education is reviewed and found to be gener-
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ally positive  Cultural compatibility produces somewhat different class-
rooms for different cultures. (Tharp, 1989)

It would be too time-consuming to review the evidence for and against
culturally-based learning uniqueness. An example from each of Tharp’s four
classcs of variables will suggest the perspective of the whole.

2. SOCIAL ORGANIZATION

Classroom arrangement, ambiance and study groups are primarily at
focus here. Tharp notes that Hawaiian children (in this case defined as children
who have 25% or more Hawaiian blood) work most cffectively on school tasks in
groups of four-five students of mixed sex. Among Navaho children of the same
age, on-task cffcctiveness is observed to be greatest when groups of two-th.ce
students of same sex worked together on the same task. Tharp reviews organiza-

tional patterns promoting maximum on-task behaviour for black and Canadian
Indian children as well.

3. SOCIOLINGUISTICS

There are enormous differences in the conventions of conversation across
cultures and particulariy children’s expected performance in conversation. Often
these conventions arc at odds with the verbal behaviour expectations of the
schools who serve children coming from these diverse cultural groups. For
example, Wait-Time in tcacher questioning appears to be a critically culture-
sensitive classroom variable. "Pucblo Indian children in cxperimental science
classcs participated spontancously twice as frequently in longer wait-time classes
than in shorter wait-time classcs...On the other hand, Native Hawaiian students
have a preference for negative wait-time, a pattern that produces overlapping
speech... This is often interpreted by other-culture teachers as rude interruption,
though in Hawaiian socicty it demonstrates involvement and rclationship.”
(Tharp, 1989). Other analysts have stated that where the classroom rhythm of
emphasis (heat), rate {density), and silence arc similar to the rhiythms of home
and commumity conversation, classrooins arc most harmonious and learning
greatest (noted in Tharp, 1989).

rae
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4. COGNITION

Schools gencrally expect and reward cvidence of verbal/analytic thought
rather than visual/wholistic thought. “Minority cultures whose members have
cognitive functioning congruent with that expected by the school (verbal/analyt-
ic) may be expected to succeed in school, and that is the apparent pattern for the
Japanesc and Chinese.” (Tharp, 1989). Where minority cultures exhibit cogni-
tive functioning incongruent with that expected by the school, learning problems
arise. "Native Americans consistently score higher in performance than in verbal
abilitics and higher in spatial than in scquencing skills...(but)...School instruction
depends more heavily on verbal and sequencing skills...” (Tharp, 1989). Somc
thought has been given, particularly during the 1960’s, as to how schools might
accommodate and encourage these other kinds of cognitive functions, and we

can anticipate some return to this kind of cxperimental schooling design in the
1990’s.

S. MOTIVATION

Researchers have cxamined motivation from the perspective of "Trait” and
"State”. "Traits” arc held Lo be relatively consistent and persistent and arc sup-
ported by cultural and community reinforcement.  Immigrant Hmong, Victna-

mese, and Korcan groups have enjoyed remarkable school success because the
members of these cultures maintain “strong beliefs in education, high cxpecta-
tions for school performance, and constant admonitions to study." (Tharp,
1989). It is notable that many immigrant groups do succeed in American
schools, although immigrant status is obviously not a guarantee of school suc-
cess. "State” motivation refers to the incentive variables existing in the school
and classroom and that are manipulable by teachers and administrators. A
varicty of such incentives are available, and many have been shown to be differ-
catially attractive to students of different cultural backgrounds. These incentives
may involve rewards, punishments, and attention or inaticntion from the teacher.,
For example, removing children from social interaction at recess is sharp pun-
ishment for Hawaiian children but is of little consequence to Navajo children
who appcear to be quite happy being on their own. (Tharp, 1989),

This ends the short tour though some of the current action in personality-
unique and culture-unique learning styles and preferences. [ should aote that
this kind of analysis and reporting always skirts the edge of cthnic and/or cultur-
al stereotyping. Much of the internal argument in this arca is rife with accusa-
tions of cthnic stercotyping by researchers one to another. Nevertheless, those
who iook to classroom reform in the 1990's and can stand the heat of ethnic
controversy, are likely to find their philosophy and funding under the head of
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Culturally Compatible Classrooms.

6. ADMINISTRATIVE CON{ . RATIONS: PRINCIPALLED AND
UNPRINCIPALLED POWER

What shall be studicd? Who shall be allowed to study? When and where
| will study take place? How shall instruction be organized and delivered? What
rationale is offercd for these particular studies for these particular students in
this particular form at these particular hours an4 locations?

Those who dectermine the answers to these questions are those who are at
the jocus of administrative authority in the domains for which they determine
answers. Administrative responsibility in the senses above suggested has
typically been lodged in onc of four "authorities'. We designate these authori-
tics as

The State
The School
The Tcacher
The Learner

It is intcresting to note that the locus of power in educational decision-
making is constantly in flux, perhaps, never more so than at the moment. In a
paper published in 1987, I proposed a graphic hazard illustrating the directions
towards centralization or decentralization that cducational policy-making in
various parts of the world appcared to be taking. Already several of these
arrows have to be turned around and headed in reverse directions. Since the
graph was drawn, a national educaticnal position paper in Japan has urged
unstructuring of the highly centralized Japancse cducational system. New
Zcaland has proposcd abandoning its national Department of Education alto-
gether., Australia was making sounds about a National Curriculum until people
rcalized that these appeared to some to be echoes of a Margaret Thatcher
proposal. The United Kingdom is being pushed by the present government to
adopt somcthing like a national set of curriculum standards. The United States
cducational picture is in cven more complete disarray than usual with no leader-
ship coming from the Bush administration or from any place clse. Even little
Hawaii, the only centralized scheol system in the United States, has recently
opted for School-Based Management. Just now, the citizens of Hawaii are
anxiously awaiting the budgetary decisions of our State Legislature as to when,
how and if this will happen.
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. STATE-BASED EDUCATIONAL AUTHORITY

Highly centralized or State-based educational decision-making has been a
featurc of most educational systems at onc time or another. The European
colonial powers Iclt behind a legacy of nationally centralized educational systems
which, in many cases, have survived national independence and the abandon-
ment of such systems in the imperial homeland. The United States had a dec-
ade-long romance with large-scale national curriculum initiatives which gave us
the New Math, the New Science and the New English. T am Associate Director
of the last vestigal large-scale U.S. curriculum development agency. And while 1
would arguc that our very survival indicates that we do some uscful work for
somebody, no new such agencics have been created in twenty years. The recent-
ly retired Sceretary of Education and now the Anti-Drug Czar of the U.S., Wil-
liam Bennett, did outline and arguc the casc for a nationai curriculum plan for
the U.S. But this plan has been abandonced if not forgotten since Bill Bennctt
has moved fron cducation to drugs.

8. SCHOOL-BASED EDUCATIONAL AUTHORITY

Many cducational commentators have held that the school principal is the
most potentially powerful cducational change-agent. The principal, like the
mayor of a medium-sized city, has the capacity through cxample, leadership,
personal magnetism (or lack of these) to sct the tone and ultimatcely, determine
the success of the school, High cnough ta sce the big picture and available
cnough to exert personal influence on staff and students as an individual, the
principal can "turn a school around” and by doing so can show "how it can be
done” and challenge other principals to turn around their schools. Unfortunate-
ly, few schiool principals have the preparation, time or will to reshape the educa-
tional program of their schools, and so ¢nergies go into plant beautification and
increasing student self esteem. These are not unworthy goals, but they are not
going to help restructure language learning or any other arca of cducation,

9. TEACHER-BASED EDUCATIONAL AUTHORITY

Other commentators, particularly those reflecting on the American scene,
see classroom teachers as the ultimate arbiters of what gets taught and how it
gets taught. Having no national examinations to prepare students for, with no
schoal inspectors to account (o, with Little curriculum constraint other than that
of their texthook chaoiees, trained to believe that the classroom is a castle from
which teachers are entitled, perhaps obligated, to repel all imaders, American
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classroom ‘teachers have great freedom to teach what they want to teach, how
they want to teach it. However, I know very few teachers who appreciate or even
acknowlcdge this license to educate. Teachers often feel buried in paper work,
overlaxcd by extra-curricular responsibilitics, consumed by classroom manage-
ment problems, discouraged by community unwillingness to appreciate their
small successes and cxhausted by the stresses of commuting, homemaking and
often additional employment. Among the banners that teacher unions, profes-
sional groups and lobbyists wave in public places, [ have never seen one that
says,"TEACHERS AS CHANGE AGENTS, NOW!"

10. LEARNER-BASED EDUCATIONAL AUTHORITY

There arc few lcarner-run schools. Summerhill and its analogues offered
modcls of schools in which student councils were clevated to judicial but never
policy-making bodics. The correspondence schools are still flourishing and
finding ncw functional ways to scrve lone-Icarners through telccommunicational
and computcer interfaces. Still, someonc clse sets the texts and standards.

The most long-term and well-known approach to offering language instruc-
tion on an as-requested basis is that put together by the Centre de Recherches et
d'Applications Pedagogiques cn Langucs (CRAPEL) in Nancy. The organizers
take as an underlying assumption that *an cducated person is one who can identi-

fy his own nceds, set his ywn goals, develop strategices for meeting his nceds, and
be able to monitor his own actions in this process.” (Stanchina, 1976)

Given the general disarray in the other centers of power, 1 anticipate that
"Autonomous” language learning may finally come into its own in the 1990°s. That
does not mean that I foresee millions of language lcarners plugged into their car
Audio-Phone tapes or hunched in front of their Macintosh 200ZX’s or chortling
along with the Moving Mouth on their Videophone. My personal forecaot is that
computers will be used as dating devices to help people get together who would like
to form Language Learning Partnerships. Language is social in use and requires
sociability in lcarning. If lcarncrs abandon language teaching classrooms, as well
they may, it will be in favour of other social settings in which language learning is
mort interesting, more intense, and more intimate.
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AN ETERNAL TRIANGLE? ROLES FOR TEACHER,
LEARNERS AND TEACHING MATERIALS IN A
COMMUNICATIVE APPROACH

Rod Bolitho

Over the last few months, I have on scveral occasions asked groups of
language teachers to think about their relationship with their lcarners and their
teaching materials, and to try to represent this relationship in a kind of symbolic
diagram. The examples which follow arc just a small number of thc many
permutations which have been offered, and the differing perceptions in these
permutations have given rise to some fruitful debate:

®

Matcrials Teacher Learner

The most commonly chosen configuration, in which the teacher is scen as a
mediator between the materials and the Iearner: the learner’s only access to
the materials is through the teacher.

Matcrijals

3

*Lcarncr

In this relationship, learning is seen as a constant flow, including the three
important clements in the process in cither arder. The learner, in particu-
lar, either has dircct aceess to the materials or can approach them through
the teacher.
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(iit) Materials Teacher

Learner

In this model, the teacher and the materials are seen as superordinate,

conspiring (as one tcacher put it only half-jokingly) to make the learner’s
life difficult.

Matcrials

Teacher < > e Learncrs

This rclationship, described as ’the cternal triangle’ by onc teacher, has
much in common with the circle in (ii) but it has been pointed out that
triangles can have sides of different lengths (1o imply distance) and that
they can have an apex and a base, which can imply a hierarchy. Morc
important to the teacher mentioned above was the tendency that teachers
have to blame materials (or learners) when things go wrong, and the similar
tendency displayed by learners to blame teachers (or materials).

Bcehind this apparently light-hcarted exercise are some scrious questions
and somc fairly far-reaching implications as we look at the current state of
language tcaching in a ~ommuaicative context, and ways in which it might devel-
op over the next few years.

Let us start with materials, which m¢ans textbooks first and foremost. Here
the weight of tradition is heavy. Ever since the advent of the printed word in the
Middle Ages, textbooks in education have represenied knowledge. The handing
over of a set of textbooks by a teacher to a class is an act with symbolic signifi-
cancc: ‘Here is your textbook. If you learn what is in it you will succeed’ is the
implication. This tradition still holds good in the (verwhelming majority of
cducational contexts, worldwide.

Undcrstandably, in such a tradition, a language tcacher’s preoccupation,
shared with the learners, has been to complete the textbook by the end of the
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allotted time. Wright (1987) puts it clearly cnough:

"One commonly held view is that the teaching of the materials is the pri-
mary goal; hence the attitude that the materials should cover the syllabus".
(p.76)

Learners, in their turn, have been ablc to take the book home, to revise
from it perhaps with the help of parents cducated in the same tradition, and to
go into end-of-year examinations confident of having covered all the materials
necessary for success. Vocabulary lists and grammar rules could be learncd by
heart and applied in tests of linguistic competence. Set texts could be memo-
riscd and liberally quoted in literature examinations. Learning a language had
much more to do with acquiring knowledge than with developing skills.

The development of a communicative approach to syllabus and materials
design has, however, led to a fundamental redefinition of this traditional role for
the textbook and this, in turn, has led to some questioning of traditiona! class-
room roles. To quote Wright (1987) once again:

"An alternative view is that tcaching materials arc only a means to an cnd.
Teachers usc certain matcrials because they help to promote language
learning. Such a view would lead to the conclusion that teachers are best
left to the fostering of a good classroom climate while the learners work on
thc materials". (p.76)

Such a view would produce an intcrcsting variation on the diagrams uscd to
introduce this paper. It is certainly at variance with the traditional view of the
rolc of the textbook outlined above. But in a more traditional classroom setting
than Wright envisages, the problem is exacerbated. The teacher distributes the
(communicative) textbook at the start of the year. The learners receive it in the
time-honoured way, belicving they have in their hands the knowledge they need
to succeed. I is at this significant point at the beginning of a coursc that a major
misunderstanding occurs. Publishers, methodologists and textbook authors have
been encouraging teachers to see a communicative textbook as a resource to
dr w on in teaching a course, even as a point of departure for classroom activi-
tics, rather than as a convergently conceived framework for study. But has
anyonc bothered to tell learners this? Or their parents for that matter? Five
hundred vears of educational tradition cannot be broken down overnight. As
teachers, we are coming to accept the view that language learning has more to
do with acquiring skilis than with storing up knowledge, but do we discuss this
with our lcarners? Do we explain how to make best use of a new-style coursc-
book? The early (mid seventies) communicative courscbooks were difficult for
lcarncrs and teachers to use. Language was presented and packaged in different
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ways, the organisation of text and cxercise material was unfamiliar, and there
were conscquences for the icacher in classroom methodology. Many *sacred
cows’ were called into question: stimulus-response drills, reading aloud, deduc-
tive approaches to grammar, are just three that spring to mind. Publishers and
textbook writers soon had to respond to calls for more ’user-friendliness’ in
communicativc materials: grammar summarics, consolidation units, cross-réfer-
encing between communicative and grammatical categorics, word-lists and other
important features began to be reintroduced within an overall communicative
framework. Lecarner-training cxerciscs have becn introduced into many pro-
grammecs and teaching materials. With such ’props’ learners can once again use
their coursebooks independently for preparation and revision. The message to
publishers and textbook writers for the nineties is clear: tcachers and learners
nced inspiring and intcresting source materials, but lcarners also need solid
practice and revision cxercises to cnable them to consolidate what they have
learned.

Learrers are entitled to have these minimum cxpectations of their materials,
but they also deserve, whatever their age and background, to be brought into a
discussion of their learning process and of the teaching approach which they are
exposed to. Tu short, they need to know why they are asked to behave in certain
ways in a lar :uage classroom, and how they can lcarn most cffectively. Yet how
many teachers go into classrooms and simply expect learners to do as they are
asked without a word of explanation? In such situations, learners are too often
tacitly rcquired to suspend their disbelief and simply take part in an endless
scrics of role-play, pair-work and group-work activitics. The conscquences can
be quite scvere, for learners and teacher alike. Learncrs who become disorient-
cd by the incrcased responsibility they are asked to carry in a communicative
classroom may become disruptive or unco-operative. Tcachers blame the learn-
crs and the materials for this. But it is not as simplc as that. Innovation in any
context {(including education) needs sensitive handling. Change which is simply
handed down from on high will be resisted, whether the instigators be at ministry
level (syllabus reform committecs), in publishing houses or university depart-
ments. Communicative approaches have led us to consider our learners and to
become more lcarner-centred in our classrooms, but it is a contradiction in
lerms to impose a learncr-centred approach. Our learners must be valued and
respected for the experience and opinions they bring to the language classroom.
They must be brought into the rationale behind a particular approach to lan-
guage study. For cxamplc they must understand how to achicve a rcasonable
balance between attention to accuracy and development of flueney. They must
be traincd to make the best of their learning opportunitics, and to become,
uitimately, autonomous uscrs of a language. In all of this, they must have a clcar
idea of what they have a right to expect both from their teacher and their teach-
ing materials.
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But it is not only learners (and their parents or sponsors) who may resist
change. Teachers, too, are justifiably cautious about new developments until
their worth has been proved. The first decade of the ’communicative cra’ has
been characterised by staffroom debate on the pros and cons of the new ap-
proach, usually as it appcars in the materials rather than at the level of principle.
Therc has been conflict between proselytes and those more reluctant to accept
change without a rcarguard action. Onc useful interim conclusion has been that
a teacher must be surc of his/her new role before change can be accepted.

Matcrials play a key part in a teacher’s own view of this. Wright (1987) points
out:

If a teacher teaches through materials, problems may occur. With a text-
book as the 'master’

. the learning objectives are the textbook’s
. there is little room for improvisation

. tcacher and learner roles may well be predetermined and contrary to
cxpectations

If the tecacher teaches with the materials, with the textbook as servant, then

hec is freer to improvise and adapt the course of lessons to the needs of
learners’. (p.96)

There is no doubt which of the two roles is casicr to fulfil, but cqually no
doubt which is likely to be more satisfying. In the former case a teacher is
simply the bearer of somceone clse’s ideas; in the second case she/he works
creatively with materials devised by somceone who has never met this group of
lcarners to make sure their needs are met. But the choice is not so straightfor-
ward as it may scecm, and the tcacher not as free in making it as she/he might
like to be. Li Xiaojou (1984) writing about the impact of the communicative
approach in China, had this to say about the teacher’s dilemma:

".... the teacher’s role in a communicative class is completely different from
that in any othcr type of class. In China, the tradition of the teacher
occupying the centre in the classroom is still very much alive and
tecachers ..... naturally feel a bit uprooted when they are removed from that
position. Somc of them arce taking it pretty casy though, because now they
don’t have to prepare a “lecture’ for every class, or supply the ‘correct’
answer to cvery excreise the students do. Other, more conscicntious
teachers fecl somewhat guilty because they “have nothing to do in class’ and
don’t think they are doing their duty',
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Many of the misunderstandings about a communicative teacher’s role,
including views which an uninitiated lcarner might quickly sympathise with, arc
cxpressed only too clearly in Li Xiaojou’s comment. A teacher’s own need to be
scen Lo be doing her/his job in a classroom may ultimately prevent her/him
from stepping graccfully but purposcfully to one side to allow lcarners to get the
practice they so badly nced in order to develop their communicative ability.
Widdowson (1987) and others have written about this rolc problem faced by
both teachers and lcarners. Scen in Li's terms, then, a tcacher’s main problem
in adapting to thc communicaiive approach is psychological. A Hungarian

tcacher, Peler Medgyes, identifics a different, but cqually troublesome, conun-
drum:

"Most non-native teachers of English have split personalitics. We find it a
hopclessly perplexing task to tcach this language which, like any other
foreign language, is full of mystery to the non-native spcaker. Sooner or
later, cvery onc of us regrets having chosen this carcer. Four or five hours
a day, we have to face our students, attempting to tcach something we
oursclves invariably have a shaky kiowledge of." (Medgyes, 1983)

In a communicative classroom where learners’ linguistic output is not
always predictable or subject to tight, accuracy-related controls, demands on a
tcacher’s spontancous ability in English arc far greater. And in order to work
with a textbook which has no overt grammar component, a tcacher (as many
native speakers have found to their cost) nceds a greater, not lesser, degree of
familiarity with the structure of English. In Western Europe, this has led to a
burgeoning in the popularity of language refresher courses [or non-native teach-
ers, but these are not casily available to teachers working in politically, cconomi-
cally or geographically less favourable cnvironments. To summarise here, a
tcacher was traditionally seen as an instructor (following a textbook and/or
syllabus), a judge of correctness, an imparter of knowledge and the main initia-
tor in a language classroom. Now (according to the various writers on method-
ology), he/she has to function as an interpreter of textbaok and syllabus, an
organiscr of communicative activitics. 4 co-communicator (with lcarners), a facil-
itator of lcarning, a resource (making knowledge available and fostering skills), a
provider of support and sccurity, listener as well as a speaker (a big step, this,
for many teachers!), and in many cases a materials writer and a Lester or asses-
sor. All this makes huge demands on a teacher who has almost certainly not
been preparcd for such a wide varicty of roles on an initial training course. 1t is
hardly surprising that many have felt threatened by the fresh challenges which
have come with the communicative approach. Add to this the traditional insccu-
rities in a profession bedevilled in many countrics by tow pay and low social
status, even (in the era of high technology) by a fecling that language teaching is
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in itsclf a Cinderclla subject, and it becomes easier to understand why tcachers
resist change and cling to patterns of behaviour which protect their stardiding
at least in the classroom and the staffroom. Ultimately, it is the tcacher who has
to go in and facc a group of more or less co-opcerative learners early on a
Monday morning at a time when textbook writers arc often still in bed and many
a ministry official is just scttling down to her/his desk with the first cup of coffec
of the morning, Tcachers can only work successfully from a basis of personal
sceurity. If they are destabilised by change as well as wrestling with problems of
low pay and sclf-csteem, they will not be able to give of their best and may well
opt for a minimalist survival approach, which would be inimical to the develop-
ment of communication in the classroom.

All of this naturally has implications for the way socicly views its language
teachers. But there arc also conscquences for teacher cducation, both pre-
service and in-service, and I'd like to examine these bricfly here in the light of
onc¢ morce informal finding, Over recent months, I have asked groups of teachers
and lcarncrs in scveral countries to list characteristics of the teachers they have
liked most and least in their expericnee as learners. The positive and ncgative
characteristics which they listed could all be grouped under three broad head-
ings: knowledge (ignorant’, *did not know his subject’; "well-read’, *an authority
on the English language’); professional skills (couldn’t keep order’, *couldn’t
teach’; "really got us interested in English’, never wasted a moment’) and per-
sonal qualities ("unfair’, "sarcastic’, "hypocritical’; *treated us with respect’, “pa-
tient’, "accessible’). It will come as no surprisc to readers (o learn that the con-
tributions under *personal qualitics’ far outnumbered those under the other
heading:. From a teacher educator’s point of view, this could be bad news,
reinforcing as it does the old adage that good teachers arc born, not made. A
morce positive view might be that teacher cducators could look at the design of
their courses to see whether they allow scope for personal growth alongside the
acquisition of knowledge and the development of professional skills, | suspect
that many initial training courses focus too heavily on knowledge, and too insist-
catly on teaching skills, on the grounds, perhaps, that the course represents the
first and only opportunity for novice teachers to acquire these. And there is a
danger that a teacher who is *pumped up’ with knowledge on a course will seck
to inflict a knowledge-based approach on learners Cif you don’t learn the rules of
grammiar, you'll never be able to speak English’). Worse still, if the language
studics and/or methodology components of a training course arc delivered by
lecture, what price those trainces’ ability to organise a classroom on communica-
tive lines later on? In short, training courses which advocate communicative
language teaching give trainers an excellent opportunity to practisc what they
preach. There can he no doubting the value of experiential learning. Any theory
relevant to language teaching cun be derived from practical experience on a
course. There is no excuse for the gratuitous purveying of knowledge or theory
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to tcachers. David Nunan highlights these points in a list of principles for tcach-
cr development (Nunan, 1989) which could be applied to any sort of teacher
training course.

But there is more to it than this. To prepare language teachers for the wide
varicty of roles now expected of them, some of which were listed carlicr in this
paper, and to help them to develop a more robust professional profile, a frame
work for long-term development, as well as for initial training, needs to be cstab-
lished. Both the content and the methodology of in-service training courses necd
to be reviewed and updated regularly. A teacher who wishes to take a minimal-
ist view might, for cxample, question the value of a coursc involving materials
writing or syllabus design by maintaining: 'I'm a teacher, not a materials or
syllabus designer. My job is simply to teach what others provide™. This view
reduces language teaching to the level of, say, technician level instruction from a
manual. Small wonder if a tcacher holding such a view suffers from a low sclf-
image and resists change. A teacher who understands the principles of syllabus
design and lcarns how to write materials is not only better equipped to respond
to immediate classroom nceds, but is zalso far better able to gvaluate, critically
and productively, any syllabus or materials she/he is asked to work with.

In early 1989, I worked for thrce months with a group of cightcen cxperi-
enced Indian teachers of English on the first phase of a project aimed at rede-
signing the syllabus, materials and examinations for ninth and tenth grades in
English-medium schools. They started very low on sclf-belief and fecling rather
overwhelmed by the cnormity of the task they were undertaking. By the end of
the three-month programme, they had not only designed an outiine syllabus and
re produced the first sample units, but had come to realise their own capabilitics
to the cxtent that many of them could not wait to return and share their idcas
with collcagues back at home. Within weeks of their return to India, the first
reports of ficld trials and of workshops run for local collcagues began to arrive i
my mail. The syllabus and matcrials-writing process had raised, dircctly or
incidentally, almost every major issue rclated to their teaching, their status and
their professional relationships. All these matters (and many more) were dis-
cussed on the course. The learning w - s almost exclusively experiential but there
was no attempt to dismiss or cvade thcory. Many of the tcachers grew visibly in
confidence and stature through the experience of preseniing their idcas and
materials to collcagucs and course tutors in seminars, and having them valued,
and thoughtfully cvaluated. Pierre Kouraogo, writing about a curriculum project
in Burkina Faso, endorscs this view:

“Teachers, heads and inspectors unanimously agreed that teachers should

play a more active role in all aspects of curriculum renewal”. (Kouraogo,
1987)
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A teacher who has been involved in this way will be far better equipped to
take part in helpful dialogue with publishers and textbook writers about materi-
als, with ministry officials about syllabus, and with learncers and their parents
about change and the rcasons for it.

But change can be achicved through and with the assistance of teachers
only if they themeelves have experienced it in a positive way on in-scrvice train-
ing courses. You cannot expeet a tcacher with ten years' cxperience to cnjoy the
expericnee of being made to feel how little she/he knows when attending Iec-
turcs by an cxpert on such a course. The only valid starting point is that which is
provided by the collective experience of the participants. Ramani (1987) con-
vincingly describes a consultative methodology for in-scrvice training which puts
this simple principle into practice. Only when it becomes a matter of course for
teachers to be listened to with respect, to have their worries and professional
insccuritics appreciated rather than glossed over, to be encouraged to explore
their potential in arcas like materials, will the complicated relationships and
roles in the “eternal triangle” be more open and casier for all concerned to
haadle. The advent of communicative language teaching has made this task even
more challenging, especially in contexts where noisy innovation in tanguage
classrooms may lead school principals and colleagues from other disciplines to
react with hostility or, at best, scepticism. We have all begun to travel along this
road o change. It is an incvitable consequence of the communicative approach
we have chosen, but if we really believe in the approach, then it is a consequence
we cannot escape. That is a true challenge for us over the next decade.
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TASK, GROUP, AND TASK-GROUP INTERACTIONS

Michael H Long

1 AGAINST METHODS

Despite the range of important issues to consider when planning a language
tcaching program, books, journals and conference programs in our ficld reveal a
pervasive preoccupation with methodology. Not all the claims made arc about
this "brand name" mecthod or that (Audio-Lingual Mcthod (ALM), Grammar
Translation, Silent Way, Suggestopedia, Counsclling Learning, the Natural
Approach, etc), but a large percentage deal with procedural issucs in classrooms
in onc way or another. Much less attention overall is given to such arcas as
syllabus dcsign, testing and evaluation, despite the fact that a lot of serious work
has been taking place there, some of it producing quite radical innovations.
Understandably, people want to know “how to teach”, and as is usually the case
when demand for a product is high, there are any number of people ready to tell
them. Tips arc plentiful, and can be quite useful on the rather rare occasions
they have been evaluated first.

Underlying all the prescriptions and proscriptions about how to teach, all
the books and articles advocating particular methods or reviewing methods are
two basic assumptions. Onc is that discussion of mcthods makes a difference in
the classroom. Yet it might be, for instance, that method is a uscful construct in
coursework in graduate level teacher educatioa programs (although I know of no
cvidence of that), but fail to translate into changes in what teachers and learncers
actually do on Monday morning. A sccond, more fundamental assumption is
that methods exist, outside books and discussions about methods, that is. Four
bodies of cvidence suggest that neither assumption is correcet.

1.1 Prescribed Overlap

Even if implemented exactly as their inventors prescribe. methods overlap a
good deal. Such superficially quite different methods as the ALM, the (Struc-
tural-Situational) Audio-Visual Mcthod and the Silent Way (the first two ol
which, along with Grammar Translation, arc probably still the most widce'y
uscd), share much in common. All three are predominantly teacher-centered,
usce structural grading, provide minimal input (usually just a few maodel sen-
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tences), attempt o elicit immediate production by learners of native-like target
language constructions, prescribe "error correction” when the attempts fail (as
they must), devote a majority of classroom time to (at best) pseudo communica-
tion, and assume communicative abilitics evolve out of grammar, rather than the
other way around. All three, that is, like most other methods and the vast major-
ity of commerecially published textbooks, proceed with complete indifference to

the findings of twenty years of rescarch on naturalistic and classroom language
lcarning.

1.2 Lack of Conccptual Utility for Tcachers

Numcrous studics show that tcachers of languages and other school sub-
jects plan, conduct and recall their lessons, not in terms of methods, but rather
as sequences of instructional activities, or tasks (for review, sec Shavelson and
Stern, 1981; Crookes, 1986). Such was the finding, for example, of an evaluation
by Swaffcr, Arens and Morgan (1982) of "comprchension” and “four skills"
approaches to the teaching of German as a FL at the University of Texas.
Despite having given teachers explicit training in the different methods, and
despite the teachers then (supposcdly) having taught using one or the other for a
semester, Swaffer ef al found through classroom obscrvations and debricfing
interviews at the end of the study that there was no clear distinction between the

methods in the minds the two groups of teachers or in their classroom practices.
They conclude:

"... dcfining methodologics in terms of characteristic activitics has led to
distinctions which arc only ostensible, not real, i.c. not confirmable in
classroom practice ... Apparently, any analysis of methodologies nceds to
commence with definitions of task, order, and learning strategies. This is
the way we as foreign language teachers interpret the pragmatics of the
classroom." (Swaffer, et al 1982: 32)

1.3 Homogeneity of Obscrved Classroom Procedures

Classroom obscrvational studics consistently show very little difference in
what teachers actually do, as opposcd to what they have supposedly been trained
to do and/or think they are doing. The same practices arc reported across all
kinds of classrooms despite differences in such factors as the "methods” teachers
have been trained in (Dinsmore, 1985: Nunan, 1987), the theorctical oricntation
of the professional training they have received at the masters degree level and
profess to hold (Long and Sato, 1983), the materials they are using (Phillips and
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Shettlesworth, 1975; Long, Adams, McLean and Castanos, 1976; Ross, in press),

tcaching gencerations (Hoctker and Ahlbrand, 1969) and tcaching expericnce
(Pica and Long, 1986).

1.4 Null Findings of "Comparative Mcthods” Studics

Large-scale "comparalive methods" studies have typically found either
short-lived diffcrences or no difference in the relative effectiveness of (supposed-
ly) quite different methods, e.g. Grammar-Translation, ALM and Cognitive
Code Learning (Scherer and Wertheimer, 1964; Smith, 1970) and inductive and
deductive approaches (von Elek and Oskarsson, 1975; Seliger, 1975). The
reasons for the null findings are impossible to ascertain due to the absence of a
systematic observational component in most of the studics, but at least three
interpretations arc possible. Onc is that, whilc at least some mcthods can be
clearly differentiated in practice, the teachers in the different treatment groups
in the comparative mcthods studics were cither simply doing the same things or
differing only in the relative frequencics with which they exhibited the same
bchaviours, as has since been found to be the case in so many of the studics
which have documented what goces in inside classrooms (c.g. Spada, 1987). A
sccond possibility is that methods exist but do not matter. A third, more radical
view is that methods do not matter because they do not exist, at least, not where
they would matter if they did exist, in the classroom.

The overlap in prescribed and proscribed practices noted carlicr would be
consistent with this last reading. In addition, there musi be a blurring of distine-
tions duc to tuc need for pedagogic variety in lessens. It is no doubt possible to
maintain potentially important diffcrences, such as the provision or witholding of
fecdback on form, for some time, c.g. the duration of a public demonstration
lesson, and for short periods to accentuate salient (but as far as we know, psy-
cholinguistically trivial) idiosyncracies, ¢.g. whether feedback is provided verbarly
or via hand signals. However, there must also be a natural tendency over the
course of a semester or a year for teachers te exploit most of the rather limited
range of procedural possibilitics, rather than stick to a narrower prescribed set
of options.

1.5 From Mcthods to Mcthodology .

In sum, there really scems to be very little justification for the continuing
debate about methods, let alone for the hunt for the single correct one. As far as
we hnow, ‘method is an irrelevant construet when attempting to influence class-
room language teaching. Worse, it may actually be counterproductive if it di-
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verts us from issues which really do make a difference, among whizh, of course,
arc thc many options available in methodology. Mcthodology is i=cre defined
broadly as the instructional strategics and learning processes cmploved by both
teachers and learners in performing tasks which they engage in separately, in
groups or as a wholc class.

As numecrous studics have shown, classroom processes do make a differ-
ence. First, they affect other classroom processes. The kinds of questions
tcachers ask affect the syntactic complexity and communicative potential of
students’ specch (Brock, 1986; Tollefson, 1988), for example. The kinds of
"simplificalions” employed in listening and reading materials affect student
comprehension (Parker and Chaudron, 1987), and so on. More important in the
long run, they affect at least some {presumably many) aspects of learning, al-
though rclatively little is known about learning conscquences as yet (for review,
see Chaudron, 1988). The question that arises, however, is what a relevant wnit
of analysis may be for examining and, where needed, altering these processes if
"method” is not that unit, and what infervention points (Long and Crookes, 1986)
we can identify to engineer such changes. I would like to claim that task is a
viable candidate as the unit of analysis, and that task-group interactions consti-
tute one of scveral potential intervention points suggested by classroom rescarch.

2 METHODOLOGY IN AN INTEGRATED APPROACH TO
PROGRAM DESIGN

2.1 The Need for Compatibility with Other Domains

Most applied linguists would agree that there are six major arcas to consid-
er in the design of a successful language teaching program: needs (and means)
identification, syllabus, materials, methodology, testing and cvaluation. Of these
it can be argued that the most important is syllabus design, and that within sylla-
bus design, as clsewhere, the central issue is choice of the unit of analysis: word,
structure, notion, function, topic, sitvation or task (for review, see Long and
Crookes, 1989). The unit sclected is crucial for two reasons: first, becausce it
closely reflects the program designer’s and teacher's theories, implicit or explicit
{Ramani, 1987), aboul sccond language learning, the process programs arc
designed to facilitate, and sccond, beciuse the choice made affects decisions the
designer takes in all the other ive domains, *Logically should affect’ would
perhaps be morce accurite, sinee many poorly designed programs exist where
theoretically incoherent options were selected. Task-based syllabuses and mate-
riatls, for example, may be taught using classroom procedures, such as pattern
drills and transformation excreises, which mvolve structurally graded fanguage
practice. Similarly, a needs identification may be carried out to identify the tasks
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required in a particular occupation learncrs arc preparing for, yet the syllabus
be based not on what the needs identification says about the lcarners’ needs but

on what a linguistic analysis says about the target language’s structures, notions
or functions.

2.2 Task as the Unifying Unit of Analysis

An extensive rationale for selection of task as the unit of analysis in coursc
design has been presented clscwhere (sce ¢.g. Long, 1985; Long and Crookes,
1989), where a distinction is drawn between “target tasks’ and ‘pedagogic tasks’.
Target tasks are the things the learners will eventually do in English, at school or
university, at work, in a vocational training program, on vacation, and so on - a
non-technical, non-linguistic dcfinition. In task-based language teaching as
described by Long and Crookes, which target tasks arc relevant for particular
groups of lcarncrs is cstablished by a task-based needs identification.  After
classification of the relcvant target tasks into (target) task types, pedagogic tasks
are derived and sequenced to form a task syllabus. Pedagogic tasks are the
problem-solving activities tcachers and lcarncrs work on in the classroom.
Especially in the early stages, they are usually simpler approximations to the
target tasks that have motivated their sclection, not just linguistically, but also in
terms of the substantive content of the task, the number of steps the learners
have to take, the options they have to choose from, ctc.

The rationale for choosing task as the unifying unit in program design, will
not be repeated here. Suffice to say that most other poteatial units, including
word, structure, notion and function - and synthctic syllabuses (Wilkins, 1972)
and Type A syllabuscs (White, 1988) in gencral - do not sit well with what is
known about second language Icarning. There is no evidence that the commonly
employed target language units in such syllabuses make meaningful acquisition
units. Nor is there any cvidence, contrary to what is assumed by synthetic, type
A syllabuscs and materials, that structurcs, notions, functions, ctc can be ac-
quircd scparatcly, singly, in lincar additive fashion, or that they can be acquired
prior to and separate from language usc. There is overwhelming evidence
against all thosc idcas, in fact. (For reviews, sce ¢.g. Hatch, 1983; Ellis, 1985;
Larsen-Freeman and Long, in press.) As Long and Crookes (1989) put it:

"(L)anguage learning is a psycholinguistic proccss, not a linguistic onc, yct
synthetic syllabuses consistently leave the learner out of the equation.”

By way of contrast, analytic syllabuses and Type B syllabuscs (Wilkins, 1972;

White, 1988) in genesal, and those utilizing ‘task’ as the unit of analysis in partic-
ular, arc at lcast potentially compatible with universal acquisition processes. To
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give just one example, tasks can be combined with methodological options which
allow for, but speed up, learncrs’ progress through the obligatory stages in inter-
languagc ‘development sequences’, e.g. a short-term oricntation to task accom-
plishment, not language accuracy, but with a focus on form when certain condi-
tions are met (Long, 1988a, 1988b). Developmental scquences have been well
documented by second language acquisition researchers for such phenomena as
word order, ncgation, interrogatives, articles, auxiliaries and relative clauses (sce,
¢.g. Johnston, 1985), as has the inability of formal instruction to alter them in any
fundamental way (see, e.g. Pienemann and Johnston, 1987; Ellis, in press).

Task-based syllabuses arc also an advantage for those seeking an intcgrated
approach to course design. They are compatible with task-based nceds identifi-
cations, which arc relatively casily conducted and more likely to be valid than
identifications using linguistic units (for details and examples, scc Long, 1985).
They also combine well with communicatively oriented, task-bascd methodology.
Indeed, Nunan (1989) has argued that the use of tasks tends to make the tradi-
tional syllabus/methodology split redundant.

... the distinction betwecen syllabus design and methodology becomes diffi-
cult to sustain: onc nceds not only to specify both the conteat (or ends of
Icarning) and the tasks (or means to thosc ends) but also to intcgrate them.
This suggests a broad perspective on curriculum in which concurrent con-
sideration is given to content, methodology and cvaluation.

(Nunan, 1989: 15)

Tasks lend themsclves to stimulating, intellcctually challenging matcrials, cspe-
cially those of a problem-solving nature, and as noted carlicr, of a kind which
scem mcaningful to teachers planning and implementing lessons. They are well
cvaluated with criterion-refercnced tests, and the kind of tangible products typi-
cally associated with task achicvement should be attractive to program cvaluators
and consumers alike.

Needless to say, amidst all the advantages there are also some problems.
These include establishing valid criteria for the sclection and scquencing of
pedagogic tasks (a problem with other units of analysis, too, of course), and
various aspects of cvaluation (Das, 1984). Further, as is well known by now,
tasks of onc sort or another have provided the basis for three distinct syllabus
types: proccedural (c.g. Prabhu, 1987), process (e.g. Breen, 1984, 1987) and task
(c.g. Long, 1985; Long and Crookes, 1989), for somc of which the “advantages”
of tasks listcd above would not be considered relevant at all. Some task-based
syllabuses (c.g. Prabhu's procedural syllabus) are not derived from analyses of
lcarners’ nceds, for example, much Iess analyses in terms of real world ‘target
tasks’; nor do they make a distinction between ‘target tasks’ and ‘pedagogic
tasks” (sce Long, 1985, and for discussion, Nunan, 1989; Long and Crookes,
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1989). Despite the brief history of task-based syllabuses, in fact, ‘task’,
‘task-based’ and ‘task syllabus’ already have a wide variety of uses and mis-uses.
Most obvious in the latter category, several recent syllabuscs and commercially
published textbooks which claim to be ‘task-bascd’ are nothing of the sort, at
lcast not in any of the senses outlined above, in which ‘task’ is the unit of analysis
in at least some areas of a language teaching program. In some which even

advertise themselves as structurally graded, ‘task’ is just a new word for ‘excr-
cise’.

3 GROUP WORK AND PEDAGOGIC TASKS

Diffcrences in the various conceptions of task aside, some important ques-
tions for all those utilizing pedagogic tasks arc the grouping of participants
(i2achers and/or learners) who work on tasks, the types of tasks they work on,
and task-group interactions. We will take them in order.

3.1 Group Work

At least three basic groupings of interlocutors are possible in classrooms:
individuals, groups {including dyads), and whole class, i.c. the teacher-fronted
"lockstep” format, in which everyone (supposedly) attends to the same thing at
the same time. All three arrangements undoubtedly have unique qualities and
advantages, and our ultimate goal should be to ascertain empirically which oncs
serve which purposes best. They should be viewed as complementary, in other
words, not in competition. That said, it is well known that individual and whole
class work predominate the world over, often to the complete exclusion of group
work, which is why it is easy to find onesclf appearing to advocate group work "in
preference to" the others. While badly organized group work is no better than
badly organized lockstep work, group work is a very valuable but widely neglect-
ed asset, and also, it turns out, important for exploiting certain types of task. It is
therefore worth bricfly summarizing some of its general strengths before moving
to the more subtle issues of task type and task-group interactions.

3.1.1 A pedagogic rationale

All other things being cqual, group work (including pair work) has at least
five major pedagogic benefits. (1) Group work increases the quantity of lan-
guage practice opportunitics. (2) Group work improves the quality of student
talk in scveral ways. They can cngage in what Barnes (1976) calls "exploratory”
talk, and practice a functionally wider speech repertoire. (3) Group work
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helps individualize instruction, poientially allowing students to work at their own
pace, perhaps using differcnt materials. (4) Group work can help improve the
affective climate in the classroom, the intimacy of the small group sctting often
being especially valuable to shy or linguistically insccure students. Finally, (5)
group work can help motivate learncrs because of the advantages referred to in
(1) through (4) and becausce of the pedagogic varicty it brings to a lesson.

3.1.2 A psycholinguistic rationale

A psycholinguistic rationale for group work has also been proposed. It is
noted that the precision with which input can be adjusted to an interlocutor’s
comprehension abilitics is likcly to be greatly improved when the listener (or
reader) is an individual (the other member of a dyad, for cxample) than a large
group of peoplec of incvitably differing proficiencies, i.c. the whole class. The
more individualized negotiation for mcaning which is possiblc in the small group
format, in other words, should increase both the quantity and quality of compre-
hensible input available to students. There is, in turn, a varicty of evidence for
the necessity (although not, 1 believe, the sufficiency) of comprehensible input
for languagc learning (for review, sec Krashen, 1985; Long, 1981).

Classroom studics have shown that the ncgotiation work Icarners accom-
plish whilc talking together in unsupervised small groups (interlanguage talk)
does not involve a decline in grammatical accuracy compared with the same
learner’s performance in lockstep work, which is cxactly what would be expected
from our knowledge of how interlanguage develop. The amount of negotiation
work achicved in intcrlanguage talk is also greater than that in cither lockstep
work or native/non-native spcaker conversation in pairs. Finally, classroom
studies have found that the frequency of other-correction and completions by
students is higher in group work than in lockstep teaching and not significantly
different from that obscrved in native/non-native speaker conversations. Group
members almost never miscorrect, and there is minimal incorporation of other
students’ errors. (For details and a review of studics, sce Long and Porter,
1985.)

An important additional dimension to the psycholinguistic rationale has
been provided by Bygate (1987), who begins with the obscervation that in conver-
sations inside and outside classrooms, a good deal of spontancous native speaker
oral language production occurs, not in finitc sentences, but in what he calls
“satellite units" (SUs). SUs arc defined as moodless utterances which lack a
finite verb group ("Hands up”, "Pencils down") and all other syntactically de-
pendent units, finite or non-finite, that have been uttered in a tura which cither
(a) does not include a main finite clause to which the unit in question may be
attached ("The man is riding a ", left for a student to complete), or (b)
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includes a related main finite clause, but onc for which the dependent unit is
syntactically supcrfluous, as when somcone makes parenthetic additions or alter-
ations to parts of an independent finite clause ("It was a boring paper, a long
boring paper ... a dreadfully boring paper, onc of his worst yct"). He cites
numecrous cxamples of SUs from a classroom study of group work to illustrate
his claim, noting that they can consist of any dependent syntactic element, such
as

Prepositional phrases:

S1: at the door

$2: yes in the same door I think
S1: besides the man who is lcaving
S2: bchind him

Verb groups:

$3: and the point is that we can start
S4: compare

S3: yes

Subordinate clauses:
$2: well that man I think he is a robber, a thicf
31: he might be
: hecause he is running with a handbag
: ycah (examples from Bygate, 1987: 68)

Bygatc points out that teacher-fronted, textbook driven oral practice is
traditionally “clausc-down”, and advocates a reversal if the work is to promote
language learning. Students need time and opportunitics to cxplore the ways
dependent SUs can be formed and then combined to make clauses. Intra-turn
repairs and cross-turn cooperative dialog, cspecially as induced by the need to
ncgotiate  meaning while working on a problem-solving task in a small group,
provide both time and a place - a view which fits very well, of course, with claims
by Hatch (1978) and others to the cffect that syntax develops out of conversation,
rather than the other way round. It is not that talk containing SUs is impossible
in principle in lockstep work. It is just that descriptive studies show it rarcly
occurs there, and that classroom experiments comparing the same tasks in
teacher-fronted and small group formats consistently find the small group sctting
produccs significantly morc of it (Long, Adams, McL.can and Castafios, 19706;
Doughty and Pica, 1986; Rulon and McCrcary, 1986; Deen, 1988).

The existence of both pedagogic and psycholinguistic rationales does not
mean, of course, that all group work is valuable. The small group sctling may
simply be used to increase the quantity of work done on a uscless task. Aston
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(1986), for cxample, has pointed out how poorly designed problem-solving activi-
tics can lcad to a lot of negotiation work (what he calls "trouble-shooting"), but
work which may reflect learner frustration with too difficult a task, unshared
participant backgrounds and a need to enhance rapport rather than a successful
attempt to secure more appropriate input for acquisition purposes. In other
words, valuable though group work is, especially but not only in large classes, the

term itself has no real meaning until the ‘work’ done is specificd, i.c. until format
is linked to task.

3.2 Pcdagogic Task Types

Embryonic taxonomies of pedagogic tasks have begun to appear in the
second language litcrature, along with various proposals for assessing task diffi-
culty and a even a list of (twenty) qualities of "good tasks" (for review, sce
Crookes, 1986; Candlin, 1987; Nunan, 1988a, 1988b, 1989). With few cxcep-
tions, the proposals make no reference to the classroom research on task types
(or to any rescarch findings at all, for that matter), although there has been well
over a decade of such work on the topic. Given the way these things tend to
work in our field, it is safc to assume that many others will follow, eventually
leading to a data-free argument about whose taxonomy or list is "best".

Most classifications so far have been pedagogic. While pedagogic criteria
will eventually be important for materials design, they must surely be of limited
utility until we know how they relate to the psycholinguistic properties of tasks. I
would like to suggest that a more productive approach would be to continue to
scarch for objectively and (preferably casily) recognisable structural features of
task types - task types, not tasks, or there will be no generalizability - which can
be demonstrated to relate systematically to the relevant psycholinguistic proper-
tics, since it is the kinds of task which promote sccond language leaming that we
nced to identify. There are few clear findings of this sort as yet, but at least
three lines of work have begun to produce interesting results: studics relating
task type to quantity and quality of interlanguage negotiation work, and to inter-
language complexity and destabilization.

Just which of the many psycholinguistic propertics arc ‘rclevant’, of coursc,
and so which studies are considered ‘interesting’, will vary according to one’s
views about how pcople lcarn languages. Two propertics among several which
interest me arc the following. (1) What potential docs a task type have for
cncouraging negotiation work, and in particular for stimulating (both) tcachers
and learners (a) to reformulate their own and others’ utterances and (b) to
attend closely to feedback (on their performance in gencral, not just on errors)?
(2) What is a task type’s potential for "stretching' learncers’ interlanguages, for
pushing them to operate at the outer limits of their current abilities, especially to
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use () as linguistically complex speech as possible, and (b) as much optional
syntax as possible (where each is sociolinguistically appropriate), and in these
and other ways, to expose their interlanguages to constant pressures for destabi-
lization? Not all task types are equally useful in either of these areas. T will illus-
trate with just threc examples of such relationships, although many other pat-
terns arc emerging from a rapidly expanding body of research. It should be
stressed that both types of pedagogic tasks in each of the following pairs may still
be useful in the classroom, even if one type is more useful than the other in the
ways of interest here.

Where both negotiation work and interlanguage "stretching” and destabili-
zation are concerned, evidence from classroom studies is generally consistent
with the following thrce gencralizations, assuming variables other than those
mentioned are held constant in each comparison.

32.1 Two-way tasks produce morc negotiation work and more useful negotia-
tion work than onc-way tasks

The one-way/two-way distinction (Long, 1980) refers to the way informa-
tion is distributed at the outset of a task and the requirement that the structure
of the task imposcs on participants to cxchange that information if they are to
complete the task succesfully. It is insufficicnt that information exchange can

facilitatc or improve task completion; for a task to be two-way, information
exchange must be required for completion to be possible at all. One-way/two-
way also has nothing to do with the number of participants. Nor is two-way the
same as "information gap". One-way and two-way tasks arc both information
gap tasks, as that term is used in the pedagogic literature, but rescarch has
shown that it is two-way tasks, that ar¢ more conducive of negotiation work, for
which many one-way tasks, and hence many information gap tasks, arc quitc
uscless, it turns out. Several studies support this generalization: for NS/NNS
conversation, see, ¢.g. Long (1980), and for interlanguage talk, e.g. Doughty and
Pica (1986).

An cxample may help clarify the distinction. A task in which one person
(tcacher or student) describes a picture which only he or she can see so that
others can draw it is onc-way. A task in which cach member of (say) a four
person group has exclusive access to information about a crime, all of which
must be pooled before a villain can be identified, is two-way. For example, onc
student might hold information about the matives or lack of motive of six sus-
pects, a second about their alibis, a third about the way the crime was commit-
ted, and a fourth about certain externally verified facts which, taken together,
support some alibis but not others, and so on. Nonc of the scparate picces of
information is interpretable without the others, meaning that the group must
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work coopcratively to exchange their information if the crimc is to be solved.

3.2.2 Planncd tasks "strctch” interlanguages further and promote destabilization
more than unplanned tasks

Building on work by Ochs (1979) on linguistic differences between planncd
and unplanned native language discourse, Ellis (1987) and Crookes (in press)
have manipulated degree of planning to asscss its effects on written and oral
work in a second language. Ochs found planned discourse, such as prepared
lectures or expository texts, typically to contain morc complex language and a
wider variety of Linguistic constructions (more relative clauses, noun modificrs,
passives, and so on) than unplanned discourse, such as informal face to face
conversations and personal lctters. The L2 studies to dzte have shown that
learncrs produce syntactically morc complex language when given planning time
than when performing the same tasks without planning or with lcss planning
time.

Using a countcrbalanced repeated measurcs design, Crookes (in press)
studied the monologic speech of forty Japancse learncrs of English on two oral
production tasks involving instructions on how to assemble Lego pieces to make
a model house and the siting of buildings on thc map of a town. All subjccts
complcted one of two cquivalently complex versions of cach task. Half the
subjects did one task after a ten-minute opportunity to plan the words, phrascs
and idcas (but not the exact sentences) they would usc, and the other task after
no opportunity to plan. The other subjects reversed the order of tasks and
conditions. Crookes was careful to obtain cvidence that Icarners actually had
uscd the alloted time for planning in the form of written notes they were in-
structed to make but which were removed before they recorded their instruc-
tions. That is, hc made surc the trcatment had been "delivered”. As predicted,
Crookes found that the lcarners’ speech was syntactically more complex on
various measurcs, ¢.g. words, subordinate clauscs and s-nodes per uttcrance, on
both tasks after planning time. He also noted trends towards more target-like
usc of particular linguistic forms (articles) and usc of a greater varictly of words
(higher type-token ratio) under the planning condition.

Crookes is cautious about drawing pedagogical implications from what was,
after all, a tightly controlled laboratory experiment. He suggests, however, that
whercas many wrilers on communicative language teaching (for good reasons)
advocalc provision of spontancous language practice opportunitics, teachers
(and matcrials designers) might well consider systematically building planning
opportunities for at lcast some tasks into their lessons, given the cvidence that
the same students on the samie day can operate at a higher level, both quantita-
tively (the linguistic complexity measures) and, it appears likely, qualitatively
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(developmeatally morc advanced in terms of percentage target-like use) if given
planning opportunities. It seems quite reasonable to assume that. other things
being cqual, learners will improve faster if they engage in language work nearcr
the upper bounds of what they are currently capable than practice at levels below
their currcnt capacity.

This finding is of a diffcrent order from thosc concerning ene-way and two-
way tasks and other task types because it concerns a quality, degree of planning,
which can in principle be manipulated, and fairly easily, for virtually any task
with (potentially) the same results. One wonders what other features and condi-
tions might be superimposed in this way to alter tasks in the ciassroom, possibly
thereby crcating new task types with significance for language performance and,
presumably, language lcarning.

3.2.3Closcd tasks produce more ncgotiation work and morc uscful megotiation
work than open tasks

Unlike the previous two claims, which have cach been explicitly formulated
and then tested in a number of studies, the proposal I am about to make con-
cerning the relative merits of ‘closed’ and ‘open’ tasks reflects my own post hoc
interprctation of a number of results, and should thercfore be trcated more
cautiously. It has not, to my knowledge, been addressed in a sccond languagc
study thus far. The argument, briefly, is as follows.

Negotiation for mcaning is usually both fun and intcllectually stimulating
for tcachers and lcarners alike if the materials writer is clever enough. It can
also be hard work, however, most obviously when a task is too difficult for a
particular group of lcarners in one or morc ways. A lcast effort outlook wiil
mean students (and some teachers, 1 supposc) wiil tend to avoid negotiation if
the task itsclf docs not demand it. Somc tasks, cven within other catcgories, such
as onc-way and two-way, clicit morc negotiation work than others, some less,
and some aspects of negotiation arc probably morc beneficial for languagc
development than others.

The last point is well illustrated in research findings by Pica and her associ-
ates. In a study of NS/NNS conversation, Pica (1987) noted a tendency for NS
interlocutors to model correct versions of NNSs’ problematic utterances as
confirmation checks following communicative trouble. While potentially very
valuable in some respects, the sceming disadvantage was that the NNSs then had
only to acknowledge in order to completc the discourse repair, rather than to
attempt their own reformulations, as shown in this cxample:

NNS: I many fren
NS:  You have many friends?
NNS: Yes
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Pica, Holliday, Lewis and Morgenthaler (in press) found clarification requests,
on the other hand, to be more successful at eliciting reformulations from learn-
ers, especially on tasks in which they had some contro} over the topic, a condition
which can be built into a (two-way) task if the designer wishes, of course. Pica
provides the following example:

NNS: ... you have a three which is ...
white square of which appears sharp
NS:  Huh?

! ... you have a three houses ...
one is no-no-not-one is not square
and one is square, but with a little
bit- a little small house

"Free conversation" is a particularly poor task in most respects where nego-
tiation work is concerned, as can be seen in the consistent finding of a tendency
for speakers in free conversation to treat topics briefly, to drop them altogether
when serious trouble arises, to provide feedback to their interlocutors less often,
to incorporate feedback from their interlocutors less ofien, and to recycle lin-
guistic material less often than when the same speakers work together on various
other "problem-solving" tasks.

Quantified demonstrations of these relationships can be found, among
other places, in a study comparing the performance of the same fifteen dyads in
free conversation and working on two so-called "problem-solving" tasks, Spot
the Difference and Odd Man Out, by Crookes and Rulon (1985, 1988), who also
provide a detailed discussion of possible casual relationships. Related findings of
higher quantity and quality negotiation work have been reported favouring
‘convergent” over "divergent” tasks by Duff (1986), and (social, cooperative
problem-solving) tasks combining "non-teaching goals and expcriential process-
cs’ (e.g. construction of a Lego toy) over tasks cmphasizing "teaching goals and
expository processes” (e.g. instruction in the string-searching function of a lap-
top computer with the computer physically present) by Berwick (1988). Ber-
wick’s is the largest scale, most comprehensive study of these issues to datc, and-
involved careful manipulation (singly and in combinations) of several variabics,
including task types, native language of tecacher and learners, and the availability
of visual support for tasks. There arc several other relevant studies, too many
to review here, and I have not done justice to the wealth of detail available cven
in those few I have mentioned.

The ciaim I would like to make is that a distinction between "open” and
“closed” tasks would account for many (although by no means ail) of the findings,
and would be worth manipulating in a future study. The distinction is a modifi-
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cation of one for a classification of questions first proposed, I bulieve, by Robin-
son and Rackstraw (1972), applied now to the classification of pedagogic tasks.

By an open task, I mean one in which participants know there is no prede-
termined correct solution, but instead a wide (in some cases, infinite) range of
acceptable solutions. Free conversation, a debate, ranking favourite leisure time
activities, explaining how something works (how you think it works, with no form
of "test” of your interlocutor’s competence after your explanation - not necessari-
ly how it really works), and discussing and eventually choosing (individually or by
consensus) the ten greatest world figures, would all be examples of ‘open’ tasks.

By a closed task, I mean one in which the task itself (as opposed to some
construal put on it by the participants) requires that the speakers (or listeners,
readers and writers, of course) attempt to reach either a single correct solution
or one of a small, finite set of correct solutions determined beforehand by the
designer of the task and again (crucially) known to the participants to have been
so determined. There may only be one possible correct answer to who commit-
ted the crime, for example, exactly four differences between two otherwise iden-
tical pictures, only three countries out of ten whose GNP rose every year from
1975 to 1984, and so on. It is crucial that participants know whether the task is
open or closed.

. The idea is that the quantity and quality of ncgotiation for meaning will be
higher on closed tasks, when participants know that task completion depends on
their finding e answer, not settling on any answer they choose when the going
gets rough and moving on to something else. The prediction is that, all other
things being equal, closed tasks as defined above will elicit more topic and
language recycling, more feedback, more incorporation, more rephrasing, more
precision, and so on. These adjustments involve the kinds of reformulations
noted earlier and are likely to lead to provision and incorporation of fecdback,
and hence, to interlanguage destabilization.

3.3 Task-group Interactions

In a study of Mexican university students of EFL working on (supposedly)
“communicative' materials written by the rescarch team, Long, Adams, McLean
and Castafios (1976) compared language use in teacher-led, whole class discus-
sions and in unsupervised pair work when participants were cngaged in solving
the same problem. This was to decide which of a list of characteristics (tool usc,
thought, etc) were unique to humans (I am ashamed to admit we wrote ‘uniquc
to man’ in 1976) and which ones could be found in other animals. Contrary to
our predictions, the materials had no apparent effect on the kinds of language
use that transpired in the whole class discussions. Tcachers continued to ask
display questions, correct errors, drill target language constructions, and general-
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ly to focus on forms, not communication. In the small group condition, however,
which involved the student pairs doing the same task in an adjoining room at the
same stage in the lesson, the materials scemed to "work". Students produced
more talk, all of it with a focus on meaning, not language, a functionally wider
range of talk, and more "exploratory” talk in Barnes’ sense. We concluded,
tentatively, that it was the combination of materials and grouping that had
produced the result.

Similar findings have since been obtained in at least onc other study. Pica
and Doughty (1985) and Doughty and Pica (1986) compared various fcatures of
teacher and student talk, focussing primarily on negotiation work, on one-way
and two-way "decision-making" tasks corducted in small group and tcacher-
fronted lockstep formats. Like other rescarchers (e.g. Porter, 1986), they found
student speech was equally grammatical in both formats (as measured by the
percentage of grammatical T-units), and that the students talked more and
provided more other corrections and completions in the small groups. The two-
way task involved cach student planting flowers on a feltboard garden to which
only he or she had access and which differed slightly from every other student’s
board, the object being for everyone to finish with the same final picturc. Pica
and Doughty report that the two-way task produced significantly more negotia-
tion work than the onc-way task in the small group setting, but found no effect
for task type in the teacher-led lessons. When task type was held constant, sig-
nificantly more negotiation work (the ratio of conversational adjustments to total
T-units and fragments) was found in the small groups (four person groups and
pairs) than in the lockstep, but differences between the pairs and the four person
groups themselves were not significant.

On the basis of these two scts of results, it would scem that the amount and
quality of language practice can sometimes depend not simply on the tasks or
format cmployed, but, at least where some tasks and possibly some task types
are concerned, upon the intcraction of either task or task tyne and grouping.
Both studies find the combination of communicative task with small group sct-
ting nccessary to bring out the full potential of the task itself, and both find that a
task’s true potential may not be realised at all in a lockstep format.

How generalizable arc these findings? At this point, we simply do not
know. We nced further studies of task-group interactions. It may be that well
designed tasks are protected against the effects of one grouping arrangement or
another. That would be the optimistic view, certainly. It might also turn out that
these two studics were providing an carly warning of a phenomenon that we
would do well to investigate further. It would be a shame, after all, if we spent
the next few years Icarning to do clever things with tasks only to have the effects

of our work unintcntionally preempted by the way those tasks were used in the
classroom,




4 CONCLUSION

There is no evidence that "method" is a relevant construct for those inter-
ested in fostering change in classrooms. Worse, a concern with “methods” can
divert us from methodological issues, which clearly are important. Methodology,
however, will be treated more effectively as part of an intcgrated approach to
program design, and the task has many advantages as the unit of analysis if that
is the goal. It can serve in needs identification, syllabus design, materials writing,
methodology, testing and evaluation alike. The potential of task-based language
tcaching for harnessing instructional and learning strategics in ways consistent
with second language acquisition research findings is also considerable. If that
potential is to be realiscd, however, carcful attention needs to be given to the
judicious use of group work, to the kinds of tasks teachers and learners work on,
cspecially the psycholinguistic properties of task types, and to the optimal
combinations of task types and groups, that is, to task-group interactions.
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A SYSTEM OF TASKS FOR LANGUAGE LEARNING

Paul Nation

This paper looks at lcarning goals for learners of another language and
describes a system for reaching these goals. The system is based on the idea that
language learning like most learning involves learners working on tasks that
require them to cope with items or skills that are new to them or that they have
only partly mastered (Doyle, 1979, 1983). The way that they are helped to cope
with the tasks will have a major effect on the kind of learning that occurs.

Imagine that a teacher wishes to help learners in her ciass improve iheir
writing skills. To do this she will get them to work on writing tasks that will take
them beyond their present level of proficiency. But to make sure that the learn-
ers are successful in doing the tasks, she may have to provide some help. There
are several ways in which she could do this.

(1) She could think of a topic that the learncers arc very familiar with, such as a

recent exciting event. She then gets the learncrs talking about the cvent so
that the ideas and their organisation are clear and so that the learners have
an oral command of the language necded to describe the event. When all
this previous knowledge has been stimulated, the learners arc then told to
put it in writing. Becausc the ideas, organisation and neccssary language
are all familiar to them, the learners have only to concentrate on turning
these idcas into a written form.
The teacher could think of a topic and then put the lcarners into groups of
three or four. Each group has to plan and produce onc picce of writing. By
hclping cach other, the learners in cach group are able to produce a picce
of writing that is better than what any of them could have produced by
working alonc.

(3) The teacher finds or makes a guided composition exercise, such as a scrics
of picturcs with accompanying questions and language itcms.

(4) The tcacher chooscs a topic and then lets the learners get on with their
writing. They may ask for help if they nced it, but they are mainly left to
work independently.

These four kinds of tasks arc called cxpericnce tasks, shared tasks, guided tasks,
and independent tasks.

One way to look at thesc types of tasks is to see their job as dcaling with the
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gap which exists between learners’ present knowledge and the demands of the
learning task. Experience tasks try to narrow the gap as much as possible by
using or developing learners’ previous experience. Shared tasks try to get learn-
ers to help each other cross the gap. Guided tasks try to bridge the gap by
providing the support of exercises and focused guidance. Independent tasks
leave learners to rely on their own resources.

Let us now look at learning goals beforc looking at the types of tasks in
more detail.

LEARNING GOALS

Language learning techriques are used to reach learning goals. Thesc goals
can include learning of (1) language items such as sounds, vocabulary and
grammatical constructions, (2) the content or ideas of the subject being studied
such as geography, English literature, mathematics, or cross-cultural understand-
ing, (3) language skills such as listening, writing, fluency in using known jtems,
and strategies for coping with language difficultics, and (4) the organisation of
discourse such as rhetorical fcatures and semantic constituents. Table 1 elabo-
rates these arcas.

Gencral goals Specific goals

Language items (L) | pronunciation
vocabulary
grammatical constructions

Idcas (content) (1)

Skills (S) accuracy

fluency

strategics

process skills or subskills

Text (discourse) (T) | text schemata or topic type scales

Table 1 Learning Goals
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A more detailed elaboration of some of these areas can be found in Mua-
by’s (1978, pp. 176-184) taxonomy of language skills.

The use of language teaching techniques is justified to the extent that they
achieve learning goals. This even applies to techniques that are used for fun to
give the learners a break, because there are many language teaching techniques
that arc great fun and achieve very useful learning goals.

A major problem with learning goals is that the goal of a technique can
change depending on how the technique is used. For example, if the lsten and
draw technique presents new vocabulary in a helpful context, it then has a lan-
guage goal. If it does not contain new language items, is presented at an easy
speed and requires learners to draw something associated with a new concept, it
has a content goal. If it uses familiar language but is presented quite quickly, it
has a skill goal. The purpose of the description of the learning goal however is
to make teachers conscious of why they are using a particular technique.

Let us now look at experience, shared, guided and independent tasks in
detail.

EXPERIENCE TASKS

A very effective way of making a task casier is to make surc that the learn-
ers are familiar with as many parts of it as possible. This has several effects.
First, it makes sure that learners are not overloaded by having to think about
several different things at the same time. Second, it allows the learners the
chance to concentrate on the part of the task that they necd to learn. Third, it
helps the learners perform a normal language activity in a normal way with a
high chance of success.

Bringing Tasks within the Learners’ Experience

One of thc most common examples of an expericnce task in foreign lan-
guage learning is the use of simplificd rei ding books, which are sometimes
called graded readers. Once learncrs have a <~cabulary of three hundred words
or more, they should be able to read Stage 1 graded readers because these are
written within that vocabulary level. Normally, such lcarncrs would not be able
to rcad books written in English because unsimplificd texts would be far too
difficult for them. However, because Stage 1 graded readers usc vocabulary that
is familiar to thc lcarncrs, usc familiar sentence patterns, and involve simple
types of stories, clementary iearners are able to read the Stage 1 reader without
too much difficulty and with a fecling of success.

8\/
o
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Ways of bringing the
task within the
learners’ experience

Typical procedurces for reading activities

Control through
selection or
simplification

A rcading or listening text is written within a
controlled vocabulary and a controlled list of struc-
tures

Learners describe their experience to the tcacher
who writes it to become the learners’ reading texts
The learners read texts which are closcly based on
the texts they read in their first language

The tcacher writes informative science texts as
stories or personal accounts

Recall or sharing
personal
expericnce

The learners label diagrams and pictures based on
the text they will read

The learners are asked to predict what will occur in
a text after they know the topic of the text

The learncrs discuss how thecy take notes and
summarise when they read in their first language
The learners share their predictions of which kinds
of information will occur in what ordcr in the text

Prctcaching

The tcacher explains vocabulary that will occur in
the rcading text

The lcarners collect and display pictures and articles
rclating to the topic of the text

The learners do guided cxercises or first language
rcading activitics to develop the needed reading
skills

The learncrs are helped with the discourse analysis

of a text of the same topic type as the text they will
read

Tablc 2 Bringing Reading Tasks within the Learners” Expericace
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The task of reading a graded reader is made easier because the writer of
the graded reader has Frought many of the parts of the task within the learners’
experience.

Here is another way of doing this which is often uscd in Ncw Zealand
primary schools. The teacher sits with a learner who has just drawn a picture.
The learner tclis the teacher the story of the picturc and the teacher writes down
the lcarner’s words. This story then becomes the learner’s reading text. It is not
difficult for the learner to read because the language, the ideas in the story, and
the sequence of idcas in the story are all within the learner’s expericnce. The
unfamiliar part of the task, which is also the lcarning goal of the activity, is the
decoding of the written words.

There arc scveral ways of presenting or controliing a task so that much of it
is within the Icarners’ experience.

Providing Learncrs with the Experience to do a Task

If learners do not have enough expericnce to do a task, then cither the task
can be changed so that it is brought within their expericnce, or the learncrs can
be provided with the cxperience which will help them do the task. A common
way of providing learncrs with experience is to take them on a visit or ficld trip.
For cxample, the teacher may take the class to a firc station. While they are
there, they find out as much as they can about the firc station. They may even
have a set of questions to answer. After the visit the writing task should be
casier becausc the learncrs have cxperienced the ideas that they will write about,
they have uscd or heard the language items that they nced in the writing task,
and they can choose how they will organisc the writing. Their only difficulty
should be putting the ideas into a written form and this is probably the learning
goal for the task.

A morc formal way of providing Icarncrs with expcrience to do a task is by
preteaching. For example, before the learners read a text, the teacher can teach
them the vocabulary they will nced, can give them practice in finding the main
idca, or can get them to study some of the ideas that will occur in the text.

Checking Expericnce Tasks

When using expericnce tasks for language tcaching, it is uscful to have a
way of checking to scc what parts of the task arc within the lcarners’ cxpericnce
and what part of the task is being focused on as the Icarning goal. In the section
on goals we have looked at four scts of goals - Language item goals; Idea or
content goals; Skill goals; and Text or discowrse goals. The macmonic LIST can
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be used to remember these goals. A useful rule to follow is that any experience
task should have only one of these goals and the other three should already be
within the learners’ experience. So, if the teacher wants the learners to master
the ideas or content of a text, then the language items (vocabulary grammar,
language functions) should all be within the learners® experience. Similarly, if
the learners have the goal of increasing their reading speed (a part of the reading
skill), then the reading speed passages should be written in simple Janguage,
should deal with largely familiar ideas, and should be written with a familiar type
of organisation ie as a simple narrative or a regular step by step description.
Speed Reading by E Quinn and I S P Nation (1974) and Reading Faster by E Fry
(1563) are two such courses. Speed Reading is written with a seven hundred
word vocabulary and a limited range of sentence patterns using texts based on
Asia and the Pacific. Reading Faster is written within a 2,000 word vocabulary
and has predominantly African based texts.

Control through Using simplified material

selection or Using carefully graded material

simplification Using lcarner produced material

Using material based on first language material

Recall or sharing Discussions
of previous experience Gathering and sharing pictures
Questioning peers

Prcteaching Direct tcaching of sounds, vocabulary, grammar,
or text types ..

experiencing Visits and field trips

Direct teaching of content

Table 3 Ways of Providing Experience

So, when checking an expericnce task, it is useful to ask these two ques-
tions,

(1) What is the lcarning goal of the task?
(2) Are the three other aspects of the task kept within the learncrs’ cxperience?
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Features of Expericnce Tasks

We have already looked at the most important fcature of experience tasks,
namcly that scveral aspects of the task arc kept within the learners’ previous
experience so that the learners can focus on the lcarning goal. Another feature
that has alrcady been mentioned is that the task is donc in a manner that is
similar to the way it would be done outside the classroom. That is, if the task is
a writing task, then it will be donc with the same kind of fluency that a native
speaker or a highly proficient second language learner may do the task. This is
possible because several aspects of the task arc well within the learners’ control.
This feature of expericnce tasks makes them popular with teachers who favour a
communicative approach to language learning, because it allows a message
bascd fluency focus in tasks. A further feature of experience tasks is that each
task usually provides quite a large quantity of activity. For cxample, most read-
ing cxpericnce tasks involve the learner reading several sentences or paragraphs
rather than having them struggle over a few sentences. Similarly, listening expe-
ricnce tasks involve listening to substantial amounts of spoken language. Krash-
en’s (1981) input theory of learning fits easily into an experience approach.

There is a considerable amount of research into the various factors involved
in cxperience tasks and their relative cffects. These factors include the activation
of schemata (Carrell and Eisterhold, 1983), pretcaching of vocabulary (Johnsor,
1981), predicting from pictures (Omaggio, 1979), and having the learners posc
questions which they will try to answer when they read (Taglicber, Johnson and
Yarbrough, 1988).

SHARED TASKS

A task which is too difficult for an individual to do may be donc successfully
if a group docs it. A well known cxample is group composition where three or
four learners work together to produce a picce of writing that is superior to what
any onc of the group could do alone. There are several rcasons why this
happens, particularly in sccond language lcarning. First, although learners may
be of roughly equal proficiency, they will certainly have learnt different aspects
of the language. Sccond, although learners may know a particular language
itcm, they may find difficulty in accessing it. The prompting and help of others
may allow them to do this. Third, where groups contain learners o1 differing
proficicney, there is the opportunity for more personalised teaching to occur with
onc learner working with another who needs help.

Many cxpcricnce tasks and guided tasks can be donc in a group, thus in-
creasing the help that learners are given with the tasks.

Most sharcd tasks have the advantages of requiring little preparation by the
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teacher, reducing the teacher’s supervision and marking load, and encouraging
the learners to see each other as a learning resource.

Arranging Shared Tasks

Shared tasks are best set up by considering how the informaticn and input
needed to do the task is distributed among the learners in each group. Table 4
lists the possibilities.

Type of arrangement Information distribution | Example

Coopcrating The learncrs have Group composition
cqual access to
the same material

Combining The informaticn is Strip story
spread among the
learners so that cach
lcarncr has unique
essential information

Supcrior-inferior Onc learncr acts as a Passage rcconstruction
teacher or resource for
the others. This learner
has all the information

Individuat All lcarners have the
same information but
usc a different part

Tablc 4 Types of Sharcd Tasks
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The principles and applications of group work are described in more detail
in Nation (1989). '

GUIDED TASKS

Most conrsebooks make tasks casicr by using exercises that carcfully guide
the learncrs. This usually has the effect of narrowing the task that the learners
have to do. For example, guided composition exercises such as picturc composi-
tion provide the idcas that the learners will write about. The excrcises often
provide nceded vocabulary and structures and determine how the piece of writ-
ing will be organiscd. The lcarncrs’ job is to compose the scntences that make
up the composition. Guided rasks provide a lot of support for the lcarners while
they do the task. This has se.cral effects.

(1) First, as we have scen, the task is narrowed. That is, the learners only do a
part of the work that would normally be required in such an activity. This is
good if that part of the task is worth focusing on and helps learners achicve
a useful learning goal. It is not good if the narrowed task results in learners
doing things that bear little relation to the normal wider task. Substitution
exercises were often criticised for this reason.

A sccond cffect of the support given during guided tasks is that it allows
grading and sequencing of tasks. Expericnce tasks require the teacher to be
sensitive to learners’ familiarity with parts of a task and to provide and
stimulate previous expericnce where necessary. Guided tasks, on the other
hand, are designed so that guidance is provided as a part of the activity. It
does not have to be provided by the teacher. For this rcason, most
coursebooks for English language teaching contain a lot of guided tasks.
For the same rcason, teachers may be reluctant to make their own guided
tasks because of the amount of skill and work that has to go into making
them.

A third effect of the support given during such tasks is the high degree of
success expected. If learners make crrors in guided tasks this is often scen
as a result of a poorly made task, that is, the guidance was not sufficient.

Varicty in Guided Tasks

Lct us imagine that a teacher wants to give the class practice in understand-
ing and giving dircctions. He has decided to use maps to help him do this,

(1) The teacher wants to give listening practice first so he uses a distinguishing
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technique. He draws a simple map on the blackboard, and says a scntence,
for example, “Turn to the right." Then he points to the map and by moving
the pointer shows a turn to the right. The learners answer “"the same”. The
teacher does this with scveral sentences. Sometimes the sentence is the
samc as the movement he shows on the map, sometimes it is different.

To give further listening practice the teacher uses an identification tech-
nique. Using the same map on the board the teacher says a sentence, for
cxample, “Take the second street on the left.” After the teacher says the
sentence a learner shows the movement on the map. When this is casy for
the learners, the teacher speaks quickly or gives several dircctions and
makes the lcarner wait a few seconds before the learner shows them all on
the map.

As a preparation for the learners saying the sentences, the teacher uses a
completion technique. The teacher writes incomplete sentences on the
blackboard. The tcacher also marks a short journey corresponding to the
incomplete sentences by looking at the journey on the map. The teacher
can make this morc challenging by letting the learners look at the journey
on the map, and then rubbing the marked journey out before letting the
lecarners complete the sentences.

The teacher gives speaking practice by asking the learners to repeat sen-
tences that he says. The technique can be made more interesting by asking
the Icarners to listen to sceveral sentences before they repeat them.

The teacher arranges for more speaking practice by letting the learncrs
work in pairs. The learncrs each have a copy of the same map. Onec lcarn-
er marks a placc on her map without the other learner secing. The first
learner, starting from a certain point on the map that both know, gives the
lcarner directions on how to get to the place that has been marked. After
the second learncr has listened to the directions and followed them on his
own map, hc marks the place on his map. The two learners then compare
their maps to sce if the mark on each map is in the same place.

There are obviously many other guided tasks that can be made to give
practice in commards using a map. Usually teachers only make use of a few of
the techniques that they could use if they knew about them. By using the system
described in Nation (1976) a teacher should be able to make most of the
commonly used guided tasks and many others.

INDEPENDENT TASKS

Independent tasks require the learners to work alone without any planned
help. Learners can work successfully on independent tasks when they have
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developed some proficiency in the language and when they have command of
helpful strategies. These strategies can deveiop from experience, shared or
guided tasks. Let us look at learners faced with a difficult independent reading
task, such as reading part of a science text. (1) The learners could read the text
several times. During each re-reading, the learners have the experience gained
from the previous readings. (2) The learners could ask the teacher or class-
mates for help when they need it. (3) The learners could guide their reading of
the text by asking questions, or by using a notetaking or information transfer
strategy.

A good independent task has the following features. (1) It provides a
reasonable challenge ie it has some difficulty but the learners can see that with
effort they can do it. (2) It is a task that learners are likely to face outside the
classroom.

The difference between an experience task and an independent task lics in
the control and preparation that goes into an experience task. Experience tasks
are planned so that learners are faced with only one aspect of the task that is
outside their previous experience. Independent tasks do not involve this degree

of control and learners may be faced with several kinds of difficuity in the same
task.

USING THE SYSTEM

The aim in describing this system of tasks is to make teachers aware of the
possible approaches to dealing with the gap between the learners’ knowledge
and the knowledge required to do a task, and to make them aware of the very
large number of activities that can be made to help learners. When teachers are
able to think of a variety of ways of dealing with a problem, they can then choose
the ones that will work best in their class. Let us end by applying the system.

Your learners need to read a text about land use in the Amazon basin. For
several reasons this text will be difficult for them. There are new concepts to
learn, there is new vocabulary, and the text is written in a rather academic way.
What can the teacher do to help the learncrs with this task?

The first step is to think whether an experience task is feasible Can the
teacher bring the language, ideas, neceded reading skills, or text organisagion
within the experience of the learners? For example, is it possible to bring the
language within the learners’ proficiency by pretcaching vocabulary or discuss-
ing the topic before going on to the reading? Is it possible to bring the ideas
within the learners’ experience by getting them to collect pictures and short arti-
cles about the Amazon basin? Can the way the text is organised be outlined and
explained to the learners? If these things are not possible or if more help is
nceded, then the teacher should look at making the reading a shared task.
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The reading could bhe made into a shared task in several ways. The text
could be divided up with each learner having a part of the text to read and ex-
plain to the others. Alternatively, pairs of learners could read and discuss the
text together section by section. If this is not possible or further help is needed,
guided help can be given.

Some of the simpler guided tasks could involve answering a detailed set of
questions based on the text, completing a set of statements that summarise the
text, filling in an information transfer grid based on a topic type analysis of the
text (Franken, 1987), or labelling a diagrammatic representation of the text.

The distinctions made here between experience, shared and guided tasks
are for case of description and to make the range of possibilities clearer. Expe-
rience or guided tasks can be done in small groups as shared tasks, just as expe-
rience tasks may have some guided elements.

The purpose of this paper has been to describe a system that teachers can
use to give them access to the large range of possibilities that are available to
them when they try to close the gap between their learners’ proficiency and the
demands of the learning tasks facing them. The job of these tasks is to help
learners gain mastery over the language, ideas, language skills and types of
discourse that are the goals of their study.
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AN EMPIRICALLY BASED METHODOLOGY
FOR THE NINETIES

David Nunan

1 INTRODUCTION

In this paper, I shall survey the research which has been conducted in
recent years which has implications for second language teaching methodology.
This rescarch can help us place the actual procedures we employ in the class-
room on a much more sccure footing, and can help to eliminate the pendulum
effect which has bedeviled language teaching methodology over the years.

I have chosen to deal with the research under three main headings. First 1
shall look at what the research has to tell us about language processing and
production. I shall then look at some of the work which has been done into
classroom interaction and its effect on second language acquisition. Finally, I
shall rcview the literaturc on learning strategy prefecences. In this third area,
the pertinent questions arc: what methodological preferences do lcarners
themselves have? and, what are the implications of these learning preferences
for langnage teaching methodology?

In the Longman Dictionary of Applicd Linguistics, methodology is defined
as follows:

(1) ... the study of the practices and procedures used in teaching, and the
principles and beliefs that underly them. Methodology includes:
(a) study of the nature of LANGUAGE SKILLS (cg rcading, writing,
speaking, listening) and procedurcs for teaching them
(b) study of the preparation of LESSON PLANS, matcrials, and text-
books for teaching language skills
(c) the cvaluation and comparison of language teaching METHODS
(cg the AUDIOLINGUAL METHOD)
(2) such practices, procedures, principles, and beliefs themselves. Onc can,
for cxample criticize or praise the methodology of a particular language
course. (Richards, Platt and Weber, 1985: 177)

Traditionally, in language teaching pedagogy, a distinction has been drawn

between syllabus design and methodology, the former concerning itself with the
sclection and grading of linguistic and experiential content, while the latter is
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concerncd with the selection and sequencing of learning tasks and activities. In
other words, syllabus design is concerned with ‘what’, ‘why’ and ‘when’;
methodology is concerned with ‘how’. However, with the development of
communicative approaches to language teaching, the traditional distinction
between syllabus design and methodology has become difficuit to sustain. As
Breen points out, while syllabus design, as traditionally conceived, is concerned
with the learner’s destination, communicatively oriented syllabuses should:

"... prioritize the routc itself; a focusing upon the means towards the learn-
ing of a new language. Here the designer would give priority to the chang-
ing processcs of learning and the potential of the classroom - to the psycho-
logical and social resources applied to a new language by lcarners in the
classroom context ... a greater concern with capacity for communication
rather than repertoire of communication, with the activity of learning a
language viewed as important as the language itself, and with a focus upon
the means rather than predetermined objectives, all indicate priority of
process over content.” (Breen, 1984+ 52-3)

(For a detailed account of the effect of communicative language teaching on
syllabus design and methodology, secc Nunan, 1988a and Nunan, 1989).

For the purposcs of this paper, 1 shall consider methodology from the
perspective of classroom tasks and activities. The principal question addressed
in the paper is: what does rescarch have to say about language learning and usc,
and what arc the implications of this rescarch for the design of classroom tasks?

The very question itself marks a departure from the approach which has
charactcrized methodology for much of this century. As Richards (1987) points
out, the goal of many language teachers is to ‘find the right method’. “... the
history of our profession in the last hundred years has done much to support the
impression that improvements in language teaching will come about as a result
of improvements in the quality of methods, and that ultimately an cffective
language tcaching mcthod will be developed.” He gocs on to say that for many
years it was belicved that linguistic or psycholinguistic theory would uncover the
scerets of sccond language acquisition, and then the problem of how to teach a
sccond language would be solved once and for all.

Despitce their diversity, all “mcthods” have one thing in common. They all
assumc that there is a single of sct of principles which will determine whether or
not learning will take place. Thus, they all propose a single sct of precepts for
teacher and learner classroom behaviour, and assert that if these principles arc
faithfully followed, they will resuit in learning for all.  Unfortunately, little cvi-
dence has been forthcoming over the years to support one approach rather than
another, or to suggest that it is the method rather than some other variables
which caused learning (o occur.
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These ‘designer’ methods, which can be bought off the applied linguistics
shelf, contain inbuilt assumptions and beliefs about the naturc of language and
learning. Thesc belicfs reflect the dominant psychological and linguistic ortho-
doxies of the time during which the methods gained currency.

Most of these designer methods, are based on assumptions drawn, not from
the closc observation and analysis of the classroom, but from logico-deductive
speculation. An alternative to them is the development of language tcacking
mecthodologies which are based, at lcast in part, on empirical evidence on the

nature of language, language learning and language use. It is to a critical analy-
sis of such evidence that I now turn.

2 RESEARCH INTO LANGUAGE PROCESSING AND
PRODUCTION

There is a growing body of literaturc on language learning and use by both
first and sccond language learners which can be drawn on by methodologists in
the process of formulating principles for the design of classroom materials and
lcarning tasks. In this section, I shall review a selection of the litcrature which
spcaks most readily to the concerns of second language education.

In terms of language processing, it is now gencrally accepted that learners
nced access to both top-down as well as bottom-up processing strategies.

Bottom-up processing strategics focus learners on the individual components of
spoken and written messages, that is, the phonemes, graphemes, individual
words and grammatical clements which need to be comprchended in order to
undcrstand these messages. Top-down processing strategies, on the other hand,
focus learners on macro-features of text such as the writer or speaker’s purpose,
the topic of the message and so on.

In comprchending spoken messages, it has been suggested that learners
nced the following bottom-up and top-down strategics:

Bottom-up listening strategies:

- scanning the input to identify familiar lexical items;

- scgmenting the stream of speech into constituents, for example, in order
to recognisc that ‘abookofmine’ consists of four words;

- using phonological cues to identify the information focus in an utterance;

- using grammatical cues to organize the input into constituents, for cxam-
ple, in order to recognise that in ‘the book which I lent you’ (the book)
and (which ! lent you) are major constituents, rather than (the book which
) and {lent you).
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Top-down listening strategics:

- assigning an interaction to part of a particular event, such as story telling,
joking, praying, complaining;

- assigning person, places and things to categories;

- inferring cause and effect relationships;

- anticipating outcomes;

- inferring the topic of a discourse;

- inferring the sequence between events;

- inferring missing details. (Richards, 1987)

Until fairly recently, the focus in the language classroom was firmly on the
development of bottom-up processing strategies. However, in recent years, the
nced for a balance between both types of strategy has been recognised.

Anderson and Lynch (1988) record an anecdote which illustrates the impor-
tance of top-down strategies to successful listening comprehension. An old
woman, passing one of the authors in the street said, "That’s the university. It’s
going to rain.” At first, the listencr had no idea what thc woman was trying to
say.

You might like to pause and consider what you think the woman meant.
You might also like to consider what you would need to know about the speaker,
the listener, the time, the place and so on in order to construct an interpretation
of the woman’s utterance.

The listener had to draw on the following information, nonc of which is
actually contained in the message itsclf:

general factual information:
1. sound is more audible downwind than upwind
2. wind direction may affect weather conditions

local factual knowledge:
3. the University of Glasgow has a clock tower with a bell

socio-cultural knowledge:

4. strangers to Britain occasionally refer to the weather to ‘oil the wheels’
of social lifc

5. a politec comment from a stranger usually requircs a response

knowledge of context:
6. the conversation took place about half-a-mile from the University of
Glasgow
7. the clock tower bell was just striking the hour.
(Anderson and Lynch, 1988: 12-13)
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By drawing on these various sources of knowledge, the listener was able to
conclude that the old woman was drawing his attention to the fact that the wind
was blowing from a direction which brought with it the threat of rain. The
change in the wind direction was signalled by the fact that the university clock
was audible. The woman was, in fact, making a sociaily acceptable comment to a
stranger, ie talking about the weather, although she chose a rather idiosyncratic
way of doing it.

Similar issues and factors to those we have seen in relation to listening
comprehension also appear in the research into reading comprehension. For
quite a few years, there has been a lively debate over the relative claims of
bottom-up and top-down approaches to reading comprehension. The central
notion behind the bottom-up approach is that reading is basically a matter of
decoding a series of written symbols into their aural equivalent. According to
this approach, the reader processes every letter as it is encountered. These let-
ters or graphemes are matched with the phonemes of the language, which it is
assumed the reader already knows. These phonemes, the minimal units of
meaning in the sound system of the language, are blended together to form
words. The derivation of meaning is thus the end process in which the language
is translated from one form of symbolic representation to another.

A number of major criticisms have been made of the phonics approach.
Much of this criticism is based on research into human memory. The first of
these is that, with only twenty-six letters and over forty sounds in English, spell-
ing-to-sound correspondences arc both complex and unpredictable. It was this
realization which led to the development of primers, in which stories were
composed exclusively of words which did have regular sound-symbol corrc-
spondences. Unfortunately, as many of the most common English words have
irregular spellings and were therefore excluded, the storics in primers tended to
be unnatural and tedious.

Another criticism which has grown out of empirical investigations into
human cognition and memory is that the serial processing of cach letter in a text
would slow reading up to the point where it would be almost impossible for
meaning to be retained. Research by Kolers and Katzmann (1966), for cxamplc,
demonstrated that it takes from a quarter to a third of a second to recognisc and
assign the appropriate phoncmic sound to a given grapheme. At this rate, given
the average length of English words, readers would only be able to process about
sixty words per minute. In fact, it has been demonstrated that the average
rcader can read and comprehend from 250-350 words per minute. Given the
fact that we can only hold in working memory about seven items at any onc time,
the reader should, under the bottom-up model, very often forget the beginning
of a sentence before reaching the end.

More recent interactive models of reading give much greater prominence to
top-down reading strategics, which obviate some of the shortcomings of a purcly

[l
lJ;) 68




bottom-up approach.

The importance of top-down knowledge to comprehension is illustrated in
the following passage.

“The procedure is really quite simple. First you arrange things into differ-
ent groups. Of course, one pile may be sufficient, depending on how much
there is to do. If you have to go somewhere else due to lack of facilities
that is the next step, otherwise you are pretty well set. It is important not
to overdo things. That is, it is better to do too few things at once than too
many. In the short run this may not seem important, but complications can
casily arise. A mistake can be expensive as well. At first the whole proce-
dure will seem complicated. Soon, however, it will become just another
facct of life. It is difficult to see any end to the necessity for this task in the
immediate future, but then one can never tell. After the procedurc is
completed, one arranges the materials into different groups again. Then
they can be put into their appropriate places. Eventually they can be used
once more, and the whole cycle will then have to be repeated. However,
that is a part of life." (Bransford and Johnson, 1972)

This passage is almost impossible fo process, until one has an organizing
framework or schema. Such a schema is provided by the titlc of the passage:
‘Washing Clothes’!

The importance of interactive approaches to second language reading has
been demonstrated in a growing body of empirical research. Nunan (1984), for
example, found that the lack of appropriate background knowledge was a morc
significant factor in the ability of second language learners to comprehend school
texts than linguistic complexity as measured by various readability formulac.
Carrell et al (1988) also contains a wealth of data on the significance of interac-
tive modecls of reading for second language reading programs.

It is worth noting that for most of its history, language teaching has focused
on written language. It is only comparatively recently that the focus has turned
to spoken language. Intcrest in spoken language was kindled, among other
things, with the development of tape recorders which made it possible for re-
searchers to record, transcribe and study in detail oral intcractions between
people. This rescarch highlighted some of the contrasts between spoken and
written language. Thus, while written texts are characterised by well formed
sentences which arc integrated into highly structured paragraphs, spoken lan-
guage consists of shorts, fragmentary uttcrances in a range of pronunciations.
Therc is often a great deal of repctition and overlap between one speaker and
another, and speakers frequently usc non-specific references. (They arc more
likely Lo say ‘it’ and ‘this’ than ‘the lcft-handed monkey wrench’ or ‘the highly
perfumed French poodle on the sofa’.)

&L
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Brown and Yule (1983) suggest that in contrast with the teaching of written
language, teachers concerned with teaching the spoken language must confront
the following types of questions:

- What is the appropriate form of spoken language to teach?

- From the point of view of pronunciation, what is an appropriate modcl?

- How impcrtant is pronunciation?

-Is it any more important than teaching appropriate handwriting in the
foreign language?

- If so, why?

- From the point of view of the structures taught, is it all right to teach the
spoken language as if it were exactly like the written language, but with a
few ‘spoken’ expressions thrown in?

-Is it appropriate to teach the same structures to all foreign language
students, no matter what their age is or their intentions in learning the
spoken language?

- Are those structures which are described in standard grammars the struc-
tures which our students should be expected to produce when they speak
English?

-How is it possible to give students any sort of meaningful practice in
producing spoken English?

Brown and Yule also distinguish between two basic language functions.
These are the transactional function (which is primarily concerncd with the
transfer of information) and the interactional function (in which the primary
purpose is to maintain social relationships).

Another basic distinction is between monologues and dialogues. The ability
to give an uninterrupted oral presentation is a different skill from interacting
with one or more speakers for transactional and interactional purposes.

Rescarchers undertaking conversationai and interactional analysis have also
shown that interactions do not unfold ncatly like textbook dialogues, and that
mcanings arc not rcady made. Participants have to work together to achieve
mutual understanding, and conversational skills include the ability to ncgotiate
mcaning with onc’s interlocutors. These arc skills which lcarners must acquire,
just as thcy must acquire lexical and morphosyntactic knowledge.

There is also a growing body of rescarch into the development of writing
skills. Bell and Burnaby (1984) point out that writing is an extremcly complex
cognitive activity which requires the writer to demonstrate control of several
variables at once. At the sentence level, these include control of content, format,
sentence structure, vocabulary, pronunciation, spelling and letter formation.,
Beyond the sentence, the writer must be able to structure and integrate informa-
tion into cohesive and coherent paragraphs and texts. Thesc discoursc level
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skills are probably the most difficult of all to master, not only for foreign lan-
guage learners, but for native speakers as well.

Some of the most interesting work on the development of writing skills is
being carried out by researchers investigating the development of writing in first
language users and using Halliday’s systemic-functional model as their theoreti-
cal framework. (See, for example, Martin, 1985).

I shall summarise this section by setting out some of the skills which re-
search shows learners need if they are to become successful users of the lan-
guage. These have been extracted from Nunan {1989).

In relation to listening, learners need:

- skills in segmenting the stream of speech into meaningful words and
phrases;

- recognising word classes;

- relating the incoming message to onc’s own background knowledge;

- identifying the rhetorical and functional intent of an utterance or parts of
an aural text;

- interpreting rhythm, stress and intonation to identify information focus
and emotional/attitudinal tone;

- extracting gist/essential information from longer aural texts without
necessarily understanding every word. (Nunan, 1989: 23)

Successful reading involves:

- using word attack skills such as identifying sound/symbol correspond-
cnces;

- using grammatical knowledge to rccover meaning, for example interpret-
ing non-finite clauses;

- using different techniques for different purposes, for example skimming
and scanning for key words or information;

- relating text content to one’s own background knowledge of the subject at
hand;

- identifying the rhetorical or functional intention of individual sentences or
text segments, for example recognising when the writer is offering a defini-
tion or a £ .mmary, cven when these are not explicitly signalled by phrases
such as X may be defined as ... (op cit: 35)

In relation to speaking and oral interaction, learners need:

- the ability to articulate phonological feature of the language comprehen-
sively;

- mastery of stress, rhythm, intonation pattcrns;

- an acceptable degree of fluency;

- transactional and interpersonal skills;

;A
O 71 RV

ERIC

Aruitoxt provided by Eic:




PAFulToxt Provided by ERIC

- skills in taking short and long speaking turns;

- skills in the management of interaction;

- skills in negotiating meaning;

- conversational listening skills (successful conversations require good lis-
teners as well as good speakers);

- skills in knowing about and negotiating purposcs for conversations;

- using appropriate conversational formulae and fillers. (op cit: 32)

Finally, successful writing involves:

- mastcring the mechanics of letter formation;

- mastcring and obeying conventions of spelling and punctuation;

- using the grammatical system to convey one’s intended meaning;

- organising content at the level of the paragraph and the complete text to
reflect given/new information and topic/comment structurcs;

- polishing and revising onc’s initial efforts;

- selecting an appropriate style for one’s audience. (op cit: 37)

3 RESEARCH INTO CLASSROOM INTERACTION
AND ACQUISITION

In the preceding scction, I reviewed what is currently known about the
naturc of language in use. In order to develop an effective, empirically based
mcthodology for the nineties, this knowledge necds to inform and guide rescarch
into cxpcrimental design which is aimed at where the action is: that is, in the
classroom itsclf,

I believe that the concept of ‘task’ can provide coherence to research
agenda aimed at putting language teaching mcthodology on a more sccure
cmpirical footing. Those of you who attendrd my presentation at last year’s
seminar will recall that I defined communicative tasks as follows:

"... a piece of classroom work which involves learncrs in comprehending,
manipulating, producing or interacting in the target language vhile their
attention is principally focused on meaning rather than form. The task
should also have a scnse of completeness, being able to stand alone as a
communicative act in its own right." (Nunan, 1989: 10)

Tasks can be typificd in many differcnt ways. 1 have provided the following typi-
fication:

"... in analytic terms, tasks will contain some form of input data which might
be verbal (for cxample, a dialogue or reading passage) or non-verbal (for




cxample, a picture sequence) and an activity which is in some way derived
from the input and which sets out what learners ar. io do in relation to the
input. The task will also have (implicitly or explicitly) a goal and roles for
teachers and learners.” (ibid)

This schema which is set out in the accompanying diagram, can be utilized
in the development of a coherent research program. The tahle following the
diagram indicates some of the research issues which might be amenable to inves-
tigation. There is almost no limit to the number of investigations. Table 1 gives
some idea of what these might look like.

goals ~ teacher roles
input data —> TASK ¢— learaerroles
activities  —7 <. settings

Figure 1: Task elements (from Nunan, 1989)
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Table 1: Task elements and sample rescarch issucs

ELEMENT ISSUE

Goal Effect of goal/input/activity mismatch on learning
outcomes.

Input/data Input genre and task difficulty.
Speech processing constraints and task difficulty.

Activity Effect of L1 modelling/formal instruction on out-
put.
Relationships between learning preferences and
activity types.
Negotiation of meaning and lcarning outcomes.

Teacher role Relationship between teacher role variation and
output.

Student role Relationship between student role variation and
output.

Setting Effect of different grouping patterns on student
output.

There is, in fact, a large and growing body of literature in which ‘task’ fca-
tures as a central element. Given constraints of time, I can do little more than
provide illustrative examples of some of this rescarch.

SLA research can be divi *=d into that which focuses on outcomes or learn-
ing products, and than which tocuses on learning processes, or the mcans by
which outcomes are achieved. Here, I shall focus on process-oricnted studies, a
selection of which are summarised in Table 2 which has been extracted from
Nunan (1987).

In an early study, Long et al (1976) investigated the language used by adult
learners when working in small groups in contrast with teacher-fronted tasks.
They found that small group work prompted learners to adopt morc roles and to
use a greater range of language functions than tcacher fronted tasks.

Bruton and Samuda (1980) working oncc again with adult ESL lcarners,
found that when working in groups or pairs, Icarners are quitc capable of cor-
recting onc another successfully.

In the first of a scries of studics into the efficacy of communicative, infor-
mation gap tasks, Long (1981) found that two-way tasks prompted more negotia-
tion of meaning than onc-way tasks. (Two-way tasks are thosc in which cach
participant has unique information which must be shared for the task to be
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Table 2: Some process-oriented SLA studics

STUDY

SUBIJECTS

DATA

RESULTS

Long, Adams
McLean and
Castanos
(1976)

Bruton and
Samuda
(1980)

Loog
(1981)

Porter
(1983)

Doughty
and Pica
(1986)

Long and
Crookes
(1986)

Nunan
(1987)

Adult ESL

Adult ESL

Adult ESL
N Speakers

Adult ESL
3 prof. levels

Adult ESL

24 non-native
speakers

Adult ESL

Adult ESL

H. School LEP
students

Adult ESL
beginners

Classroom
transcripts

Classroom
transcripts

Conversation
transcripts

Conversation
transcripts

Conversation
transcripls

Transcripts
from tcacher-
fronted tasks

Classroom
transcripts

Classroom
transcripts

Classroom
transcripts

Conversation
transcripts

Groupwork prompts students
to adopt more rolcs and usc a
greater range of language
functions than tcacher-fronted
activities

Learners are capable of
correcting cach other
successfully

Two-way tasks prompt
significantly more
conversational adjustments by
NS than one-way tasks

Learners produce more talk
with other learners than NS
partners. Learners do not
produce more errors when
spcaking with other learners

most negotiation of meaning
occurs when NNS are from
different language backgrounds
and proficiency levels

User of refercntial questions
prompted sig. longer and more
syntactically complex responses
containing morc connectives

Required information exchange
tasks gencrated significantly
more interactional modifications
than optional information
exchange tasks. Small groups
prompted significantly more
modificd interaction than
teacher-frorted tasks

Convergent {problem-solving)
tasks produce more
negotiations than divergent
(debating) tasks.

Use of refcrential questions
prompled greater mastery of
content (not sig. but trend was
in this direction)

Use of referential questions
prompts negotiation of
meaning




completed successfully. In one-way tasks, one of the participants has all of the
information.) Long argues that the more negotiation, the greater the potential
of the task to stimulate acquisition.

In an investigation of the effect of conversational partners on output, Forter
(1983) found that learners produce more talk when carrying out a communica-
tion task with other learners than with native speakers. She also found (and this
should be reassuring to those who worry about learners getting poor models
from cach other) that learners do not ‘learn’ cach other’s mistakes.

Brock (1986) found when teachers asked referential questions (ie thosc to
which they do not know the answer) learners respond with significantly longer
and syntactically more complex utterances than when responding to display
questions.

In a follow up study to Long’s work on one- and two-way tasks, Doughty
and Pica (1986) found that two-way tasks generated significantly more modified
interaction than one-way tasks. Significantly more modified interaction was also
produced in small group work than in teacher-fronted tasks.

Duff (1986) came up with the hardly surprising discovery that convergent
tasks (such as problem-solving) produced more negotiation of meaning than
divergent tasks (such as debates).

Loug and Crookes (1986) found that the use of referential questions result-
ed in learners mastering more of the content of their lessons than when display
questions were used.

Varonis and Gass (1985) found that most negotiation of meaning occurs
when learners are put into small groups with other learners who are from differ-
ent language backgrounds and proficiency levels.

Finally, Nunan (1987) found that the use of referential questions prompted
more negotiation of meaning, and that the discourse produced by learners more
closely resembled that occurring outside the classroom. For example, lcarners
initiated topics, they contradicted the teacher, and used more complex language
when responding the referential rather than display questions.

While many criticisms can and have becen made of many of these studies,
they provide a powerful impetus for communicative, task oriented approaches to
language learning in which classroom methodology is orchestrated around pat-
terns of organisation which maximize interaction,

4 LEARNING STRATEGY PREFERENCES

The final area 1 wish to look at, wherc empirical research has something to
say o mcthodologists, is in the branch of cognitive psychology which has investi-
gated lcarning styles and strategics, Within the context of a learner-oriented
approach to curriculum design, the issue of learners’ preferences becomes cru-
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cially important. Learner-centred curricula

... contain similar elements to those contained in traditional curriculum
development, that is planning (including needs analysis, goal and objective
setting), implementation (including methodology and materials develop-
ment) and evaluation ... However, the key difference between learner-
centred and traditional curriculum development is that, in the former, the
curriculam is a collaborative effort between teachers and learners, since
learners are closely involved in the decision-making process regarding the
content of the curriculum and how it is taught. (Nunan, 1988b: 2)

Onc of the major outcomes of communicative learning teaching is that it
has created the potential for massive mismatches in the cxpectations of teachers
and learners. (For an excellent introduction to the problems and solutions relat-
ing to learner and teacher roles in the communicative classroom, see Wright,
1987).

A series of investigations reported in Nunan (1988b) into the lcarning
preferences of learners and the teaching preferences of tcachers revealed large
mismatches in the respective expectations and preferences of teachers and
learners. The mismatches need to be dealt with through processes of negotia-
tion and explanation.

In a major study into the learning preferences of adult ESL learners, Will-
ing (1988) came to a number of interesting conclusions. Willing’s survey instru-
ment lcarning group, aspects of language, sensory-modality options and ‘outside
class’ activities. Lecarners, who were provided with first language assistance
where necessary, rated these on the four point scale.

A post koc factor analysis revealed patterns of variation in the responscs
with cvidence for the existence of four different learncr ‘types’. These are as
follows:

‘Concrete’ learners: These learncrs preferred learning by games, pictures,
films and vidco, talking in pairs, learning through the use of cassettes and
going on excursions.

‘Analytical’ learncrs: These learners liked studying grammar, studying
English books, studying alone, finding their own mistakes, having problems
to work on, and learning through reading newspapcers.

‘Communicalive’ learners: This group liked to learn by observing and lis-
tening to native speakers, talking to friends in English, watching TV in
English, using English in shops ctc, learning English words by hearing them,
and lcarning by conversations.
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‘Authority-orientcd’ learners: These students liked the teacher to
explain everything, writing everything in a notcbook, having their own

notebook, learning to read, studying grammar and learning English words
by seeing them.

Onc of Willing’s major aims was to look for correlations between such
biographical variables as age, ethnicity, educational background etc. A surpris-
ing outcome of the research was that:

"... none of the learning differences as related to personal variables were of
a magnitude to permit a blanket gencralization about the learning prefer-
ence of a particular biographical sub-group. Thus, any statement to the
effect that ‘Chinese are X', or ‘South Americans prefer Y’, or “Younger
students like Z’, or ‘High-school graduates prefer Q’, is certain to be
inaccurate. The most important single finding of the study was that for any
given learning issue, the typical spectrum of opinions on that issue were
represented, in virtually the same ratios, within any biographical sub-
group.” (Willing, 1988: 150-151)

The thrust of much of the research into learning styles and strategies has
been to identify those characteristics which typify the ‘good’ language learner.
Rubin and Thompson (1983) suggest that ‘good’ or efficient lcarners tend to
cxhibit the following characteristics as they go about learning a second language.

Good learners find their own way.

Good learners organise information about language.

Good learners are creative and experiment with language.

Good learner make their own opportunitics, and find strategies for getting
practice in using the language inside and outside the classroom.

Good learners learn to live with uncertainty and develop strategies for
making sense of the target language without wanting to understand every
word.

Good learners use mnemonics (rhymes, word associations ctc to recall what
has been learned.)

Good learners make errors work.

Good learners use linguistic knowledge, including knowledge of their first
language in mastering a second language.

Good learners let the context (extra-linguistic knowledge and knowledge of
the world) help them in comprebension.

Good leaners learn to make intelligent guesscs.

Good leancrs learn chunks of language as wholcs and formaliscd routines
to help them perform ‘beyond their competence’,
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12. Good learners learn production techniques (eg techniques for keeping a
conversation going).

13. Good learners learn different styles of specech and  writing and learn to
vary their language according to the formality of the situation.

In a study of 44 ‘good’ lcarners of English as a foreign language in South-
cast Asia, Nunan (1988c) was forced to conclude that certain strategy prefer-
cnces did seem to typify the ‘good’ language learner. He states that:

"The most striking thing about this study was the fact that, despite the di-
verse contexts and environments in which the subjects learned English,
practically all agreed that formal classroom instruction was insufficient.
Motivation, a preparedness to take risks, and the determination to apply
their developing language skills outside the classroom characterised most
of the responses from these ‘good’ language learners. The free-form
responses reinforced the general pattern of responses provided by the
questionnaire. Given the homogeneity of responses, it is clear that we
cannot reject the notion that there is a correlation between certain learning
strategy preferences and the ‘good’ language learner.”

Thesc studies have obvious implications for pedagogy. In particular, we necd to
develop strategics for lcarner training, and follow-up research needs to be
conducted to determine whether learners who are by nature not particularly
effective can be taught these ‘good’ learning stratcgies.

5 RESEARCH AND THE TEACHER

There is one final aspect of an empirical approach to methodology which I
would like to refer to now. This is the involvement of the teacher in classroom
rcsearch. This is not a ncw idca, of course. As far back as 1975, Stenhousc
argued that it was not enough for tcachers work to be researched. They need to
rescarch it themselves. More recently, Larsen-Frecman and Long have written:

"There is a growing amount of attcntion thesc days being given to tcacher-
initiated action research whosc intent is to help gain ncw understanding of
and, hence, enhance their tcaching. "Action research usually involves a
cycle of self-observatior or reflection, identification of an aspect of class-
room behaviour to be investigated, and sclection of appropriate procedures
to investigate and interpret behaviour®,

(Teacher Education Newsletter 4, 2, Fall, 1988)
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“The attention action rescarch is receiving gives us cause for optimism. We¢
hope that someday all language tcacher preparation programs will imple-
ment a “train-the-tcacher-as-classroom-researcher® component (Long,
1983). If such a development were to ensue, eventually we might find
language tcachers less vulnerable to the vicissitudes of language teaching
fashion and more willing to rely on the power of their own rescarch.”
(Larsen-Frceman and Long forthcoming)

6 CONCLUSION

In this paper, I have argucd that language teaching methodology needs to
be placed on a more secure empirical footing. Materials, learning tasks and
pedagogic exercises nced to be based, not on ideology or dogma, as is too often
the case now, but on evidence and insights into what makes learners tick. I have
tricd to show that a considerable body of knowledge already exists and can be
rcadily exploited by matcrials designers and methodologists. I have also indicat-
ed ways in which current research can be extended by a research agenda based
on the organizing principle of the pedagogic task.

In the long run, rescarch will only be cffective to the exteat that it is cm-
braced by teachers. Theicfore, there needs to be a much closer relationship
between teaching and research and between teachers and rescarchers, and
teachers themselves need to be involved in the rescarch process. Such involve-
ment is consonant with the vision of Barnes, who said: .

“... to frame the questions and answer them, we must grope towards our
invisible knowledge and bring it into sight. Only in this way can we sec the
classroom with an outsider’s eye but an insider’s knowledge, by secing it as
if it were the behaviour of people from an alien culture. Then, by an act of
imagination we can both understand better what happens and conceive of
alternative possibilitics." (Barncs, 1975: 13)
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CONTENT-BASED LANGUAGE INSTRUCTION IN
SECOND AND FOREIGN LANGUAGES

JoAnn Crandall and G Richard Tucker

Content-based language instruction is an integrated approach to language
instruction drawing topics, texts, and tasks from content or subject mattcr class-
es, but focusing on the cognitive, academic language skills required to participale
cffectively in content instruction. The integration of language and content in-
struction and the subsequent development of content-based language programs
is of growing importance in both second and foreign language instruction in the
United States, and we suspect will be of interest to language educators in other
scttings as well.

In this paper we will:

discuss the intent and design of content-based instructional programs;
describe some of the strategies and techiques which characterize thesc
programs;

outline some means by which such programs are implemented; and

identify some arcas of nceded rescarch and development.

WHY INTEGRATE LANGUAGE AND CONTENT
INSTRUCTION?

Increasingly, sccond and forcign language cducators in the United States
arc turning to academic subject or content areas as a means of improving lan-
guage instruction and mecting the special language needs of their students. The
(English as a) sccond language tcacher is faced with a dramatic rise in the
number of language minorily students in American schools and the need to
prepare them to compete successfully in English-medium classes, while the
forcign language (cacher is faced with the increased recognition among language
majority individuals of the importance of forcign language proficicncy and the
nced to help students develop more than minimal foreign language skills.

Integrated language and content instructional programs offer an opportuni-
tv to both broaden and decpen a student’s proficiency in the foreign or second
lunguage. Such programs provide students the possibility of acquiring the more
formal. decontextualized, cognitively complex academic language used in solving
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problems and communicating ideas and thoughts orally and in writing (Cum-
mins, 1981; Snow, 1987). Content-based language instructional programs are
designed to help students achieve language proficiency beyond development of
social language skills which are more commonly addressed in language
classrooms or the knowledge of the forms of language (Cantoni-Harvey, 1987;
Curtain and Pesola, 1988; Mohan, 1986).

The integration of language and content instruction, then, is of major inter-
est to both second (English) and foreign (Spanish, French, Chinese, etc) lan-
guage educators. For second language cducators, the nced is acute. During the
past fiftcen ycars, the number of language minority individuals in the United
States has increased dramatically and today, it Yepresents the fastest-growing
population. As a result, in many metropolitan school districts, the majority of the
school-age population comes from homes in which a language other than Eng-
lish is spoken. Because of demographic trends, these numbers are rapidly in-
creasing; by the year two thousand, the majority of children in major metropoli-
tan arca schools will most "kely be language minority.

Although some of these students enter school with some proficiency in
English, their proficiency is not usually adequate for them to undertake the
complex cognitive tasks in English that school demands, and for thosc who enter
with little or no English, the challenge is even greater. Bilingual education
programs are provided in some areas, enabling studenis to continuc cognitive
and academic growth in their mother tonguc while they arc studying English,
but these programs are relatively scarce. More common are transitional pro-
grams in which students are provided with English as a second language instruc-
tion for an hour or so a day, usually for one to threc years, during which time
they are expected to acquire sufficient grounding in English to be able to receive
all their instruction in regular, English medium classes with their English-spcak-
ing pcers. Unfortunately, as a number of studics have demonstrated, while these
studcnts often arc able to interact socially in English--to talk informally with
other childres: and with their tcachers--they arc not able to perform the morc
cognitively complex academic language tasks which arc required of them in their
math, scicnce, or social studies classes. They lack what has been called Cognitive
Acadcmic Language Proficiency (Cummins, 1981; Dawe, 1984) or the ability to
dcal with increasingly decontextualized language (Snow, 1987), the kind of lan
guage proficiency aceded to understand math language and solve math prob-
lems; to read science textbooks, conduct experiments, and write lab reports; and
to interpret maps, graphs, and charts and write cssays in social studies. Almost
immcdiatcly after being "mainstrcamed,” that is, after being exited from their
ESL programs, thesc students begin to experience difficulty in their academic
work, falling progressively behind their English-speaking peers (Collier, 1987).

The problem is cspecially great for Hispanic students who constitute the
largest minority language group. Approximatcly 50% of these students will leave
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school before graduation. One statistic alone illustrates the severity of the situa-
tion: if a student in the United States is Hispanic, was born outside of the
United States, entered school speaking no English, lives in a family which is at or
below the poverty line, and is male, his chances of graduating from high school,
statistically speaking, are almost 0%! (Cardenas, Robledo and Waggoner, 1988).
While sociocconomic status, educational role models, cross-cultural communica-
tion problems, and other factors play a role, a significant factor in the education-
al failure of these students is the burden which English language medium in-
struction places on them, especially in mathematics and science (Crandall, Dale,
Rhodes and Spanos, in press; Cuevas, 1984; Duran, 1979).

For language majority students the need is also grcat. Relatively few
American students study a foreign language for more than two years, and those
who do rarely achieve sufficient proficiency to gain access to more than basic or
simplified texts written in that language or to be able to carry on discussions of a
complex nature or otherwise interact or negotiate effectively in that language. If
students are not presented with complex cognitive texts and tasks, with oprortu-
nities to develop advanced oral and written language skills in their foreign lan-
guage classes, then it is not surprising that they exit from their foreign language
programs with only minimal proficiency. Foreign language educators, then, are
looking toward content-enriched or content-based language instruction te help
expand the proficiency of language majority students by presenting at least a
portion of the academic curricuium through a foreign language (Curtain and
Pesola, 1988; Schinke-Llano, 1985).

CONTENT-BASED LANGUAGE INSTRUCTION:
SOME PROGRAM MODELS

Content-based language instruction is not really ncw to English language
teaching. It has been used in tertiary programs in English for Spccific Purposcs
or in sccondary or tcrtiary programs which teach English for Academic Pur-
poses; in adult programs which teach Vocational English while tcaching related
job skills; and cven in programs to train foreign teaching assistants at thc univer-
sity. Tracces of its origins can also be found in cfforts to tcach writing across the
curriculum or reading skills in the contcnt arcas. (See Crandall, 1987 for a fuller
discussion.) However, the scope has increased dramatically in the current intc-
grated language and content instructional programs, with instruction provided by
languagc teachcrs, content tcachers, or tcams of both.

Foreign language teachers have implcmentcd content-based language in-
struction in a numbcr of programs. These include partial or total immersion
programs, where a part of the child’s academic instruction is received through
the medium of a forcign language; the delivery of an academic course (often
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history or related social studics) through the foreign language; and innovative
two-way interlocking or bilingual immersion programs in which students of two
or more ethnolinguistic backgrounds are brought together to receive part of
their instruction in each of the two languages (Tucker and Crandall, 1985, 1989
Campbell, Gray, Rhodes and Snow, 1985).

Integrated language and content programs can be found in the elementary,
secondary, and tertiary levels in the United States. These programs may be the
purview of the language teacher, the content teacher, or both. In a content-
based language program, the language teacher (usually with assistance from a.
colleague who teaches another content area; for example: a math tcacher,
science teacher, or social studies teacher) develops a special language class
which uses concepts, texts, and tasks from the content area to teach the lan-
guage. The class might be a Math/ESL course which tcaches the English lan-
guage skills required for mathematical problem solving or a history course
taught through the medium of French of Spanish. Both of thesc seck to enable
students to acquire academic language skills in that language, but the degrec to
which the language teacher is responsible for the actual subject matter instruc-
tion varies from only providing skills to enable the students to participate in
another content course to actually providing the content instruction (Short,
Crandall and Christian, 1989; Crandall, Spanos, Christian, Simich-Dudgeon and
Willetts, 1987).

Converscly, subject matter tcachers (often with the assistance of the lan-
guage tcacher) may adapt their instruction to accommodate different levels of
language proficiency in their classes. These classcs, known variously as sheltered
English or language sensitive content classes, arc increasingly provided in
schools in which language minority students constitutc a large population. Here
the language teacher acts as a resource to other tcachers, helping them to in-
crease the means by which linguistically different students can learn the academ-
ic concepts and skills. These techniques might include the use of demonstra-
tions, visuals and or other objects to cstablish meaning; the usc of interaction
and communication activities in the classroom to enable students to communi-
cate cffectively in the register or language of the subject arca; and often the use
of adapted or simplificd texts and materials (Short, Crandall and Christian, 1989;
Crandall, Spanos, Christian, Simich-Dudgeon and Willetts, 1987).

Some programs have parallel instructionai designs, sometimes referred (o
as paired or adjunct courscs (Snow and Brinton, 1988). In these, students re-
ceive instruction from (wo tcachers, a language tcacher who may focus on the
rcading or writing skills required for a history or psychology course, while the
history or psychology instructor focuscs on concept development. These paired
programs arc often found at the tertiary level.

An example of a program which uses all three approaches, with integrated
instruction offered by the language teacher, the content teacher, and in parallcl
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courses, is the program provided by CAL to Honduran students in Tegucigalpa
preparing for university study in the United States. In that program, math and
science classes are taught by bilingual instructors, who integrate progressively
more English language in their instruction during the three trimesters, begin-
ning with Spanish medium textbooks and instruction and then switch to shel-
tered English instruction, ending with English as the medium for texts and
instruction. At the same time, English teachers are introducing progressively
more content into their instruction, using both content-based and parallel
instruction. The program is particularly fortunate to have one science instruc-
tor who is also a qualified English language instructor, but the majority of the
program design has emerged from cooperation across the disciplines.

At the elementary level, a two-way bilingual or interlocking immersion
model may be employed, whereby students from two different language and
cthnic groups are brought together in one class to receive some of their aca-
demic instruction in one language and the remainder in the other. In these
programs, all instruction must be sheltered or integrated with language devel-
opment, since at any time at least some of the students in the class will not be
proficient in the language of instruction. (For more information on these and
other forcign language models, see Tucker and Crandall, 1989.)

ATTRIBUTES OF A CONTENT-BASED
INSTRUCTIONAL PROGRAM

Regardless of program design, tie following eight attributes are characteris-
tic of a content-based instructional program. (For a fuller discussion, see Snow,
Met, and Gene« e, 1989; Short, Crandall and Christian, 1988; Cucvas, 1984).

1. Instructional objectives are drawn from language, academic content, and
thinking or study skills, usually at the intersection of these. A language
teacher might focus on the ways in which addition is signalled in mathcmat-
ics or algebraic word problems--for example, through the sum of, plus, and,
increased by or in addition to,--and help students to use this language in
paired, small group, or cooperative learning activities which promote inter-
action in that language. The math tcacher, on the otber hand, might focus
on strategies for setting up and solving these problems, while noting the
special language in which these problems are embedded. Both would di-
rectly or indirectly involve thinking skills of analysis and classification. (Sce
Crandall, Dale, Rhodes and Spanos, in press and Spanos, Rhodes, Dale and
Crandall, 1987 for a fuller discussion of lexical and semantic, syntactic, and
discoursc features of mathematics and algebra which pose difficulty to both
linguistically different and English-speaking students in mathcmatics prob-
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lem solving.)

Schema or background knowledge must be developed in the language. This
is usually accomplished through oral language activities, which precede
extensive reading and writing activities, although it is possible to use writ-
ing--especially interactive writing such as dialogue journals or computer
networking--as a means of developing and activating schema at the same
time as academic language is being developed. Using top-down processing,
general knowledge is developed before details are addressed.

Both content-obligatory and content-compatible language can be included
(Snow, Met and Genesee, 1989). That is, while the teaching of magnetism
necessarily includes teaching such terms as to attract, to repel, magnetic
properties, magnetic fields and classification language and skills, it also
provides an opportunity, among others, for developing vocabulary of a
variety of items (which can be evaluated as to their magnetic propertics), as
well as descriptive language and rhetorical skills concerning the patterns
iron filings make on paper when magnets are used.

Paired and small group interaction are used to develop and to demonstrate
proficiency in the academic language. Cooperative or collaborative learning
and peer-tutoring may be employed. Activities are specifically developed to
encourage student interaction with the content material and ncgotiation of
meaning. When possible, class size and conditions permitting, the teacher’s
role may shift to facilitator of Icarning, rather than direct presenter or
lecturer of information. Although direct presentation is still necessary,
teachers may spead more time interacting with small groups of students
when they need redirection or clarification or other explanations.

A wide range of materials is used in the classroom. Traditionally, language
classes focused on two kinds of texts: extended discourse, such as that
found in textbooks or novels, and dialogues, such as those found ir plays or
sadly, only in other language textbooks. However, broader and deeper uscs
of the language require that students be able to interact with and produce a
variety of texts: maps, charts, graphs, tables, lists, lab reports, diagrams,
timelines, and other forms and documents. Authentic materials, drawn
directly from the content area, can be used, although it is often necessary to
adapt the information to make it more accessible to students with less
developed language proficiency. This does not mean that the material is
“watered down" or somehow less rich in concepts; it docs require, however,
that the information be restructured so that relationships between ideas
become clearer and new vocabulary is adequately contextualized in the
early prescntations while schema are being developed in that language.
Ironically, the restructuring of large amounts of connected discourse often
results in the presentation of that information in other kinds of texts such as
flow charts or tables, exactly the kinds of texts which students need to
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master anyway. For example, in a lesson dealing with the various branches
of government, it may be more effective to draw a chart with reflects the
specific roles and responsibilities of each branch, clarifying the concepts
while developing the language needed to discuss this topic. If appropriate,
students may be asked to read a long passage in which these ideas are
presented as a later activity.

Multiple media and a variety of prescntation techniques are used in the
classes to reduce the reliance on language as the sole means of conveying
information or demonstrating meaning. Thus, content-based language
programs or language-sensitive content programs use demonstrations, a
wide variety of audio visuals, authentic materials, objects, and even guest
speakers. For example, an elementary science class on animal classification
might benefit from a visit by a veterinarian or zookeeper who brings ani-
mals to the class and points to differences and similarities, allowing students
close observation and perhaps even touch as a means of really understand-
ing the classification system. Although oral and written language are
employed, they are supported by many other sources of information for the
students.

Experiential, discovery, and hands-on learning are also used to encourage
students to develop concepts and interact with each other, placing the
language learning into relevant, meaningful frames. Experiments and
rescarch projects are particularly appropriate, as are the use of games, role
plays, and simulations. When students can work together, cooperatively, in
doing experiments and presenting results, the important academic language
is learned as are the concepts.

Writing is included both as a means of thinking and learning and as a
means of helping students to demoustrate what they are learning. Lan-
guage experience stories, students as authors, dialogue journals, learning
logs, and other writing activities are used. Even asking students to draw
pictures or diagrams and labelling these can be helpful as can developing
stories sequences which reflect activities in which students have been
engaged. Both provide opportunities for students to develop sequencing
skills at the same time as language skills. Of particular interest is the prac-
tice of having students write their own mathematics word/story problems,
since in doing so they are demonstrating mastery of the special language in
which word problems are embedded as well as their understanding of
mathematical/scientific formulas such as that of distance = rate times time.
Writing activities can also serve as modeis for those which are required in
the content area: for example, lab reports, essays, and rescarch papers may
all be introduced in the language class.

Some sample strategy sheets or lesson plans, describing lessons for students
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at various levels of language proficiency, are provided in Short, Crandall and
Christian, 1989; Cantoni-Harvey, 1987; Mohan, 1986, as well as in several other
texts and papers listed in the references.

A MODEL INTEGRATED CLASS

Perhaps what would be most useful here is to describe a particularly suc-
cessful high school algebra/ESL class which one of us recently observed. The 25
students in the class were all relative newcomers to the United States, having
been there no more tkan four years. The students were from a number of ethno-
linguistic backgrounds (about half were Hispanic, from a number of Central and
South American countries) and their English proficicncy varied widely. Al-
though the classroom was very small and cramped, students sat at round tables,
with six or seven students per table. As students began to settle down, the
teacher passed out sheets with questions relating to the previous night’s home-
work. Students worked in pairs, asking and answering questions about what the
problem is asking, what is already known, or how the problem might be solved as
the teacher moved about the room, providing help when necessary. Students
then volunteered to go to the board, often in pairs, to explain thsir answers.
Following this was a short review on solving inequalities, followed by a vocabu-
lary game in which the teacher gave a definition ("'m thinking of a term for..")
while students working at tables sought to spell the word with lctters on the
table. The tcacher awarded students a point for the first right answer and
another point for spelling it correctly. (These points can later be added to
quizzes or tests Lo improve the scores.) A lot of discussion and negotiation was
heard as the students tried to figure out the word. After about fiftcen minutes,
the teacher collected the letters and shifted to a classification activity. She put
on the board a variety of different algebraic expressions, equalitics, and incquali-
ties, without giving any information about any of these, and then asked students
to point out what kinds of similarities they could find within the many items.
Students pointed out that some arc binomials or have scveral variables, before
they arrived at a way of classifying theze into the three categorics. Whenever
students offered explanations or points of similarity, the teacher would ask the
class whether others agreed or not. Students worked until they arrived at
agrcement and correct answers, though the teacher did not openly label any
answer as “correct” or "incorrect.,” Subsequent activitics included reading aloud
the various items, and copying them onto the proper place (expressions, cquali-
tics, incqualities) in a chart on the board. While competition is a part of the
class in the vocabulary game, the majority of learning is cooperative, with stu-
dents who have more advanced mathematics or more proficient English skills
helping thosc with less. Although the teacher does some dircet presentation, so
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also do the students, providing ample opportunity for the teacher to determine
how well the students are able to use mathematics language productively in
thinking and solving problems. There is a textbook, but the teacher has supple-
mented that with materials which focus attention on language and break down
problems into several steps; other “texts” such as charts are developed by the
students in their classwork. Students write out explanations and, talk them out,
as well as perform the more usual algebraic tasks of setting up and solving
problems. What is particularly important about this class is the enthusiasm and
the degree to which students are actively engaged in their education. Not sur-
prisingly, these students also experience a great deal of success. Classes taught
through an integrated language and content approach can be found throughout
this school and overall school success is also high. Some 85% of the students
who enter remain in school and graduate.

Admittedly, this is an exemplary class in an exemplary school, but classes
with various degrees of integrated instruction can be found at all levels, taught by
a wide variety of teachers, using a number of different activities and materials.
As student enthusiasm and learning from these classes increase, so does the
likelihood that more integrated instruction will occur within these classes,
spreading to other teachers and classes who learn of their colleagues’ success.

IMPLEMENTING A CONTENT-BASED INSTRUCTIONAL
PROGRAM

Content-based second and foreign language programs often result from
collaboration between a single language and single content teacher, then spread
to collaboration between disciplines/departments, to collaboration among
teachers in a number of departments in the institution, and even throughout a
school district. A language teacher may initiate the collaboration, seeking to
make the language instruction more relevant or more challenging to students.
However, the language teacher may also become a resource to a content teacher
who is seeking to find alternative ways of making the content accessible to a
wider varicty of students. In some cases, schools may decide to integrate the
teaching of language--cspecially reading and writing--across the curriculum and
thus teams of language teachers and other subject matter tcachers work together
to develop a morc integrated program. In still others, a school district may
decide to develop integrated curricula, to enable teachers to more effectively
intcgrate their instruction. One school district has developed an clementary
curriculum which takes objectives from all the content areas and integrates these
with English as a second languagc objcctives into one curriculum.

Programs usually develop because of interested teachers, who scek to lcarn
from cach other through classroom observations, interviews, and analyses of
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texts, tests, and other materials. To accomplish the shared discussion and col-
laboratior, some planning time must.5%e provided by the administration, both
before the academic year and during it Time is needed to plan the curriculum
and develop lcsson plans, as well as to vevise these as they are implemented.

A key factor in program success is the support of an administrator who
provides time for joint planning, preservice and inservice training, and cur-
riculum development. It is also important for administrators to ensure that
teachers attempting parallel instruction have the same studeants in their classes.
Although this may sound obvious, more than one paired program has experi-
enced difficulty because this kind of planning had not taken place.

FUTURE INITIATIVES

Since this approach to integrating instruction is relatively recent, there are a
number of areas in which additional work is needed. Among these are teacher
education, student assessment program evaluation, and the preparation of text-
books and other instructional materials. Additional research into the academic
language and specific registers of mathematics, science, or other areas is also
needed.

Except for the occasional course in content-based language instruction,
such as one that one of us (Crandall} recently taught at The American University
or that was offered at the 1988 TESOL Summer Institute at Northern Arizona
University, current language teacher preservice education does not specifically
address ways of integrating language and content instruction or even provide
adequate instruction to enable teachers to perform their own needs assessments
or analyze subject matter texts and classroom tasks for their language and cogni-
tivc requirements. As a result, language teachers may feel inadequately pre-
pared to structure and teach a content-based course.

To help provide needed education and training, a number of seminars, insti-
tutes, and other inscrvice educational programs have been developed for ele-
mentary, secondary, and tertiary level instructors at local, state, and national
levels. For example, there are summer institutes for elementary foreign lan-
guage immersion teachers, as well as institutes for college and university instruc-
tors seeking to integrate English and math, science, or other instruction. But
thesc exist in short supply and arc often isolated cducational activitics. Only
rarely is it possible to build in peer observation and feedback or sustained coach-
ing to assist the teacher in implementing the innovation.

What is needed is a comprehensive educational program, inserting appro-
priatc courscwork into prescrvice education and then providing an ongoing
program of inservice education, involving observation, discussion, dcmonstration,
and coaching for tcachers attempting to implement this challenging approach.
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Idcally, master teachers should be identificd and trained to function as trainers
in their institutions, providing observation and feedback and collaborative learn-
ing.

Student assessment represents another challenge. What should be as-
sessed, and how? If a program is truly integrated, then both academic concepts
and language should be tested, but currently, few if any appropriate instruments
are available. Instead, teachers use a battery of language proficiency tests,
achievement tests which are intended to measure academic achievement in the
first language, and other informal measures. Some informal measures of
mathematics language are being developed by linguists and mathematics educa-
tors in a current project at CAL, but these are merely a beginning. What is
needed is a series of measures which evaluate how well a student has mastered
academic language and content in the target language, as well as tests which
separate these sufficiently to identify whether what is needed is additional atten-
tion to the language or the conceptual development. Some initial attempts in
both second and foreign languages have been made, testing language within a
content framework. In addition, a series of sample assessment items in mathe-
matics have been developed which teachers can use to measure student progress
in understanding math language and concepts. Papers describing these tests;
discussing the problems in developing appropriate measures; identifying relevant
trends in assessment of reading, mathematics, and language proficiency; and
other issues related to assessment were delivered at a recent seminar on student
assessment in integrated instruction which was held as part of the activities of the
Center for Language Education and Research at CAL (Crandall, ed, forthcom-
ing).

Program evaluation is also needed. Not surprisingly, no longitudinal evalu-
ations of content-based instructional programs have been undertaken, since
evaluating the relative cfficacy of using various language methods is notoriously
complex and slippery and even more so when academic content is included.
Morcover, since these programs are relatively new, they are difficult to charac-
terize and thus to evaluate--quantitatively or qualitatively. However, if we are to
convince others of the efficacy of this approach--something many of those in-
volved in both second and foreign language instruction in the United States
firmly believe--then evaluations will need to be carefully structured to provide
both formative and summative information.

Perhaps the most pressing need of all is adequate materials upon which to
base these programs. Currently, teachers or schools develop their own materi-
als, something which requires inordinate amounts of time and is inefficient. But
the development of integrated curricula and materials is very complex and
demanding, as those of us involved in the development of a new ESL series for
clementary students arc discovering. Identifying grade appropriate objectives
from the various subject areas taught to elementary studcnts and then combining
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these with secon’d language and language arts*bbjectives, as well as the develop-
ment of thinking skills, is enormously challenging. Still, such materials are
needed if we are really to encourage more teachers to increasc the academic and
cognitive load i in their language teaching, Foreign language teachers have a right
to expect texts on geography, history, government, business, and culture to be
available in'the. languages they teach, and even to be able to set aside one part of
the current curriculum to be taught in another language, as is done in some
innovative language programs which enroll elementary immersion program
graduates.

Additionally, a great deal more research is needed to describe the ways in
which language is used in nqq“h sclenée and other content learning and to idea-
tify the specific lexical and gamanne, syntactic, .and discourse features which are
characteristic of the reglster§$of thiese ﬁelds Especxally nnportant is the analysis
of protocols of students engaged in negotiating meaning in learning these various
content areas, although classroom observations, interviews with students and
teachers, analyses of classroom discourse, texts, and tests are important as well,
Using these various methods, several colleagueg at CAL have been investigating
the ways in which students develop and use math language in their mathematics
and algebra learning, with special attention to places in which the language
serves as a barrier to effective problem solvmg (Spanos, Rhodes, Dale and
Crandall, 1988). Some intitial research in secondary biology and physical
science classes has also been undertaken. These, and comparable work by Dawe
(1984), Mohan (1986), and others are prowdmg a much better research base
upon which to develop classroom activities anid curricula, but additional research
of this type is sorely needed.. : :

In the meantime, the nun} er of i xnnovatgve programs of integrated language
and content instruction is incfeasing in both s€cond and foreign languages, at
clementary, secondary, and tegtiary levels, Additional research, teacher educa-
tion, materials and test development, and program evaluation can only serve to
strengthen what has emerged ds an exciting instructional approach.
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THE METHODOLOGY OF THE MODULE:
A CONTENT-BASED APPROACH

Ian Martin

It is a basic principle in this paper that the WHAT of language teaching
gives us considerable insight into the HOW, whereas the reverse is not the case
at all.

In other words, an approach to second-language instruction which takes
content at its starting point content is a better basis from which to address the
learning needs of intermediate and high-intermediate learners thar an approach
from process alone.

I would also argue that the alleged theoretical dichotomies commonly
advanced such as those between product-criented and process-oriented syllabus-
es, between analytic and synthetic curricula, between usage and use and so forth,
can be softened in the context of a content-based approach.

I propose to limit myself in scope to the making of what many refer to as
"thematic modules": that is, a unit of study in a language course intermediate in
scope between the lesson and the course. The module, not the individual lesson,
it is suggested, constitutes the basic unit of study in a content-based approach.

In the modules ! and my colleagues make up at York University, they seem
to last from nine to eighteen hours which, in our non-intensive undergraduate
format where classes meet three hours per week, amounts to from three to six
wee’s. In our intensive pre-sessional programme for international students, a
module might run about a week or two.

The “content" I refer to may be drawn, as it is in many educationa! settings,
from the various subject-matter courses "across the curriculum” at the university,
and its "content face-validity" may be screened by subject specialists. Alternative-
ly, the content of modules may not be "dependent-academic”, but have indc-
pendent academic value - and academic credit - in their own right (as is the case
in my college). Here, topics arc drawn from what ESL teachers believe will
intcrest international students coming to Canada, and have an explicitly culture-
learning focus.

In recent years, with an incrcased concern for the global environment, my
colleagues and I have been developing modules on such topics as: War and
Peacc, A Global Culturc?, human rights, women and development, population
control, the information ecnvironment, the ozonc laycr and so forth. We have
madc modulcs on particular countries and cultures, rcgional conflicts, specific
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world crises or issucs.

The audience for this particular module-making activity has largely been
international, heterogeneous classes of foreign undergraduate students at York,
as well as speakers of French from Quebec, Canada’s francophone province,
who have decided to live in the English-speaking multicultural environment of
Toronto while studying in a user-friendly atmosphere afforded them by a bilin-
gual (English-French) college of York University, Glendon.

Any good content-based teaching in whatever format has the well-known
advantage of involving learners in intercsting, cognitively demanding first-sccond
and third-person content - enabling them to enlarge their knowledge whilc
broadening and deeping their linguistic skills.

The argument for the modular format combincd all the content-bascd
advantages with the flexibility of being sclf-contained and embeddable into cexist-
ing (not content-based) programmes. An important additional practical consid-
eration is the relatively low cost of content-teaching through moduies, when
comparcd with the various formats whereby language tcachers work together
with content teachers over the duration of a whole coursc; such adjunct courscs,
sheltered seminars, team-tcaching arrangements and the like are quite costly.

At one (common) extrcme, a course may consist of several modules ar-
ranged in scquence and those who have already adopted onc form or another of
content-based syllabuses in their own practice may have begun at the point at
which my paper Icaves off, and may not scc their units or themes as separable
into modules.

In Glendon’s curriculum, approximately one-quarter of our courses consist
cither of sequenced modules or are predominantly modular. In the latter case,
modules are separated from cach other by a focus-on-form session or a
focus-on-learncr training session which may draw upon modular content but is
not restricted to it.

The other courses are largely skill-based (integrated-skills or skill-focussed)
or genrc-based (drama, literary and non-literary text, non-print media, print
media). Content is far from absent in such courses, but they are not, strictly-
spcaking, content-bascd. In our ESL courscs on grammar, on language lcarning,
and on translation and comparative stylistics (English-French), a single thematic
modulc may be employed at some point in the course in order to practice skills
in a cognitively demanding theme, against a backdrop of another syllabus format.

The notion of trialling a content-based module may appcal to programme
planncrs who wish to experiment with minimal changes within their existing
programmes without nced of tackling the complexitics of designing a full course
with a new syllabus format. Each tcaching context has its own peculiaritics, and
it would be a valuable professional development tool for a small team of teach-
crs to be asked to get together to design a module which could be used across
the programme.
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Modules are useful in three other practical ways. In teacher-education pro-
grammes, they permit greater focus on process-methodologies than do tradition-
al single-lesson practice-teaching tasks. In a tailor-made York/Glendon Certifi-
cate Programme in EFL Teaching with Special Reference to China, offered a
few years ago, the teaching practicuum involved pairs of teachers from the PRC
preparing a module designed to last over several lessons, and they were observed
and evaluated at various phases of the moduic as it unfolded. They were able to
delve more deeply into both the content and the process in this way, and came to
see the communicative valuc of content. 1 have since learned that they have
relabeled their upper-year courses-formerly called “intensive reading” or “exten-
sive reading’, “newspaper rcading” and so forth with “content labels” (Youth in
the West, World Issues, Introduction to Management and so forth), and have
achieved encouraging results.

Second, modules fit in to the contemporary communicative performance
testing format which slowly (but, I hope, surely,) will replace the TOEFL and
MELT discretc-point tests as evidence of language competence for North
American university entrance. These tests adopt, in effect, a minimal form (two-
three hours or so) of the content-based module (pre-input organizers, spoken
and wrilten textual inputs as prompts, tasks in which both the learner’s experi-
ence and the textual input intcract to produce both spoken and written outputs,
cvaluation for both form and content) and, it is to be fervently hoped, will
producc a significant washback effect on overseas teaching of candidates expect-
ing to attend North American universitics.

Third, and most recently part of my expericnce, the modulc may prove to
be a valuable tool in the early stages of ESP course design, encapsulating as it
does the smallest valid unit of the conteat-learning process. In a Canadian-
sponsorcd human resource development project in Southcast Asia with which 1
am associated, we are in the process of investigating the learning contexts of
course participants at the various SEAMEO Centres focussing on such fields as
environmental science, tropical medicine, scicnce cducation, agriculture, and
archcology. We are considering preparing, as part of the necds analysis, "diag-
nostic modules” for cach of these fields. In each module, appropriatc content,
learning tasks, lcarner training, overt language support, and evaluation will be
built in, trialled as a+sort of probe, the results of which will scrve gencral nceds
analysis and anticipate materials development to come (which may or may not
be modular or module-supported).

Finally, students on the whole likc modules. As is the casc with any good
content-based programme, they claim to like the idea that they can "kill two
birds with onc stone". Two cascs in which modules don’t work, it may be duc to
onc of two mismatches: (1) the content chosen is simply too complex, remote,
context-reduced, boring, irrclevant, or culturally inappropriate for the particular
learncr or learncrs, or (2) the conteat is too triviai for learners who arc alrcady
4 ¢ »
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experts in the field dealt with.

These problems can be handled by a sensitive teacher. The first problem
ariscs naturally when material is in the trialling stage and - assuming that the
topics choscn are metivating and culturally appropriate - they can usually be
solved either by finding more appropriate input texts or by revising the methodo-
logical variables (any or all of the following: decreasing the amount or complex-
ity of input, strengthening the linguistic or motivational aspeets of the pre-input
preparation by, enhancing the treatment of the input, or varying the expected
outpuls).

BASIC DESIGN CHARACTERISTICS

Modules may be (a) contest non-specific or (b) context-specific.

In the first case, they are simply designed according to generalized pedagog-
ical und sccond-language learning principles and may be targeted to general-
purposc language-learners or a heterogencous populadon of specific-purpose
learners. Modules of the first type are typically designed by language teachers
without specialist knowledge of the subjeet matter being treated.

In the second case, the module’s design may be sensitive to the methodolo-
gy, preferred learning modes and cognitive landscape of a specific discourse
community. These are true ESP modules, aimed at a well-defined, relatively
homogencous learner population, and are typically designed by language teach-
ers possessing specialist knowledge in the field in question or by language teach-
crs in conjunction with subject specialist.

GENERAL PURPOSE MODULES

The general dtructine of a general purpose modulce is a concatenation of
these clements:

STARTER + INPUT T + TREATMENT (1) « INPUTII +
TREATMENT (11} + SYNTHESIS (14 11) + OUTPUT TASK + EVALUATIOP

Other common clements such as BRAINSTORMING, LANGUAGE
FOCUS, LEARNER GLL AWARENESS TRAINING, INDEPENDENT
INVESTIGATION, CRITICAL ANALYNIS arc not positioned a priori, but
rather may appear at appropriate points along the chain as determined by
pedagogical considerations. Nor are INPUTS necessartly limited to a magic
number; nevertheless, twoas the hare momming (lon the SYNTHESIES phase o
operate at feast twe inputs are required ).
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Many of these elements need no explanation: STARTERS are motivators,
frame-sctters, and probes designed te establish what schemata the learners bring
to the topic, and where they might wish/need o go with it. STARTERS gencral-
Iy include such methodological devices as advance organizers (discussion or
handout), which chart the course over the length of the module, specify what
lcarning objectives might be accomplished and establishing some ground rules
(time, resources available, form of evaluation cte).

BRAINSTORMING (some call tnis activity clustering or mind-mapping) is
a cooperative excrcise in which the participants (usually teacher-directed) freely
generatle concepts within a topic. The teacher writes down these fragments
(principally of lexis) as they pour out and may contribute him/herself. Next, the
teacher would attempt to order them into g visual "map” of the schematie territo-
ry. BRAINSTORMING often is purt of a STARTER or it may come later and
focus sub-schemata.

LANGUAGE FOCUS i a floating clement in the design. It may include a
focus at any grammatical or rhetorical level, and is likely to feed in to LEARN-
ER GLL AWARENESS TRAINING (some call this “learning strategy instruc-
tion"), which also is a floating but noncthceiess essential clement in the concept of
module presented here.

LEARNER GLL AWARENESS TRAINING is aimed at engaging the
learners' interest in their own processes of learning by supplying them with some
cognitive and metacognitive language with which to deseribe and comment upon
their own learning. This is @ noble tradition in Toronto, which dates back to the
“GGood Language Learner” (GLL) project and the various applications of this
study. In fact, some of our courses actually begin with a module on "How to be a
Better Language Learner”, and this conteat is available during the remainder of
the course.

TREATMENT is a cover-all, frankly teacher-centred, term for the phase
immediately following the INPUT phase(s). Here, the range of methodological
"moves” is extremely varied, ranging from maore input-tied (processing of input)
to activitics which are less input-ticd (reacting to input, doing something with the
inpat).

SYNTHESIS is the phase during which two or more diserete inputs and the
various “gaps” set up by them are “resolved” through TREATMENT or TASK
activities.  TREATMENT activitics at the syethesic phase, such us comparing
and contrasting the two inpuls, wims ai using the two nputs (it complementary)
to build up a compaosite picture or, (if they are divergent) to take a new position.

TASK is nowadays familiar as it focuses on the phase in which the learner is
tansformed from being largely o "consumer’ of others” information (receiving
and processing the INPUT)Y (o becoming a ‘producer of his/her own informa-
tion or an "applicr” of the yiven mput (and, conunonly and importantly, addition-
al data pathered through INDEPENDENT INVESTIGATIONY ta his/her own
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interests and concerns. Larger tasks, requiring considerable outside data-gather-
ing or library research are called PROJECTS. According to the design aspect
described here, while every module must have a TASK phase, the teacher may
well not choose to require full-blown PROJECTS from each and every module.

CRITICAL ANALYSIS, described here as a floating activity, represents for
my collcagues and me at Glendon a necessary deepening of input compreken-
sion, looking as we do at the "ideology" of texts and the schemata which they
exemplify - often in implicit "between-the-lines" terms. Here, we would engage
the learners in a discussion of the underlying cultural, social, and political
assumptions contained in a textual input. We look at fact/opinion, bias and
viewpoint and implicit presuppositional information,

INPUT descrves more extensive discussion, since the modules content is
based upon a careful selection of "new information" proffered to the learner and
upon which the learner will work with a view to eventually producing his/her
own oulput,

The following ten design aspects have evolved over the years at
Glendon/York. They do not pretend to be startlingly innovative, nor do we
always draw upon all equaily in every module. They represent guidelines for

module-makers and teachers are invited to select from, modify and add to the
list accordingly.

1. It should be potcntially comprehensible (ie at or just beyond the learner’s
linguistic (including schematic level). Input texts which are "authentic” for
(idcalized) native speakers or those "discoursc community club-members" -
native or non-native-speakers - who woulid be familiar with the concepts of
the ficld may not be authentic for particular learners.

2. It should be potentially interesting or non-trivial to learners; ie it may deal
with content which is salient in their local, regional, national environment;
or, if not, it may deal with material which encourages learners to "think
globally, act locally".

3. It should have content face-validity with respect to the knowledge (schema-
ta) held by some valued discourse community (local-national or inter/
supranational) with respecet to the same topic. Putting this another way, it
should contribute to actual or potential "club membership” into such a
discoursc community.

4. It should possess sequential potential, lcading the lcarncr cumulatively over
the course of the module (and beyond, hopefully) into greater depth of
understanding of the topic.

5. It should scrve as a stimulus for and casily lcad in to a variety of treatments
and concatcnated learning tasks (both text-focussed and permitting "jump-
ing off from text").

6. It should have a high "magnetic” value and be capable of attracting other
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“found" inputs to it (eg inputs from the mcdia, conversational culture, etc).
It should be drawn from a variety of sources: inputs may be spoken/print
media, may cater to popular/academic audiences, may presupposc no/lay/
familiar /specialist /expert background knowledge, may be “live" or not, may
be computerized or not (in which case, it may be interactive or not). In
Glendon’s programme, we have a particular bias for multi-modal inputs:
film (biased) + text (balanced) + live lecture (biascd against the film) (“the
ozone layer")
lecture (balanced, frame-setting) + field-trip + student oral presentations
(“Canadian landscapc art")
ficld-trip + lab work + text-book chapter (natural science 1opic)
casc study + text-book chapter+ lecture-discussion (management science
topic)
popular science article + film + expert lecture ("ape languagce™)
video + simulation game + library research + student oral prescntations +
field-trip ("native-white rclations in Canada®)
It should stimulate debate critical analysis of bias/viewpoint/opinion/
value-oricntation of the inputs. Inputs are both to be built up and decon-
structed, so that learners not remain in a passive stance or be overwheimed
by the input; the process of transformation of input of intake to learner-
output is paramount.
It should allow for the possibility of cognitive dissonance among the inputs.
There are many cases of lectures providing quite opposing vicws to thosc
contained in the text-book chapter. If a module establishes a partial
schema through INPUT I and then challenges this schema’s validity
through INPUT I, it lcads to morc powerful learning in many cases than if
all INPUTS point idcologically in the same direction.
A recent module I developed on “Canadian landscape Painting” (with expert
help!) led international students to learn the vocabulary of traditional rcalis-
tic outdoor landscapes, and later challenged this schema by a lecture and
ficld trip on "abstract cxpressionist landscapes®. The dissonance and uncer-
tainty created a lot of cognitive tension from which some very good argu-
mentation developed.
10. It should be teacher-developed (wherever feasible, in conjunction between
language teachers and subject specialists), kept as onc of a module-bank of
materials and activities, and continually refreshed and re-cvaluated. 1f the theme

is topical and generative, new input texts will suggest themselves and be included
in the module packagc.

Finally, guidclines for the EVALUATION of content-based modules can
only be touched upon here. The main point to make is that cvaluation is con-
ducted as part and parcel of the learner’s output; there docs not need to be a
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"language quiz" at the end of cach module (there have been, after all, opportuni-
tics for language focus during the module). Instead, the output is evaluated on
the basis of its initial objectives, and linguistic form is focussed upon only within
the larger context of the output task.

SPECIFIC PURPOSE MODULES

ESP modules, once produced, possess many ol the design characteristics of
the general-purpose module deseribed above, but filtered through our knowl-
cdge of the teaching-learning processes, the inputs and outputs, of the subject-
matter ficld in question.

Here, the ESP analyst must undertake a preliminary analysis of the
communicating community contexts, both ideal and instantiated, of the discourse
community whose content will provide the subject focus of the module.  Essen-
ually, this is the same sort of investigatine phase as in standard ESP analysis, but
with the advantage, suggested carlicr, that an carly product of this analysis would
be a unit of content - the "probe” module - which could be trialled carlier and
less disruptively than could a full-blown course.

Content face-validity must derive principally from a process-oricnted sub-
ject specialist (especially one who is interested in transforming outsiders into
memberseof the “club” represented by those who practice the subject). T am
reminded of Swain's (19587) cautionary remarks to the effeet that “typical content
teaching is nol necessarily good second Tanguage teaching”. Our objective with
modules is to achicve both good content teaching and good language teaching
simultancously, and this objective can only be reached when "insiders” 1o the
content collaborate with lunguage teachers, who are by nature trained o be
process-oriented.

Design characteristics for ESP modules vary according o the ficld, but can
broadly be analysed according to INPUT und OUTPUT phases, with certain
broad characteristic typical of the kind of ¢pistemological enquiry the learner is
engaged in. Various typologies have been suggested (the disciplinary divisions of
the ELTS revision project are: arts and sociat seiences, life and medical scicnees,
physical scicnee and technology ). Each type has its own communicative contexts
and preferred teaching-learning sy les and 1omsters its own degree of permitted
link between the abstract and the conercte,

Our pointis merely that ESP tield-spedific schematia can be analysed ae-
cording to (a) their declarative (ideational) content, (by their preferred interper-
sonal means for processing, teaching-learning and investigating, content, and ()
preferred textualizations of (a) and (1) topcther 1 is the ESP module designer’s
challenge (o make such a sensitive imvestigation and to encapsulate this under-
standing in the form ol a probe module,
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METHODOLOGY: THE HOW

It will come as no surprise that 1 suggest that, having fully investigated the
implications of the content in question, there i relatively litthe 10 be said for the
existence of an independent "how” - an autonomous methodology.

Already. the module teacher has been kept quite busy, with activities focuss-
ing primarily on content presentation, processing, manipulation (treatment),
synthests, output and cvalnation!

The content-bascd teacher will have assembled the module and sketched
oul its main "menu’. She will have provided an initial framing, brainstorming
and have stimulated interest in the topic. She will have provided ongoing con-
tent-processing support (advance organizers, built-in redundancy, resonance
between and among inputs, visual support, argumentation diagrams and so
forth): she will have “fastened onto the content” herself, involved in the deepen-
ing conversation within the topic at hand (and discovering through her students
aspects of the topic she was previously unaware of}; she will have provided
opportunitics for evaluation and self-cvaluation so that input processing and
tash-work is carcfully monitored; she will have mainteined her usual level of
fanguage support, dirceting learners to make betier use of dictionarics, grammar
handbooks, and other self-access learning aids, all within the focus of continuous
GLL Learner Traming,

in a4 content-based module such as the ones T have been discussing, meth-
odology is subordinate to the overall ebhjective of dealing with content. T think
that « rediseovery of the extremely rich communicative potential of the WHAT
in language teaching permits us o explore now imurrated methodologies which
serve that content-hased objeative
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LISTENING AND NOTE-TAKING IN
HIGHER EDUCATION

Jane Jackson Fahmy and Linda Bilton

Why should EAP instructors take an interest in research about lecturing?
Most information is still conveyed to university students through lectures. This
teaching method requires sophisticated listening and note-taking skills and poses
additional difficulties for non-native students. Therefore, research is needed to
identify those areas which might be amenable to improvement through teaching.
This paper briefly reviews research on lectures and describes a linguistic study
undertaken at Sultan Qaboos University in the Sultanate of Oman, which has
implications for EAP methodology.

LITERATURE REVIEW

Most research on the lecture method has been undertaken in a native-
speaker context. Bligh (1972, 1980) and Beard and Hartley (1984) have
cxamined the ways information is presented in lectures and recommendations
for improving students’ study skills have been made by Gibbs (1981) and Brown
(1979). Only a small number of rescarchers have considered the special
problems of foreign students in understanding lectures given in English.

Wijasuriya (1971) analyzed forty-six taped lectures in a variety of disciplines
and suggested that logical connectors and discourse markers were an important
but neglected aspect of "classroom” language. He recommended that these
features be included in listening comprehension exercises for foreign students.

Holes (1972) investigated the English language problems of overscas post-
graduate students at the University of Birmingham. He found that many stu-
dents’ problems were caused by their being unaware of culture-bound knowl-
cdge, by their inability to interpret either the speaker’s intonation or stress, and
their ignorance of colloquial cxpressions and changes of register. He pointed
out that specch has a lower level of redundancy for the forcign listener than for
the native.

At the University of Newcastle-upon-Tyne, Morrison (1974) set out to
dcterminc and rate the listening comprehension problems that overscas post-
graduatc students encountered in Science courses. By means of questionnaires
he identified the following linguistic fcatures (in order of difficulty):
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the referential system (anaphora, cataphora, etc; transition markers and
logical connectors) :

lexis (especially idiom and nominalized groups)
phonology.

Both Holes (1972) and Morrison (1974) stress the need for EAP courses to
be based on a descriptive analysis of spoken discourse. In line with this recom-
mendation, a study of the linguistic features of lectures has begun at SQU with
the aim of providing pedagogical guidelines for EAP materials writers and in-
structors. The first area of inquiry has focussed on lexis and addressed the
following rescarch questions:

1.  What are the dominant means used by lecturers to explain and elaborate
vocabulary?

2. Is there a relationship between the lecturer’s method of explaining and the
way the students record information?

SQU STUDY
BACKGROUND TO STUDY

While previous studics have dealt with forcign students in Britain attending
lectures alongside British students, the SQU study involves native-speaker pro-
fessors lecturing to groups of non-native speakers. This situation is becoming
common as more institutions of higher cducation are opened in developing
countries to meet the demand for science and technology.

Sultan Qaboos University, Oman’s first university, opened in 1986 - a major
achievement since formal education did not begin in the Sultanate until 1970.
The overall English language proficicncy of students entering the institution is
low. To upgrade their English and develop their study skills, the first two semes-
ters are devoted to a foundation course which is comprised of fourtcen hours per
week of English language tuition and six hours of Science.

SUBJECTS

Two British geologists, who had no previous cxpericnce of teaching NNS,
lectured to students in the Science Foundation Course.




Q

ERIC

PAFullToxt Provided by ERIC

METHOD

Both professors introduced Geology in a serics of fifty minute lectures
spanning four weeks. They presented the same material to three scparate
groups of twenty-five freshmen in regular classrooms. The first and last lectures
of cach topic were audiotaped for both lecturers and forty were transeribed,
noting such prosodic fcatures as intonation, stress, rate of speech, pause and
nonverbal features (g writing). This type of transcription permitted a functional
analysis of the discourse of ¢xplanations.

Following Chaudron’s work on vocabulary claboration (1979, 1982, 1988)
the matcrial sclected for our analysis included "all instances of the use of special
terminology or expressions that the teachers in some way qualified, explained,
questioned, repeated, paraphrascd, or expanded on® (1979, p- 5). Analogics
were also considered in this regard.

In order to discover the most frequent means by which lecturers explained
and claborated vocabulary, it was nceessary to devise a quantifiable unit of
analysis which we have termed an elaboration. 1t consists of a base word or
phrasc followed by one or more reformulations.

In our coding scheme, all base words are coded as A and subsequent
reformulations as B, C, and so on. The following cxcerpts illustrate typical
claboration patterns. The base words are in italics and reformulations in bold
face.

(1) AB Pattern: a simple claboration with a base word followed by one retor-

mulation:
We can sce that quarts is sometimes ... compleicly colourless ... vou can see
here ... has no colour
Here is a rock which is composed entirely completely of ooliths

(i) ABC Pattern: a base word followed by two reformulations:
Some of the beds have clases . stones or what we call pebbles
biological or organic precipitation . that is with the help of animals and
plants

(i) AAB Pattern: a basc word followed by a repetition and then a reformula-
tion;
This mincral effervesces ok it effervesces .. it bubbics with HCT and that's
quite a usclul word
You know crystallization .. crystallization is the formation of erystals.

Some examples involved up to seven reformulations, olten with other clabori-
tions embedded, making the explanation very difficult to follow.  Such instances
we have termed verbal mazes. In the following excerpt Lecturer B attempts to
explain "conglomerates” and in the process claborates on (wo more ierms
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"bonded together” and “finer scdiments" and also gives an analogy far removed
from the scientific context.

Conglomerates . rocks in which pebbles arc rounded . and they're bonded
together held together . by finer sedirments or by ccment the - same word as
for cement that we usc for building . uh it just mcans sticking together .. so
a varicty of different mincrals . can act to hold together . there are - some
of this is cementcd by iron compounds .. so conglomerate roundy rounded
pebbles . held together . all all conglomerate mcans is a bringing together .
uh . you can also havc - if you have a number of companics in busincss .
that join together . then they arc also called a conglomerate . so conglomer-
ate just mcans . many diffcrent things together (Lecturer B).

For cach claboration a check-list was devised to record information about
such fcaturcs as:

type and complexity of pattern
discoursc markers

speed and stress

overt signals of importance
type of explanation
technicality of terms used.

The data were then analyzed by computer using the Statistical Package for the
Social Scicnces (SPSSX). Frequency counts and cross-tabulations of variablcs
were performed to determine significant associations.

RESULT
(a) Type-Token Ratio

Language varicty was mcasurcd by taking a type-token ratio of twenty lee-
tures - ten by Lecturer A and ten by Lecturer B. Al incomplete words, spellings
and single letters, such as chemical symbols, were omitted and a varicty of fillers
("ah, oh, cr") was reduccd to onc type. Comparison of the type-token ratio
between the two lecturers revealed a stylistic difference in the amount of vocabu-
lary uscd in that Lecturer A employed more than B (Table 1). A difference was
also noted in the amount both lecturers used in the first and last lectures of cach
serics, with Lecturer A slightly increasing his vocabulary in the last lecture whilst
Lecturer B did the reverse.




Table 1

Type/Token Ratios (20 Lectures)
(Lecturer by Position)

first lectures (10)  third lectures (10)

Lecturer A 6.08

Lecturcr B 495

Column total 11.03

Type/Token
Ratios 552

(b) Type of Elaborations

Out of the 921 claborations identified in the twenty lectures, 429 were used
by Lecturer A and 492 by Lecturer B, This fairly cven distribution probably
reflects the uniform content of the lectures.

The most frequently used elaborations are portrayed in Table 2. The
dominant typc of pattcrn was the simple elaboration AB. The next most
common one was the verbal maze which included as many as seven reformula-
tions and containcd many repetitions of either the basc and/or its reformulation.

Approximately 80% of the pattcrns were simple; that is, without a sccond
claboration being embeddcd, but of the 20% that were complex, not surprisingly,
half of them were verbal mazes. These were almost cqually distributed between
the two lecturers and also between the first and third lectures. Onc might have
cxpected the langynge of explanation to have been more controlled by the final
lecture of each scries.

An cxamination of the constituents of the claboration patterns revealed that
60% of bases and 50% of first reformulations were cither nouns or noun
phrascs. This may be due to the predominance of scientific terminology in the
lcctures. Grammatical parallclism (noted by Chaudron, 1979), was strongest
between the base and its first reformulation; thercafter greater grammatical
varicty was evident. As onc might cxpect, phrases were more common in the
reformulations as the lecturer expanded on the base word.
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Table 2
Patterns of Elaboration

Frequency Percent

ab 407

verbal
maze

abc

aab

aba

abb

misc

Total

(¢) Entry

In most cases (64.2%), both lecturers began their elaborations directly
(Table 3). It is of pedagogical importance that only a very small number of
elaborations were initiated by questions from students. A cross-tabulation of
lecturer by mode of entry revealed that Lecturer B was twice as likely as A to
introduce the elaboration with a comprehension check. Another stylistic varia-
tion was that Lecturer A used three and a half times more discourse markers as
entry signals than did B. As detailed in Table 4, th: ones most frequently
employed were "pause”, "so", "now", and "and".




Table 3
Cross-Tabuiation of Mode of Entry by Lecturer

Mode of  Count Row
Entry Row Pct. Lecturer A Lecturer B Total

direct 239 352 591
40.4% 59.6% (642%)

discourse 142 4() 182
marker T8.0% 21.9%. (19.8%)

comprchension 37 77 114
check 32.5% 67.5% (12.4%)

student 23 M
query 67.7%. (3.7%.)

Column 921
Total : . 1009%




Tablc 4
Cross-Tabulation -~ dry Signals by Lecturer
Entry Count Row

Signals Row Pct. Lecturer A Lecturer B Total

¢

58 20 78
74.4%, 25.6% (39.2%)

2 7 33
78.8% 21.2% (16.7%)

26 27
96.3% (13.69%)

19 1 20
95.0% 5.0% (10.19%)

slower 11 3 14
speech 78.6%%, 21.4¢, (7.0%)

misc. 15 27
55.6% (13.65%)

Column 155 : 199
Total 77.9%. 100%%.

(d) Connectors

Nearly halt of all claborations contained one or more sentence connectors.
The most common ones were "so" (33.142), "or" (25.74), "and” (16.6%.), and "ok"
(14.5¢%) (Table §). "So" fcatured in all patterns. "Or" was used most commonly
where there was only one reformulation, such as in the AB pattern: but in
complex patterns "and" was the favoured connector.
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Table 5
- Cross-Tabulation of Connectors by Lecturer

Connectors Count Row
Row Pct. Lecturer A Lecturer B Total

61 171
35.7% (33.1%)

68 133
(25.7%)

86
(16.6%)

75
(14.5%)

17 3 20
85.0% 15.0% (3.2%)

17 15 32
53.1% 46.9% (6.2%)

Column 326 191 517
Total 63.1% 36.9% 100%

Besides using more discourse markcers as cntry signals, Lecturer A em-
ployed a greater variety of sentence conncctors. For example, some of his
explanations were linked by such explicit phrascs as "another word is", “we call

b
nom

them®, "which means”, and "in other words".




{e) Exit

Fifty two percent of all elaborations concluded with a discourse marker as a
special signal, two and a half times more than were used on entry (Table 6). Of
the two lecturers, A used almost 20% more than B, who preferred to continue as
if the elaboration was a parenthesis or simply exited directly. Only 6.8% ended
with a comprehension check by the lecturers. None of these solicited informa-
tion from the students to confirm that they had understood, rather they served
more as discourse markers to signal the end of a topic.

Table 6

Cross-Tabulation of Mode of Exit by Lecturer

Mode of Count Row
Exit Row Pct. Lecturer A Lecturer B Total

discourse 280 199 479
markers 41.5% (52.0%)

parenthesis 113 180
62.8% (19.5%)

direct 169
(18.3%)

comprehension 63
check (6.8%)

student 30
query 3.3%)

Column 921
Total 100%
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The results of a cross-tabulation of exit signals (discourse markers) by lec-
turer are shown in Table 7. They reveal that both lecturers tended to pause at
the end of an elaboration (45.4% of cases). The most frequently verbalized
discourse markers were "so" (12.7%), "and" (10.1%) and "ok" (7%). Lecturer A
was almost four titzes more likely to employ “so" than his colleague and five
times more likely i use "and” as exit signals.

Table 7
Cross-Tabulation of Exit Signals by Lecturer

Count Row
Row Pct. Lecturer A Lecturer B Total

115 132 247
46.6% 53.4% (45.4%)

54 15 69
21.7% (12.7%)

55
(10.1%)

38
(1.0%)

faster 32
following (5.9%)

102
(1.9%)

543
100%




(f) Stress and Speed

Studies by Henzl (1973), Wesche and Ready (1985) and Mannon (1986)
have suggested that native speakers speak louder and more slowly to emphasize
lexis when addressing non-native speakers. However, this study does not reveal
any systematic use of stress or speed for this purpose.

In more than half of the elaborations, the eatry was not stressed, which was
quite unexpected. Ir 62:2% of the cases there was no stress on exit either. The
reformulations were emphasized slightly more than tne base only in the case of
Lecturer B.

In just under 40% of the elaborations there was no change in tempo. Fur-
ther analysis revealed no systematic use of tempo by either lecturer.

(g) Importance Signals

Only 8.3% of the elaborations were accompanied by verbal markers of
importance, such as "you'd better commit this to memory". However, 46.5% of
the time, the lecturers either wrote on the board or referred to the students’
handouts, thereby underlining the importance of the verbal message. The
amount of writing accompanying the elaborations did not change between the
first and third lectures, perhaps again due to the controlled syllabus. A cross-

tabulation of lecturer by writing showed that Lecturer A used 20% more writing
than did his colleague.

(h) Technicality of Vocabulary

Of all the elaborations, 55.8% (514) of base words were technical, 33.6%
(309) non-technical and 10.6% (98) semi-technical. In this study, a semi-
technical term is an everyday word which has a specific application in the scien-
tific context. In the following example, hardness would be dcfined as a semi-
technical term. "The property of hardness is a measure of the resistance of a
mineral to scratching'.

Fourty five point eight percent (422) of the first reformulations were also
technical, 45.9% (423) non-technical and only 8.3% (76) scmi-technical. This
shows that the incidence of non-technical terms increased from the base word to
the first reformulation by 12.3%. An even la.ger reduction of technical vocabu-
lary in the reformulation might have been expected, but an investigation of this
variable by lecturer revealed that Lecturer A tended to stay technical throughout
an elaboration whercas Lecturer B introduced more non-tcchnical vocabulary as
his claboration proceceded. In summary, both lccturers tended to start with a
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technical base but Lecturer B switched more readily to a non-technical register.

It was observed that if the base was technical the lecturers tended to use
more than one reformulation as shown in the following example where Lecturer
A makes three attempts to explain the term saturated

does anyone know the term it’s saturated .. well it means basically that the
sea water cannot dissolve any more salt it is full uh there’s no more room

for it- it won’t dissolve any more -- it’s safurated it is full of salt (Lecturer
A).

Both professors spent more time explaining the technical vocabulary to ensure
that the students understood the basic concepts of Geology, whereas the non-
technical vocabulary was less important to them.

(i) Definitions

Half the claborations in the corpus are some form of definition, accom-
plished by such structures as “that is called", “this/x means", "we define/describe
as", "x/this is ... a (kind/type of)..". For example:

(a) Minerals that have a glassy lustre we describe as being vitreous
(b) Diagnostic - it means that it is helpful in identifying
(c) Lustre is the property of the mineral to reflect light.

Seventy five percent of ail these definitions began with the term that was defined,
as in Examples (b) and (c) above. Inversion of the term defined and its defini-
tion (Example (a)) occurred in only 25% of the cases.

Sixty three point one percent of all definitions were accompanied by writing
on the board or reference to the lecture handout. This provided some technical
definitions which the lecturers expanded on. Seventy point two percent of all
definitions were of a technical nature. A cross-tabulation of definition type by
lecturer revealed that Lecturer A employed two-thirds of all the technical defini-
tions. Mot surprisingly, the majority of the technical definitions (78.7%) involved
some writing or a reference to the handout.

Of significance was the small number (5.9%) of definitions actually arising
from students’ questions. Comprehension checks by the lecturer introduced
almost a quarter of all the definitions, far more than for elaborations in general.
The lecturers asked a similar number of questions about non-technical and

technical terms. This may reflect their awareness of the limited vocabulary of
their students.
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() Analogies

A pedagogically interesting form of elaboration is the analogy, which can
sometimes make a concept easier to understand. For example, Lecturer A
explained the term "symmetry" by referring to a face and a mirror. At other
times an analogy served to enliven the lecture and establish rapport with the
audience.

In the following excerpt the lecturer tries to explain the scientific term
"preservation” by means of story-telling as he takes students back in geological
time and involves them in the discovery of a fossil. He also shares a joke with
them and further personalizes the discourse through the pronoun "you".

A few people who were working up there .. a few tens of years ago.. 1930’s
discovered that there were some mammoths beautifully preserved . in ice in
the glacier ok.. and . the way they figured this had been - this had happencd
was that there was this mammoth walking along . a big car two tusks walk-
ing along. it fell into a crack in the icc... and it was frozen beautifully pre-
served.. and the scientists were told about this by some locals who were
working up there and when the scientists arrived and saw this mammoth ..
they were a little bit too late because of the- locals had eaten half of the
mammoth . because the meat was still fresh it was just like putting a chick-
en into your freezer .. and being deep frozen .. they must have had mam-
moth steak for supper (Jaugher) .. and the scientists . had a look at the uh -
the structure and it’s now refrigerated still .. in some uh the deep - uh they
dry they freeze-dried it you know like coffec it’s been dried by being a - a
frozen all the water was removed. and you know you may have heard of
people who a - a want to a - have eternal life and when they die they ask for
themselves to be frozen so that if in the future there is a - a cure for their -
a - their disease they will be unfrozen and a ... themselves and their wives
will be united again (Lecturer A).

In moving from a scieatific term to an everyday one, problems in communi-
cation can arise from the different backgrounds of lecturer and audience. For
example, the lecturer’s references to the frecze-drying process and freezing for
the afterlife may be lost on Omani students. What is part of the lecturer’s
day-to-day living may not always be shared by his audience. In other lectures
Omani students may have been further baffled by the lecturers’ references to
“skyscrapers”, "hi-f\", "bubble-gum", "treacle”, "molasses”, "tax’, "crown’, and "a
business conglomerate”. There are dangers with this type of claboration: what is
intended to clarify may, in fact, mystify and morcover attention may be directed
away from the original concept as in the following example. Lecturcr B moves
from the scientific realm to what he supposes to be the common cveryday one
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but, in fact, goes beyond his audience’s experience and then fails to return to the
original context.

net means . the product . of a number of processes . uh the - if you - if you
take the upslope movement away from the downslope movement . then-
there is . a net . movement downslope because there is more movement
downslope than up do you have uh do you have income tax here in Oman

d’you - if you - if your uh parents earn money do they have to pay some Lo
the government

S: nono

if - if there was income tax here . let’s say you earn 1,000 - let’s say you earn
a 1,000 rials a day .. ok . any you have to pay 200 rials of that in tax . then
your net salary would be 800 . that’s what net means (Lecturer B).

In these Geology lectures, analogies tended to move .from formal scientific
discourse to a colloquial register, which was full of idioms, witticisms, vagueness
terms (eg lots of, sort of, etc) and shifting pronoun reference. Such features
would have been unfamiliar to many of the students whose exposure to English
has been restricted to a formal classroom setting. Thus, comprehension may be
impaired by semantic and cultural biases which are not shared by the lecturer
and his audience. At times, both parties may suppose that effective and accurate
communication is taking place when each is actually giving a different meaning
to the message. Further barriers to communication are discussed in the follow-
ing summary of the key findings of the discourse analysis.

SUMMARY OF RESULTS

The most frequently used type of elaboration was the simplc AB pattern,
with a base word followed by one reformulation. At first glance this would seem
to facilitate comprehension. However, ambiguities can occur with co-ordination
and apposition, where students may have difficulties distinguishing between new
information and alternative terms. For instance, in the following example, it may
not have been clear that the lecturer was using two terms for the same thing,

Detrital or clastic sediments are produced by physical scdimentation

For NNS who have not been alerted to the usc of grainmatical parallelism in
claborations, synonyms may be deccoded as additional items of information as in:

The mineral has a vitreous glassy lustre
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The second most common pattern in the corpus was the verbal maze with
its complex arrangement of elaborations. Assigning the proper connections
between the elements and retaining this information all the way through the
verbal maze is an impossible challenge for many overseas students.

With most elaborations there was no explicit phonological or verbal mark-
ing, so students would not be expecting this teaching strategy and would likely
not be prepared to note the explanations that followed.

Of special interest to EAP instructors is the fact that stylistic differences
between the lecturers were found in almost all the areas examined, including: the
amount and variety of vocabulary, the number of technical terms and definitions,
and the use of discourse markers and explicit signals of importance. Such stylis-
tic variations will be accentuated with lecturers from widely different back-
grounds, as is the case in most universities today.

All these factors taken together would tax the listening skills of even the
most proficient students.

STUDENTS’ NOTES

METHOD

The relationship between the lecturers’ method of explaining and the way

the students recorded information was investigated by means of a detailed
examination of notes on one topic. "Sedimentary Rocks" was selected as it was
the only one that spanned two class periods and therefore provided more mate-
rial for analysis. All of the elaborations were listed and the oncs employed in
both the first and last lectures were noted for each lecturer. These short lists of
base words were thought to represent the key terms on Sedimentary Rocks as
the lecturer felt it necessary to explain them on both occasions. This list was
used to provide a measure of the completeness and accuracy of the Ss notes. In
addition, the notes were examined for organization (hierarchy, sub-headings,
numbering), clarity and succinctness.

RESULTS

In "Sedimentary Rocks" (Parts I and II), 186 elaborations were used by Lec-
turer A and 232 by his collcague. In the introductory lecture (Part I), Lecturer A
increased his number of elaborations from 38 in his first session to 50 in the last;
whereas Lecturer B decreased his from 71 to 50. No such variation occurred in
Part I1.

A listing of the key words (Parts 1 and T1) showed that less than 10.0% of all
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basewords were repeated in the Igcturers’ parallel lectures, eighteen of Lecturer
A’s and 23 of B's. b _

Most of Lecturer A’s key words and two-thirds of Lecturer B’s words were
written on the board or referred to in the Ss handout. Lecturer A verbally sig-
nalled the importance of two-fifths:of his terms, while his colleague did so'in only
a few cases. An interesting observation was the fact that key words were explicit-
ly signalled much more frequently than were the base words that were not re-
peated in subsequent lectures. A

All of Lecturer A’s and almost all of Lecturer B's terms were technical or
semi-technical. This supports the ¢arlier findings that the non-technical vocabu-
lary played a subordinate rote, of curring as spontancous discqurse, whereas
technical vocabulary formed part of the syllabus

-

L)
(a) Handouts 3 ,‘4‘

An examination of the Ss’ notes revealed that 63.8% made independent
notes in English, while 36.2% simply wrote on their handouts. Of the latter
category, 17.2% used English and Arabic, 12.1% Arabic, and 6.9% English only.
On the handouts, the majority of anpotations were simply glosses of individuals
words and in most cases no attempt was made to add information such as
examples detailed by the lecturer. Whereas some students recorded the lectur-
ers’ reformulations, others wrote -down what they thought the translation was.
These students did not make full use of the lecture to improve their level of
English and may also have mistranslated, resulting in an inaccurate record. In a
few instances, some even placed the elaboration next to the wrong base word.

On their handouts, Lecturer A’s students recorded 16.1% of the explana-
tions of the key base words, whereas a mere 2.9% were noted by Lecturer B’s. It
is possible that since Lecturer A verbally signalled the importance of many of the
terms, his students recorded more of them.

Effective use of underlining, numbering, and highlighting was evident in
61.9% of the cases where Ss used only handouts, but only 19.0% copied down
diagrams or illustrations. A positive observation was that the majority of hand-
outs were neatly annotated.

(b) Independent Notes

When students took independent notes in English, it was found that, on
average, they claborated on far more key base words than did those who re-
stricted themselves to handouts alone. Lecturer A’s Ss rccorded half and Lec-
turer B’s just under one-third of the claborations. Furthermore, almost all
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students amplified their independent notes with examples and iilustrations;
hence, they had a more complete record of the lectures.

While three-quarters of the notes were accurate, 20% of them contained
inaccuracies, mispellings that interfered with communication, or unfinished
phrases, where the Ss had been unable to get down the full explanation.

Most of the Ss’ notes were neat and legible and more than half well-
organized. The Ss showed effective use of headings and subheadings, ordering
of details, and distinguished between important and less important information
by highlighting or underlining key points. However, a quarter of the students
made notes that were very disorganized with no systematic arrangement of ideas.
Some underlined indiscriminately and also had problems labelling diagrams,
either omitting words or misplacing them. As much as one third of the students’
notes included superfluous information and in the entire body of data, only one
example of an abbreviation was found.

SUMMARY

In summary, note-taking is a highly complex activity which simultaneously
involves listening, writing, and, to some degree, reading. Students must listen io
the lecture, select and organize what they are going to record and perhaps

modify what they have already written whilst attending to the constant flow or
information.

Our analyses of both handouts and independent notes revealed that many
students were not aware of the cues given by the lecturer to signal his key base
words and had difficulty extracting them from the ongoing discourse. A few
attempted to write down everything said. When students did try to record
important points, they made no use of standard abbreviations or any form of
shorthand and, thus, had difficulty limiting themselves to information-carrying
words. In almost half of the cases where independent notes were made, layout
was poor and relationships between items of information were not clearly indi-
cated. As a result, students were left with an incomplete and misleading sum-
mary of the lecture.

Based on the findings of this study, some suggestions are made to promote
a more effective technique of note-taking.

SUGGESTIONS TO IMPROVE LISTENING AND NOTE-TAKING SKILLS
OF NNS

1. Materials for the Study Skills course should, whenever possible, be based on
EAP instructors’ obscrvations of their students’ lectures. Features of the
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lecturer’s delivery could be noted using a small number of items from a

checklist which should include the lecturer’s use of:

- logical connectors (eg, "but", "so", "and" etc)

- discourse markers of frames (eg, "right", "now", "ok", speed and stress)
signals of importance (verbal and non-verbal)

- techniques of defining and explaining,

Students can be encouraged to recognize and take advantage of their lec-

turer’s cues. For example an awareness of his signals of importance will

alert students to the necessity of recording information and should result in

more complete notes.

Students should be advised to eliminate from their notes such phrases as

"There are many different kinds of", "in other words", and "..is defined as"

so that they restrict themselves to information-carrying words. They should

practice the removal of redundant items such as articles, the verb “to be",

modal verbs, and unnecessary repelitions.

A list of standard abbreviations and symbols should be provided aleng with

suggestions on how to devise one’s own.

Students should be told:

(a) when it is appropriate to interrupt a lecture

(b) how to ask questions politely with correct intonation and stress

(c) how to make requests (eg, "Please would you speak more slowly")

(d) how to seck clarification when the lecturer uses anecdotes or elabora-
tions and to ask whether the information is additional or alternative.
The advantages of taking independent notes and annotating their handouts

in English should be stressed.

Extensive practice should be given in copying texts and diagrams from the
board or OHTs.

The Study Skills course should start with guided notes, where possible
based on the observed lectures, and gradually reduce the amount of sup-
port. '

When making independent notes, Ss should be encouraged to use a wide
margin and to leave plenty of space between their jottings during the lecture
so that, if necessary, inserts can be made.

Students need to be shown how to organize these jottings so that the rela-
tionships of the various points of the lecture are clear. For example, in-
struction should be given in the use of underlining, numbering of points,
subheadings and indentations so that after the lecture they are able to
reconstruct the lecture in the form of an outline. Ss should be shown how
to take advantage of arrows, decision trees, Venn diagrams, and flow charts
to organize the information they extract from their notcs.

A very useful classroom activity is proposed by Gibbs (1981). After a lcc-
ture, students, in pairs, examine cach others’ notcs with a vicw (o {inding
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out what strategies were employed. Then, in small groups, each student
explains his/her partner’s notes and the groups consider the characteristics
of all notes, selecting those which are the most useful. This activity is
intended to foster their awareness of the process of note-taking.

Students could use their notes to replay part of a lecture in small groups.
This activity should draw their attention to the need for complete and well-
organized notes.

If observation of lectures is not feasible, EAP instructors should at least
exploit authentic lecture material, preferably videoed and close in subject
matter and level to the lectures their stadents are attending,

Ideally, all listening comprehension and note-taking material for EAP
courses should be based on analyses of authentic spoken discourse, as
recommended by Holes (1972) and Morrison (1974), and echoed by
Murphy and Candlin (1979).
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ARGUMENT AND EVALUATION iN
ORGANIZATIONAL BEHAVIOUR: STUDENT
WRITING IN AN INTRODUCTORY COURSE

Pat Currie

The evaluation of student academic writing is of considerable interest to all
teachers, but of central importance to those involved in attempting to prepare
students for academic study. In their university careers, it is largely on their
writing that our students will be evaluated. It is in their writing that students
must convince the professor not only that they have learned the basic concepts of
that course, but also that they have learned to think and argue in ways acceptable
to the academic community. Bartholomae (1985) defines that task as follows:

*The student has to learn to speak our language, to speak as we do, to try
on the particular ways of knowing, selecting, evaluating, reporting, conclud-
ing, and arguing that define the discourse of our community." (p. 134)

Central to our task of student preparation, as we were reminded by Shaughnessy
(1977a), is an understanding of the nature of the task they are facing. Part of
the problem in trying to understand one aspect of the task -- evaluation -- is
caused by what Shaughnessy termed the "dual nature of the relationship” be-
tween the student and her evaluator. While on the one hand the relationship is
cooperative, in the sense that both student and professor are trying to under-
stand each other, on the other hand it is also a relationship of conflict, in terms
of the time and effort each is willing to spend on the other.: There is a limit to
the extent to which the evaluator will try to interpret what the student is trying to
say. Thus, if she is to convince the professor that she has mastered not only the
course concepts, but also the ways of thinking and arguing valued by that disci-
pline, the onus is on the student to communicate her ideas clearly and appropri-
ately to the professor -- largely through the written product. As such, then, the
written product is the rhetorical solution to the task or assignment.

I wish to thank the faculty and students from the School of Business at
Carlcton who participated in the study. I am particularly indebted to ore
professor: Geoff Mallory. I also wish to thank Aviva Freedman and Stan
Joncs for their insightful comments during the revisions of this paper.
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A second reason for the elusiveness of the nature of evaluation is suggested
by research which focused on the expectations as stated by the evaluators them-
selves. Studies by Rose (1979), Johns (1985), and Faigley and Hansen (1985)
found discrepancies between what evaluators said they wanted, and what they
actually did with what they got. In Rose’s study, professors who claimed to
consider global features of discourse more important than content instructed the
TAs who were doing the grading to "sift through poorly organized text" for the
right answer. If the information was correct, the student got the marks. Johns’
study led her to question some of the evaluators’ claims that while they consid-
ered sentence level errors irritating, such errors did not influence the grades.
Finally, Faigley and Hansen found significant differcnces between one instruc- |
tor’s stated criteria and those actually applied in grading, Such findings indicate
that in our efforts to understand academic evaluation, we need to go beyond the
explicitly stated criteria of the evaluators.

Furthermore, the students attempt this task for what has been characterized
(Shaughnessy, 1977a) as a very demanding audience:

"The academic audience is, however, the least submissive of audiences,
committed as it is ...to the assessment of new and as yet unproven interpre-
tations of events. The writer is thus expected to make "new" or arguable
statements and then to develop a case for them, pushing his inquiry far
enough to meet his audience’s criteria for fullness and sound reasoning."

{p. 240)

Such criteria for "fullness and sound reasoning”, of great relevance to any under-
standing of academic cvaluation, are the focus of much of the ongoing research
into the nature of argumentation. We have learned from current research (eg,
Bazerman, 1981; Freedman, 1988; Herrington, 1983) that the knowledge, values,
perceptions, and beliefs of a given academic community are manifested in
conventions. According to Maimon (1983), such conventions create "expecta-
tions in the minds of readers".

We need to examine the extent, if any, to which such conventions might
influence a professor’s evaluation of student writing -- how evaluators actually
respond to students’ attempts to imitate the ways of thinking, knowing, and
arguing in the academic community -- and to determine which approximate
behaviours are rewarded, which penalized. We nced to explore, for example,
what it in is the nature of the student’s argumentation that fails to convince the
cvaluator that she has completed the required intellectual task, perhaps even if
the right information is actually there. We need to ask which, if any, features of
the argument can compensate for other, perhaps serious, weaknesses in the
answer. Studies such as those by Herrington (1983) and Frcedman (1988) have
airecady contributed 10 our knowledge of the evaluation of real responses to real
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tasks, as students attempt to write themselves into genres in the fields of chemi-
cal engineering and law.

This paper will focus on the evaluation by the professor of one assignment
given in a course on Organizational Behaviour. The results suggest that argu-
mentation format does, in fact, influence grading, both positively and negatively.
The paper will also consider implications for EAP/ESP classroom instruction
and curriculum development.

The forum (Herrington’s terms for a group within a discourse community)
for this study is Organizational Behaviour, a sub-group of Fusiness studies at
Carleton University. The course is an introductory, required course, generally
taken in the second or third year in the Bachelor of Commerce programme,
which programme is offered within the School of Business in the Faculty of
Social Sciences at Carleton. It is one term long (ie, thirteen weeks), and consists
of two one-hour lectures per week -- given by the orofessor -- as well as in a one-
hour tutorial -- led by a TA. It is necessary, at this point, to stress that the
student writing done in this course is not writing for business in the sense of
letters or memos, but rather writing about organizational situations and prob-
lems for an academic audience; ie, academic writing for the social sciences.
Apart from the examinations, students write nine two-page assignments, which
account for 35% of their final grade. Each assignment requires the students to
apply the O.B. concepts from one chapter in the textbook and to respond to
questions set either by the professor or by the text.

The three students who participated in this study were all non-native speak-
ers of English: two from Hong Kong who were in their second year in Bachelor
of Commerce programme; and one from Macao, in her third year. All had been
exempted from further ESL instruction, either by their TOEFL scores or by
virtue of their having studied in a Canadian high school for more than three
years. As well, all three had taken the composition course required of business
students who do not achieve a certain standard on a test essay, given at the
beginning of their first academic year. All three had passed the course, which
consists largely of grammar-based instruction.

The particular question under discussion, based on a case study in the
course textbook, formed one part of the third assignment, due in the fifth week
of the course. Unlike many of the assignment questions, which required the
students to provide examples or other data to support their statements, this was
one of the few that required them to present an argument in the form of a train
of reasoning,.

The process by which the professor (who was also the course coordinator)
provided me with information regarding his evaluation of the assignment was as
follows: first, he graded the assignments, and briefly rationalized his grades, all
in writing; later, in a departurc from the normal process, he evaluated them a
second time in the course of a more detailed and focused interview with me.
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Thus, he evaluated each assignment twice.

The rhetorical analysis by Toulmin, Rieke, and Janik (1979) wrovides a
useful fra._;ework for the discussion of the evaluation. According to "sulmin et
al, observers of organizational operations have identified a standard deliberative
process very similar to that found in sciences, law, and other fields. It is by ne

means unique to business. Such standard procedures for resolving an issue are
as follows:

Facts are gathered,

Criteria on which the decision will be made are set out,
Alternative decisions are suggested,

The best alternative is chosen through careful argumentation.

In order to understand the nature of argumentation involved here, it is
helpful to analyze it using a categorization employed by Toulmin et al. They
divide argument into six major elements which they have labelled the "claim”, the
“warrant”, the "grounds”, the "backing", the "rebuttal", and "modalities”. In this
discussion we are concerned with the first three of these components. The claim
is the "assertion put forth publicly for general acceptance” (ie, the thesis - the
conclusion you reach, the prediction you make, or the decision you arrive at).
The "grounds” are the "specific facts relied on to support a given claim” (ie, the
statistics, the examples, or details derived from a careful analysis of the
situation). The "warrant" is the principle that enables you to use these particular
grounds in support of a particular claim.

In their text An Introduction to Reasoning (1979), they note that stating a
warrant explicitly is less common in business because those values or principles
are usually accepted by those in the organization; ie, they are "givens".

In Assignment Three, Part II, the section under discussion, the topic was
goals, efficiency, and effectiveness. The two companies involved in the case
study -- Acme and Omega -- represent two very different organizations. Acme is
a very efficient organization internally, with clear responsibilitics and narrowly
defined jobs. It is well integrated vertically, with good communication and
coordination within the departments. The goals are profitability and internal
efficiency in the high volume manufacturing of printed circuits.

Omega is a different organization. Where Acme is cfficient, Omega is
effective. Unlike Acme, Omega is well integrated horizontally with good
communication and coordination across departments. At Omega there are no
organization charts, as management fecl thcy would put barriers between spe-
cialists who should be working together. Omega’s goals arc not internal efficien-
¢y and profitability, but rather the cffective use of human resources, creativity,
and employee understanding of all aspccts of the organization’s activities.

In the case study, the firms are competing for a contract to design and pro-
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duce hundred working models of a prototype of a memory unit for an experi-
mental copier. In part two of the assignment, the students were asked to predict
the winner and justify their decision: "Which firm do you think will produce the
best results? Why?" The prompt itself provides no critieria for making the deci-
sion.

According to the course coordinator, it is possible to argue for either
company. In Figures 1a and b, the arguments have been displayed according to
the schema outlined by Toulmin et al. If you argue for Acme (Fig 1a), you need
to argue or warrant your grounds on the basis of the O.B. concept of “efficiency”,
the result of the company’s vertical integration -- the detailed organization charts
and job descriptions -- which ensure coordination and communication within
each division, and the ability to produce the required one hundred prototypes
within the specified time limits. Because of the lack of vertical integration at

Omega (the absence of organization charts and detailed job responsibilities, it is
not efficient.

ARGUMENT FOR ACME

WARRANT:

Fast Production of Prototypes (criterion)
achieved through
Efficiency (concept)

OPTIONS" l > CLAIM

Acme Omega Acme will get
o the contract
Coordination and Lack of org charts and

communication within detalled job descriptions

departments

Well integrated Not well integrated

vertically vertically

Efficient ot efficient

Figure 1a: Rhctorical Pattern of the Argument for Acme
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If, on the other hand, your argue for Omega (Fig. 1b), you do so on the
basis or warrant of "effectiveness": that good communication and coordination
across the functional divisions would enable them to create a good prototype.

Unlike Omega, Acme have the horizontal integration that would enable them to
do this.

ARGUMENT FOR OMEGA

WARRANT: Cood prototype design (criterion)
achieved through
“Effectiveness" (concept)

OPTIONSG: l/

/ \ Omega will get

) tract
Omega bcme the con

> CLATM:

Good communication and ot well integrated
coordination across horizontally
departments (horizontal

integration)

Effective use of human

resources

Figure 1b: Rhetorical Pattern of the Argument for Omega

The warrant involves a definition of the terms "best results' (fast produc-
tion/a well-designed prototype) as well as a statement of the O.B. concept (cffi-
ciency/effectivencss) that would enable the company to produce these results.

The next section will cxamine both the responses of the three students and
the course coordinator’s cvaluation of cach.

STUDENT A

Student A’s responsc to part two, which was graded as five out of ten in
both cvaiuations, is as follows:

14;
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In order to predict either Acme or Omega will provide the best results, we
need to summarize the characteristics of the two different organization
structure.

Acme is a highly centralized, formalized and specialized organization. They
have good vertical and horizontal structural linkages. They have detailed
organizatioral charts and job descriptions. They rely on the formal type of
communication where messages are flowed through memos. They are
under a closed buffer system. They are confident of their competitive
power. By concluding all these factors, we will not deny to admit that Acme
will produce the best results.

Omega is a highly decentralized, less formalized and less specialized organ-
ization. Even though the President is an expert of that field, he cannot be
the only one to make all the credits. They believe that formal communica-
tion will act as a barrier against their work. Most of the time will be spent
in assisting every employee to be certain of his duty in the organization.
This will lead to a time of meeting demands. Their jobs are not guided by
rules so they may have conflict about their real roles in the organization.
As a result, their performance will be violated. They can be efficient but
are not very effective.

In both his first and second evaluations, the professor strongly criticized
Student A’s answer. In his written comments he first questioned whether she
had really answered the question ("We will not deny to admit that Acme will
produce the best results”). On further consideration, he apparently changed his
mind accepting the language, noting, "I suppose so but she does not say 'why™.
In the later interview he explained that what he meant here was that some of her
support (grounds) was either incorrect or irrelevant. For example, the text
wrongly describes Acme as well integrated horizontally, and as having a “closed
buffer system" (this notion is illogical, as buffers operate between the organiza-
tion and the environment). Such problems also beset her argument against
Omega. Again, inaccurate grounds (that time in meetings preclndss good per-
formance, and that Omega is efficient but not effective) show her misunder-
standing of the situation. Furthermore, some of the grounds are irrelevant
("Acme arc confident of their competitive power", and "thc president of Omega
is an expert in that ficld").

His main criticisin, however, was that she had not stated the criteria by
which she was judging the alternatives: “She’s missed the "So what?" part -- how
this support constitutes an argument for Acme”. In Toulmin’s tcrms, she had not
adequately warranted her grounds on the basis of any theory or principle.
Consequently, she failed to convince the professor of her ability to think in a
manner valued by this community.

Her answer strongly suggests that wriling for organizational behaviour is
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not the same as writing for business. As noted earlier, according to Toulmin ef
al (and later confirmed by the professor), in business it is less common to state
your warrants because they are generally organizational givens. In the context of
the social sciences, however, when you are a university student trying to prove
that you understand the concepts and can argue appropriately, it appears that if
they are not specified in the question, you must state your warrants.

The professor’s comment -- "Ho hum here we go again” -- on Student A’s
first sentence ("In order to predict either Acme or Omega will provide the best
results, we need to summarize the characteristics of the two different organiza-
tion structure"), is relevant to an evaluator’s limits of time and effort. It is possi-
ble that his attitude was influenced by two considerations: first, as he explained,
that the question did not require the student to summarize; secondly, that the
.urface errors signal that the text will not easily accessible, and consequently will
require more effort.

STUDENT B

In the initial grading, Student B’s entire assignment threc was graded as "5-
ish"; part two, which follows, was later graded as 5-1/2 to 6:

From all the given facts in the casc analysis, it is likely that Acme Electron-
ics will succeed. The rcason being that Acme clearly establishes the re-
sponsibilities and tasks of all cmployces so that the jobs will be carried out
thoroughly and efficiently. Consequently, timely production is avoided and
the firm is able to keep up with the customer’s demand. In comparison,
Omega Electronics spends a considerable amount of time in meetings.
Therefore, the firm is not capabls of meeting delivery.

Although thc answer contains a linguistically clear and appropriatc claim,
the rest of the answer contains three major problems. The first problem --
causcd by lexical choice -- relates again to the expenditure of time and cffort.
The coordinator’s written comment on this assignment when he first graded it
was "not good - I did not understand the answer." The reason was the phrasc
“timely production”. It can be argued, I suppose, that the professor might have
figured out the student’s intended meaning, cither by gucssing, or by continuing
to rcad, using subsequent clues from the text. This suggestion, however, denics
the social context within the student was writing. In academic writing, the
burden of proof of mastery of knowledge rests with the student; the decision
about thc amount of time and cffort spent rests with the professor.

Gucssing might present problems in both areas. 1f, for cxample, he used a
common definition -- opportune -- the mcaning would not make scnsc in the
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context. If he next tried attributing to “timely" a meaning more directly associat-
ed with the word itself - "on time", the phrase would still not make sense, as an
organization is not likely to try to avoid punctual delivery. Given the context,
however, and the clue that the student is obviously referring to time, the profes-
sor could simply slotted in the meaning that would make the best sense -- late.
With this solution, the problem becomes more complicated, in that if the coordi-
nator chooses to interpret the word in this way, he is, in fact, constructing a
meaning opposite to what the student has actually said. The result is that it is
he, not the student who is answering the question.

The second option is to continue reading in the hope that the meaning will
become clear. In this text the professor’s confusion only increased, with a misuse
of the word "demands”. Whereas, in a business context, "demand" usually carries
the idea of "ongoing", this contract involved only one order. According to the
professor, the precise word would have been “requirements". These two errors
in lexical choice, which suggest the student’s failure to learn the language of the
community, appear to fit Shaughnessy’s (1977) category of "messages which
writers can’t afford to send”. They further support Santos’ (1988) findings that
professors regard lexical errors as the most serious. All students beginning a
new discipline must learn the language of that community. For those with less of
a background in the subtleties and nuances of language as for example, is gener-

-ally the case with those whose first language is not English--those to whom

"demands® and "requirements" seem indistinguishable in meaning, the task may
at times seem insurmountable.

A third option -- giving up -- appears to have been his choice. Confused, he
apparently stopped trying to interpret what she was trying to say.

The second weakness noted by the professor was the student’s failure to
explore why at Omega the coordination and communication were done through
meetings rather than formalized systems. If a student wants to make this claim,
she must at least attempt to support it. Nothing in the text, however, indicated
that the time spent in mectings led to an inability to meet a production schedule;
consequently, her grounds were inaccurate.

The professor’s response to the third major problem casts light on the
importance accorded warrants in the field of organizational behaviour. His
discussion suggests that warrants should precede and be distinct from the
grounds. Criticizing the placement of “cfficicntly, he commented that it should
have appeared nearer the first of the sentence, where it would have "located her
argument”. Before assessing the grounds, he needs to know the nature of the
argument that the student is making, ie, the warrant for the grounds she is offer-
ing. Without that warrant, he is unsure of the rclevance and appropriatencss of
her grounds. Perhaps, too, having to wait to discover the nature of her argument
increases the effort he must make in cvaluating the answer. When asked what
his evaluation would have been had the student stated, ncar the beginning, that
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what was needed was an efficient organization, be said that in that case her
argument would have been much more acceptable: "It’s what I would expect in a
good answer.” In argument, as is decision-making, the criteria on which the
decision will be made must be established before the argument can proceed; ie,
the warrant must be clear.

Nor was it enough for her to place it in the grounds, at the end of the
sentence -- theoretically, a position of emphasis. Perhaps what is required is that
it appear at the beginning to signal the stance the student has adopted toward an
organizational situation, the interpretive framework that she will use in her
argument. As it will serve as a given in the rest of her argument, it must be
placed near the beginning to provide coherence to what follows. Thus, at the
end of the sentence, it may violate the "given-now" order. By putting it at the
end, the student may have signalled that the criterion for judging the company
was not part of the central warrant, but that the information was secondary, or
part of the grounds. Studies of reading structure (Meyer, 1975), suggest that
sentence-initial information is more likely to be recalled than information in
sentence-final position. It is possible, given the good reader’s strategies of pre-
diction, that he did not even see it.

It is also possible that in its adverbial form -- "efficiently” -- the warrant was
made even less accessible than it would have been as the noun "efficiency".
Perhaps the combination of these factors -- having the warrant at the end of a
sentence, following some of the grounds, and in an unexpected syntactic form --
made it impossible for him to view it as a warrant.

STUDENT C

In contrast to the first two assignments, the one by Student C received a
very favourable response in the initial evaluation. The professor, commenting,

"Very good” gave it a score of eight out of ten. Part two, which follows, was latcr
graded "6".

The major concern on this case is which company can produce onc hun-
dred prototypes within the stated period, so the major goal hcre is fast
production. In this case, it docs not concern about output level and external
environment. Intcrnal efficiency is more important. Inside Acme, coordi-
nation and communication between departments would be a problem.
When problem occurs, it would take time to solve. On the other hand,
inside Omega, cach department has better communication with others and
departmental activities mesh with one another to have high productivity.
Omega would take the advantage of internal organizational health and effi-
cicncy. So I think Omega would produce the best results.
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The argumentative structure of this answer fits the template put forward by
Toulmin et @ - the "standard procedures” for resolving an issue. As the profes-
sor put it, the student "locates his argument” in the first sentence by stating the
criterion he will use in making his decision (“fast production, not output or
volume") as well as the key characteristic (the concept of "internal efficiency")
through which the company will achieve that goal. Thus, before stating the
grounds of his argument, the student has established his warrant. It is notewor-
thy that in this answer, the concept part of the warrant appears as the subject of
its own sentence, in the form of a noun. The student then assesses each of the
two alternatives in terms of its ability to achieve this goal, providing grounds for
his claim ("So I think Omega would produce the best results") warranted by the
concept of efficiency and the criteria selected. In the initial grading, the profes-
sor gave this assignment eight out of ten, noting that this part was "very good"
but criticizing two other sections of assignment.

His attitude changed in the more focused and detailed interview, where he
found several weaknesses. First, he noted the lack of support (grounds) for the
claim that "when problem occurs, it would take time to solve”.

The next criticism, however, far more striking and significant, suggests that
a well-formed argument can compensate not only for inadequate grounds, but
also for an incorrect claim. Having established the warrant of ‘efficiency’, the
student went on to claim that Omega, not Acme, would produce the best results.
Yet Acme is the efficient organization, Omega the effective one.

As the reason why the professor failed to see the error, I would like to
propose the nature of the student’s argumentation. The professor is accustomed
to secing arguments in a particular format. This text, which closely matches the
familiar genre, enabled him not only to fill in an information gap, but also to
reconstruct what was actually there to suit his expectations. Because of his prior
knowledge of the structure of an acceptable argument, he was led to believe that
his expectations of content would be fulfilled.

The professor did, in fact, regard this as a very plausible explanation of
what happened. Reading is, after all, an interactive process, with the rcader
making predictions about what will appear in the text. I would hazard a guess
that this professor is not alone, that other evaluators of student papers have
practiscd strategic reading of this sort -- reaching conclusions based on prior
knowledge of content and organization. Schema theory tells us that discourse
organization -- the global features of discourse -- facilitates comprehension, that
the rhetorical organization of a text interacts with the schemata or prior knowl-
edge of the reader to help her create meaning out of that text.

One contributing factor to his strategic reading might again involve thc time
and effort he felt he would have to spend on a text by a second language writer.
Once the argumentative structure was so clearly highlighted, and the initial
content deemed correct, he may not have troubled to read thoroughly thc less
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accessible grounds. Indeed, it is possible that he stopped reading anything after
“Inside Acme", which begins the sentence immediately following the warrant.

These data suggest particular connections between the nature of the
argumentation and the evaluation of student writing. For one thing, it appears
that in an introductory course in organizational behaviour, if it is not specified in
the prompt, an acceptable argument includes a statement of the chosen criteria
as well as the concept being applied to the given situation, as well as an explana-
tion for the selection of that concept. The argumentative structure may further
require that, in order for the writer to locate his argument, the warrant both
precede the grounds and be explicitly signalled as distinct from such grounds,
thus enabling the grader easily and efficiently to assess their relevance and
appropriateness. A well-formed argument may require that the concept be
rcalized in its own sentence, perhaps even in a particular syntactic form. It may
also be the case that insofar as the student must convince the professor that she
is reasoning according to the values of the discipline, the claim may be less
important than the grounds and warrant.

From the data, it also appears that the warrant is what determines the
relevance of any grounds offered in support of a claim. In her argument for
Acme’s predicted success, Student A wrote that Acme was confident of its abili-
ty. Because the concept or warrant of efficiency does not include the notion of
confidence, her grounds were considered irrelevant to the argument.

If, as rhetoricians tell us is the case, this “mode” of reasoning is not limited
to organizational behaviour, or even to business, but is shared by other disci-
plines such as science and law, what implications do thesc preliminary results
hold for us as EAP/ESP teachers?

For onc thing, since it appears that therc are mistakes our students can
afford to make, especially if they occur within a well-reasoned answer, this study
suggests that we prioritize. Instcad of concentrating on errors that offend our
English teachers’ perceptions of accuracy and grammaticality, we might more
profitably spend our time and energy on the errors that a student cannot afford
to make -- on errors that put evaluators in a situation where they have to do the
work of the student.

But more importantly, what we are discussing here is what criteria this
professor actually applied in evaluating the students’ responses to the task. What
he was, in fact, grading was the degree to which the argumentative nature of
each of their texts matched the genre with which he is familiar. This judgment
was also influcnced by the accessibility of the text. In the first evaluation, Stu-
dent C’s answer, which most closely approximated that genre, received the
highest grade. Student B’s responsc, which matched his expectations less closely,
and in which language obstructed the meaning, reccived a score of "5-ish” (S5tos
1/2). Student A, whose answer looked least like the familiar genre, scored "S",
Yet in the sccond cvaluation, the scores were within one mark of one another.
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Student C was lucky; for some reason, he was able more closely to match the
expectations of his evaluator for an acceptable argument. Student B was less lucky,
though perhaps she had understood the situation as well as Student C. Student A
was the least lucky of all: perhaps unaware that she had failed to answer the ques-
tion, ‘“Why?’, she was even less able to create an acceptable rhetorical solution to
the problem.

It appears that their grades depended less on their ability to complete the
conceptual task than on their ability to argue acceptably -- to construct a rhetorical
solution that matched what the evaluator had in mind. In one interview, Student A
captured the essence of the student’s task when she said, "It’s easy to get an Aifyou
can read through the mind of the professor.”

Thus the task facing these three students, and many others like them, in
numerous disciplincs, is to learn to resolve an issue. Yet the successful resolution
must be displayed through "standard procedures” which are by no means standard
in either our textbooks or our classrooms, where the focus so often is on the typical
modes of organization, such as comparison/contrast, cause/effect, and chronology,
instead of the nature of argumentation.

Students who do not understand what Shaughnessy (1977b) termed “rituals
and ways of winning arguments in academia” have great obstacles tc overcome in
their efforts to succeed at university. This task is perhaps even more difficult for
second language students. If so, then for us in EAP is becomes even more impor-
tant that we attend to the calls of scholars such as Maimon (1983) and Bizzell
(1982) to make academic discourse more accessible than is currently the case. Our
classroom can provide students with materials and activities that require them to
engage in conceptual and rhetorical tasks similar to those required at university.
Like content classes, our classrooms can provide issues that need resolving, and a
perspective on how such issues are argued and resolved within the various disci-
plines. We need to make explicit the nature of argumentation -- the web of conven-
tions and assumptions -- that has until now remained largely tacit.

To achieve this goal we need the results of studies on the nature of argu-
mentation in the various discourse comrunities, as well as greater collaboration
with our colleagues in other fields. We will all benefit -- ourselves, our col-
lcagues, and our students. As teachers of writing, we will benefit not only from
our expanded awareness of the universe of discourse, but also from the knowl-
edge that we have helped initiate our students into the rites they must learn if
they are to succeed in academe.

For our collcagucs, the advantages may include a more conscious awareness
of what they value and thercfore expect their students to be able to do. If, in turn,
they make more explicit to their students what is cxpected, they may well find their
students more able to match such expectations. And finally they may appcar to be
less diligently "guarding the tower" (Bizzell, 1982). Perhaps what is somctimes
perceived as the mystification of academic expectations is really the lack of explicit-
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ness that derives from not having had to articulate to non-members of the commu-
nity just what the evaluative criteria are. If we ask, we may find an enthusiastic
response to our questions.

For our students, the benefit can be a forum for the development of the skills
necessary to their growth as individuals and to their success in the academic

community, in order that they might participate more fully and more successfully in
the intellectual enterprise.
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AREA STUDIES AND LANGUAGE TEACHING -
A PRACTICAL APPROACH

Kari Koch

INTRODUCTION

The Treaty of Rome, which marked the birth of the European Economic
Community, was the first step towards the frontier-free Europe which is to be
implemented with the harmonization of the member states in 1992. The crea-
tion of this large market, with its emphasis on providing common regulations and
systems in the social, economic, industrial and business sphere, to name just
some examples, has already had profound effects on European educational
thinking,

As might be expected it has been particularly the business community, with
its awareness of an integrated market of around 320 million consumers available
to them in 1992, which has provided impulses for innovation and change. A key
issue has been the provision within the educational system of the training and
qualifications for the future managers within the Member States of the Commu-
nity.

The concept of ‘Business Studies’ has played a central role in formulating
educational strategies, from the secondary to the tertiary sector, in respect to
producing a ‘Euro-manager’. The terms ‘Business Studies’ or ‘Management
Studies’ have no clear definition; they are subjects consisting of a conglomarate
of multi- and interdisciplinary subjects which may be combined in many different
ways. Thus applied business economics, business or commercial law, marketing,
financial management, business policy, information systems, personnel studies
and numerous other subjects may all be offered to varying degrees(1).

What is common to those courses which clearly aim at a trans-national
objective in the education and training of managers, or managerial skills, is the
inclusion of a language component. Britain has seen a noticeable increase in the
tertiary and continuing education sectors concerned with providing courses
which have an international perspective; central to this approach is an under-
standing of the institutions, cultures and languages of other countries.

The thrust of the language component has not been exclusively in the direc-
tion of acquiring and expanding oral and written skills, but in placing the lan-
guage skills iu a relevant cultural framework. It is this aspect that I wish to
explorc in this paper, in particular the paper aims at discussing the relationship
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between language teaching within the context of the broader aims to which
reference has been made; that is the area studies input. To illustrate how these
elements, ianguage teaching goals and area studies, might be integrated, a
concrete example will be drawn on from German and one aspect of business
studies, namely industrial relations.

Let me first clarify what I take to understand by area studies.

AREA STUDIES

From the historical point of view the relationship between the acquisition of
language skills and the totality of the language expericnce has not always been
implicitly recognised; the traditional attitude of a "reading knowledge" for pur-
poses of literary or other studies is a legacy dating back to the genesis of lan-
gage studies as an academic discipline. However, even at this early stage in the
evolution of languages as a field of study the process of osmosis between the
language element and the literary element began to erode the rigid demarcation
lines and lead towards approaches of, at the very least, a multi-disciplinary
nature. The German concept of Philologie embodies the multi-dimensional
endeavour in the field of language study with its reference to the study of literary
texts, its wider applicability to the study of culture and civilisation through texts
and its roots in the scholarly study of the ancient Greco-Roman civilisations,

The methodological basis of such approaches formed the framework for the
study of language and culture which emerged in the nineteenth century in the
British world of learning. It is not the purposc, interesting though this would be,
to trace the historical line to the establishment of Germanistik as a discipline, but
merely to note that there is such a line. Germanistik introduced the concept of
German culture, in its broadest sense, into the academic sphere and thereby
diverged from the literary based study of the German language and included
such subjects as, for cxample, history. The term culture in this context is difficult
to define and its semantic definitions are complex but for purposes of this paper
Robins definition is uscful. -

“The term is taken from the technical vocabulary of anthropology, wherein
it embraces the entire way of life of members of a community in so far as it
is conditioncd by that membership. It is manifest that in such a conception
of culture language is a part thercof, and indced one of the most important
parts, uniqucly related to the whole by its symbolic status."(2)

According to this definition it is self-evident why culture beccame a central notion
for the concept of Germanistik but, perhaps, we arc alrcady looking far ahcad,
from the nineteenth century, to the contribution of contemporary linguistics.
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What does need to be emphasised is that Germanistik was very much the re-
sponse to the socio-cultural constellations of its time; language study as related
to the ethos and necessities of the nineteenth century. If this premise is accepted
then the origins and nature of Landeskunde, that is the German notion of Area
Studies, can be interpreted as partly a demand from the: language acquisition
side for a contemporary initiative and partly from the deep socio-cultural
changes which have occurred since the end of the second world-war. Area stud-
ics understood in this way removes the acerbic debate of literature versus area
studies; indeed this debate has always misunderstood the dynamism inherent in
the pedagogies of language studies. Advanced language skills have always been
taught and acquired through presenting the student with a broad, diverse and
multi-rooted disciplinary approach. If, and when, some of these strands become
cohesive, systematic and analytically manipulative then one can identify a new
approach, as, for example, was the case with Germanistik.

The impetus towards the development of area studies are to be found in the
establishment of the post-war industrial society. Not only was this society rapidly
moving away from the pre-war values and structures, but accelerating towards
new demands in many and varied economic, political and social spheres; the
value, relevance and significance of languages to this society was one aspect.
The earlier humanistic tradition, which argued that a country’s literature provid-
ed an analysis of that culture, needed to be expanded and supplemented to
incorporate their socio-cultural advances. _

It was, therefore, not surprising that the technological universities and
polytechrics with their awareness, not only of scientific and technological signifi-
cance for the societal framework, but also their willingness to be innovative,
should be the focal point in Britain for the development of the area studies
approach.

Recognizing and understanding that the traditional base of language
courses, the literature and culture tradition, had to be extended was, perhaps, the
first step in identifying the problem areas. The issue was frequently clouded
because many academics regarded the move from literary topics to non-literary
topics in terms of students disenchantment with the traditional approach, thus
causing a schism between the new and the traditional. The protagonists failed to
understand that an evolutionary process was at the root of the dilemma; lan-
guage, in its broadest sense, was being extended by the socictal developments.
Literature and language were not in a cul-de-sac but were branching out into
wider and newer areas to facilitate the acquisition of contemporary language
skills.

The nascent stage of a move towards area studics was marked by experi-
mental mixes of disciplines leading to a variety of multi-disciplinary and inter-
disciplinary approaches. Politics, cconomics, sociology, literature, history and
geography were all thrown into the arena and immediatcly confronted student

s 19°




Q

ERIC

PAFullToxt Provided by ERIC

and teacher with the problem of how substantive the conceptual and theoretical
basis of these subjects could be under such conditions. This was a pertinent and
necessary debate and lead as a matter of course to the central question of what
role the language teacher should take in these new developments.

The debates, taking place in Britain, the USA, Fiance and Germany, con-
cerning the status and role of area studies, served the useful function of focusing
attention on the integrative nature of the problem. What disciplines were used,
and in what particular combinations, were, perhaps, left to individual curriculum
requirements the only assumption being that:

"It is a key tenet of area studies that no disciplinary perspective is rejected a
priori from a course programme. In these problem-centred courses, disci-
plines are applied selectively, rather than defended vigorously and each can
be a prism through which to study some part of the reality of a contempo-
rary national reality and its language"(3).

This illuminates the integrative approach to area studies but does not define
what elements each individual approach must possess before it can qualify for
the term ‘area studies’. There are, in my opinion, a number of criteria which,
from the pragmatic point of view, provide useful guidelines:

1. An area studies subject must contain pertinent factual information for the
relevant language arca. Information which is so selected that it is meaning-
ful for understanding the socio-cultural problems and structures of that
area.

The factual dimension must be prescnted in a systematic and structured
manner; this implies that there must be a progression. An example might
be where history forms the base of subsequent courses which lead to an
examination of the socio-political features of a language arca.

Arca studies should have the aim of providing an analytical instrument for
understanding a particular language arca. It enables the student to dissect
the complexities, to understand the structures and to integrate himself in
the Zielkultur of the foreign language he is acquiring.

Finally, arca studies must be aware of its role as an intimatc partner, not
just a corollary, for the language teaching element. It deliberately has the
task of providing and extending technical registers and embedding its
content in the approriate contextual environment of the target language.(4)

There may be disagreement concerning the criteria, but the case for ap-
proaching the teaching of languages within the business context, as sct out at the

beginning of this paper, on the basis of a link between language and the business
clement is, surcly strengthened.
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How then should integration between the language and area studies pro-
eed?

INTEGRATION MODEL

I assume that there is general agreement that it is pedagogically desirable to
aim at courses where language and area studies are integrated. I would not wish
to argue that this is appropriate for every course or at every level of language
acquisition but that there are stages, certainly at the tertiary level, where this
objective should be a logical conclusion. As has been argued, the term ‘Area
Studies’ can be regarded as one which designates a subject which has a discipli-
nary genesis: politics, history, economics or industrial relations, for example, and
deals with its subject matter in a systematic, as well as an analytical manner and
has a defined linguistic aim. Language students are consequently faced with
specialised registers; the problems associated with acquiring a specific terminol-
ogy but set in the relevant ‘cultural’ framework. .

West German Industrial Relations, which I will be discussing, as an area
studies contribution should, therefore, be part of a cohesive course structure and
not an arbitrarily added option. I would like to emphasise this point: The suc-
cess of a truly integrated language and Business Studies course depends on
whether the individual elements composing a course are defined by a rationale,
and ultimately whether or not some fusion is achieved. I am aware that the
desired model may not be realised because of constraints, particularly staffing
and resources. There is, of course, no one correct model; again institutions will
have a variety of answers to specific design problems and what significance the
different components of a course are to be given. I offer one suggestion of an
integrated model which might be of interest. Fig. I represents an attempt to
demonstrate how the diverse demands from language, area studies and the
special subject, ie business studies, may be fused. Central to this model is the
language core, regarded as the binding element between area studies and the
special subject, in this case business studies.

A PRACTICAL EXAMPLE: WEST GERMAN
INDUSTRIAL RELATIONS

West German Industrial Relations offers a number of cogent reasons for
inclusion in German and Business Studies courses. It is, of course, a subject that
finds a rightful place after introductory courses on the area studies side and after
students have attained a sufficient level of oral and written competence in the
German language. A German history course, an introduction to the West
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German political system and a course which has dealt with post-war economic
development of West Germany are possible pre-requisites.

Depending on the particular mix of the Business Studies course, the
Management Science course, the Business Administration course or the Intcrna-
ticnal Management Course, students may also have had systematic introductions
to personnel management, industrial relations, labour economics or other rele-
vant areas.

The reasons why West German Industrial Relations are so pertinent for
students of German and Business Studies are, as indicated, manifold. The
obvious one is that it offers an insight and understanding of German industry
and commerce which contributes towards an explanation of the West German
economic performance in the post-war period. There may be controversy over
the magnitude of industrial relations as a factor of national prosperity but there
is agreement, from the international industrial conflict statistics, that West
Germany has benefited from very low incidence of industrial conflict compared
with most European countries.

However, industrial relations also provide the student of German and
Business Studies with the opportunity of extending his understanding of the
historical factors germane for an analysis of contemporary Germany, the struc-
ture, organisation and management of commercial and industrial undertakings
and the essence of personnel management.

It, therefore, provides a bridge between the knowledge and expertise ac-
quired from the Business Studies component and the data from the German
area studies programme. But over and above this, it is the German language
which provides the fabric for this bridge and which allows the students to com-
parc and contrast the content, the substance and the concepts he is required to
assimilate.

It also allows broader societal questions to be included, such as for example
the West German attitude towards conflict and the efficacy of West German
democracy at grass root levels. Thus industrial relations, as a field of study in
this context, need not only fulfil a pragmatic purpose, but can be used to extrapo-
late questions relevant for West German society in general.(5)

A further point is that many German and Business Study courses include a
period abroad, frequently this is spent in an industrial or commercial work
placement. Project reports, or dissertations, in German often form part of a
degree course and the linkage between this and the work placement needs no
emphasis. In my own institution, and elsewhere where 1 have externally exam-
ined, industrial relations and management topics related to specific company
placements have resulted in first class pieces of work.

I )




COURSE DESIGN:
WEST GERMAN INDUSTRIAL RELATIONS

Applying the principles of the arca studies criteria discussed earlier a
course design for West German industrial relations might operate with the
following objectives in mind:

A systematic subject approach;

The presentation of data;

An analytical dimension;

Specialist terminology, and the manipulation of the language within the
context of the registers of the Area Studics option.

There is, as far as the design of a course for West German Industrial Rela-
tions is concerned, a crucial dccision to be made. The term industrial relations,
translated as Der Terminus industrielle Beziehungen, has an alien connotation in
the German language and for German Social Scientists. Despite the fact that
Ralf Dahrendorf in his work ‘Geselischaft und Demokratie in Deutschland’(6)
used the formulation ‘Industrielle Beziechungen’ in 1965 and the attempt of
Walther Miiller-Jentsch in his book ‘Soziologie der industriellen Beziehungen'(7),
published in 1986, who made a strong case for this term to be used, it is not
universally accepted by German Social Scientists; Dabrendorf and Miiller-
Jentsch were, of course, both influenced by the British School of industrial rela-
tionists.

The equivalents of industrial relations in German include: Arbeitgeber - Ar-
beitnehmer-Beziehungen, Sozialpartnerschaft, Austauschbeziehungen zwischen
Kapital und Arbeit and even Arbeitsmarktparteien und Sozialkontrahenten. Apart
from the ideological connotations implicd in some of these designations it is
difficult to regard any of them in the sense of a German Wissenschafisdisziplin’'.
Indeed, from the German perspective, Industrielle Beziehungen can only be
rcgarded as an umbrella concept for such recognized disciplines as Arbeitsrechts,
Betriebssoziologie, Betriebswirtschaftslehre, Industriesoziologie, etc.

If, then, industrial relations were to be taught from a predominantly
German perspective, it would be of a cross-disciplinary nature as, indeed, is the
case in many courses in the United Kingdom. Some of the central contcmporary
issues, such as unemployment and collective bargaining, bccome part of an
cconomics course or the important subject of co-determination is included in an
analysis of German society, often bascd on a sociological approach. The other
alternatives, from this perspective, is cither a thematic or problem-oricntated
trcatment.

It would be my contention that there are cogent reasons for designing an
industrial relations course on the basis of the principle that national industrial
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relations can be identified as systems, and therefore, structured on a systematic
and cohesive basis. Firstly, from the students point of view one would move
from the familiar, the known, towards new areas, a procedure that, in pedagogic
terms, is beneficial for the learning process, particularly when courses are
conducted in the target language as it provides a confident basis on which to
build.

Secondly, a course can be designed which has an internal logic, a develop-
mental line and progression to which the learner can relate. Thirdly, for the
language student wishing to acquire the practical know-how needed for business,
industry and commerce many of the most significant concepts in the industrial
relations field can only be fully understood in a context which has been systemat-
ically evolved. To give one example here, how would one explain the complex-
ities of the phrase: Allgemeinverbindlichkeitserklarung eines Tarifvertrages? The
possible translation: statement of a collective agreement to be generally binding,
provides, at the best, a crude guideline for understanding this formulation. I
suggest that where the aim of degree courses is to produce graduates who are to
be linguistically active in the world of commerce and industry as, perhaps, nego-
tiators, exporters and managers, simple translations of such specialised termi-
nologies is not sufficient.

What is required is a full and deeper understanding, set in the proper
context and linked to other relevant areas. This can only be achieved through
systematic and directed study.

In addition, a course on West German Industrial Relations should address
itself to those questions which are specificaily generated from a British perspec-
tive if the course is taught in Britain., Examples abound: Why are strikes so
infrequent? Why are there so many industrial agreements at regional level?
Why are there no sectional conflicts in German industry? Why does co-determi-
nation play such a central role?

It is not the vague explanations provided by ‘cultural’ differences that pro-
vide answers, but the analysis that can only be found through a mcthodical
approach. Contemporary writings on Germany in general, and industrial rela-
tions in particular, are still peppered with explanatory statements on industrial
rclations issues in terms of ‘collective discipline’ or ‘deep-rootcd’ authoritarian
attitudes in German socicty. The area studies specialist and the language teach-
er have the task to demolish these mythologies and replace them with conclu-
sions derived from the systematic approach for which I am arguing.




COURSE CONTENT:
WEST GERMAN INDUSTRIAL RELATIONS

The content is partly determined from the systems framework and allows
coverage of the subject in detail, a high density of specialist terminology and in-
depth analysis. My assumption is based on a combination of lectures and semi-
nars, in German, say, two hours per week, running over two or three academic

terms. There is, of course, 00 rigid rule; one could imagine a perfectly sensible
and useful course over one term.

A possible suggested outline might be:-

The German labour movement;
Trade Unions in West Germany;
Trade Union Organisation and Role;
Employers’ Associations;

Plant level industrial relations;
Works Councils;

Collective bargaining;
Co-determinaticn.

Such a scheme moves from a historical introduction of the German labour
movement, which allows a discussion of the pertinent historical predispositions
for the West German system, to the major actors within that system and finally
the relationship between them. Co-determination, a specific form of worker
participation, with a long historical evolution, occupies a central role as it pro-
vides explanations for the remarkable industrial peace which has been such a
major feature of the West German industrial relations environment. It also
enables students to examine the role of management structure and, finally, poses
significant questions concerning industrial and political democracy in West
Germany.

Fig. II places the course content into the overall framework of the systems
approach and Fig. III demonstrates how collective bargaining, one aspect within
the general framework, can be tackled. The sophistication and specialisation of
the terminology thus acquired by the student of German becomes self-evident.

COURSE MATERIAL

A very bricf statcment concerning course material. There is, in fact, very
little available in German which clucidates the ‘systems’ approach. Muller-
Jentsch and Wolfgang Streek(8) go some way towards it.

However, there is a great deal of material concerned with labour law, tradc
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unions, employers, crafts, labour history, the economics of collective bargaining,
etc. A word of caution. Much of this material, particularly on trade unions, is
written from a strong ideologically biased base. Providing texts and sources are
balanced, this can form an extremely useful starting point for seminar pro-
grammes.  For instance a discussion on the role of trade unions in \he Federal
Republic might use: Norbert Blum’s, Gewerkschaften zwischen Alimacht ynd
Ohnmacht(%) and Walter Breum u.a., Die Gewerkschaften der BRD(10), the
former by the Labour Minister of the FRG and the latter by a Sociaiist Study
Group.

Indeed onc of the great advantages, from the point of view of availability of
material, is that the major interest groups in the industrial relations arena pro-
vide excellent material, ranging from statistics to policy statements; usually this is
gratis. It provides invaluable material for the student, as well as, the teacher of
German.(11)

CONCLUSIONS

There would, I suspect, be general agrecment that industrial rclations,
management and related fields, are esscntial for an understanding of West
German socicty. I would favour, as I have indicated, a solution to the methodo-
logical and conceptual problems of teaching a course on West German Industrial
Relations, in German, within a systems’ framework.

For the British student, with his knowledge and background of his indige-
nous and very ideosyncratic industrial relations systems, the superficial appeal of
the highly structurcd, legalised West German system should be modified to
provide a clear and analytical perception.

I would deem the approach which I have outlined to you, a success if stu-
dents had assimilated the appropriatc terminology, and an undcrstanding of
West German industrial relations in terms of a highly centralised system which
cxhibits a complex and sophisticated approach to the resolution of industrial
conflicts via cooperative modes of regulation.

The example, which I have described, can be used as a model for many
morc language and arca studics combinations; the essential principle of arca stud-
ics and language intcgration has tremendous possibilitics and I hope that I suc-
ceeded in stimulating interest in jts development.
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TARIFVERHANDLUNG

Tarifvertragsgesetz 25.9.1969

IG - METALL GESAMTMETALL

Gewerkschaft Arbeitgeberverband-

G. Tarifkommission Tarifpolitischer Ausschuf
(100) (70)

|

K. Tarifkommission Kernkommission

Verhandlung Verhandlungskommission

VS ;

Keine Einigung

Schlichtungsversuch: Durch unparteiischer

(Schlichtungs- und Schiedsvereinbarung fiir die Metallindustrie,
L 1.1.1980)

Scheitert die Schlichtung

Urabstimmung iiber KampfmaSnahmen

STREIK — T

(757 der Gewerkschaftsmitglieder
eines Tarifbezirkes) L

AUSSPERRUNG

Neue Verhandlungen
251 - —
STREIK ENDE

FIG 111

163

PAFullToxt Provided by ERIC




Q

ERIC

PAFullToxt Provided by ERIC

LANGUAGE, LITERATURE AND CRITICAL
PRACTICE

David Birch

The critical study of language is a study not just of the structures of lan-
guage and texts, but of the people and institutions that shape thc various ways
language means. In a functional theory of language, analysts arc not just intcr-
ested in what language is, but why language is; not just in what language means,
but ow language means. In the critical linguistics that has developed since the
mid-1970s, the assumption is that the rclationship between the form and content
of texts is not arbitrary or conventional, but that it is determined (and con-
strained) culturally, socially and ideologically by the power of institutional/dis-
cursive formations. The choices and selections that producers of text therefore
make from the system of language are principled choices, instituted by social,
messy, ‘real’ worlds of discourse, not by idcalised abstract worlds. The structures
- the forms - of language do not pre-exist social and cultural processes; they are
not encoded in some sort of psychological imprint. The forms, and hence
mecanings, of language are shaped and determined by institutional forces. Analy-
sis of text, therefore, according to this way of thinking, is analysis of idcologically
loaded structures and meanings, not of innocent, arbitrary, random slructures.
Answering the question of how texts mean thercfore answers the question of
how institutions mean. This is therefore analysis of language which is concerned
with discourse as process, not with language as idealised product.

The critic and theorist Paul Ricoeur, amongst others, argucs that structural-
ist linguistics excluded too many important aspects of language phenomena,
most importantly the act of speaking, that is, language as performance (Ricoeur,
1981). Analysis of texts that marginaliscs language as mcaningful activity there-
forc marginalises the primary aim of language, which is to say something about
somcthing to someonc, in order to do something. Ricoeur’s hermeneutics, that
is, his theory of linguistic interpretation, is conscquently discourse-based because
discoursc is realised in ‘real’ time and is always about something and somcone
and, as a consequence, ‘refers to a world which it claims to describe, to express,
to represent’. (Ricoeur, 1981: 198) Discourse is also about interaction and
exchange; about people, institutions, power and status; about rclationships and
differences. In such circumstances analysis of language becomes more than just
an altempl to recover meanings: it is always interpretation, always criticism,
always, as with the philosopher Martin Hcidegger, a process of understanding
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‘discourse as projecting a world’. Texts have no fixed meanings, no centres of
signification, no routes to closure. Analysing texts, therefore, is about interpret-
ing language as meaningful action. It is a process of guessing and construing
possible meanings, possible readings: it is a ‘cumulative, holistic process’, never
right or correct, never completed, never closed:

- understanding has nothing to do with an immediate grasping of a foreign
psychic life or with an emotional identification with a meaningful intention.
Understanding is entirely mediated by the whole of explanatory procedures
which precede it and accompany it. The counterpart of this personal
appropriation is not something which can be felt, it is the dynamic meaning
released by the explanation ... its power of disclosing a world.

(Ricoeur, 1981: 220)

Critical linguists argue that it is through and with language that we classify
and therefore make sense of such worlds. We therefore experience the world
because of language. We do not relate directly to the world except through a
mediating system of classifications and categorisations. These classifications
differ from group to group, society to society, ideology to ideology. Analysis of
the classifications of language is therefore analysis of ideologies. Structuralist
linguistics and ‘modernist’ criticism have not for the most part, been concerned
with such things because they have been concerned with idealised worlds, not
‘real’ worlds of discourse. Roger Fowler made the point some years ago that
‘contemporary linguistics cannot be absorbed into criticism without real modifi-
cation’. (Fowler, 1975a: 120) That modification rests firmly on a recognition
that analysis of text - literary or otherwise - needs to treat text as discourse;
needs, in Saussurean terms, to be parole-based. The resultant, re-oriented,
linguistics needs to recognise that all texts are multi-levelled, multi-layered,
multi-meaninged; that these meanings are not the sole property of the
speaker/writer but are constructed and produced in communicative interaction;
it needs to recognise the importance of ‘real’ discourse with its messiness and
fuzzy edges; to be concerned with language as showing and doing, and not just
with language as saying; to recognise that the judgements and choices we make
in producing texts and making meanings are not arbitrary, but are institutionally
and therefore ideologically determined; and that analysing language is analysing
the process of making meanings in discourse.

Linguistic and literary analysis requires a curiosity about the way language
works in discourse, and it is this curiosity that requires an analyst not simply to
describe by using a series of grammatical and linguistic labcls, but to probe the
language. This probing requires a quite dramatic shift of attention away from
the idca that mcanings are contained within the words and structures towards
explaining and uaderstanding meanings construcied by all producers of language
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writers/readers, speakers/hearers. What that means in effect is recognising
from the beginning that when we are faced with analysis, for whatever reason, we

need, in the first instance, to engage with (and I would suggest, reject) two
assumptions:

1. that there is a meaning in a text ‘put in’ by a writer which bas to be
‘fished out’ by the reader/hearer Jcritic/analyst in order for the interpre-
tive process to take place

. that a text can be treated as self-contained, a contextless artefact, a text
‘in its own right’.

Central to this rejection is the crucial notion that analysing text is an activity
which is concerned with understanding how a text means, not with what a text
means, (cf. Belsey, 1980; Easthope, 1983; Norris, 1982, 1984).

Analysing what a text means implies a position that involves finding and
extracting meaning(s) from a text; it is a ‘search and remove’ activity. This
undertaking is based on theory that states that meanings have been ‘put into’ the
text by the writer or speaker, and that it is the job of the reader/hearer/ analyst/
critic to discover them. It is effectively a static operation, and has produced over
many years a wide variety of formal objective approaches, in which the personali-
ty, belicfs, background and biases of the reader/critic are considered not only
irrelevant, but a positive hindrance to textual interpretation.

Analysing how a text means involves a much more dynamic activity, whose
underlying theory suggests that meanings aren’t simply ‘put into’ a text by a
writer/speaker, but are constructed by the reader/hearer. That doesn’t mean
that the writer/speaker has nothing to do with the text - what it means is that the
only way we have of constructing a reading for a text is through our own socially
determined language as reader/hearer. In effect, that means each time a reader
reads a text, a new text is created. Whose text is it? The writer/speaker’s or
yours? That of the editor of the book or yours? That of the performer in a
poetry rcading/play or yours? Whose voice are you when you are reading?
Yours? Or the writer’s? When you are attempting to make a text coherent - to
understand how it means - what criteria do you use for discarding what you don’t
think necessary or relevant? Criteria developed by the writer or developed by
you?

George Lukacs, writing in 1936 and broadly following the theories of Karl
Marx, argued for a recognition that the forms of literature (for example, the
novel) do not change internally, that is, they do not change as a result of somec
autonomous force solely within the genre, but they change as a result of political,
social and economic pressures brought to bear, for one rcason or another, upon
the genre.

Understanding the meanings of discourse, thercfore, is a question of recog-
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nising social, political and economic realitics. But what constitutes reality’?
Broadly spcaking, a Marxist position, like the one established by Lukdcs, grounds
social reality in a history of struggles centred upon class and systems of produc-
tion, reflecting at any given moment a dialectical relationship between history
and society. The capitalist socicty of ‘modernist]’ and post-modernist criticism in
the west, has been founded on a base of exploitation, and as a consequence
Marxist analyst of that society is cffectively centred on conflict, of one form or
another.

Pierre Macherey, following the Marxist position of Louis Althusser, de-
veloped a theory of reading the relationship of the literary text with a view that
asserts that ‘Literature “produces” ideology by writing it out.” (Forgacs, 1982:
148). In other words, this theory assumes that ideologies need a shape, a form,
in which to exist. Contlict is therefore a part of the literary text, because ‘litera-
ture challenges ideology by using it.’ (Macherey, 1978: 133). This is a crucial
point because it focuses not just on the status of literature, but also on the status
of criticism. A traditional understanding of interpretation implies that a text has
a coherent meaning that simply needs to be discovered by the critic. Macherey,
Althusser and other contemporary critics, Marxist or not, would disagrec and
arguc that meaning isn’t located within the text, but is best understood in terms
of its larger site of production:

‘... a true analysis does not remain within its object, paraphrasing what has
already been said; analysis confronts the silences, the denials and the re-
sistance in the object - not that compliant implied discourse which offers
itself to discovery, but the condition which makes the work possible, which
precedes the work so absolutely that it cannot be found in the work’
(Macherey, 1978: 150)

Central to this kind of thinking, then, is the analysis of ideology; and crucial
to any undcrstanding of ideology is the role of language.

Macherey did not develop this idca to any great extent, but the work of
Mikhail Bakhtin/Valentin Voloshinov did. (Bakhtin used several of his friends’
names in order to publish some of his work, which might have been published or
banned if published under his own.)

The work of Bakktin/Voloshinov, mostly written in the 1920s
(Bakhtin/Voloshinov, 1930, 1968, 1973, 1981) has gained prominence in the
1980s, mainly through the work of Julia Kristeva (Kristcva, 1980) and Roger
(Fowler, 1981). Roger Fowler in particular, together with many others now
including Gunther Kress, Bob Hodge, Terry Threadgold, Deirdre Burdon,
Michel Pechux, Pierre Bourdieu, have been concerned with developing a criti-
cal practice concerned with ideology. The theory of language cstablished in this
eritical practice rejects the neat dichotomics of structuralist linguistics and liter-
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ary theory and argues that the text is a site for the ‘negotiation of meanings’:
meanings that result from a range of other texts and contexts - other ‘voices’.
The text is the product of social interaction and intertextualities; the basic unit
of language is interactive, dialogic, ‘a two-sided act’ (Bakhtin, 1973: 86). The
‘sign’ is multi accented (heteroglossic), resulting in discourse as an ‘arena of
struggle’ (Threadgold, 1986: 23). Ideology is thus defined as ‘the material
embodiment of social interaction’ (Forgacs, 1982: 161), with the emphasis upon
discourse, dialogue (see Bakhtin, 1981), and iiterature as practices rather than
innocent expressions of social reality. The subject is therefore a social subject
constituted by material forces - ideology - rather than by some form of rational
consciousness. )

What this therefore means for the analysis and interpretation of literary and
non-literary language is that an analyst cannot make a statement about a particu-
lar idea in a text. What you can do is to make a statement about a particular
idea that you have constructed for the text. You have to use your own language
in order to get to the writer’s, and in so doing you can never actually get to the
writer’s because your own language and the institutions which have created it get
in the way. You cannot escape your own language, and you cannot stop using
your own language in order to construct a reading of what you might consider to
be sonicone else’s text. What you construct is your own linguistic engagement
with the text - your own language, which is itself constructed and determined by
social, cultural, ideological and institutional forces - what Wittgenstein referred
to in his definition of language as institutional being-able-to. The American
literary critic and theorist, Harold Bloom, puts it this way: ‘I only know a text,
any text, because 1 know a reading of it, someone clse’s reading, my own rcading,
a composite reading.’ (Bloom, 1979: 8)

This is a very important argument and one that stands against the idea that
literature cxists for its own sake - beyond a reader’s experience of it. F'W
Bateson presents the other side of the argument, the one more familiar to the

majority of traditionally-minded critics today, in his book Essays in Critical
Dissent:

As the Mona Lisa cxists both within and outside the various rcactions to it
by visitors to the Louvre, so there is an objective Hamlet, behind our indi-
vidval experiences of it, which enables us to say of a particular performance
that it is wrong-headed or one-sided. (Bateson, 1972: 9-10)

But the question we nced to ask is where is this objective Mona Lisa or Hamnlet?
s it the onc constructed by the painter/writer? When the Louvre is closed for
the night, the galleries are in darkness and no onc about, is the painting on the
wall still the Mona Lisa, or docs it require recognition as the Mona Lisa before it
‘becomes’ the Mona Lisa? Similarly for Hamlet - for any text. Do they exist
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beyond people’s experiences of them? If they do, as Bateson and others would
argue, where do they exist, and in what form do they exist?

As language users we tend to assume that texts are designed to mean, and
as a consequence we construct coherences for a text which may well have little or
nothing to do with writerly design or intention. In an extremely interesting
experiment in his book Telling How Texts Talk (McHoul, 1982) Alec McHoul
designs an exercise that offers to readers what appears to be a fourteen-lie
poem by Pierre Reverdy. Each line is offered cumulatively and readers are
asked to comment as the ‘poem’ develops. The resalts are an interesting collec-
tion of commentaries, all of which seck to make the text work coherently. In
practice, the poem is a collection of the randomly chosen first lines of fourteen
separate poems. Had the readers known that, their search for making the text
coherent might well have taken quite different routes to the ones they took. My
position is that we can never make our critical practice writer-centred because
we can never recover the writer’s language. We can only work with a construc-
tion - a reading formation based on differing institutional constructions and
ideologies. We can therefore only ever talk about readings, not writings.

The consequences of this position are that your language, your background,
biases, ideas, beliefs, politics, education, etc deterrmine your understanding. But
they are not invented by you as an individual. They are socially determined by
the institutions and discursive practices that constitutc the social networks you
are involved in. Consequently, whatever you construct as a reading of a text is
what you as reader/critic have created for that text, and it is the result of critical
decisions that have been developed as an integral past of your background. They
do not stand innocently and separately from who you are. As analyst you are not
an archeologist digging out other pcople’s words and ideas; you are a critic ac-
tively engaged in understanding your reaction to a text which has been initially
created by someone else. Much as you might want to talk about that ‘someonc
else’ you can only ever talk about your reading, your intertextuality. And no
matter how appropriate you think your reading to be, there is no way that you
can make that reading the ‘correct one’ by implying or declaring it to be the
same as the writer’s.

As analyst and critic you are not a nameless and faceless explicator of
someone else’s meaning., You are involved in explaining how texts mean for you
and no one else. And to do that requires that you are known.

This is a crucial idea and needs to be developed further, because how a text
means, and who you are, isn’t theory-less. The way you construct meanings for
texts depends on the way you construct theories about the world - about rcalitics.

There isn’t a single theory of the way the world works, and, just as crucially
and relatedly, there isn’t a single theory of the way language means. Following
on from some of the ideas of the French philosopher Jacques Derrida, there is
no such thing as the single meaning, the correct meaning, the right meaning,
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There are many meanings associated with many theories of reality. And theories
of reality are, like theories of language, a means of classification, a way of order-
ing the world. Different cultures, societies and individuals classify and under-
stand the world in differcnt ways and this recognition needs to be a crucial part
of the thinking involved in a dynamic textual interpretation. It is this dynamic
textual interpretation which hasto be the way of the future, and in the context
of this seminar, the development of language teaching methodology in the nine-
ties and bevond. As readers/critics - as people living amongst other people - we
make choices about the way we view the world, the way we classify, the way we
order our lives, our political positions. These decisions are critical because we
have made them - even if constrained and repressed by more powerful agencies
than ourselves - from a position of choice. The ‘rightness’ of a decision, of an act
of classifying something, of an idea about the world, is relative not to some
inherent correct order for the world ordained somchow in nature. but to a
theory, a position, a set of ideas, institutionally created and constructed. Put
simply, there is nothing inherently correct or right about anything; there are
levels of appropriateness relative to particular ideas, theories and systems of
classifying.

I'll develop this a little further by looking at an example of a text from
Michacl Halliday (1976) which at first appearance might secm to have a single
‘straightforward’ meaning:

THE TEACHER TAUGHT THE STUDENT ENGLISH

One of the traditional ways that linguists have of understanding how a text
means is by classifying its grammatical structures according to a form of labelling
that has its scmantic roots in classical Greek philosophy. So the functions of the
principal structures of this text might be classified as

THE TEACHER TAUGHT THE STUDENT ENGLISH
[subject] [verb] [indircct object]  [object]

The subject of the sentence - grammatically - is the teacher, though you
might consider that the subject of the activity, supposing this text is describing a
‘rcal event’, is cither the student (who is subjected to the teaching) or English
(which is the subject being taught). Labelling the language in this way puts the
teacher into a position of power - the teacher is the subject of the activily, that is,
the process of teaching. The student is an object, like English, in thc control of
the teacher, and is not a part of the activity, but rather a passive receiver - in an
indircct way - of an object, English. The grammatical classification of the
clements of this text therefore suggests that these are not ncutral, objective
labels, ‘simply’ classifying an activity, but that they arc a powerful means by
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which to create a world - that of an uncqual power relationship in which a teach-
er controls the means of gaining knowledge, the knowledge itself, and the recipi-
ent of the knowledge. Neither the student nor English are an active part of the
process of teaching, but are passive participants in semeone else’s activity. In
other words, the means of classification are not formal - innocent - tools, but are
a powerful way of expressing a particular reality - one that, in terms of educa-
tion, and, in many ways, of the world at large, privileges unequal power relations
and accords high status to certain members of society. How this ‘simple’ text
means depends on you recognising that its ‘formal’ grammatical classification of
- subject, verb, object is integrally connected to a philosophy of the world, and
that the use of this classification system is a critical decision that implics that the
critic accords with this world view. In other words, if you as critic/analyst use
this system, you are engaging in more than an innocent, objective, analytic proc-
ess; you are expressing a particular ideology from which, in the use of these
labels, you cannot escape.

How this text means is therefore not ‘simply’ a question of what the words
mean, but how their functions and connections are perceived and classified by
the reader/critic. This is a crucial point o understand if you are to engage at all
with this type of critical practice and interpretation.

The traditional grammatical classification is not the only classification
choice open to you, though. There is nothing ‘in’ this text which requires you to
see it in that way. Classificd as follows, the text becomes a different text with
new meanings, new world view

THE TEACHER TAUGHT THE STUDENT ENGLISH
factor] [material process]  [beneficiary] [goal]

This, Halliday suggests, can be paraphrased as ‘The teacher imparted English to
the student’.

Classifying ‘taught’ as a material process indicates that something more
than the idle labelling of a word is happening here. A material process implies
that there is some sort of physical - material - action involved, so that teaching
might be considered as a transaction, a handing over of a commodity to a recipi-
ent. If you sec that recipicat as a beneficiary then you are signalling that the act
of receiving has benefits, though you are not normally saying what those benefits
are. At least there is no foregrounding of an indirectness in the act of receiving,
as there is in the first example. With this type of labelling comes a sense that the
classifying of processes and participants involves a view of the world that is
concerned with the apportioning of responsibilitics. Here, the responsibility is
on the tcacher to give the best possible English, which is the goal of the activity.
The promincnt feature here is thercfore ‘English’ rather than ‘the student’. And
in that sense this is quite different text from the one that has subjects and objects
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even though the words may look the same.
Take another look at the sentence:

THE TEACHER TAUGHT THE STUDENT ENGLISH
[actor] [material process] [goal] [range]

This might be paraphrased as ‘The teacher instructed the student in English’.

The process is still considered to be material, but the teacher is now doing
something to the student rather than to the language. The student, rather than
the language being taught, is the goal, so the process involved here has more to
do with the person than with the commodity. English is seen as the range, or
scope, of the activity of teaching, thus specifying more precisely the concerns of
the process of teaching. The action is now directed at the student, though the
role is still passive inasmuchas the student isn’t doing anything. The teacher is
still the person controlling the activity and the student is still manipulated by the
teacher and controlled by the range of the activity. Is this the ‘same’ text as in
the first two readings?

Another classification of the sentence might run as follows:

THE TEACHER TAUGHT THE STUDENT ENGLISH
[initiator] [material process] [actor} [range]

Paraphrased, this might read: ‘The teacher caused the student to learn English’,

The student, as actor, is now the person doing somcthing so that the pur-
pose of the teacher is to initiate a process whereby the student learns. The
process is still a material process as action is involved, and ‘English’ is still de-
scribing the range of this action, but unlike the first three readings the student is
perceived, through the classification system itself as someone who is actively
involved in the process of teaching, rather than as a passive receiver of a
commodity.

So far we have moved from a classification system that puts all the power
into the hands of a teacher to one that suggests teaching to be much more of an
interactive process. There are, of course, pedagogical, social and political conse-
quences in a critical practice that seeks to understand how language means in
this way. The labels you choose reflect the ideology you espouse. They are not,
as indeed no word is, innocent of ideological consequences. The last example
should indicate this quite clearly.

THE TEACHER TAUGHT THE STUDENT ENGLISH
[initiator] [mental proccss] [cognisant] [rangc]

Paraphrased, this might read “The teacher cnabled the student to come to know
177
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English’.

The process is now considered to be a mental process, not a material action
one. This signals that the student now participates more fully in the process
because it is the student’s cognitive faculties that are involved, rather than the
physical actions of the teacher. The student is foregrounded, but is still involved
interactively with a teacher who initiates the process of learning. Learning is not
now seen as the passive receiving of a commodity, but as a cognitive activity
involving interaction between student and teacher. This places the student in a
quite different political position than in the other four readings.

There are other classifications, other readings, other ways of articulating
how this text means, but the point has been made, I think. There is no single
text with a single meaning. Meaning is relative to ideology, and the way we clas-
sify a text as ‘working’ in a particular way says a great deal about the ideologies
we are practising - consciously or otherwise. Analysis of how language means is
therefore analysis about how the world means, how ideas and institutions mean.
What we are involved in here is therefore a critical practice that is both political
and historical. The decisions you make about how you classify language are
political ones that accord with the way you see, and wish others to see, the world.
This political act is not something that should be swept under the carpet; it
should be recognised for what it is - a crucial, necessary and incscapable part of
the interpretive process, and this it seems to me is the most crucial move that has
to be made in developing language teaching methodologies for the ninctics -
recognition of the different ideologies involved in the classification systems we
choose to incorporate into the classrooms and textbooks of linguistic and literary
analysis, and more importantly deciding to demonstrate these different meaning
options to students.

What we need to vecognise therefore is that we are, or need to be, involved
in a socially and pelitically oriented explanation of language relative to a range of
views of ‘how the world works’ in many ways, ie in an explanation of social rcali-
tics and ideologics - and not simply involved, as it so often the casc at the
moment, in a neutral description of how the world works in one single way. (Sec
Kuhn, 1962). This form of analysis is therefore a critical linguistics (sce Fowler et
al, 1979; Fowler, 1986; and cf. Steiner, 1985; Frow, 1984; Birch, 1989; Fair-
clough, 1989; Birch, forthcoming 1990).

The rclationship of idecology and meaning is something that has influenced
a great dcal of work in language and litcrature studies over the last twenty years
or 5o, and many of the theoretical influcnces have come from disciplines like
philosophy, sociology and political scicnce (scc Coward and Ellis, 1977; Burton
and Carlen, 1979; Silverman and Torode, 1980; Fowler and Marshall, 1985;
Frow, 1986; Kress, 1985a, 1985b, 1988c. [t is important to rcalise how the face of
textual analysis has changed, and continucs to change, because of a commitment
to ideas and beliefs which at one time would have been considered totally inap-
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propriate for ‘literary’ analysts. This has resulted not only in a broadening of the
theorctical and philosophical interests in language and litcraturc studies, but also
in a considcrable widening of the range of texts people are looking at. This has
come about, for the most part, because many analysts are no longer intcrested in
simply studying a text ‘for its own sake’. The choice of text is no longer con-
strained by a traditional litcrary canon because critical linguists have an interest
beyond the text. This move, towards a broadcning spare of the sorts of texts
analysts arc interested in, is one that incvitably has io be made in the language
and literaturc pedagogical practices of the future. The move is one towards a
social semiotics which is considerably more inclusive of a much wider range of
texts than is currently considered appropriate in most curricula (Hodge and
Kress, 1989). This social semiotics recognises as one if its fundamental premises
that all discoursc is ideologically, institutionally and textually determined.

The view of language as determining, not simply reflecting, reality, is an
important one, and central to much contemporary thinking about the way lan-
guage and society work (sec Kress and Hodge, 1979; Fowler ef al, 1979). The
theory that language is simply a means of rcpresentation - language as saying, if
you like - is really a very inadequate one. Language does more than say; it does
morc than pass on information or reflect an alrcady existing reality ‘out there’
somewherc in the world. Language is about action and interaction; it is about
performance, about showing, about doing. Language is not a neutral instrument:
it is biased in a thousand different ways, and those ways of coursc are deter-

* mined by any number of differing ideologies, knowledge and power systems, und

institutions. And it is the role, it scems to me, of a responsiblc critical linguistics
- a responsible social semiotics - to develop the means of understanding and
explaining the mechanics of those thousand different ways.

The main goal of this sort of thinking, and its conscquent analysis - is much
larger than that of simply being ablc to describe linguistic or stylistic structures
in texts; such analysis plays a major part in understanding the naturc of language,
aud hence in understanding people and the discursive practices they are engaged
in.

The Cartesian view that we are individuals frce from context is still a
dominant one in many circles; it is a convenicnt means of maintaining classist
and clitist views, of suggesting that a minority of pcople are more sensitive, more
able to ‘understand’ the world than the larger mass of people. It is a view that is
at the very roots of traditional literary criticism, and is something that is vital to
any understanding of how certain views of how texts mean have developed, and
continuc to be developed, in linguistic and literary studies.

Linguistic theory claims to offer cxplanations of the processes of communi-
cation, but so far it has done so with scarcely a glance at ‘rcal’ interaction be-
tween people. The concentration on understanding the system of language has
resulted in a marginalisation of discoursc analysis, wi.h discursivc meaning
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formations playing a decidedly minor role in the linguistic analysis of text. The
failure of structuralist linguistics to account for how texts mean, and therefore
how societies and institutions mean, has been spectacular. This is the legacy of a
twentieth-century preoccupation with a scientificity that has demanded explicit-
ness and objectivity in a world that operates, for the most part, as a
denial of the explicit and objective. It is therefore a scientificity that seeks to
compartmentalise and pigeon-hole the world into categories and classifications -
structures and relations - that allow statements to be made about idealised
worlds, not actual worlds. This is a scientific, formal convention, the conven-
ience of which has modeiled the world as something that it is not - neat, ordered
and unproblematic.

One of the difficulties with treating the world as neat, ordered and unprob-
lematic is that analysis of the texts that make up that world tends also to be neat,
ordered and unproblematic. In a word, they tend to be lifeless. This is certainly
the criticism that Roger Fowler made in his important introduction to a collec-
tion of essays he edited following a onc-day conference held at the University of
East Anglia in 1972. He writes of such analyses that they are ‘distant from the
interpretation; the poems become, paradoxically, meaningless when exposed to a
technique which is supposed to reveal meaning’; (Fowler, 1975b: 10). He was
writing, in particular, of the more formal and mechanistic analyses, and was
concerned that analysis of literature shouid ‘reconnect critical interpretation and
linguistic analysis... based on the assumption that it is legitimate to take account
of the reader’s response’ (Fowler, 1975b: 10). This approach does not advocate”
abandoning the techniques and insights of structuralist linguistic analysis; on the
contrary, it proposes to use these techniques and insights to the full within a
critical context. Nor does it suggest, as some linguistic analyses of literature had
seemed to, that there is no role for any sort of literary criticism in such analyses.
The question is rather ‘what sort of criticisr and what sort of linguistics are to
be re-connected?’ For Roger Fowler and others beginning to work in what came
to be known as ‘new stylistics’, and later widened to be known as ‘critical linguis-
tics’, one crucial issue was clear: structuralist linguistics and intrinsic literary
criticism needed to be considerably modified if there was to be a suc =ssful inter-
face of linguistics and literature. The key to any future success would lay with
interdisciplinary approaches to analysis. This would mean recognising the restric-
tions and constraints of single disciplinary approaches to the subject, ie linguis-
tics and literary criticism treating a literary text for their own distinct purposes.
What was needed was an approach which embraced insights from other disci-
plines, like sociology, philosophy, history, politics and so on. Fowler wrote:

An urgent priority for contemporary stylistics is to determine just what

additional ficlds of -knowlcdge arc rclevant to literary discourse, how they
relate to the diversification of language outsidc of literature and, perhaps
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most fascinating of all to the linguistics-inclined cr_.ic, how these systems of
literary knowledge are coded in the structure of language.

(Fowler, 1975b: 122)

There are a number of very important points raised in what Fowler had to
say here. Raising the issue of what additional fields of knowledge are relevant to
literary discourse, also raises the crucial distinction between intrinsic and extrin-
sic criticism. To consider other fields of knowledge other than the text itself, is to
advocate a move towards a more extrinsic form of criticism, and this move
towards the more extrinsic is a central tenet of critical linguistics. Moreover, the
use of the term ‘discourse’ in “literary discourse’ is not as arbitrary as it might
first appear. The work of many philosophers and social scientists had widened
the reference of this term to include philosopbical, social, economic and ideolog-
ical contexts. Discourse no longer simply signalled an alternative word for ‘text’;
it signalled a political commitment to widening the notion of ‘literature’ by
incorporating various ficlds of knowledge involved in the making and reception
of the literary text. And of course, what this means, is that literature becomes
associated with other discourses, not normally considered by many critics to be
in the same league as literature, and this did (and does) create difficulties for
some critics who wish to maintain the distinctiveness of their work, and more
importantly, to maintain strict boundaries marking out their discipline as a dis-
tinct discipline, different from somcone else’s. It is this intcllectual protection-
ism which probably above all else is considered by critic linguists to be the most
intransigent obstacle to interdisciplinarity, and hence more effective, analysis of
language.

Also crucially important in Fowler’s call for determining additional fields of
knowledge is the role of language. Forms of language are not as freely chosen as
we might like to think. We choose according to circumstances, and those cir-
cumstances are ideologically and socially determined. Interpretation of those
texts is therefore interpretation of socially determined language, and that means
being involved as analysts in understanding the processes, functions and mean-
ings of social interaction. This, in turn, means being involved in the politics of
interaction. And this involvement is what makes the linguistics critical because it
assumes that the links amongst people and society are not arbitrary and acciden-
tal, (sec Fowler et al, 1979; Kress and Hodge, 1979; Kress, 1988a; Hodge, 1988).
The nature of the criticism is therefore to select and deconstruct these links and
to understand the patterns of mecaning involved in order to understand the
nature of language and society; because people categorise the world, and are
categorised themselves, through language. This process of selection and decon-
struction is not arbitrary ¢ither. It is informed by the insights gained from inter-
disciplinary approachcs to understanding the world and applying thosc insights in
a selective and critical way. This necessarily suggests to many critics, suspicious
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of such approaches, that the selection is subjective, and hence unscientific, and
they therefore condemn the approach. But to do this is to miss the point. It is
that very process of subjectivity which gives reasons for the analysis because it
operates on the principle that the forrm of a text is not the only thing that critics
should be concerned with. This was a central issue in the debates that Roger
Fowler had with literary critics following the publication in 1966 of his
Essays on Style and Language, in particular the debate with F W Bateson in the
journal Essay in Criticism. In ‘Linguistics, stylistic; criticism?’ (reprinted in
Fowler, 1971, 32-42) which was first published in 1966, Fowler makes the point
that linguistics had reached and impasse because it did not consider criticism as
part of its brief for the analysis of literary texts. This, Fowler argued, resulted in
a ‘blind competence’ which ‘has produced many a fatuous or useless analysis;
technical analysis without thought or sensitivity (Fowler, 1971: 33). Mere de-
scription of texts was not sufficient because it was not critical. It was too thor-
ough in the sense that it could ‘lay bare the formal structure of the language in
more detail than any critic would want’ (Fowler, 1971: 38). The point about
structuralist/descriptivist linguistics was that it was not selective: ‘It describes
everything, and all data are of cqual significance’ (Fowler, 1971: 39). For critical
analysis ‘one must know (or have some at least marginally positive clue) why one
is undertaking verbal analysis: and this knowledge will inevitably direct the
manner of the analysis’ (Fowler, 1971: 39). Despite caveats like this, there was
considerable hostility expressed by some critics towards any sort of linguistic
analysis of literature, to the extent that one reviewer of Fowler’s 1966 essays
went so far as to say that ‘linguists as a species are incapable of trcating litera-
ture’ (Fowler, 1971: 44). Such objections were unfounded, but indicative of the
protections some non-linguists fei* had to be put around themselves and their
discipline. Critics of linguistic anclysis of literature felt that linguists had to
produce revelations about the texts which were gained from formal, ‘objective’,
analysis of the language of the texts, in order to justify their incursions into the
literary field. Such revelations weren’t evident, and so the analyses were con-
demned. In his reply to a review by Helen Vendler of his 1966 volume of essays,
Roger Fowler made it clear that his position was not that linguistics claimed to
have a sensitivity about literature which literary critics did not have, but that the
‘closest claim is that the consciousness, concentration and fidelity to text de-
manded by the act of analysis may help in working out hunches about a work,
and may aid in catching effects possibly missed through laziness’ (Fowler, 1971:
51). The accusation of laziness, amongst other things, was bound to provoke
response because it touched on the central issuc of language analysis. F W
Bateson, the cditor of Essays in Criticism, responded with a view that the prob-
lem with linguistic analysis of literaturc was that it required the analysis of lan-
guage in a text. His position was that ‘For the native speaker, except occasional-
ly and superficially, this is simply not true’ (Fowler, 1971: 62). In other words
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native speakers of English, for example, knew all there was to know about lan-
guage without needing linguistics to help them. Bateson was of the opinion that
language was a separate aclivity to literary meaning - preliminary to understand-
ing the style of a literary text, which in turn was a preliminary to the literary
responsc ‘in its fullest sense’ (Fowler, 1971: 79). Linguistics had therefore been
disqualified, as Fowler made clear in his response to Bateson, as ‘a disciplinc of
relevance to literature’ (Fowler, 1971: 65). Bateson’s position, of course,
confuses the distinction between knowing about a language, and knowing a
language, and it is this ‘knowing about’ which is a crucial part of defining the
notion of critical analysis for Fowler. At the time of his debate with Bateson the
‘about’ was still mainly concerned with the formal structures of language, but this
developed into a more detailed awareness of the social, functional and ideologi-
cal meanings involved in language.

There are, as Roger Fowler and Gunther Kress make clear, ‘strong and
pervasive connections between linguistic structure and social structure’ (Fowler
and Kress, 1979: 185), to the extent that linguistic meaning is inseparable from
ideology. This also applies to critical linguistics itself, and as a consequence, not
only should linguistic analysis be aware of the ideologies involved in the con-
struction and receptioa of discourse, it should also be aware of the theoretical
and methodological assumptions which form its owr practices. The structures of
language cannot be separated from language use; texts are ‘the linguistic part of
complicated communicative interactions’ (Fowler and Kress, 1979: 195) which
are in turn ‘implicated in social processes’ (Fowler and Kress, 1979: 195).
Language, they argue, is ‘not just a reflex of social processes and structures’, but
contributes ‘instrumentally to the consolidation of existing social structures and
material conditions’ (Fowler and Kress, 1979: 195-6). As Rotert Hodge and
Gunther Kress make clear in their most recent book, Social Semiotics, a theory
of language ‘has to be scen in the context of a theory of all sign systems as social-
ly constituted, and treated as social practices’ (Hodge and Kress, 1988). Intcr-
pretation, therefore, ‘is the process of recovering the social meanings expressed
in discourse by analysing the linguistic structures in the light of their interaction-
al and wider social contexts’ (Fowler and Kress, 1979: 196). As the contributors
to the volume edited by Roger Fowler ef a/ entitled Language and Control
(Fowler et al, 1979) make clear, and in the words of Gunther Kress and Robert
Hodge, ‘Language is an instrument of control as well as of communication’
(Kress and Hodge, 1979: 6). People can therefore be both informed and manip-
ulated by language, and of course can inform and manipulate others (see Fair-
clough, 1989 and Birch, forthcoming 1990). Theories of language are therefore
theories of idecology and as such arc organised presentations, in one way or
another, of social realitics (Kress and Hodge, 1979: 15). In that respect a critical
linguistic approach is not conccrned with developing a theory of language which
is specific to literary texts only, but attempts to theorise language as idcology
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with respect to all texts, whether they are poems, Mafia underworld language or
liturgical responses. As Kress makes clear ‘all texts are subject to the same
linguistic and social determinations, so-called literary texts no less than so-called
non-literary texts’ (Kress, 1988b: 127) - a shift in thinking which is characteristic
of critical linguistics.

This shift in direction within critical linguistics and disccurse analysis away
from the privileging of literature as a high culture text needing to be treated
sensitively, towards an analysis which has the potential of including aay text,
might suggest a levelling of all texts to a single common denominator. This
would be true if the analyses were carried out without rhyme or reason, but they
are not. Why the analysis is being carried out determines the choice of texts.
The ‘why’, within critical linguistics at least, has tended to be politically motivat-
ed, not least with concerns of class and gender injustices. What this means, of
course, is that from an intrinsic critical viewpoint, critical linguistics is concerned
with matters usually considered extrinsic to boih the text and to literary/linguis-
tic analysis. But it is this very ‘extrinsicity’ which is, for critical linguists, the
crucial focal point, because it is this that determines the ‘why’ of the analysis. It
also, importantly suggests that critical linguistic analyses need to be intertextual ic
aware of other texts and readings whick inform the ideological processes in-
volved (see Threadgold, 1988; Thibault, 1988; Kress, 1988a, 1988b; Birch, 1986,
1988, 1989, 1990 forthcoming).

An example from Gunther Kress in a paper entitled ‘The Social Values of
Speech and Writing’ should give a clearer idea of the analytic consequences of
some of the thinking I’ve been discussing so far.

Central to Kress’s argument in this paper is that most education systems
take the written ianguage as a standard for measuring the ‘quality’ of somecone’s
spoken language, thus viewing, in his useful phrase, ‘speech ... as a deformation
of the norms of the writing model’. (Kress, 1979: 56) Most of us will be familiar
with the sorts of judgements made about ‘correct’ spoken English that suppose
that the grammar of any variety of spoken English is the same as the grammar of
standard written English. It is not, of course, and considerable work has been
donc in the last twenty years or so that demonstrate quite different grammars in
operation. (See in particular Halliday, 1985a, 1985b; Stubbs, 1980) For the most
part the judgements that are made don’t actually affect the course of most
people’s lives. But there are sitnations in which value judgements are made by
people in control of others based on the fallacy that spoken language should
somchow approximate written language, and people’s lives can be affected as a
result. Gunther Kress takes the example of a transcript made by a spcech thera-
pist of a spoken text produced by an cight-year-old boy. He was given a picture
book and asked to recount the story he saw there:




That’s a bus and driving down the road and the drive round road and try
and mend them is stop try stop running away try catch him and can't. He
see engine him follow him Make funny funny funny er pictures and he run
away and go in tunnel and his bus go away.

Kress's initial point - and it’s one we’ve already come across in this chapter
- is that this text is not a neutral, objective reflection of reality. The production
of this text requires a therapist to hold, consciously or not, a theory of language
that enables the therapist to shape the text according to a set of principles under-
lying how the therapist believes language works. The consequences of this tran-
script are that they represent the boy as someone without any coherent com-
mand of syntax: sentence structure is ‘poor’, tense and time are confused,
gender and number are mixed up. The sorts of decisions that would be made by
a therapist about the child’s command of English are likely to be made using
these observations as a base for developing a programme of ‘corrective’ action.
This, after all, is what speech therapists presume their job to be. The point that
Kress makes is that decisions about a child’s spoken language are likely to be
made using notions of what constitutes ‘good’ grammar and coherent English in
written English. So, for example, conceptually, the sentence is considered to be
the basic unit of thought, because this is how it is described in written English.
Consequently, judgements can easily be made about the child’s conceptual abili-
ties, based on a perception that he or she cannot make sentences. In practice,
the sentence is one of the least useful ways of describing how spoken language is
structured, but if you use it as a judgemental basc the next step is to argue that
the child is unable to make logical connections between sentences. Similarly,
because a sentence is defined by grammarians in terms of subject/actor, verb
and object/acted-upon, decisions could be made about the child’s undeveloped
notions of causality hecause of the absence of grammatically expressed sentence
constituents. Continuing in this way a therapist is likely to make judgements
about the child’s poor understanding of the notion of time because of problems

" with time and tense in the text. In other words, judgements about how the text
means are made as if it were written language, and these linguistic judgements
are used as a base to make value judgements about the child’s conceptual abili-
ties. The child can therefore be categorised as having mental problems which, in
practice, are effectively textually determined by the way a therapist decides to
transcribe the data.

But Kress suggests that a transcrip. >f the text bascd on information units
of speech rather than on a sentence-based writing model might look something
like this (underlining indicates major pitch movement and // marks of major
information units):




//1 saw a bus// a ... driving down the road// and it drive s there (that)//
round the (na) road// an try and mend them// is s stop p// try// that were
running away// and try to (a) catch him// and can’t// He see an enginc//
it follow him// make funuy funny a furny a pictures// and he ran away//
and he go in tunnel// and his bus go away.

What this transcript immediately does is to treat the grammar of spoken English
in a radically different way from the grammar of written English. Kress also
includes information from the tape that was ‘cleaned up’ in the therapist’s ver-
sion. Importantly, the passage is marked by clearly defined information units,
consisting for the most part of a single clause. This is expected behaviour for
spoken English. The child clearly has a good grasp of the basic unit of speech
and an ability to order these umits in complex ways. As is common in speech,
much is ‘understood’, for example, ellipsed subjects, but more importantly, I
think, this transcript demonstrates clearly that the child has a good understand-
ing of direction znd movement in storytelling, because the placing of intonation
focus falls on the major components of the story: bus, road, drive, etc. Kress
also makes the crucial point that the therapist’s transcript takes no account of
the child’s dialect. It is in fact a variety of English from East Anglia in the UK
(Norwich English). In this dialect verbs tend not to be marked for the third
person or for past and present tense (sec Trudgill, 1974). But Kress's point, and
it is an important one, is that if you don’t happen to be a speaker of Norwich
English, and therefore don’t know these features, the decisions you make about
the speaker’s language, and possibly their intellectual capacities, are influenced
by a quite different model and theory of language. Consequently, you can con-
struct, textnally, a quite different picture of a child’s linguistic and intellectual
abilities or problems. The version from the therapist shows a child barely able to
express himself through language; the other, by Kress, shows a competent eight-
year old speaker of Norwich English. Kress suggests, therefore, that an interpre-

tation of the child’s discourse, based on his transcript, would be something like
this: '

I saw a bus, driving down the road; and it drives there, round the road, and
try and mend them. It has stopped, try ... (inaudible) running away, and try
to catch him and can’t. He see an engine, it follow him, make funny, funny,
funny pictures. And he ran away and he go in tunnel, and his bus go away.

This is a text less likely to result in valuc judgements determining the child
to be lcss capable than he really is. How this text mcans is quitc different from
how the therapist’s text means. Quite different realitics are prescnted with quite
different idcological bascs for modclling language and the world.

It is these different realitics which nced to be recognised and incorporated

~7 174




PAFullToxt Provided by ERIC

into the theory and classroom practices of language teaching, both now, and in
the nineties, and, this, I would suggest, should be a major direction for linguists
and educationists to be moving in.
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TOWARDS TEACHING A ‘GRAMMAR OF CULTURE’

David Marsh

1 INTRODUCTION

Language in its socio-cultural context is an object of interdisciplinary study
which is without fixed boundaries or stable definitions. This area of study could
be seen as analogous to Antarctica; claimed by many, explored by not so many,
and understood by few. It is an area with riches that lie largely undisturbed
though tapped for centuries by people from a variety of backgrounds, often with
quite diffcrent intentions. Needless to say it also has a long line of victims in its
wake.

Within this area of language study cross-cultural communication has at-
tracted a considcrable interest because it is here that the role of socio-cultural
background knowledge is most visible, and hence open to analysis. It has invited
aresponsc from a wide range of academic disciplines, such as sociology, psy-
chology, and cducation. These have understandably often approached the sub-
ject from diffcrent angles.

Linguists have somctimes been said to distance themsclves from the social
cnvironment in which language is used, and ‘concern themseives more with the
study of linguistics than the study of langnage’ (Halliday, 1977: 19). In recent
ycars, howcever, there has been a new and powerful surge of .nterest in the study
of language in relation to its proper context of socicty and cuiturc. This tenden-
¢y has been most evident in the fields of sociolinguistics and pragmatics which
have provided valuable insight into how to improve the teaching of languages.

1.1 CONSTITUENTS OF COMMUNICATIVE COMPETENCE

Any sccond/foreign language teaching curriculum said to be communica-
tive in oricatation can be reviewed in terms of which types of communicative
competence (Hymes, 1971) it aims to develop. This term originates from a
rejection of the concept of ideal speaker-listener (Chomsky, 1965), in an at-
tempt to produce a linguistic thcory which incorporates language and culture.
Hymes’s original use of the term examined how the language learncr acquired
four key skills, namely, knowledge of what is possible, fcasible, appropriate or
what can be performed in a target language.
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Approaching these skills from a pedagogic angle Canale (1983) describes
four aspects of this competence: grammatical (what is formally possible); socio-
linguistic (an understanding of social context, rolc, purpose); discourse (inter-
preting patterns and meanings) and strategic (use of strategics that pcople usc
in communication to accomplish goals such as for initiation, re-direction or
repair).

Although the emphasis in this paper is towards spoken language and for
the sake of exemplification, English, the aspccts of communicative competence
described relate to the teaching of both verbal and textual skills. If a curriculum
which is designed for learncrs who aim to use the language in interpersonal
communication lacks a clcarly-defined approach to the development of the
fundamental aspects of communicative competence, then it can be regarded as
inadequate. It is possible that, in the past, some second/foreign language curri-
cula have been regarded as communicative in orientation because of emphasis
on the elicitation of learner-based talk and the transfer of information through
spoken language. This attitude, if held, neglects the major function of language
as a means for developing interpersonal communication through, for example,
the crcation and maintcnance of relationships, negotiation of meanings and shar
ing of reality.

1.2 THE CULTURAL SPECIFICITY OF LANGUAGE

The sociolinguistic, discoursc and strategic aspects of communicative
competence arc in the domain of what could be described as a ‘grammar of
culture’ (D’Souza, 1988). This amounts to a description of the relationship
between linguistic structures and recurring communicative patterns in a cul-
ture. It refers to features such as politeness phenomena (Brown and Levinson,
1978), questions of conversational implicature (Grice, 1975), pragmalinguistic
fcaturcs (Leech, 1983), and others (cf. Dittmar, 1976) which concern appro-
priacy and context.

The distinction between having knowledge of a language and understand-
ing how to usc it in social cncounters has been described as a difference be-
tween structural and social compctence (Edmondson and House, 1981). Social
compctence can be scen as involving mastery of social rules concerning context
and talk, understanding conversational norms and having an ability to use
certain organizational levels in conversation. In this paper social compctence
refers to the often demanding and highly significant aspects of using a lan-
guage described above; namely, the sociolinguistic. discourse and strategic
clements of communicative competence.

It is nccessary to be highly cautious about how we use terms in any discus-
sion of cross-cultural communication. There is a plethora of terms presently
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used in academic and pedagogic discussion on this field. Some such terms
actively inhibit understanding and others even attempt to disguise elitist and
myopic views of different cultures and thus also the communicative styles they
represent in human interaction.

For example confusion surrounds use of the term ‘social competence’. It
should not be used to refer to a set of objective behaviours found in the reper-
toire of a specific speech community. Rather we should see the components
which make up a persons’ social competence as a combination of relative
processes, all dependent on culture, personality and at what point in time and
in what context a specific communication takes place.

Some academics who discuss ways of teaching social competence in Eng-
lish to second /foreign language learners fall into an old trap; that of advocat-
ing that the teacher be prescriptive about teaching the ‘cultural rules’ of the
target language. In so doing they erroneously indicate that rules of usage in
the target culture are sets of objective behaviours and that the learners should
learn these and use them when communicating in the target language. In a
distinctly homogeneous speech community it may be justifiable to generalise
about a specific set of cultural rules but with a language as international as
English such description is problematic.

Scollon and Scollon (1981) compare the ‘bush consciousness’ of the
Athabaskan Indians of North America with the ‘modern consciousness’ of the
West. Although their work does not bear traces of cultural elitism their choice
of terms is hardly constructive. However, it is not only choice of terminology
which can provoke misunderstanding in this arca. It can also be a matter of
condescension. For example, Glenn (1981), Chief of Interpretation and Special
Assistance for Intercultural Research for the US Department of State, manages
to convey the idea that culturally-embedded ways of communicating arc cvolu-
tionary in naturc and thus the world compriscs ‘inferior’ and ‘supcrior’
communicative styles. A compilation of problems emanating from modern
published research on questions of cultural communicative styles lics outside
the scope of this paper but arc dealt with at length elsewhere (cf. Singh, Lele,
Martohardjono, 1988; Verschuercn, 1984).

In the study of cross-cultural communication we are faced with the follow-
ing dilcmma: on the onc hand we must deal with and cxplain systematic cross-
cultural differences. Such differences have been found to be reflected at all
levels of language use and to be lcarned carly in life, thus often becoming
unconscious and difficult to change. They have their origins in long-cstab-
lishcd historical traditions and arc maintaincd through networks of interper-
sonal rclationships and, in cross-cultural cncounters, can unwittingly result in
miscommunication.

On the other hand, we have to study cach interaction as a separate
achicvement on its own, and take into account the particular participants, their
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background, their current state of mind, attitudes towards each other and will-
ingness and ability to co-operate in the particular intcraction. At the same time
we must bear in mind the multiplicity of other situation-specific factors which
affect the communication process.

13 TOWARDS A ‘GRAMMAR OF CULTURE’

One way of approaching the concept of ‘grammar of culture’ in pedagogic
terms is to attempt to describe a culture or speech community in terms of its
frequently used communicative style. This is also called ‘conversational style’
(Tannen, 1984), which neglects the fact that a style is not restricted to speaking
but can often be found in many forms of written communication which reflect
politeness features often found in face-to-face encounters.

The notion of communicative style refers to a way of communicating
characteristic to a particular group of speakers who share certain culturally-
determined attitudes. It is closely linked to the views developed by Goffman
(1959, 1967, 1974) in which the rules according to which a particular culture
functions, influence the ways in which speakers transfer information and
present images of themselves in social interaction.

In addition its use involves simplification of a host of complex aspects of
human communication. One of the most obvious of these is the constant
dilemma surrounding the pursuit of a definition of culturc. This is particularly
significant when we critically review the assumptions lying behind the existence
of a communicative style because of the problem of asserting where culturc
ends and personality begins in the style(s) used by any particular person.

In our search for making our curricula fully communicative through
paying attention to the sociolinguistic, discourse and strategic levels of lan-
guage use, we need to avoid the quagmirc surrounding the largely academic
controversies concerning definitions of culture and personality. Seclye (cf.
Robinson, 1987: 7) sums these scntiments up: I know of no way to better cnsure
having nothing productive happen than for a language department to begin its
approach to culture by a theorctical concern for defining the term’.  Adopting
this view is not to be apologetic but pragmatic for once a language learncr has

proficiency in a target language, questions of communicative style should not
be neglected.

The ways in which people from diffcrent backgrounds usc language involve
a set of cultural and social attitudes which influcnce how they choose to express
themselves. The linguistic manifestation of such expression is often of sccond-
ary importance to the perceptions that the participants in a given situation may
have towards what conslitules appropriatc communicative bchaviour. 1t is
cvident that a person’s perception of a participant in a social cncounter is not
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formed by simply understanding the words, phrases, intonation or non-verbal
language they choose to use but also by what he/she considers to be the inten-
tions and attitudes of that participant. The ways in which pcople appear to judge
the intent (and personality) of a spcaker are strongly influenced by how that
person appears in sociolinguistic, discourse and strategic terms.

There is cvidence (cf. Thomas, 1983) which suggests that command of a
second/foreign language in structural terms assumes a corresponding ability to
use the language cfficicntly in interaction. In other words, if a person’s structur-
al capability is obviously faulty then ‘allowances’ arc made more casily when

communication fails due to apparcnt mis-handling of social fcatures of language
use.

14 ON TEACHING PRAGMATIC APPROPRIATENESS

When we teach a language through a communicative framework we aim to
cquip our students with skills which they will need to possess in order to func-
tion effectively in face-to-face encounters with native and non-native speakers.
At times thesc cncounters will involve a high degree of face-work and interac-
tional complexity.

Interaction with native or non-native speakers of the target language, as
with some sccond language students, is not necessarily advantageous in terms
of understanding differences of communicative style. It cannot be assumed
that cxperience of cultural diversity through communicating with people of
differcnt backgrounds can be directly linked to achicving social competence in
the target language. On the contrary, such experience may fucl the develop-
ment of prejudice and bias if nct supported by insight into the workings of
different communicative styles.

For ecxample Thomas (1983) discusses how a person who spends many
years living in a predominantly monolingual forcign language environment may
not achieve a sufficient degree of social competence in the language of the
country but continue to follow the conventions of their first language. The term
‘pragmatic fossilization’ is uscd to cxplain this phenomenon. It only consti-
tutes a problem when such a person’s intentions are frequently misunderstood
and she/he is unable to communicate on an optimum level in the target speech
community.

The question of teaching communicative style is not a matter of making
qualitative judgements about good or bad ways of communicating. To do so is
to impinge upon the autonomy that all human beings should have in the ways
they wish to communicate with others. The teaching of pragmatic appropriate-
ress is only concerned with extending the language learner’s sodial compelence
through making him /her more aware of alternative ways of expressing meaning

1371 182




in the target language. In addition it must be stressed that one does not need
to embrace the values and attitudes of an alternative culture in order to study
communicative style in a language learning curriculum.

English, for example belongs 1o the 400 million non-native and 350 million
native-speakers said to actively use the language. Any speaker of English can
only have access to and competence in some of the many variations of socio-
cultural norms frequently reflected in the way this language is used throughout
the world. This may be hard for the purist to cope with but it is a fact of life
and one that must be reflected in language teaching. English belongs to each
and every person who uses it and it is problematic to suggest that features of
English found in some social circles in certain countries are superior or inferi-
or to others. Equally we cannot attempt a prescriptive description of the
shared conventions of native-speakers of the global language that English has
become.

To reinforce the point that we should not attempt to teach sets of cultural
attitudes to our students, let us take the case of predominantly monolingual
native-spcakers of English at universities in the UK and USA. Universities in
both these countries are looking closely at the first language oral abilities of
their students. Certain educated native-speakers of English are described as
being ‘verbally illiterate’, which is probably not due to a mis-handling of struc-
ture but rather to an awkwardness in the use of the languace as an efficient tool
for conveying information and developing social relationships. As a result
emphasis on communicative style is being actively incorporated into degree-
level teaching.

When we teach pragmatic appropriatencss in our second/foreign language
learning curricula we describe those aspects of face-to-face encounters where
our language learners face difficulties in adjusting to the cultural conventions
followed by those with whom they communicate. We can determine what these
difficulties are by conducting nceds analyses which may reflect varying levels of
empirical complexity. One such way of conducting a necds analysis which
determines where rules of zppropriacy in the target language may be different
to those of the mother tongue is now described in this paper.

2 FINDING DIFFERENCES IN COMMUNICATIVE STYLE
ACROSS CULTURES: A CASE STUDY

Onc of thc most straightforward approaches to finding where significant
differcnces exist in the communicative styles of two cultures, that is between
those of the mother-tonguc and target-language culturc, is to use a queslionnaire
format. This could be ficlded in a varicty of differcnt ways depending on the
cnvironment in which onc teaches. For the sake of example we will look at the
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sorts of questions which may reveal differences in communicative style where the
language learners have some exposure to using the language with native and
non-native speakers. All over Southeast Asia speech communities differ consid-
erably with regard to the role which English plays and sometimes it is difficult to
determine whether English is a second or forcign language. The nceds analysis
described in this paper was done with respondents who have English as a second
language.

The questionnaire design attempted to find where adult language learners
perceive differcnces to exist between Brunei-Malay and English on the sociolin-
guistic, discourse and strategic Jevels. It sought information on six key functions.
These are (a) Greetings and Leave-takings; (b) Asking and Answering Ques-
tions; (c) Expressing Opinions and Feelings; (d) Frequency and Character of
Speech; (e) Listening Behaviour and (f) Voice Tone and Body Language. A
total of twenty-one questions were put to the language learners about these
functions.

Depending on the extent of cultural homogeneity, maturity and target
language proficiency of the group of learners involved, it may be interesting to
obtain some background information about the respondents in this type of re-
search. This initial probe might collect information on age, gender, mother-
tongue, experience of contact with native and non-native English speakers, as-
sessment of the degree to which they use English and description of the situa-
tions in which this occurs. Admittedly a teacher may already be in possession of
this type of information if he/she is familiar with the background of the language
learners but it is surprising how often this is not the case.

2.1 QUESTIONS ON GREETINGS AND LEAVE-TAKINGS

The four questions on this area seek to elicit attitudes towards greetings
and leave-takings in relation to levels of (a) formality; (b) intimacy; (c) friend-
ship and (d) abruptness in social encounters.

A question format may be:

Do you think that native-speakers of English tend to be:

(a) Much more

(b) Somewhat more

(¢) (About the samc as)

(d) Somewhat lcss

(¢) Much less

formal in the ways in which they often greet you?

18




2.2 QUESTIONS ON ASKING AND ANSWERING QUESTIONS

Five questions on this area look at (a) asking personal or intimate ques-
tions; (b) asking about opinions and interests; (c) on being open in answering
questions; (d) on how honest answers are perceived to be and (¢) directness.

A question format may be:

Do you think that native-speakers of English tend to be:

(a) Much more

(b) Somewhat more

() (About the same as)
(d) Somewhat less

(e) Much less direct and straightforward in the ways in which they ask and
answer questions?

23 QUESTIONS ON EXPRESSION OF OPINIONS AND FEELINGS

The four questions look at (a) expressing opinions on social, religious and
political issues; (b) expressing personal opinions; (¢) changing opinions fre-
quently during conversations; (d) expressing opinions not believed in or really
meant.

A question format may be:
Would you say that native-speakers of English are:

(a) Much More

(b) Somewhat more

(¢) (About the same as)
(d) Somewhat less

(¢) Much less likely to express an opinion that they don'’t really mean or believe in
than XXXX-speakers?

2.4 QUESTIONS ON FREQUENCY AND CHARACTER OF SPEECH

Here four questions probe into (a) quantity of talk; (b) treatment of si-
lence; (¢) interrupting behaviour and (d) usc of small talk (phatic communion).
A question format may be:

Do you think that native-spcakers of English are:




Much more
(b) Somewhat more

(c) (About the same as)

(d) Somewhat less

(e) Much less likely to start speaking at the same time as sormeone else or to inter-
rupt another person when talking than XXXX-speakers?

2.5 QUESTIONS ON LISTENING BEHAVIOUR

The two questions in this section look at (&) being good listeners and (b)
being overtly responsive in conversation.
A question format may be:

|
Do you feel that native-speakers of English tend to be l
|

(a) Much more

(b) Somewhat more

(c) (About the same as)

(d) Somewhat less

(¢) Much less responsive in letting you know how they feel about what you are
saying to them than XXXX-speakers?

2.6 QUESTIONS ON VOICE TONE AND BODY LANGUAGE

Four questions on (a) use of voice as a means of expression; (b) expressing

emotion; (c) use of facial expression and (d) use of gesture and body movement
arc used in this area.

A question format may be:

Do you think that nalive-speakers of English tend to be:

(a) Much more

(b) Somewhat more

(c) (About the same as)
(d) Somcwhat lcss

(e) Much less expressive of their emotions with gestures and body movements
than XXXX-speakers?
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3 RESULTS OF AN ANALYSIS OF BRUNEI-MALAY
SPEAKERS ATTITUDES TOWARDS USING ENGLISH WITH
NATIVE-SPEAKERS OF ENGLISH IN
BRUNEI DARUSSALAM

The type of needs analysis outlined above was used in 1988 with seventy
first year university-level students who have Brunei-Malay as their mother-
tongue. Many of these students had experienced extensive exposure to native-
speakers of English, mostly British, during the course of their education. Thus
the majority of the students had only used English as subordinates with native-
speakers in teacher-pupil encounters. However most of the respondents had a
high degree of exposure to English language TV and video media, the bulk of
which originated in the USA. The sex ratio of the students was almost equal and
their average age was twenty-one years old. The questionnaire was circulated in
Malay. Respondents were encouraged to seck advice on questions which they
found ambiguous before attempting to answer questions.

3.1 GREETINGS AND LEAVE-TAKINGS

The degree to which formality, intimacy and friendship are expressed in

greetings and leave-takings were regarded as similar in English (E) and Bru-
nei-Malay (BM). However, a significant proportion of the respondents (60%)
found that in (E) people scemed to be more short and abrupt than in (BM)
when greeting and leave-taking.

3.2 ASKING AND ANSWERING QUESTIONS

Forty seven percent of the respondents considered that in (E) peoplc ask
personal or intimate questions more often than in (BM). Fifty four percent
stated that in (E) questions on opinions and interests were more commonplace
than in (BM). In answering questions 56% of the respondents indicated that in
(E) people are more likely to be open and candid than in (BM). A question on
how honest a person is when they answer and ask questions reveals no significant
difference. However, 74% of the respondents considered that in (E) people are
more direct and straightforward in the way in which they put questions than in
(BM).




33 EXPRESSING OPINIONS AND FEELINGS

Fifty three percent of the respondents considered that in (E) pcople ex-
press opinions about social, religious and political issucs more often than in
(BM). Seventy seven percent commented that overt expression of personal
feelings and emotions is more common in (E). The respondents did not consid-
er there to be any difference between (E) and (BM) in the degree to which
people changed their opinions during the course of conversation. But on the
question of speaking with conviction, 51% regarded the expression of opinions
not really believed in or meant as more comm:on in (E) than in (BM).

3.4 FREQUENCY AND CHARACTER OF SPEECH

Forty seven percent of the respondents felt that in (E) people used more
words and spoke more than in (BM). Forty three percent suggested that in (E)
people are less likely to tolerate periods of silence in conversation. Thirty nine
percent considered that in (E) people are more likely to interrupt someone who

is speaking than in (BM). Finally, 41% of the respondents felt that in (E) peoplc
usc more ‘small-talk’ than in (BM).

3.5 LISTENING

On questions of appearing interested in hearing what a person has to say
and responding to talk, 52% suggested that in (E) people arc better at listening

and 44% considered them to be more overtly responsive when talking than in
(BM).

3.6 VOICE TONE AND BODY LANGUAGE

In this final section 52% of the respondents considered that in (E) people
are likely to use voice tone morc than in (BM) to convey meaning. Forty onc
percent considered that gestures are used more often in (E) when conveying
emotions, 52% noted more usc of signals conveyed by facial cxpressions in (E)
and 48% observed that in (E) gesture and body movement is more widely used
than in (BM).




ERI

PAFullToxt Provided by ERIC

CONCLUSIONS

Results such as these provide the teacher with some insight into where the
second/foreign language learner may face difficulty in understanding the inten-
tions of certain native-speakers of English. In face-to-face interaction in a
second or foreign language participants often interpret the content of what a
person says in direct relation to what they perceive to be the personality or inten-
tion of that person. The judgements that people make about others from differ-
ent backgrounds may often be due to their not understanding differences of
communicative style.

The different types of communicative style which exist between speakers
can thus damage the communication process and lead to misinterpretation and
breakdown. Instances of communicative breakdown may then affect the rela-
tionship between the speakers and, indeed, result in such problems as ethnic
stereotyping and prejudice.

These results only reflect the opinions of the respondents involved and it is
not possible to generalise the findings and talk of pragmatic differences in lan-
guage use between English and Brunei-Malay. Analysis of cross-cultural talk is
necessary before one can discuss the nature of those differences said to exist
between the communicative styles under analysis. However, this sort of ap-
proach does give the teacher an immediate advantage in slarting to see where
differences are perceived as cxisting, which might, in some circumstances,
threaten the successful outcome of communication in different situations.

Through this type of approach we aim to ideatify the problem; that is, how
breakdown can occur through the misinterpretation of cultural values as they are
revealed in communication. The importance we can attribute to this problem
remains open to debate. However, studies on prejudice, ethnic stereotyping and
conflict resolution {cf. van Dijk, 1984) do indicate that the statcment *It’s not
what he said but the way he said it" is often uppermost in people’s minds when
things go ‘wrong’ in cross-cultural communication. Thus, as language tcachers,
we should start looking at what rules govern the ‘ways’ pcople express them-
selves.

Once we can ascertain where differences may cxist what can we do about it
in the classroom? We can instruct our students to be aware of the types of area,
such as those above, which cause difficulty in cross-cultural commur.ication be-
tween people of their own culture and those of others. Such training might encour-
age them to be prepared for problems and develop the resources necessary to repair
communication which brcaks down. This approach may be referred to as a form
of ‘consciousness-raising’.

Even only going as far as this is to achicve far more in this arca than can be
gained through teaching structurally-based objectives. Our interest here goes
beyond mere structure and involves interactional considerations which is crucial if
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we are to equip our language learners to be effective and confident communicators
in the target language.
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CONCILIATING COMMUNICATION. CULTURE
AND LANGUAGE AWARENESS

Denis Girard

Long before the communicative approach for language teaching was
launched in many countries throughout the werld, communication was felt by a
large number of linguists to be the "essential function” of language, to use the
well-known phrase to be found in André Martinet’s Elements de linguistique
genérale:

"The essential function of the tool we call language is that of communica-
tion. French, for example, is first and foremost the tool which enables
French-speakers to enter into an understanding with each other. We can
see that if a language becomes medified in the course of time, it does so in
order to satisfy the communication nceds of the community that speaks it
as cconomically as possible", (Martinet, 1960)

That quotation from a book published nearly thirty years ago is remarkable
not only because of the importance attached to communication but also for its
first reference to speakers’ needs, what v.e now cumimonly call “language needs”.
But we must not ignore the fact that Martinct’s concern was with general linguis-
tics and not language tcaching. His reference is to people who can already speak
a language as their mother tongue, not to learners of a forcign language.

Other linguists went much further into the study of how language works as
a tool for communication: J L Austin (1962) and J R Scarlc (1969) demonstrat-
cd "How to do things with words" and how to perform "spcech acts”. Then a few
ycars later, it was an American sociolinguist, Dell Hymes, who invented and
defined the new concept of "communicative competence” (Gumpertz and
Hymes, 1972).

But the decisive role in applying these new ideas to language learning and
tcaching was to be played by the team of experts appointed by the Council of
Europe, under the responsibility of Dr J L M Trim to “investigate the feasibility
of a unit-credit system for modern languages in adult education”. The seminal
work accomplished during the decade 1971-1981 led to what came to be called
the "Council of Europe Approach” which we must siow quickly describe.

To be able to establish a "unit credit system” for language lcarning through-
oul Europe, one needed other criteria than purcly linguistic oncs (thosc given by
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structuralism or even Chomsky’s transformational grammar). Langunage univer-
sals had not been easy to discover through a formal analysis of languages and
even more difficult to turn into practical purposes, for language teaching and
learning. It was felt language use (what the average native language user does
with the language when he communicates) was probably more important than
language usage (the formal grammatical rules, however important they may be).
Yet what we do with a language when we communicate with other members of
our language community depends on a variety of factors connected with the
situations in which the language is to be used (the roles played by the speakers,
the settings, the topics) and also, of course, with the language activities con-
cerned (involving the four skills of speaking, listening, reading and writing).
What came out as the “Council of Europe Approach” was a framework of
principles on how to define concrete objectives for language learning whatever
the language concerned (except of course when selecting the language items) but
taking account of the kind of learner one was aiming at and his/her special

needs. If we try to put it into a nutshell, the "systemic approach" we are referring
to consists of:

an assessment of learners’ needs and resources
a definition of terminal objectives in terms of what the learners will even-
tually be able to do with the new language (communicative functions and

notions)

an inventory of linguistic contents to be used as needed (grammar and
vocabulary)

an appropriate methodology involving the selection and use of teaching
materials and techniques

a constant assessment of the results obtained, allowing for permanent
adaptation.

As a matter of fact, the expert group did not have enough time to dcal with
all the five elements of their systemic approach. What they produced, in the
form of "threshold levels" (ie the first level of the projected "unit credit system”),
was a new way of defining languagc learning contents through a comprehensive
inventory of communicative functions and notions, starting with Jan van Ek’s
Threshold Level for English, Un Niveau-seuil for French and many other such
studics for most European national and cven regional languagcs.

Nothing was done to try and define a ncw mcthodology, although the
cmphasis put on communication in defining objcctives was bound to lcad to
lcarning actwvitics that would develop a communicative competence. That was
the rcason why the new Council of Europe project, No. 12, 1982-1988, was clcar-
ly labelled "Learning and teaching modern languages for communication™.
Among the studies carried out under the new modcrn languages project was one
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I 'had proposed and was responsible for on "Selection and  Distribution of
Contents in Language Syllabuses", meant to establish the real impact of the
Council of Europe on national and regional language syllabuses and, as a conse-
quence, its effect on language teaching practices. Among the positive aspects of
our findings, we mentioned “a constant and common desire for the reform of
foreign language teaching/lcarning by striving to attain three objectives: (a) to
develop the learner’s communicative ability, (b) to inform him about the civilisa-
tion which the forcign language embodies and to instil in him a liking for it, (c)
to develop his general education and training.” (Girard, et al 1983)

What we felt to be less positive was perhaps an exaggerated faith in the new
approach: “The communicative approach is going thc same way as the structur-
al-behaviourist audio-visual method: it is being scen by some people as a pana-
cca” (Girard, et al 1988). The dangers of "pseudo-communication” are just as
great when a learner is asked to express a non felt surprise or fear as when asked
to produce a negative sentcnce with the modal "can” or "may".

A LANGUAGE FOR COMMUNICATION OR
COMMUNICATING TO LEARN A LANGUAGE?

Bearing in mind the basic function of communication of language, it is diffi-
cult to imaginc the teaching/lcarning of a modern language that would not give
primary importance to building up communicative competence in the learner. It
was only in the old days of the grammar/translation method, inherited from the
teaching of Latin and Greek, that communicating in the language was not con-
sidered a worthwhile objective. Ever since the beginning of the dircct method
insisting on the usc of the language by the learners and even more so with audio-
oral and audio-visual methods, being able to spcak the language has been the
fundamental aim, best illustrated by the motto "Teach the language, not about
the language”.

Yet language teaching still nceded the help of fundamental sociolinguistic
rescarch to understand cicarly what communication . cally meant. W Rivers was
onc of the first applicd linguists to warn us against the dangers of "pscudo-
communication” as opposed to real communication (Rivers, 1968). There arc
two main forms of pscudo-communication in the language classroom: onc is the
hackncyed repetition of a dialogue or fragments of conversations; the other one,
morc insidious, is the artificial cxchange of questions and answers between
tcac..cr and learners, wherce the questions arc not real questions because the
questioner knows the answer perfectly well and the answers are conscquently
morc meant as part of a school ritual than as a way of imparting uscful informa-
tion. In thc first stages of language learning, it is not always possible to avoid
pscudo-communication completely but ways must be found to provide as many
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opportunities as possible for real communication. The best way is to take learn-
er-centredness at its face value and develop the learners’ responsibility and
autonomy from the very beginning. The surest guarantee of complete failure
would be to create the illusion that after a painful boring phase of gathering
information and some artificial practice of the foreign language fluent and effi-
cient language use would suddenly appear and allow the learner to be a good
communicator. Quoting W Rivers again, we must not deceive ourselves with
the idea that "skill using” will follow naturally after a long period of pure “skill
getting”. The two should be carricd on simultaneously. In other words, learning
a language for communication is best achieved through communication as a way
of lcarning rather than as a consequence. That does not mean that all classroom
activities will always be communicative: some exercises will be needed to create
or reinforce some basic skills. But it implies that learners will be trained from
the very beginning to communicate with their peers as often as possible to ask
for information and express personal ideas and feelings. The traditional teacher-
learner dialogue between one who knows and has the privilege of asking ques-
tions and thirty learners who are only allowed to answer questions or required to
repeat is the very type of situation that cannot be maintained in a communicative
approach.

The communicative approach, in my experience, has often led to two
misunderstandings that must be dispelled. One is the idea that 2 communicative
syllabus (with functions and notions and lists of speech acts, corresponding to
various situations and topics and language necds) can only correspond to very
elementary types of exchanges of a survival nature (How to find one’s way ina
town, Where can one buy a medicine? Is there a restaurant in the neighbour-
hood? etc). That is of course completely wrong cxcept that it can probably be
accounted for from the fact that a "threshold level’, as the phrase suggests, only
refers to the first unit of a projected "unit credit system”, is not a complete sylla-
bus and only provides material for the building of syllabuses.

When a country like mine decided to promote a communicative approach
for the teaching of English throughout the seven years of secondary education, it
used the Threshold Level’s framework as a convenient tool, providing all the
necessary additions to make it suit its wider purpose and scope, taking into
account Jan van EK’s warning in his Threshold Level for Schools that the content
was meant only "to cnable learners to survive, linguistically speaking, in tempo--
rary contacts with foreign-language speakers in everyday situations.” (van Ek,
1976)

The second misunderstanding is in fact connccted with the first one. A
communicative approach is often considered to be referring exclusively to oral
communication and more specially everyday conversations. There again the
misconception may be partly due to the fact that in The Threshold Level "The
language activitics were Lo be especially oral communication”. We are now
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better aware, through the development of discourse analysis, of the kind of
communication which takes place, silently, between writer and reader, whatever
the kind of written document, be it a novel, a magazine article or an advertise-
ment. H Widdowson has shown convincingly that any author of a written text
makes use of "interactional procedures which are identical with those typical of
spoken conversation. Yet the absence of immediate interaction necessitates a
different mode of exploitation”. (Widdowson, 1984).

Seen in that perspective, the exploitation of a written text in class can give
birth to a variety of interesting activities where learners play the prominent part,
taking the initiative of analysing the text, of questioning it, as it were, with the
teacher working as a resource person. The silent elements of communication in
the text can be made explicit, with different interpretations according to various
readers. An information gap can easily be created, with different parts of the
text being read by several groups. Anticipation techniques can be encouraged in
different ways, starting with the title (and subtitle) and any informative illustra-
tion to make reasonable guesses about the general content, then using the first
paragraph in the same way. Some texts will lend themselves easily to a "jigsaw
puzzle" by having various groups in the class reading different paragraphs and
then enquiring from other groups to reconstruct the whole text. The artificial

character of the exercise is usefully balanced by the naturalness of the interactive
situation created.

COMMUNICATION VERSUS CULTURE?

The question must be answered because the two aspects have often been
considered to be antagc -‘ic ever since an effort was made to help learners
become communicators in the foreign language.

In our old guidelines for language teachers in France, the basic aim for the
first three years was said to be “practical’, which meant learning about the lan-
guage to become capable of understanding simple sentences and of producing
similar utterances when asked to do so. At a later stage, in the final years of
secondary education, the objective became "cultural” and the foreign culturc was
understood to be literature. With the introduction of our audio-visual method-
ology in the sixties, we succeeded in making the "practical® stage much closer to a
communicative approach. But the dccision to concentrate on everyday conversa-
tions both for oral practice and as reading material made it difficult, except
through pictures and listening to native speakers, to give any real insight into the
foreign culture in its wider meaning (all significant aspects of a human communi-
ty’s ways of life, traditions, craftsmanship, artistic production (including litera-
ture), scientific and tcchnological achicvements, rcligion, etc).

The communicative approach, with its cmphasis on face to face interaction
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in everyday situations, notably at threshold level as we have pointed out, rein-
forced the idea that whenever learners are trained to communicate, the foreign
culture is being sacrificed to that goal.

In all fairness, one must recognize ihat the criticism is sometimes justified
by the excesses of those I like to call "extremists of communication” who are so
keen on having their students communicate that they simply forget to give food
to their communication, I mean meaningful topics. And when learning a foreign
language no topic is more meaningful than one of the aspects of the foreign
culture which I have just suggested.

What we must realize is that there is no intrinsic contradiction between
communication and culture provided the material used as a basis for discussion
of any cultural aspect is well suited to the age and interests and communicative
competence of the learners. Of course, the more competent they become, the
easier it is to find a huge variety of suitable texts or visual or audiovisual docu-
ments between which one can select the most appropriate and build up interest-
ing classroom activities. In my workshop I will be suggesting activities for ad-
vanced level students, in connection with science fiction.

For that reason, I would like to refer now to much younger learners and
propose a little poem by Shel Siverstein recently published in FORUM:(1)

Homework Machine

The Homework Machine, oh the Homework Machine,
Most perfect contraption that’s ever been seen.

Just put in your homework, then drop in a dime,

Snap on the switch, and in ten seconds’ time,

Your home work comes out, quick and clean as can be.
Here it is --- "nine plus four?" and the answer is "three”.
Three?

Oh me...

I guess it’s not as perfect

As I thought it would be.

One can easily imagine splitting the poem into two cqual parts, for peda-
gogic purposcs.

Yet before inviting the class cither to read or listen to the first part of the
poem as rcad by a native boy or girl, onc zould draw upon their imaginative
power by just giving the title and thus initiating lively interaction on what a

(1} Vol. XXVII Number I January 1989
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"homework machine” might be. The anticipation stage would create suffi-
cient curiosity about the content of the poem for the children to be anxious to
read it or listen to it to discover the extraordinary machine. The second part,
ending with the user’s expression of disappointment about the new gadget being
"not as perfect as he thought” will then provide a transition to discussing
concrete examples of all the wonderful machines and devices which can make
life easier in industrialized countries, although they also have their drawbacks.
Developing a balanced appreciation of sophisticated technologies may, already
at the level of young beginners in the learning of EFL, constitute a worthwhile
outcome of some cultural and general educational value. As one reaches higher
levels of performance and communicative competence, the cultural clement can
easily become more important through documents with much richer contents,

whether purely informative (newspapers and magazine articles) or belonging to
literature.

At all levels, it is clear that a communicative objective is no obstacle to a
cultural one which can best contribute to making the communication more
rewarding, especially when the students are efficiently encouraged to express

their own views on every topic discussed, orally as well as in a written form, when
suitable.

STRENGTHENING COMMUNICATIVE COMPETENCE
THROUGH A CONSTANT DEVELOPMENT OF
LANGUAGE A'WARENESS

Teaching and learning a language for communication does not imply that
all classroom activities should aim at developing a communicative competence
without making sure that students understand the way the foreign language
works.

Many writers in the field of language teaching have insisted on the necessity
of building up a degree of language awareness while giving ample opportunity to
practise genuine communication in natural or simulated situations.

Pit Corder can be quoted here quite appropriately:

"Learning is seen as fundamentally an inductive process but onc which can
be controlled and facilitated by descriptions and cxplanations given at the
appropriate moment and formulated in a way which is appropriatc to the
maturity, knowledge and sophistication of the learner". (Corder, 1973)

Besse and Porquier morc recently, in a book devoted to grammar and
language didactics, asserted that "It would be hazardous to assert that communi-




cating actively or interacting intensively in a language class is enough to ensure
that the foreign grammar is acquired, as a sort of bonus.” (Besse and Porquier,
1984, quoted in Girard, et al 1988).

What these authors do not clearly indicate is in what way the necessary
acquisition of grammar is going to take place if the "inductive process” triggered
by the practice of communication is not enough. When Pit Corder suggests
“descriptions and explanations given at the appropriate moment”, one may fear
that the teacher should indulge in a teacher-centred grammar lesson instead of
just helping the students, when the need arises, to observe, describe and justify
the way the foreign language works to express this or that notion, as compared
for instance to how the same or a similar meaning is expressed by the mother
tongus or any other language. That is the way French teachers of English are
advised to do it by our recent syllabus and guidelines for secondary schools:
"Pupils should, from time to time, be invited to think about the grammatical or
even the linguistic implications".

Discovering how the foreign language works is one of our three fundamcn-;
tal objectives throughout the seven years of learning EFL in our schools, the
other two being developing a communicative competence (as a first priority) and
learning about foreign cultures. The three objectives are felt to be connected,
inasmuch as each of the three has the power to strengthen the other two.

One could give many examples of the way students can be invited to pay
attention to how English grammar gives users of the language (speakers and
writers) the means to express various "semantico-grammatical categories” (using
D Wilkins’s phrase in his book already quoted, Notional Syllabuses).

1 will illustrate my point by using a short extract from a book by Laurie Lee,
a British author who is very popular with French teachers of Englisk and text-
book writers because of his simple language, sense of humour and his lively
exploitation of childhood memories. In the following passage, Laurie Lee tells
his readers about his girlfriend Ellie: it is a first love story of special interest to
young teenagers in their fourth year of English study:

Then one evening Ellie said her mum and dad had gone away for a week
and lcft her in charge of the houvery act seeme ordained by legend. I saw
the open window above my head and started climbing the spout towards
it. What would happen when
I leapt into the room and confronted the sleeping girl? Would she gasp
with pleasure and open her arms, cry for mercy, or lose her reason?

Laurie Lee ("First Love" in I Can’t Stay Long, A Deutsch, 1975)

The extract is meant as listening material, being recorded by a native
speaker. Alfter listening to the whole story (from which I have only quoted two
paragraphs), the class will usually pick out the factual elements in their own

213

199




PAFullToxt Provided by ERIC

words drawing upon the linguistic and functional contents of the text, with the
help of their teacher. Temporal relations play a very important part in such a
story which is told in the simple past but with reference to previous events and to
what is going to happen next. They will provide good opportunities for commu-
nicative activities making full use of various verb forms. Nobody would deny that
such activities are an essential element of the learning process. The question is
whether they are sufficient to make the studenis aware of the grammatical and
semantic rules which govern the foreign language. My contention is that after
these practical activities, a little amount of time spent on an and to what is going
to happen next. They will provide good opportunities for communicative activi-
ties making full use of various verb forms. Nobody would deny that such activi-
ties are an cssential element of the learning process. The question is whether
they are sufficient to make the students aware of the grammatical and semantic
rules which govern the foreign language. My contention is that after these prac-
tical activities, a little amount of time spent on analysing how the language works
will ensure better understanding and memorisation.

In the two paragraphs by Laurie Lee, for instance, the teacher may ask the
class to pick out all the verb forms alluding to events which have not yet taken
place and therefore, in a story about past events, represent "the future in the
past”. The students will then have to account for each cf the items discovered, in
particular for the difference in meaning between "It was going to be lovely" (with
the added sense introduced by "going to") and "she’d sleep in the big brass bed"
or "What would happen...?" The verb form "leapt” in the sentence "What would
happen when I leapt into the room..?" offers an excellent opportunity to have the
students give some thought to the use of some words beyond the usual grammat-
ical function with which they are normally connected. The context makes it clear
that the past form of the verb "to leap" does not always refer to an event in the
past. In the sentence, it expresses an imaginary action in the future, which exists
only in the hero’s mind. Other examples could be found by the students in
connection with the verb “"to wish". A translation into the mother tongue
(French in our case) would show that othcr languages will use the same verb
form in the two clauses ("Quarriverait-il quand je sauterais dans la chambre?").
Pointing out similarities and differences between the first language and the
target language can be a great help in the learning process. Language awarcness
also has undcniable cultural and educational value, which is another good
reason not to neglect it.

Onc should not, of course, overdo it and spend too much time teaching
about the language. Using the language in a variety of communicative activities
must remain a central goal. That is why I suggested inviting the class to observe
language features at work in the text only affer they have communicated about
the content of the text. In the case of the extract by Lauric Lee which I have
been using, it would be a mistake to interrupt the story, as I have done, with the
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suspense created by the hero’s questions ("What would happen...?") to have the
class study the language forms of the text. The suspense must be fully exploited
communicatively, to imagine Ellie’s reactions and then discover the real end of
the story which I must now give you, so that you do not feel too frustrated:

*... I wanted to kneel to her then, first to worship, then to love. A floor-
board creaked. Ellie stirred, then dreamily turned towards me.
"Oh, no! Not you again, really! Arnold(2), you bad, bad boy ..."

As a conclusion, I would like to quote what we wrote in our Council of
Europe study on syllabuses (Girard, et al 1983):

"Learning a foreign language is an opportunity to acquire new skills which

extend those acquired in the study of the mother tongue: being abie to
analyse or observe rules of grammar, appraising, forming an opinion, learn-
ing to analyse and synthetise, all this can be improved by learning a foreign
language...

The communicative approach does not mean abandoning cultural syllabus-
es ... Communicating should be taken in its widest sense: learning a for-
eign language is to come into contact with a new culture... Provided they
are selected and apportioned in the interests of the child, cultural elements
provide an excellent springboard for communication.”
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WHAT ROLE FOR GRAMMAR AFTER
THE COMMUNICATIVE REVOLUTION?

Marianne Celce-Murcia

PREL:MINARIES

Whenever 1 give a talk involving the term "grammar” to a small group, like
to begin hy asking everyone to write down a definition of "grammar" on an index
card so that we can compare definitions, and so we can see very clearly that the
term “grammar” mcans different things to different people. A group that I
addressed earlier this year came up with five different kinds of definitions:

1. Aesthetic - a grammar can exemplify the best or most elegant way to ex-
press an idea or message.

2. Prescriptive - a grammar is rules that show you what is correct (eg, There
are two books on the table) and what is incorrect usage (eg, There’s two
books on the table).

Social Etiquette - a grammar decides what is acceptable usage (eg, He
isn’t...) and what is unacceptable usage (eg, He ain’t...).

Psycholinguistic - a grammar is the unconscious system of rules in the mind
of a native speaker.

Descriptive - a grammar describes the rules or the system that a particular
specch community follows when it uses language for communication.

From the perspective of descriptive grammar, of course, some of the so-
called “incorrect" usages of prescriptive grammar and some of the so-called
"unacceptable” usages of social etiquctte become "grammatical" if onc takes into
account situational factors such as register, modality and speech community. In
fact, in truly objective and non-judgemental descriptions, even the non-target-
like interlanguage of sccond language learners can be considercd grammatical to
the extent that it is sy: tcmatic and describable (Selinker, 1972).

From the perspective of foreign or sccoad language teaching, the fifth and
final definition given above--that of grammar as a description--is the one gener-
ally accepted and it is the onc [ shall follow most closely in this talk; furthermore,
1 would like to limit the scope of the term "grammar” to morphology (grammati-
cal inflections on words) and syntax (word order and function words such as
articles and prepositions). The speech community generally sclected for descrip-




tion in foreiga or second language teaching consists of well educated native’
speakers. This being the case, some of the other four perspectives on "gram-
mar” can become part of the description at times, since well-educated native
speakers make use of several different registers and varieties of English. ('m
leaving aside the issue of differences in geographical dialect, which is yet another
source of grammatical variation).

If we accept the premise that language is a system developed for the pur-
poses of communication; grammar (or structure), which reflects the form of
language, is only one aspect of language--the other two being meaning and func-
tion. Language cannot be used for purposes of effective communication unless
all three aspects are present and interacting with each other. In fact, all com-
prehensive models of communicative competence (see Canale and Swain, 1980,
for an overview) include at least these three dimensions of language; they often
include some other considerations as well.

Let us now turn our attention to language teaching methodology and the
place that grammar has had within the profession during the past 35 years.

METHODOLOGY SINCE 1945

The Audio-lingual approach of the forties and fiftics (eg Fries, 1945) and
the Cognitive approach of the mid-sixties and early seventics (eg Jakobovits,
1970) were different in that the former was based on structural linguistics and
behavioral psychology while the latier was associated with transformational
generative grammar and cognitive psychology. However, both of these ap-
proaches were preoccupied with sentence-level grammatical structure. In
pedagogical applications of both approaches, the structural syllabus was the only
known way of organizing a language course and the purpose of second or foreign
language instruction was to snable the learner to be able to use the forms of the
target language accurately.

The lack of success of these two form-centered approaches in getting learn-
ers to communicate effectively in the target language and the growing popularity
of socially-motivated models of communicative competence, particularly those
proposed by Hymes (1972) and Halliday (1973, 1978) led to the emcrgence of
the communicative approach to language teaching in the mid-seventies.

Wilkins (1976) was one of the first to suggest that a language syllabus
should be organized according to meanings (ic, notions) and functions rather
than forms (ie, structures). There were even some rather extreme proposals
made to the effect that no instruction in grammar--implicit or explicit--was
needed, ie, that language, which includes grammar, would cmerge as a result of
interaction and communication (Hatch, 1978) or that it would cmcrge as a result
of comprehensible input (Krashen, 1981, 1982). The logical outcome of either of
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these two points of view was that grammar had become obsolete. There was no
need to tcach grammar to students and no need for language teachers to spend
much timc Icarning about grammar sincce it had become more important for
language teachers to know how to teach intcraction and communication or how
to makc languagc input comprchensible to the Icarncr.

There were, of course, morc balanced vicws in applicd linguistics right from
the start of the communicative revolution concerning the continued importance
of structurc (or form), (scc Wilkins, 1976: 66, and Canalc and Swain, 1980).
However, the language teaching profession, swept off its collective fect by the
communicative revolution, often paid little attention to these voices of modera-
tion. Now, however, there is both ancedotal and cmpirical evidence from sccond
language acquisition rescarch and classroom rescarch (Higgs and Clifford, 1982;
Long, 1986) indicating that adolcscent and adult learncrs do not master the
grammar of a sccond language mcrcly through using or understanding the
language; and many conscrvative classroom teachers, teachers who may never
have fully accepted the communicative approach, arc beginning to preach a
back-to-basics scrmon, which entails--first and forcmost--the gospel of scntence-
level grammar.

I saw and heard cvidence of this newly rediscovered doctrine at the TESOL
convention in San Antonio (7-11 March 1989). Many scentence--level grammar
review texts from the fiftics and sixtics have been republished virtually intact; the
only thing new is the cover. The unhappy cditor of a publishing housc that had
developed a very sound contextualized and communicative grammar scrics told
me at TESOL that onc of their largest buyers was dropping the communicative
scrics and going back to a sentence-level review because the sentence-level text
preparcd their students better for the TOEFL cxamination.

Even teachers who are fully sympathetic with the communicative approach
have come to accept, for the most part, the fact that some focus on form--or
"grammatical consciousncss raising’, as Ruthcerford and Sharwood Smith (1988)
call it--is nceded. There is, however, a great deal of confusion about how
grammar can be successfully integrated into a notional-functional syllabus and
implemented within the framework of the communicative approach.

Pcrhaps now that the communicative approach has rcached adolescence
(assuming that "birth"--in terms of public history--is approximatcly 1974 or 1975,
which mcans the approach is about fiftcen years old), we can reassess somewhat
morc objectively the challenges facing those who would like to integrate focus on
form with a communicative approach to language teaching.




PREDICTIONS

In order to look ahead to the 1990’s and predict how grammar instruction
will be integrated with communicative language tcaching, I made my own predic-
tions, but I also consulted one of my most trusted colleagues: Dr Elite Olshtain
of Tel Aviv University, Israel. We both agree that grammar is an integral part of
language teaching and that it is now cnjoying a rebirth, in marked contrast to its
status ten years ago. We have thought about integrating grammar with commu-
nicative language teaching and have come up with slightly different predictions
and suggestions, largely, I think, as a result of focusing on different student
populations. Dr Olshtain works with teachers of younger, lower proficieny
secondary-level EFL students whereas I work with teachers of older second
language learners in adult school or university, some of whom have (or need) a
high level of proficiency in English,

Dr Olshtain’s predictions thus apply well to the forcign language study of
younger beginning-level EFL learners in elementary and secondary schools. She
feels that for such learners grammar must be presented very diffcrently from the
previous sentence-level treatments so that they can develop an understanding of
how language works without a lot of drudgery. She gives the following scries of
activities as an example unit for this population.

First the pupils provide personal information by filling out a <mple matrix
or grid or by writing lists in response to simple instructions. In onc matrix
students can list the names of family members and then give cveryone’s name,
rclationship to self, age and height. This will allow for practice of comparative

and superlative forms in a context completely familiar and meaningful to the
learners:

- I'am taller than my sister Sarah.
- My grandfather is the oldest in the family.

The pupils will also work in dyads in the classroom completing similar
information on a grid about themsclves and the other classmate in the pair; cach
pair will then ake comparisons using very concrete and specific information:

{‘;Iam}oldcr than }you are} but |you arc&tallcr than } I am
riis Zevis Zev is Ari (is

The following column headings clicit lists which Olshtain asks pupils to
gencrate:




THINGSILI"ZTO THINGSIHAVETO  THINGS 1 DO
DO WHEN I HAVE TIME DO EVERY DAY OCCASIONALLY

go to the beach make my bed visit my aurt
play football study travel to Haifa
do the dishes

These lists can then be used for practicing the simple present tense. Again,
working in pairs, the pupils will write two sentences, or two short paragraphs,
corresponding to each list:

- Every day I make my bed, study, and do the dishes.
- Every day Eli walks his dog and practices the violin.

This gives the learner practice with verbs in the simple present tense--both
the uninflected first person singular as well as the inflected third person singular.

As a second step, the pupils will use the information they have generated
and practiced during the first step to write a simple letter introducing themselves
to a pen-pal in the US, thus incorporating the target structures into a meaningful
piece of communication.

In the third step the teacher will present in class data that the students
themselves have generated, with the data grouped according to cach structure
being taught (comparative, superlative, simple present tense). The teacher will
get the students to come to some kiad of grammatical geceralization in their
own words about each structure.

In the fourth and final phase, the teacher will give the pupils the formal rule
for each structure and let them compare it with the rule they themselves have
generated in step three.

Olshtain concluded her comments by stating that with this way of approach-
ing the teaching of grammar within a communicative framework, the learcers
will need to take risks and to be more responsible for their own learning. And
the tcachers will need to know the material and the grammar thoroughly, to be
flexible in responding to what the learners generate, and to be good classroom
managers so that all practice (individual, pair and small group) is carried out
efficiently.

My own perspective on the need for--and an approach to--grammar in the
post-revolutionary 1990’s has evolved from a chapter on text-based approaches
to tecaching grammar that I wrote for my most recent publication in this area
(Celce-Murcia and Hillics, 1988). My prediction is that much of what we now
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treat as sentence-level grammar will be reanalyzed and subsequently taught in
relation to its role in discourse. It is only through an examination of how
grammar operates in discourse--oral and written, using all common genres--that
we and our learners, will truly come to understand what the "rules” of grammar
are with reference to communication. Let me give you two examples.

Example One

Structural and traditional grammarians have long speculated as to the dif-
ference between the past habitual forms used to and would in the context of
sentences such as the following:

- I'(used to/would) go see my grandfather when I had the time.

However, beyoud stating that used to is a more explicit and unambiguous
marker of past habit than would, or that used to more clearly marks some sort of
constrast of the past with the present than would does, not much useful informa-
tion has been discovered by such paradigmatic and introspective analyses that
would clarify for textbooks writers, teachers, or learners exactly what the differ-
ence between these two forms is.

One of my UCLA graduate students, Kyung-Hee Suh, has carried out a dis-
course analysis of past habitual forms in English as her M A thesis research
(Suh, 1989). Among the many interesting things that she has discovered is the
fact that in discourse used fo typically sets up, or frames, a past habitual narrative
episode by expressing the rhetorical equivalent of a topic sentence--whether in
speech or writiug--and that would, and sometimes the simple past tense or even
the past progressive, mark the details that follow and expand on or elaborate the
topic. My student has found dozens of naturally occurring examples of this
discourse pattern. A few excerpts will suffice:

In Studs Terkel’s Working (1974), which contains a great deal of transcribed
spoken narrative, Ms Suh found many episodes like this one:

The bad thing was they used to laugh at us, the Anglo kids. They would
laugh because we’d bring tortillas and frijoles to lunch, they would have
their nice little compact lunch boxes with cold milk in their thermos and
they’d laugh at us because all we had was dried tortillas. Not only would
they laugh at us but the kids would pick fights.

Not surprisingly, Ms Suh has also found the same pattern occurring in
written narrative. The following example is from J D Salinger’s novel Catcher in
the Rye (1951):

2(3*) 208




When she was a very tiny little kid, I and Allie used to take...old Phoebe
with us (to the park...especially on Sundays). She’d wear white gloves and
walk right between us, liv= a lady and all. And when Allie and I were
having some conversatic - .out things in general, old Phocbe’d be listen-
ing. sometimes you'd forget she was around, because she was such a little
kid, but she’d let you know. She’d interrupt you all the time. She’d give
Allie or I a push or something and say, "Who? Who said that? Bobby or the
lady?" and we’d tell her who said it, and she’d say "Oh," and go right on
listening and all. (p. 89)

These and other such texts can obviously function as an important part of a
unit on expressing past habit in English. Learners would be exposed to a varied
and rich data base, first for reading comprehension and then for analysis. For
the analysis phase, they would have to answer questions like these: what is the
meaning and function of used to in these text? What is the meaning and function
of would? Do you see any other verb forms being used to express past habit in
these text? How are all these forms distributed in the texts in relation to each
other? Then learners would be asked to produce--orally and/or in writing--a
past habitual narrative by selecting from four or five appropriate topics:

What I used to do when I was { ) years old
What I used to do during my school vacations
Things my grandmother/grandfather used to do
Things my best friend and I used to do.

In the course of sharing and rewriting these narratives, students become
ever more confident of using the rhetorical strategy that relates the use of used
to and would; their understanding of these forms and related forms, take them

well beyond the level of the scntence into the realm of discourse and communi-
cation.

Perhaps a second example making quite different use of discourse would be
helpful at this point.

Example Two

Quirk and Greenbaum (1973: 147) present and discuss various alternative
forms for expressing the generic use of articles with countable nouns, where
(“generic reference is used to denote what is normal or typical for members of a
class"). They present the following sentences:
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The German is a good musician.
A German is a good musician.
The Germans are good musicians,
Germans are good musicians

and observe that "singular or plural, definite or indefinite can sometimes be used
without change in the generic meaning®. Several years ago, Susan Stern (1977),
one of my graduate students in Applied Linguistics, did some research on these
forms because she found the lack of any meaning difference reported in Quirk
and Greenbaum and in many other sources to be unsatisfying. She used entries
from the 1962 edition of The Encyclopedia Americana as her database since an
encyclopedia seemed a logical source for finding nouns used in their generic
sense. Also, she decided that she needed to look at texts dealing with semanti-
cally different kinds of nouns since the possible generic forms that a noun could
take seemed to vary with the semantic category of the noun. In other words,
while nouns expressing nationality, ethnicity, or some other socio-political dis-
tinction couldi take all four of the generic patterns that Quirk and Greenbaum
indicated, other types of nouns denoting plants, animals and inanimate objects
such as musical instruments and inventions seemed to be more limited in the
range of generic patterns they could take.

Stern selected one or two nouns from each of the semantic subdivisicns and
analyzed the passages she found for them in the encyclopedia, recording all
instances where the noun was found generically. In describing national or socio-
political groups, Stern found the the +noun + plural pattern to be the most
frequent form, used typically to describe some physical, tangible characteristic:

Eg, The Swedes have been less subject to intermixture than many peoples.

In fact this pattern occurred with no other type of noun. In dictionary
entries dealing with plants or animals, Stern found the abstract the + noun

pattern to be the deminant one; the entries focused on giving the characteristics
of the species:

Eg, The rose is of great imporwance to the florist and nursery business.
The tiger attains its full development in India.

The same pattern dominated for inanimatc nouns referring to musical
instruments and inventions:

Eg, The ultimate step in creating the modemn piano was cross stringing,
Johannes Kepler subsequently developed the theory of the the tele-
scope.
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However, for inventions such as the telescope there werc almost as many
instances of the zero article + noun + plural pattern as of the the + noun pat-
tern. In all such cases, there was a modifier present, which indicated that the
statement was a generalization about a particular subclass rather than the more
general class as a whole:

Eg, The mirrors of early reflecting telescopes were madc of speculum metal
1.

In reading through the encyclopedia entries Stern found only a few in-
stances of the generic a/an + noun pattern:

Eg, The very nature of farming requires that @ farmer have his own home
and family.
A wounded tiger has been known to spring on an clephant and to inflict
serious wounds on the driver and occupants of the howdah.

Both examples generalize from individual cases; in the first example, a
means each or any, whereas in the second example, use of @ indicates that therc
are several instances where a tiger has best known to behave this way. Had the
author used the generic plural noun phrase wound tigers instead of the singular
with a to make this generalization, the reader might envisage two or more tigers
attacking as a group 'n any given instancc, instead of understanding that therc
were simply several incidents, each involving one tiger. Here the singular inter-
pretation is clearly what the author intended to convey.

I have restated Stern’s findings in some detail because I belicve that ESL
teachers and advanced ESL students, given the appropriate data to analyze,
would be able to read texts involving definitions and descriptions--cg, cncyclope-
dia entries or other such texts--and come to basically the same conclusions as
Stern did about article usage with gencric noun phrases in discourse. I feel that
this is a more appropriatc way to present this aspect of article usage than is the
scntence level paradigm approach adopted in Quirk and Greenbaum (1979) and
virtually cvery other reference on English grammar that one can currcntly con-
sult.

Again, the rcading and analysis will scrve as preparation for the writing of a
definition-description text by the learncrs. In fact, 1 would recommend that two
texts be written: onc dealing with a social-political group or a nationality so that
the the + noun + plural pattern can be used; and the other text dcaling with a
plant, animal or invention, topics which would allow practice of the the + noun
and the zero article + noun + plural genceric patterns.

Ultimately, the class should also consider gencric noun phrases in cveryday
conversation since this is the richest source of the a/an + noun pattern. the
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dictionary entries were simply too formal to give the learner adequate data
making any generalizations about this generic pattern.

CONCLUSION

In beginnng ;0 draw my remarks to a close, I want to emphasize that this
discourse-based :pproach to grammar will require that students experience and
analyze sufficien! relevant data and subsequently apply the generalizations drawn
from these data w producing their own texts on topics reflecting their needs or
interests. If my predictions are accurate, then language teaching materials,
teachers and learners will work primarily with texts--instead of sentences--when
they teach/learn grammar, for grammar will ultimately be understood not at the
paradigmatic sentence level, but at the level of discourse: what forms mean and
how they distribute themselves in relation to similar forms within a particular
genre or register or modality which happens to be reflected in a particular text.

This discourse-based approach, which I predict will become more popular
in the 1990’s, may be perceived, to some extent, to be in conflict with the highly
social and interactive activities and exercises characteristic of the communicative
approach (pair work, group work, information gap, etc). It would be a mistake
to come to this conclusion, for this is not at all what I intend. The proposal I
make here is one to supplement the social-interactive work now accomplished
successfully in the best of the communicative mat=rials and its purpose is to
move learners beyond that level of fairly superficial everyday communication to
the expression of experiences, proposals, thoughts, and ideas that can only be
adequately expressed in extended discourse. There is, of course, no reason why
the comprehension and analysis of example texts as well as the production and
subsequent reworking of similar texts by the learners cannot be the source of
numerous pair and group activities that make such discovery and learning enjoy-
able cooperative experiences. This is why I emphasize that increased use of
texts--oral and written--to extend and enrich learner awareness of how grammar
functions in discourse will supplement and extend rather than replace the cur-
rent communicative materials.

I'd like to end this paper on a personal note. The prediction I am now
making, ie that grammar will be taught and learned through discourse, has taken
me back to an intriguing experience that I had matv years ago. While in Nigeria
from 1964 to 1966 on my first overseas teaching asaingment, I met and was able
to talk on one occasion with Chinua Achcbe, the well-known Nigerian nevclist.
Since Achebe controlled the English language brilliantly and most of my univer-
sity-level students did not, I asked him how he had becn able to acquire such
perfect English, what he had done that madc him different from my students.
(For the record, 1 asked him and he told me that until his university studics in
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Ibadan, he had never had a native speaker of English as a teacher). Achebe
thought about my questions for a while, and then he told me of his early passion
for the novels of Charles Dickens. He would beg, borrow, or steal every Dickens
novel he could, and when he got hold of a new one, he would compietely devour
it, virtually'memorizing it from beginning to end. Achebe was fascinated not
only by the stories Dickens told but by the way in which he told them. Achebe
had become, as an adolescent, a very efficient analyzer of Dickens’ discourse,
and the results were phenomenal.

P’m not suggesting that we can get our students to study texts with Achebe’s
enthusiasm and skill. Achebe is an exceptional case, a creative genius and a
gifted learner. However, on a smaller, more modest scale, and with a more
diverse data-base in terms of genre and register, we can teach our students a
version of Achebe’s "text-based” strategy. In so doing, we will help them acquire
grammar through discourse, which is an approach grounded in contextualized

language that is thoroughly compatible with teaching language as a system for
communication.
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COLLOCATIONS: WHERE GRAMMAR AND
VOCABULARY TEACHING MEET

Graeme D Kennedy

Language teachers are well aware that fashions or emphases change in their
profession every few years. In the last decade or so, for example, there has been
a focus at different times on the language learner, on the use of language, on
authenticity of the spoken or written texts to which the learner is exposed, on
interaction in the learning context, on communicative teaching, and on the
teacher as an organizer of opportunities for learning. All of these have been
important emphases. But there has also been, to the bewilderment of some
language learners, an unwillingness by many teachers in recent years to focus on
grammatical form or to analyse the units of the language being learned.

As Sinclair (1985) has written, however, "absence of interest in what one is
teaching is surely a perilous condition”. Perhaps not surprisingly, therefore,
there have recently been calls by applied linguists for a re-examination of the
role of grammar in language teaching. At the same time, while the future can
hardly be expected to lie in a sterile emphasis on teaching grammar and vocabu-
lary as an unapplied system, neither can language teaching be improved simply
by slogans such as ‘Grammar is a good thing’. The purpose of this paper is to
suggest that text-based pedagogically-appropriate descriptions of language need
more emphasis as part of language teacher education in that they properly form
part of methodology, informing curriculum designers and classroom teachers not
only how a language is put together, but also throwing new light on what some of
the units of learning might be. In this sense, more emphasis on pedagogical
grammar can complement the greater focus on empirically-based instructional
activities or learning tasks, a focus which promises to be important in the years
ahead (Crookes, 1986).

The growing availability of microcomputers has begun to make casicr the
analysis of texts and there are indications that it might be possible to reinterpret
what constitutes grammar and vocabulary respectively and thus enhance our
understanding of what it is we lcarn when we learn a language. I am referring,
of course, to rcsearch on the company words tend to keep, the routines, set
phrascs or collocations we habitually use when we speak or write.

The mainstream of both theoretical and applied linguistics has been fasci-
nated over the last two or three decades by the generative character of language
and especially its creative or innovative naturc.
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Chomsky, for example, who was probably the greatest single influence,
made claims such as the following;

We constantly read and hear new sequences of words, recognize them as
sentences and understand them. It is easy to show that the new events that
we accept and understand as sentences are not related to those with which
we are familiar by any simple notion of formal (or semantic or statistical)
similarity or identity of grammatical frame. (1959: 57)

Chomsky was of course reacting against behaviourist models of learning
and especially against Skinnerian notions of verbal chaining. However, not
everyone would agrec that novelty lies at the heart of language use, and we do
not have to go to Skinner for a statement to that effect. For example, that cele-
brated sailor, novelist and learner of English as a second language, Joseph
Conrad, wrote in his great novel Nostromo:

The value of a sentence is in the personality which utters it, for nothing
new can be said by man or woman. (1904: 183)

The issue is then - Do we have largely open choice in rule-governed
grammatical frames in the words we use, or do we learn and use collocations to
a greater extent than is usually recognized? Although behaviourist models of
language learning no longer enjoy widespread currency, research on collocations
suggests that automaticity or habit formation from an information-processing or
skills perspective still has some explanatory power. The extent to which colloca-
tions occur also suggests that it may be possible to teach some of what has usual-
ly been considered as grammar in terms of vocabulary. Thus, for example, af the
preseit time can be considered from a grammatical viewpoint to be a preposi-
tional phrase, or it can be viewed as a lexicalized unit which is often synonymous
with the word now.

In a statement as well known as that quoted above, Chomsky (1965: 5)
characterized so-called traditional grammars as being deficicnt in that they leave
unexpressed many of “the basic regularities of the language with which they are
concerned”.

Traditionally and conventionally, regularity in language has becn seen
primarily in terms of rules of grammar (and discourse), and in vocabulary
choice. In the last decade, however, a number of researchers have explored the
nature of collocations as a particular type of regularily - the occurrence of par-
ticular scquence of words in language use by first and sccond language lcarners.

Papers by Krashen and Scarcella (1978), Nattinger (1980), Pawley and
Syder (1983), Peters (1980) and Sinclair (1987) arc among many which have

summarized research on collocaé'on)s and most recently there have been diction-
A




aries which record or take account of collocations (Benson et al, 1986; Sinclair et
al, 1987).

Regrettably there is something of a forest of terminology, much of which
overlaps. Researchers have often used different terms, many of which are
synonymous, for collocation. These include the following (cf. Becker, 1975):

prefabricated routines
prefabricated patterns
sentence builders
unassimilated fragments
formulaic spsech
idioms

(how are you)

(that'sa _ )

(that'sa _ )

("to meet you" as a greeting)
(as a matter of fact)

(kick the bucket)

cliches

lexicalized sentence stems
non-canonical forms
polywords

phrasal constraints
deictic locutions
situational utterances
verbatim iexts

fixed phrases

set phrases

(as a matter of fact)

(as a matter of fact)

(on with the show)

(the powder room)

(by pure coincidence)

(as a matter of fact)

(P’'m glad to meet you)

(oozing charm from every pore)
(in brief; at the present time)
(in brief; at the present time)

Sometimes, the term “patterned speech” has been used to include all the
above. Since it is not the purpose of the present paper to discuss the various
varieties of patterned speech, the word collocation is used here to include any
recurring sequences of words. Suffice to say that whereas some researchers such
as Krashen and Scarcella deny that collocations constitute "a large part of lan-
guage", other researchers such as Pawley, Nattinger and Sinclair have argued
that they are overwhelmingly pervasive.

In the research literature, the focus has been on the learning and use in dis-
course of what are often colourful collocations such as those illustrated. Howev-
er, little attention has been paid to less striking but no less pervasive patterning
throughout the grammar. Yet if the theory of collocation is to work, it has to
work at the less striking, more mundane level. For example, English preposi-
tions are considered to be hard to learn and tcach, yet ten or twelve prepositions
constitute about 10% of any spoken or written text. Computer analysis of large
corpora makes possible the description of patterning and indeed shows that it
cxists (o a striking extent at the level of the prepositional phrase. The remainder
of this paper presents data from a computer-assisted analysis of the use of four
English prcpositions, AT, FROM, BETWEEN and THROUGH - part of a
study of the ten most frequent prepositions in the LOB (Lancaster-Oslo-Bergen)
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corpus (Johansson et al, 1978).

The LOB corpus is a 1-million-word representative sample of adult written
British English. It is made up 500 samples, each of 2,000 words from a wide
variety of genre. Although the texts in the LOB corpus are now almost 25 years
old, it is one of the most accessible databases for computer-assisted analysis and
in any case while language changes constantly, it is likely that prepositional usage
is more stable than content *vord usage.

There are about 6000 occurences of AT in the one-million-word LOB
corpus. That is 0.6% of the words, or one AT in every 166 words. FROM is
slightly less frequent, occurring about once in every 216 words. BETWEEN
occurs about once in 1,164 words, while THROUGH occurs about once in 1,314
words.

It is not difficult to find patterning in the use of the prepositions AT,
FROM, BETWEEN and THROUGH in the corpus. For example, Table 1 is a
rank ordering of the 142 collocations beginning with AT which occur four or
more times. They total 2,575 tokens, thus accounting for 43% of the uses of AT
in the corpus. Close examination of Table 1 shows that a few collocations oc-
curred with very high frequency; others, marked with an asterisk, probably re-
flect the particular texts in the corpus or do not seem to be formulaic (eg at the
Tate Gallery); still others, while apparently formulaic, did not occur very often
(eg at the most occurred only four times).

A further 932 tokens of AT occurred before the names of towns, institu-
tions or events (eg a¢ Ascof) but because none of these individual place names
occurred four or more times, they are not listed in Table 1. Similarly, there were
236 tokens in the corpus of AT followed by personal pronoun (cg at her, at him).
If these names of towns, institutions or events and the various personal pronouns
are treated as allomorphs of collocations (AT + (THE) + PROPER NOUN
DENOTING PLACE) and (AT + PERSONAL PRONOUN) then the total
number of collocations beginning with AT occurring four or more times as listed
in Table 1 would be 3,743, or 63% of the tokens in the corpus.

Thus, in a single table, almost two-thirds of the collocations beginning with
AT in a representative sample of written British English can be indicated. As
Table 1 shows, af least was the most frequent collocation, while others of less
frequency such as af the tailplane may not be formulaic at all. Such a table may
be of use to curriculum designers in checking the coverage of materials for
language teaching, but is probably not of major theoretical intercst.

It is, of course, possible to provide similar tables for cach of the other
prepositions. In this paper, however, it will be of more value to compare the
four prepositions with regard to the left and right collocations they arc associat-
ed with. Such a comparison shows that to treat these prepositons grammatically
as roughly substitutable parts of speech can be very misleading,  Yet most
grammars of English do assumc that English prcpositions behave in a similar
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all

laet

once

the sama time
the end (af the)
hone

the time
which
presant

)

tha beginning (of)

this time
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the weeting (of)
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the age of
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the botiom (of!}

the presant time

about __

the expense of

school

thia atage

thia soint

one tima

a point

lengch

the head of

the same ___

the side (of)

the door

a tire

a time when

Camtridge

whae

the point l(of}

the University
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that moment
(clause final)

hand

large.

that.

the foot (of)

the stare

the surface

various ___

random

sea

the front (of)
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first sight

all times

a cost of

intervals
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the rate {of}

this moment

London Atrport
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fashion, differing mainly in their so-called locative meanings.

Tables 2 and 3 compare the right and left collocations of the four preposi-
tions. The rank ordering of the words which occur most frequently before and
after the four prepositions are not strictly comparable because the preposition
AT, for example, is much more frequent than BETWEEN or THROUGH and
therefore the actual number of tokens of the collocations in each category are
themselves not strictly comparable. To assist comparisons, therefore, a line is
drawn across each column at approximately the point where a collocation occurs
once in every 200 instances (or 0.5%) of that preposition. It is immediately
apparent, for example, in Table 2, that whereas AT occurs in twenty right collo-
cations which have a frequency greater than 0.5%, FROM has only three right
collocations with comparable frequency, and only from time to time among these
seems lexicalized. AT collocates strongly with certain preceding and following
words, whereas BETWEEN and THROUGH tend to collocate most strongly
with preceding words, as a comparison of Tables 2 and 3 shows,

A particularly striking point to note in Table 3 is that the prepositions can
differ markedly not only in the particular lexical items which precede or follow
them, but also in the parts of speech which the collocating items represent.
Thus, as Table 3 shows, the most frequent words immediately preceding
BETWEEN are nouns (eg difference, relationship). The most frequent words
preceding THROUGH are typically verbs (eg go, pass, come).

From the evidence for these four prepositions , they cannot be taught as
grammatical items which can be substituted for each other, differing only in the
basic locative meaning in each case.

In fact, the basic locative meanings of AT, FROM, BETWEEN and
THROUGH do not notably stand out in the most frequent collocations which
these four prepositions form part of. In English language teaching, however, it is
the basic locative meanings which normally constitute the main pedagogical
focus.

Text-based descriptions of the company kept by individual prepositions can
also indicate the relative frequency of recurrent patterns of words and this
should influence the work of curriculum designers and classroom teachers. For
example the basic locative use of AT followed by a noun which is part of some-
thing occurs 281 times in the LOB corpus, (about 5% of the occurrences of AT).
These are listed alphabetically in Table 4. However, not al! are of equal likeli-
hood of occurrence, as Table 4 shows.
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Table 4 AT + THE + noun which is part of something

No. tokens

back
base
bottom
centre
corner
door
edge
end
foot
front
head
heart
point
rear
side
surface
top

MSQG\OS%O\E\]\]BAB

Similarly, Table 5 shows what is perhaps really a commonsense patterning
in the rank ordering of the occurrence of personal pronouns after the four
prepositions, but one which shows that BETWEEN behaves somewhat differ-
ently from the other three, in that plural pronouns are most frequent after
BETWEEN.

Table 5 Rank ordering of occurrences of personal pronouns following
AT, FROM, BETWEEN and THROUGH

AT FROM  BETWEEN THROUGH

it 29 them 36 it 12
him 28 us 13  him 7
her 5 them 6

him 4 her 2

15  you 3 me 1
4 it 3  you 1

3 me 1 us 0
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The data in Table 6 shows quite striking differences in the part of spcech
likely to occur immediately before each of the four words. THROUGH, for
example, shows verbs as the most frequent category, whereas the other three
show nominals as the most frequent, most strikingly so in the casc of BE-
TWEEN. FROM is less likely than the other words to begin a sentence or
clause, although as Table 2 shows FROM, BETWEEN and THROUGH often
end a sentence or clause.

Table 6 Parts of speech occurring immediately before
AT, FROM, BETWEEN and THROUGH

% of tokens
AT FROM BETWEEN THROUGH

Nouns or pronouns . 45.0 66.2 28.7
Verbs . 293 16.2 440
Adjectives . 4.3 1.7 34
Other P.O.S.

Clause initial 7.0 3.7 5.7 89

In spite of the information which can be found by studying collocations in
corpora, there are nevertheless some major problems in interpreting and using
such information as is found in Tables 1-5. First, while there are some word
sequences which we can be confident are lexicalized as a single unit (cg at the
moment), there are other sequences which, while occurring reasonably frequent-
ly, do not have such a strong sense of belonging together (cg from the outside).
On the other hand, there are others which occur in a particular corpus perhaps
only once or twice, yet are recognized by users of the language as familiar or
‘ormulaic. Table 7 contains some such cxamples of collocations with AT.

Without psycholinguistic research, it is of course not possible to make valid
judgements about which word scquences are significant as collocations and
which are not.

Second, some collocations can be discontinous and thercfore the study of
rzcurring adjacent sequences alone is not cnough to get a picture of how fre-
quent a particular collocation rcally is. In the following scntence from the LOB
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Table 7 Collocations with AT which occur infrequently in the LOB corpus

is not to be sneezed at
there is no chance at all
in no time at all
some at least of
for me at any rate
none at all
love at first sight
if at all
- make yourself at home
what you are driving at
it was really no problem at all
what on earth was he playing at
near at hand
what is at stake
he was upset at being
yet, at the same time,
significant at the n% level

N T R O N i > 2 el A Bl A N el

corpus, for example, six words come between different and from.

Non-cooperators were not different in age or other environmental factor
from the rest.

In the corpus, the word difjerent occurs 364 times. On 21 occasions, it is imme-
diately followed by from; on another eight occasions different has one intervening
word before from; on two occasions there are two intervening words; once each
there are three or four intervening words; and twice there are six. On 329 occa-
sions, different is not followed by from at all.

Examination of discontinuous collocations suggests that a search of up to
about five places either side of a key word is necessary to get a reasonably accu-
rate picture of the frequency of a particular collocation. Simple computer
programmes which identify a key word or node in context typically highlight
words immediately adjacent to the right or left of the key word. It is also possi-
ble, however, to get the programmes to identify discontinuous collocations in
text.

Even more striking than the possible discontinuity in collocations is the
fundamental issuc of the different functions of formally identical collocations.
Consider the collocation af the tum of in Table 1. It is shown as occurring five
timcs. Thesc tokens were as follows:
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at the turn of a knob

at the turn of the stairs
at the turn of the path

at the turn of the century
at the turn of Leo’s key.

Semantically these have been little in common. In context, the first is an
adverbial of manner. The second and third are locative, while the last two
temporal.

Similarly, af once occurs 98 times in Table 1. Close examination of the

collocations in context, however, shows that there are two quite different func-
tions.

1. immediately (eg I replied at once)
2. simultaneously (eg I can’t be everywhere at once).

In the LOB corpus, 89 out of the 98 tokens of at once mean immediately,
and the remaining nine are used to mean simultaneously.

Collocations, of course, are frequently made up of more than two words.
As noted above, FROM is immediately preceded by different on 21 occasions. In
the case of fifteen of these occurrences, there is a preceding quantificational
word showing a tendency to hyperbole, as Table 8 shows.

Table 8 Words which precede different from in the LOB corpus

No. of tokens

very different from

so different from
fundamentally different from
little different from

too different from
completely different from
significantly different from
totally different from

utterly different from
essentially different from

l._.,,_._.._......‘._.....»-awww
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A similar tendency to hyperbole is seen with support from which occurs 9
times. Five of the nine words which precede support are little, infiuential, utmost,
unanimous, energetic.

A further example of how statistical information on collocations might
provide insights into the dimensions of the language learner’s task can be seen in
the adjectives which typically preccde each of the four prepositions discussed in
this paper. Table 9 contains the examples which occurred two or more times.

Not only arc the adjectives or quantificrs almost entircly diffcrent, but there
are also striking differcnces in the actual numbers of adjectives which occur
before each preposition. Available and far are the only adjectives in the table
which precede more than one of the prepositions.

It should be clear, then, that computer-based analysis of text can provide
striking, often previously unknown information about the way a language fits
together - something which is not grammar in the scnse usually used by linguists
because collocational studies go beyond systemic possibility by adding a statisti-
cal aspect, an aspect based on actual use.

The data described in this paper is of course indicative rather than compre-
hensive and ways of exploiting such information for language tcaching are not
yet clear. It does seem, ncvertheless, that some items that have usually been
considered pedagogically from a grammatical perspective can be trecated more as
vocabulary. There are several possibilites. In terms of approach, expericntial
tcaching methods are already cstablished as important for the teaching of both
grammar and vocabulary. Interactional activitics requiring, for example, the
matching of collocations with glosses are consistent with communicative lan-
guage teaching proccdures. Cloze exercises which arc often used for both
vocabulary and grammar tcaching can cncompass collocations - the focus being
on both form and meaning,

Rcading activitics can also be important for learning collocations. Texts for
rcading are often selected or modificd on orthodox vocabulary grounds and
there is typically some gradation or sequencing of grammar tcaching. Systcmatic
exposure to the most frequent lexicalized collocations could be another criterion.

There is another approach to the learning and teaching of prepositions
which needs considering in light of the data I have described. If little of the
richness and complexity of English prepositional use is captured by teaching
prepositions as grammar, perhaps they shoutd not be taught at all, but rather left
to be absorbed through language experience, recognizing nevertheless that
expericntial learning, while natural, is not necessarily time cfficient. That is a
quéstion which can of course be resolved only by more systematic rescarch into
the cffects of different pedagogical practices.

What text-based collocational studies do suggest is that the description of
grammar is, from the icacher’s point of view, an essential part of methodology,
but it nceds to be based on more than the orthodox grammatical and lexical
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. Table 9 Adjective-preposition collocations

- AT -FROM -BETWEEN -THROUGH

—
o

present
good
more
available
old

active
alone
high

opcn
significant
hard

little
outstanding
possible
straight
uscful
aghast
agreed
alarmed
brown
cheap
clcar
important
mad
neccessary
rcpayable
sad
strong
uncomfortable
usual
warm

far far 3 all 5
differcnt available 2
free
absent
remote
safe
clear
distinct
apparcnt
exempt
effective
evident
forthcoming
fresh
immune
isolated
available
attractive
best
distant
distinguish-
able
indistinguish-
able
due
inseparable
familiar
obvious
latest
nccessary

—
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description. Just as the teacher of botany docs not take students into the jungle
and cxpect them to learn about all the plants by simply being cxposed to them,
so the language curriculum designer and classroom teacher can facilitate learn-
ing by systematic presentation of the role of important language items and their
linguistic ecology - the company words keep.
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Whether we learn and use prepositions as parts of collocations or routines
than as grammatical devices differing only on semantic grounds cannot be of
course resolved on the basis of the data I have described. But we can be sure that
there are more regularities in prepositional use than it has hitherto been possible to
demonstrate, and that habit formation as part of language learning need not be
inconsistent with post-behaviourist learning models. The study of collocations may
thus have implications for our theories of language learning and for theories and
models of language processing, as well as for the content of language teaching
syllabuses, and pedagogical practices.
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USING DRAMA TECHNI%UES IN LANGUAGE
TEACHING

Hyacinth Gaudart

One has only to mention the word "Drama” and a vision of some stage
production is raised. Mention "Drama"” in language teaching and the vision of
the stage production is transported into the domain of the language teacher who
1s then seen as putting on a stage production of somc kind. To many teachers,
the terms "drama" and "theatre" are synonymous. This concept has deterred the
spread of the use of drama techniques in language teaching in Malaysia.
Whenever the techniques are discussed, they are discussed among the initiated
or those who would like to be initiated. The majority dismiss the techniques out
of hand, feeling that they know what drama in language teaching is all about.
Their assumption is that they will be taught how to put on a play and at that
point they stop reading or listening,

It does not help that there are varying ideas as to the scope of drama,
drama in education and drama in language education. The teacher can never be
certain, therefore, which approach he or she will be faced with.

WHAT DRAMA TECHNIQUES IN LANGUAGE
EDUCATION ARE

It is extremely difficult to define drama techniques in language tcaching.
Watkins (1981) says that there exists no universally accepted idca of what drama
is or what its purposc is in education. Accordingly to Holden (1981: 1), however,
"drama applies to any activity wiiich asks the student to portray himsclf in an
imaginary situation; or to portray another person in an imaginary situation.”

It is easicr, in fact, to say what drama in languagc tcaching is not. It is
certainly not theatre. Theatre, implics performance. It is largely concerned with
communication between the actors and their audience. Onc could go so far as to
say that theatre is dependent on an audicnce. In Britain, in the 1950°s and 60's, a
distinction was made between drama in cducation and theatre activities. The
developmental aspect of drama was stressed and emphasis was given as to how
drama could be uscd to incrcase awarceness, sclf-cxpression and creativity (Slade,
1967 and Way, 1967). Maley (1983) says that:

242

¥ 230




Q

drama is more concerned with what is happening within and between
members of a group placed in a dramatic situation. It is never intended for
performance and rarely if ever rehearsed, since it depends on the spontane-
ous inventions and reactions of people involved in it ..drama involves the
participants themselves.

Because theatre is a performance genre, it becomes inaccessible to a large
portion of Malaysian society. It is important, therefore, that drama techniques
for language teaching are not confused with "theatre”.

In the context of this paper, drama techniques in ESL focus on doing, not
presentation. The techniques provide learners with an atmosphere which ena-
bles them to get out of themselves and into situations and roles, which, in turn,
allows them to practisc the target language in meaningful contexts.

The techniques are largely problem-solving activities of various sorts. The
students may or may not "show" their scenes to the rest of the class. The presen-
tation, if any, is secondary to the preparatory work the students have put in.

THE EDUCATIONAL VALUE OF DRAMA
ACTIVITIES

A review of the literature on drama in education would reveal its preoccu-
pation with psycho-social aspect of the vaiue of drama and their application in
monolingual education systems. McGregor (1976), for example, offers two
aspects of educational drama. The first, she calls, “learning through drama".
This involves the exploration of issues and people through drama. The sccond
aspect "envisages drama as an art form in its own right." Students are given a
stimulus by the teacher and the students produce ideas and decide how to put
them together and create a scene, with its own characters and situations, which is
meaningful to them and sometimes to others. For McGregor, the value lies in
the creative process and also the experience of working with other people.

In the teaching of ESL/EFL in Malaysia, this cannot be an end in itsclf.
Incvitably, teachers will ask, "What arca of the syllabus will this teach?" The
advocate of drama techniques must be able to answer that dcmand. In tcacher
training, there is a nced to show teachers how these techniques will fit into an
overall plan, into their curriculum, and even more than that, show how thesc
techniques can answer their needs effectively. It has not been enough, thercforc,
that Mrs X can use drama techniques cffectively. What has been more neccssary
has been to discover what activitics would work morc universally than others,
what tcacher and pupil variables contribute to the success or lack of success of
the activitics and what adjustments could be madc to make the techniques more
universally applicablec. We who are interested in language cducation, need to
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consider the pedagogical and linguistic aspects of using drama techniques in
the language classroom.

USING DRAMA TECHNIQUES IN THE
ESL/EFL CLASSROOM

To try and consider these pedagogical and linguistic issues, research was
begun in 1978, involving more than 300 secondary and tertiary teachers, some in
a onc-off observation, others in continuous observations over a number of years.
The results of the research are based on observations by the researcher as well
as self-reports by teachers and pupils.

THE TEACHERS

The teacher-subjects have ranged in expericnce and abilitics. They may be
categorised into the following:

(a) tcacher trainees with minimal classroom cxperience

(b) tecacher trainees from inscrvice programmes with less than five years of
tcaching experiences

(c) teacher trainces from inservice programmes with more than five years of
teaching cxpericnce.

(d) secondary school teachers who were first introduced to the tcchniques in
pre-service teacher training and arc currently using the techniques in
secondary schools.

(c) tertiary level teachers.

Of the five categories, categories (d) and (e) were the most confident and con-
vinced about the use of drama techniques in their classes. They did not use the
techniques as much as they wanted to, however, for various reasons. The major
problem was the fear that the institutional authorities would not approve of what
they were doing. Both the tertiary and sccondary teachers in the study werce able
to devise activities to suit the diffcrent abilities of students in the various classcs
they taught and were also able to create activities to suit the interest of their
students.

The teacher trainces from inscrvice programmes varied in their acceptance
of the techniques.

(1) Thosc with more than five ycars of tcaching cxpericnee were generally less
willing to apply the techniques in their classes, dismissing them as unworka-
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ble. The exceptions are five teachers who arc attempting these activities on
"hot afternoons”.
(i) Those with less than five ycars cxpericnce, on the other hand, were more
willing to try. They report different degrees of success.

As it has not yet been possible for the researcher to conduct observations of
the classes of this group of tcachers, the data gathered by these teachers have
been set aside for purposes of this paper.

Where the teacher trainees with minimal teaching expcrience arc ¢on-
cerned, some were better tcachers than others. As such, the data gathercd from
these subjects will be treated scparatcly from that gathered by expericnced
tcachers.

THE STUDENTS

The student-subjects may be divided into thosc in lower secondary schools,
upper sccondary schools and tertiary institutions. They were further subdivided
as follows:

(a) advanced learncrs in schools
(b) advanced lcarncrs at tertiary institutions

(c) intermediatc learncrs in schools in urban arcas
(d) intermediate lcarners in schools in rural arcas
(¢) intcrmediatc learners at tertiary institutions

(f) low-level learners in schools in urban arcas

(g) low-level learners in schools in rural arcas

(h) low-level learncers in tertiary instutiors.

The classes at tertiary level ranged from 10 to 30 students. The minimum
class size at sccondary level was 35 and the largest 51. The average sccondary
class sizc was 43.

The learncrs varied in social background, attitudes towards English and
attitudes towards their teacher. In some schools, for example, lcarncrs were in
English classes because they were foreed to be there. In other schools, students
were highly motivated to acquire so that they could study abroad. In yct other
schools, students studicd English but had no idea why they were studying English
or when they would ever use English once they left school. Such situations
played a great part in determining the success or otherwise of drama techniques.
Learners with intrinsic motivation accepted the techniques whole-heartedly.
However, although the vast majority of those with cxtrinsic motivation accepted
the techniques, there were some who felt they were having too much fun for
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them to be learning very much.

On sub-categorising the lcarners according to sex, it was found that it was
easicr to usc drama techniques in single-sex schools than in coeducational
schools, and the easiest of all in single sex girls schools. In girls’ schools, while
onc or two girls were reluctant, the large majority entered into the activitics with
a great deal of enthusiasm. In boys’ schools, while scme boys seized the oppor-
tunity to become as rowdy as possible, others really put their best effort into all
activities. In coeducational schools, however, reactions varied. In urban schools,
more girls were reluctant to volunteer for activities which implicd any sort of
performance and were generally more subdued than girls in all-girls’ schools.
The boys in coed schools, however, were easier to organise than boys in single
sex schools. They were more submissive. However, there were also "shy” boys in
cocducational schools. There appeared to be none in the boys’ schools in the
study.

It should be pointed out, however, that the single sex schools are also the

premier schools in the country. How much the schools climate has contributed
to this situation is difficult to ascertain.

TYPES OF DRAMA ACTIVITIES

In training teachers to use the techniques in their classes, certain types of
drama techniques have been given emphasis. The research thus looked at the
success of each of the following;

Language games (including improvisations)
Mime

Role play

Simulations.

These were related to the four skills: listening, speaking, reading and writ-
ing, with greater emphasis on listening and speaking. It should be pointed out
that the sub-divisions are purely administrative because overlapping takes place.
It has not been important for teachers to distinguish among the types of drama
techniques. Such distinctions have been more for the researcher’s reference
than for the teachers’.

LANGUAGE GAMES

The games ranged from structured language practice (like using a pack of
cards cg "Happy Families” to practise making and recciving phone calls or to
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introduce themsclves to one another) to less structured activities which some-
times border on improvisation.

An example of a "warm-up" drama used in class is “Circles of Fun" (Gau-
dart, 1979) in which students arc placed in groups of cight or ten. They sit
around in a circle, holding hands, legs straight in front of them. They have to
rise to their feet without bending their knees and without releasing their hands.
How they go about it is up to them.

Generally, language games are based on observation {memory), interpreta-
tion (guessing) and individual/group interaction. Most "games" are based on
exercises used in drama training, usually for relaxation and warm up.

From the research it was found that, unless the games were of the struc-
tured kind, teachers were less willing to use them in their classes. Observaticas
indicated that the less structured games allowed students the easiest switch to
their mother-tongue or Bahasa Malaysia. Even in upper-intermediate and
advanced classes, when the game got exciting, student switch out of English. The
exceptions were two schools where the large majority of pupils used English as
their home language or one of their home languages.

Unstructured game also demanded very minimal teacher control. To a
casual observer (like an authority figure) it would indeed seem that the class was
out of control. This gave teachers the added pressure to convince the uninitiaied
that the class was indeed under their guidance and that the apparent disorder
was in fact in order. Thus, although students reported having enjoyed the les-
sons, teachers were reluctant to use the activities again in class. Instead, unstruc-
tured games were relegated to meetings of the English Club.

MIME

To the language teacher, one could generally say that mime is acting out an
idea or story through gesture, bodily movement and expression, without using
words. This may seem strange in a language classroom. Why advocate a tech-
nique that does not require students to speak? But educational technology is full
of audio-visual aids which just as silent until they are used to prompt language.
Savignon (1983: 207) says that the mime helps learners become comfortable with
the idea of performing in front of peers without concern for language and that
although no language is used during a mime, it can be a spur to use language.
John Doughill (1987: 13) supports this when he says that not only is mime onc of
the most uscful activities for language practice, it is also one of the most potent
and relatively undemanding. Its strength lies in that although no language is
used during the mime, the mime itself can act as a catalyst to generate and elicit
language before, during and after the activity.

Mime activities can be carried out individually or in groups. A story or
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“newspaper article could be read and then mimed. Alternatively, students could

listen to an account and then mime what they hear. For example, a simple story
could be planned and executed by the students in a mime. Possibilities for
follow up language work arc then tremendous. Gucstioning techniques could be
practised, explanations of particular events given, or the story could be related or
written out. Melville, Langenheim, Spaventa and Rinvolucri (1980) suggest a
number of ways in which grammar could be taught through mime. They suggest
tease drills through mime, questions through mime, teaching prepositions and
phrasal verbs through mime. They also suggest ways of using the mime form to
stimulate oral narrative work. In an English language classroom whers litera-
ture and drama are incorporated as components of the subjcct and arc integrat-
cd for classroom activities, the mime can take the form of improvisation of litcr-
ary work. The possibilities go on.

It would be incorrected, however, to over-estimate the use of mime. Long
and Castanos (1976: 236) warn us that "mime clearly has its limitations in the
communication of many language items and should not be relied upon for teach-
ing them.” Cecrtainly it should not be the sole teaching technique used to teach
any language item.

There have been three main ways in which thespians say the mime can be
uscd in the classroom. The first way requires learners to imagine themsclves in
a certain physical environment and then act in mime as though they are. The
second way is the formal mime which involves more precise formalized move-
ments. The third type is done in groups. Different parts of the body and space
arc explored and personal relationships arc built through physical contact. It has
been found that the latter two ways are less possible in a Malaysian context. The
stylised mime may bc used as a drama club activity but is less acceptable in the
context of the classroom as time is spent on physical training rather the job in
hand. Some pundits would say that because the teacher is using the
second/foreign language for the activity, students are being exposed to the
language. Teachers, however, need a more convincing argument than that.
Teachers want a tcaching point to justify the use of the activity and acqu * ing
English incidentally is not one of them.

In the third type of activity, physical contact goes against cultural norms in
most Malaysian schools and even causes discipline problems in some. A course
on using drama activities, therefore, has to give students a context for this form
of mime and movement. For example, students could be asked to be parts of a
machine and have to interact together to create that machine. Single sex groups
arc optional and how much physical contact takes place is totally up to cach
group.

The problem with the mime form is that it is difficult to remove the “per-
formance” aspect form it entirely. That may be a stumbling block. Students who
arc quite happy to watch a mime may not be as willing to perform. The tcacher
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has to be sensitive to these students and plan activities so that there is a way out
for these students not to perform, for the teacher not to have to insist that they
perform, and yet encourage those who might like to perform but need that final
push to do so.

Among forty trainee teachers who tried out the mime form in their classes,
for example, five student teachers reported a lack of or limited success with
using the technique in their classes. All five appeared to have insisted that

students perform when the students were reluctant to. Here are some of their
comments:

(1) It was not successful. They didn’t know how to act. [ had to demonstrate
first but still the pupils were too afraid and shy to act. Only the last two
groups were good.

(2) Even after prior explanation and discussion they were still shy of acting the
mime. The amount of time taken just to cajole them into acting gave me
little time for the followup activity which was for them to describe the
mime.

(3) The students made a lot of noise. They were reluctant to come out and act.

(4) Was it successful? Yes and no. "Yes” because they finally did actually come
out to the front for the class) and did something. But it was minimal. So I
would also say "No" because there was not much action.

(5) Some of the students enjoyed this activity. They were eager to act and
mimed out the story well. Other students (especially the girls) were more
reluctant to carry out this activity.

Students four and five later reported better success when they designed
activities which did not need each person to act. Instead, students were given the
option to supply sound effects or be "props", like trees or rocks. In other activi-
ties, they would mime only to their own groups but not to the rest of the class.
Sometimes, the teachers identified those who were eager to perform and those
students performed for the class which then used the mime for the follow-up
activities. Students 1, 2 and 3 could not design activities that students 4 and 5
did. They reported consistent failure. When given a lesson plan which had been
successful in an almost similar class, they found limited success with it.

In my observations of their classes as they tried out the lesson plan given to
them, I found their learncrs tolerant rather than enthusiastic. They had had so
many mime activities by then that, as one student said, "Aiyah! Again, ah, Bor-
ing, lah."

There is the danger then of overkill, especially if the teacher cannot create
activities which stimulate rather than traumatise. Students 1, 2 and 3 were
"borderlinc pass” cases for their practical teaching. Their marks were, in fact,
among the lowest five in the class of ninety. The question one could ask is
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whether such teachers should only keep to a coursebook. Would their learners
be better off not doing mime activities with these teachers? We cannot answer
that question at this stage.

ROLE PLAY

Role play is possibly the most familiar to teachers, and therefore the most
acceptable of the drama techniques. Research indicates, however, that teachers’
interpretation of role play varies. The most common form of "role play" is to
select a dialogue, often an extract for listening comprehension, assign parts to
the students and get them to read the dialogue aloud with the teacher correcting
pronunciation errors. In training and retraining teachers, we have attempted to
move them away from this "model" and teach them to create situations which
would give rise to more spontaneous speech.

There are many types of role play: dramatic plays, story dramatization and
sociodrama, seminar style presentations, debates and interviews. They range
from beginners’ role play for weaker students to advanced role plays for the
more proficient students in the ESL classes. At lower levels, for example, stu-
dents, working in pairs may be asked to greet each other, or invite the other
person for some occasion. At a higher level, the invitation can be of increased
difficulty when one student is asked to persuade the other person to attend an
occasion but the other person is very reluctant to do so. At an even higher level,
students, working in groups, are given pictures of people. They are assigned
roles, each student playing the role of someone in the picture. They are given a
few minutes to decide what the person is like. They then act out what is happen-
ing in the picture, what the people are saying, how they are behaving and so on.
The next challenge can come when the teacher changes the situation. For
example, the picture shows a street scene. The teacher, after about ten minutes
of the first role play, changes the scene. "You are now attending a party,” she
tells them. "So-and-so is the host. How will you behave now?" Different types of
role play demand different approaches. The way the role play is introduced, the
description of the roles, the facilitation and debricfing sessions vary accordingly.

Teachers often feel that a great deal of preparation is required from the
teacher because the students must be given clear guidelines as to how to carry
out the role play. Although this is true, the same could bc said for any classroom
activity which is not tied to a coursebook. The presentation needed for a role-
play activity is not much more than for other non-coursebook activitics.

Another objection which has been expressed is that role play is too emo-
tionally demanding because the task is performed in front of others. Contrary to
this belief, however, role play does not automatically mean that the task has to
be performed in front of others. In the pairwork activity described earlier, (or
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example, when students greet each other, they are not "performing" for the other
person. The whole class could be working in pairs at the same time so no one is
"performing for anyone else. The question of the task being emotionally demand-

ing therefore does not arise. It is important, in fact, not only for role play but for

all drama activities in the classroom, that there is no audience.

Our teachers are reminded, therefore, that at all times, they need to keep in
mind that they are language teachers. They are not psychiatrists or psychologists
or directors of stage companies. The role-play activities they choose should be
relevant to the language needs of their students. Students’ emotional needs are
best left to other experts.

As in the case of other drama activities, however, we cannot over-estimate
the importance of role play as a teaching technique. One claim which has often
been made for role play and other drama activities, for example, is that it allows
students to practise paralinguistic communication. Such practice is possible only
if two variables are present:

(i) that the teacher knows the "correct” gesture in the target language and
(i) that students have been taught the gestures.

There are two communication acts, for example, which have posed real
problems for learners:

(i) the hand gesture asking/indicating/requiring somcone to approach the
initiator of the communication act.
In Malaysia, it is rude to gesture with onc’s finger. The whole hand is used,
palm downwards. This, in British and American culture is a lcave-taking
signal.

(i1) uh-uh.
In Malay culture, this is an agrecment signal. In American culture, this is a
disagreement signal.
We have found that knowledge of the difference in specch acts has not been
sufficient to deter students from using their own cultural forms in role play
and simulation.

SIMULATION

Jones (1980: 4) calls a simulation a casc study where learners become par-
ticipants in an cvent and shape the course of the event. The learners have roles,
functions, duties, and responsibilitics within a structurc situation involving prob-
lcm solving. A proper simulation docs not cncourage a tcacher to control the
behaviour of his or her learnzrs. 1t is, in fact, dependent on what cach partici-
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pant contributes to the situation in the form of skills, experience and knowledge.

A clear line cannot be drawn between role play and simulation. These two
drama activities overlap. Role play is frequently used within simulations. In
role-simulation, the participant remains the same individual while reacting to a
task that has been simulated on the basis of his own personal or professional
experience. In language teaching, the differences between role play and simula-
tions are not that important. As Livingston (1983: 1) pointed out, “the main
concern for the language teacher is the opportunitics role play and simulations
provide."

The function of a simulation is to give participants the opportunity to prac-
tise taking on specific roles and improvising within specific situations on the
assumption that with practice the participants will play their roles more effective-
ly when situations involving similar skills occur in real life. A simulation activity
provides a specific situation within which students can practisc various communi-
cation skills like asserting onesclf, expressing opinions, convincing others, argu-
ing cliciting opinions, group-problem solving, analysing situations and so on
(Smith, 1984). Using given details of the relevant aspects of a situation, partici-
pants have Lo make decisions or come to some agreement or rcsolve a problem,
thus meeting a challenge posed by the simulated situation.

Role play and simulations have long becn used as a form of training in the
professional ficld, but it was only in the 60’s that simulations became more
acceptable in classrooms. It was even later that their value as cffective devices
for facilitating communication practice in the forcign language classroom was
formally recognised.

In ESP classcs, simulations arc particularly useful in practising and evaluat-
ing the use of procedures and language (vocabulary and structures) specific to
particular skills. For cxample, tertiary level law and syariah students have bene-
fitted from simulaticns of court room trials, while business students have enjoycd
participating in meetings of various sorts. Thus a marriage of the original rolc of
simulation as a training device in the professional arcna and of its new found
role as a language and communication generator are allowed to merge to bring
about successful language learning. The relevancy of the activitics to student
necds are immediately apparent to the learner, motivating him to participatc
more fully in the speech acts and events simulated.

Simulations in ESL classrooms in schools can involve the students in
making decisions or ncgotiating with onc another. They can be in the form of |
any problem-solving activity bascd on any arca relevant to the ESL students. |
They could also arise out of well-used tcaching materials like maps, cartoons,
diagrams, recorded interviews, newspaper and magazine extracts and so on, as |
well as less used teaching materials like items found frecly in the environment - ‘
leaves, sticks, stones and so on.

Role play and simulations differ from traditional dialoguc drills in that
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students are encouraged to develop genuine conversational skills. They are
required to listen carefully and then choose possible responses rather than
repeat what has been written for them.

Butler (1977) incorporated, as part of her cvaluation, simulation exercises
which explored attitudes and promoted language awarciess. Results indicated
that students participating were involved and interested, gained awarencss were
required to be highly observant, were able to communicate and were indeed
motivated to express themselves.

ESL research in simulation or role-simulation is generally silent. Besides
defining and describing modes of simulation as a dramatic technique beneficial
to learning, and suggesting cxamples of this, most pundits do not present evi-
dence of any research to back their claims as to the suitability of role-play and
simulations.

This has been true, to some extent, of this research too because it is difficult
to isolate the variable and say that simulation is more or less effective than any
other technique. There are three teachers in the project, however, who prefer
using role-simulation to other techniques and indeed use it more than 50% of
the time in their classes. These three casc studies involve Form Four (Grade 11
or sixteen years old) students in sccondary schools in Malaysia. All three teach-
ers teach in single sex schools in small towns. The students are intermediate and
advanced level learners of English. Some of the students are from village but
room in school hostels in the towns and go back to the villages about once a
month.

In all three casc studies, the teachers report success in oral skills after using
simulation activities for a year. Fig. 1 shows the progress made:

Where pedagogy was concerned, however, it was apparent that the teach-
ers had put in a great deal of thought into making the simulations rclevant and
cxciting. In the three case studies, the pedagogical problems reported were:

* the teacher needed to be creative
fcar that the administrative might fecl that the teacher had lost control
of the class
therc was a great deal of noise generated which did disturb the other
classcs
it was difficult toget some of the pupils involved in the tasks
and conversely,
some pupils dominated the activitics.

*




Liniuistic

Figure 1
Entry Poinl
1 .
Very little spoken English
Can understand the teacher aurally with littlc difficulty
Gener-lly shy and introverted
Techniques used:
Role-simulations (approx. 80%)
Role-play (approx. 5%)

Games (approx. 2%)
Mime (approx. 1%)

Other activities eg written work etc (approx. 10%)

Output

Paralinguistic Psycho-social
| i

Increase in oral Better interpre- Tremendous increase

fluency

tation of gestures in motivation

Improvement in *Transfer of mother- Enjoyment and pleasurc
p JOY p

list. skills

tongue gesturcs experienced

Better use of registers into English Loss of inhibitions

Better usc of discourse Students said they were
strategies eg turn-taking thinking faster

*Code-switching very Increasc in creativity
much in evidence

* Considered by teachers 1o be negative output

Besides these case studics, a number of one-off simulation activities have
been reported by teachers at secondary and tertiary levels.  All of them report
the same problems. It is intcresting, however, that in the case studics, the
teachers found that after a few wecks, the behaviour of pupils changed. The
problems decrcased as the year went on. A positive note is that in both the one-
off reports and the case studies, except for low-level secondary school students,
pupil cnjoyment and, through that, motivation, incrcased tremendously. Teach-
crs report that pupils who had expressed boredom with their lessons said that
they looked forward to their English classes.
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SUCCESS AND PROBLEMS OF THE DRAMA TECHNIQUE

In general, we can say that drama techniques have worked for most teach-
ers. Some techniques have worked better in certain circumstances than in oth-
ers. The variables have been teacher competence and experience, linguistic
competence of the pupils and the social setting. Drama activities which do not
emphasise performance are more universally applicable then those which do.

A survey of attempts at various activities indicates that advanced students at
tertiary, upper secondary and lower secondary levels generally enjoyed language
games, mime, role-play and simulation. Intermediate level urtan students in
lower and upper secondary schools also enjoyed and found those. activities use-
ful. While rural intermediate level students in lower secondary classes entered
into the activities whole-heartedly, however, it was difficult to enthuse upper
secondary intermediate level rural students in role play. They were more open
to language games, simulation and the mime form. Tertiary level intermediate
students. on the other hand, enjoyed role play and simulation activities but
considered mime activities "acting" rather than language learning and felt that
the games were not very useful for them.

Role-play and simulation were also successful with low-level tertiary stu-
dents. These students also enjoyed the language games and mime activities.
Low level lower secondary rural and urban students also enjoyed language
games and mime activities, even though pedagogically, the urban lower second-
ary pupils appeared the most difficult to organise and keep in order.

Table 1

Willingness of Learners to Carry Out Drama Activities

Advanced Intermediate Low Level Learners
Urban | Rural Ter. Urban| Rural Ter.
All LS|US|{LS|US LS US| LS|US
Games Y Y[Y YIY N Y N jY [N Y
Mime Y YI|IY |Y|Y Y Y N |YI|Y Y
Role-play Y Y |Y |[Y N Y Y N |Y|Y Y
Simulation Y Yy {[Yjy |Y Y N {Y|N Y




Table 2

Ability of Learners to Carry Out Drama Activities

Advanced Intermediate Low Level Learners

Urban
LS{US

Games
Mime
Role-play
Simulation

<o
<
<=
<G
ZZ =< <
=< Z
Z =<
ZZ~Z
Z =< =<2
<o

Oz <<

Not so with upper secondary students. Upper secondary, low-level rural
students participated more fully in mime and role play activities than in lan-
guage games and simulation. None of the activities were successful with urban
upper secondary low-level students, even though their teachers felt that they
had enough language to at least attempt the mime and role play. The girls
remained reluctant and the boys disrupted not only their own class but other
classes too.

While the low-level tertiary students attempted to use English all the time
in their classes, the low level upper sccondary students used English about half
the time in role-play activities and no English at all in the other activities. The
low level lower secondary students attempted to use English most of the time in
role-play activities and some of the time in the other activities. They had prob-
lems carrying out the simulations to the teachers’ satisfaction, however. Teach-
ers felt that too much code switching took place in the simulation activities.
Although the teachers felt that the learners were able to carry out role-play activ-
itics, they had to be guided in their attempts.

In sum, therefore, one could say that drama activitics were less successfal
with upper secondary school low level learners than with the other learners.
This may not necessary mean failure for drama techniques or the application of
them, however, but might be due to other problems not peculiar to English. In
two schools where students were "streamed" according to ability, for example,
these low level learners of English were also considered "low level” in all other
subjects. They were also disruptive in their other classes.

2335 244



Q

ERIC

PAFullToxt Provided by ERIC

USE OF DRAMA TECHNIQUES

Teachers have used drama activities to introduce and conclude lessons and
have found that using a drama activity as a set induction has caught and held the
attention of the students and stimulated their creativity. ESL lessons became
less monotonous.

The activities were also used as a follow up to the teaching of particular
language forms and functions and provided practice for students. It was found
that not only was the language reviewed and consolidated, but :hat the activities
stimulated other language forms as well and also motivated the students.

This motivation factor is important in Malaysia as many students have no
idea why they are studying English. Most of them do so because the Ministry of
Education has decreed that they do so (Gaudart, 1985). The drama activities
have added relevance, variety, excitement aud fun to the ESL classroom. They
have provided a change from the traditional classroom arrangement and allowed
students to be totally involved in the task.

This has also meant that the role of the tcacher has changed. The class is
more of a learner-centred than a teacher-centred one. The teacher is merely the
facilitator. Although this concept of the teacher as "merc” facilitator, is not new
in ESL, the pedagogical applications of this concept in the Malaysian classroom
has not been easy for many Malaysian teachers to accept fully. The teacher who
uses drama techniques has to pay more than lip service to the concept. To
create a conducive atmosphere which relaxed and informal, s/he will not only
have to wiilingly accept the idea of a learner-centred classroom but advocate it as
well to his or her learners.

Some teachers have therefore expressed their reservations regarding the
use of drama techniques for language teaching. Their main complaint has been
that the teacher "loses control” of the class, not only over what is learnt and the
order that it should be lcarnt, but also over class discipline. In a number of
classes, the students got so carricd away that they became noisy and disruptive.
This problem of noisc level has been further aggravated by class size and
thin /missing classroom walls.

In some cases, tcachers are afraid that drama techniques would be regarded

as too entertaining or frivolous. The ESL students would then not take the

iesson seriously. They would mesely enjoy the lesson but at the end of the les-
son, complain that they had learnt nothing. Students might fail to scc the objec-
tive behind each activity. 1

Cohen and Manion (1985) suggest simulations as a mcans of assessing
work. Intercstingly, none of the teachers reported using any of the drama tcch-
niques for asscssment purposes. There are two possible explanations for this:

(i) it could be the fault of the rescarcher who did no emphasisc this usc to the
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teachers, or,
(ii) it could be the influence of the examination system which lays greater
emphasis on written products for testing. Teachers then begin to think in

terms of monthly tests and end-of-term tests which are mini replications of
the public examinations.

THE FINAL WORD

It is true that when planning a lesson using drama techniques, it is impor-
tant that the learners’ level of proficiency, needs, attitude, motivation, experi-
ence, abilities, personalities, age and interests be considered. Since this sort of
planning should be true not only for drama activities but of all teacher-designed
activities, it should not discourage teachers from attempting drama activities in
the class. The teacher should, however, be clear as to what his or her role is and
what his or her relationship is with the students. Will s/he be an observer, a
consultant, or a facilitator? If s/he intends running a teacher-dominated class-
room, then drama techniques are out. A warm relationship between tcacher and
students will go a long way towards the success of the activities. It should be
emphasised, however, that this warm relationship is a two-way process. In a
large class, if students refuse to meet the teacher halfway, the teacher, for self-
survival, will be forced to seek alternative measures and resort to the traditional
teacher-centred classroom.

Teachers who have reported success after using drama techniques over a
long period of time, have not had it casy initially. Their students were not used
to learner-ccntred classroom and some preferred teacher-centred classrooms.
Some students became involved when they saw the rest of the class baving fun
whilc others sought to prevent their classmates having fun. When they did get
involved in the activities, however, most students expressed their appreciation of
their lessons and most of them demanded such lessons on a regular basis. Once
this happened, the teachers reported that life for them was much more pleasant
as students were motivated and cooperative. It became casier for them to orga-
nise activities. Their work, in fact, became lighter.

It was found, however, that not all teachers are able to use these techniques
as their personality, world view and preconceptions about teaching persuaded
them into a different style of tcaching. Since their stylc of teaching had worked
for some of them for ycars, it is difficult to sce why they should be persuaded to
change and no attempt was made to do so.

The results of the rescarch, therefore, have as their main limitation the fact
that only tcachers who are convinced about the techniques continuce to be in-
volved in the rescarch and they also happen to be those who, as student teachers,
had done well in their course. They are thercfore very competent and creative
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and able to select relevant tasks for their students. How less competent teachers
could be taught to approach the techniques is now under investigation.

The possibilities of using drama techniques as teaching techniques are limit-
less. The main problem is not in the techniques but in convincing teachers that
drama techniques can usefully be used as teaching techniques. The idea that
performance is required scares many teachers. "Drama” unfortunately then, has
negative connotations for many teachers because of its tie to performance. This
has prevented teachers from getting acquainted with the teaching techniques.
They assumed that performance is required and are no longer interested. This
has prevented the use of drama techniques in language teaching from extending
over the country as widely as it should. For greater acceptability, therefore, the

performance aspects will need to be deemphasised as much as possible in teach-
er education.

NOTE

1 These fears were in fact justified when a few tertiary level students, during interviews, said that the
lessons were fun but they had not learnt anything. They felt that such lessons should only be
conducted once or twice a year.
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TELEVISION NEWS, THE COMPUTER AND
FOREIGN LANGUAGE LEARNING

Ulrike Hanna Meinhof

The last decade has seen an explosion of modern technology in the foreign
language classroom. Television screens, video-recorders and an increasing
number of micro-computers are for many teachers at schools and universities
part of their every-day tools. However, much of this technology is not yet inte-
grated into the curriculum, and its specific potential largely underused and
underdeveloped. In foreign language teaching many of the activities engendered
by modern technology support poorly or not at ali the goals of achieving
communicative competence (Hymes, 1972) in a foreign language, still considered
to be the essence of foreign language teaching. Much of the potential of both
technologies is left urrealized, because of some inherent limitations of both
media as pedagogic tools. Taking television news (and, in the European context,
specifically Satellite TV) as a paradigm case, the paper will introduce a new
interactive video project, still undergoing development, which is building on the
pedagogic potentials of video and computer technology whilst avoiding their
pitfalls. The "Interactive News" project(1) will be presented as a novel way of
introducing learner-centrzd and learner-directed computer software into the

communicative, interculturally oriented foreign language classroom of the fu-
ture.

TELEVISION NEWS

Television broadcasts, especially satellite TV, are an increasingly signficant
resource for bringing authentic foreign language material of tropical significance
into the classroom. News broadcasts, in particular, offer access to coatemporary
sociocultural information in an attractive and inexpensive form. However, for a
number of reasons, much of this material is often not used effectively.

DIFFICULTIES FOR THE LEARNER

Since learners lack the necessary background information, the items appcar
decontextualized and confusing. At the same time, 