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PEDAGOGIC ALTERNATIVES TO EXPLICATION DE |
TEXTE AS A PROCEDURE FOR TEACHING READING COMPREHENSION 1

Ronald Mackay, |
Research and Development Unit, .
CELE, UNAM, |
Alan Mountford, |
Abdul Aziz University, |
Jeddah, Saudi Arabia.

Introduction:

The purpose of this paper is to (i) examine the shortcomings of
‘explication de texte' as a procedure for the teaching of reading com-
prehension and (ii) suggest alternatives which, in our experience,
are more successful especially when dealing with students who are
required to read for information as is the case at the tertiary level
(University and Polytechnic ) in Mexico. '

1. - "Explication de Texte "

This is a commonly used technique in reading instruction in which a
detailed reading of a text is followed by a detailed linguistic analysis.
‘The approach, as employed originally in France, consists basically
of four stages: (i) a consideration of the context (la situation du texte)
(ii ) the gist and structure (la composition du texte), (iii ) the detailed
analysis (etude analytique )} and (iv) a conclusion.

Its successful and appropiate use in ESOL teaching seems to be
associated with the teaching of English for literary purposes or where
there is a strong literary bias to the English language programme.
IHowever, with correspondingly less success, the methed is also applied
to reading texts of a non-literary nature particularly with higher inter-
mediate and advanced learners of FEnglish, It involves the teacher in
going through a selected text word-by-word and sentence-by-sentence,
explaining vocabulary and points of grammar which are either new or
are expected (by the teacher } to cause the learner difficulty in com-
prehension. Thus, it involves taking a text apart through analytical
scrutiny, dismantling its syntax, and unravelling its meaning in an
effort to see as much as possible about what the writer has written,
what he is saying, and how he says it.

2, - OQur observations in a dozen countries including Mexico indicate
that the method is widespread at the intermediate/advanced level of
ESOL instruction, {especially with university and polytechnic under -
graduates in the sciencies and technology) and is associated with the
‘notion of intensive reading comprehension for special purposes.

1 A revised version of a paper presented to the 1ATEFL Conference
in L.ondon, April 1975,




The materials used are often collections of texts or excerpts
from books or journals more or less related to areas of specialist
interest of the students, such as, engineering, the physical sciences,
medicine, etc. Such lessons are often labelled text appreciation or
textual study,. 'translation” or, plainly, reading comprehension.

More often than not, - it is left entirely to the teacher's discretion
to decide what features of the text should be explained.. This results
in an indiscriminate ''going through' the passage, after an initial
reading aloud, or silent reading. The procedure usually takes up a
whole period, which is convenient, and a multiplicity of linguistic
points may be "covered” i. e. pointed out, explained and further
illustrated, during the class hour, Unfortunately, the procedure .. -
leads to something of a virtuoso oral-explanatory performance on
the part of the teacher, for which the student is required to use his:
ears far more than his eyes. :

3, ~ The shortcomings of explication de texte in ESOL instruction
are not hard to identify. They can be summarized under three head-
ings: psychological, linguistic and pedagogic.

1, ~ Psychological:

a). - The method involves the minimal participation on the part -
of the learner.
This is a clear result of the technique being teacher-
oriented.

b). - The method is based on no clear principles of teaching
or learning.

As a method of literary criticism, it is justified by the ability of
the interpreter to empathize with the writer, to interpret the writer's
use of language for an aesthetic purpose from the standpoint of artistic
judgement. This is hardly relevant where the texts are scientific in
tone and subject matter and where the reading purpose is information -
gathering as an auxiliary to vocational, academic or professional
studies. :

2. - Linguistic

The language points.to be explicated are justified on the grounds that
as part of a text, they are "contextualized”. However.

a). - The selection of such points of grammar and usage is
haphazard and arbitrary, governed by their sequential
occurrence in the text, and by the limitations of the
teacher's mastery of a description of English.




b). - The repeated contextual explanation and practice of such
points must come outside the passage in exercises. Thus,
there is little justification in claiming that the text itself
brings out, in any full sense, the linguistic usages to be
acquired: : :

¢). - The points that are treated are generally NOT those that
make the passage text, i. e. the features of cohesion. -
Commonly pointed out are special vocabulary, sentential.
patterns of some complexity, tense usages and sequences,
or nominal and verbal groups within sentences, :

- We are not claiming that such points do not cause difficulty or do
not require explication. However,discussion of them during an "expli-
cation de texte" kind of reading comprehension lesson often lacks
orderliness and priority, and is cursory and,moreover; confusing to
the student.

3. - Pedapogic:

a). - The technique often seems to lead to an equation of read-
ing with translation, reflected in the kinds of tests and
examinations associated with the method. An example of
such a test might be instructions to the candidate to trans-
late a text taken at random from those covered in the class,
together with an unseen text similar in style and theme to
those previously studied.

b). - The point already mentioned about the reading lesson
becoming an exercise of aural comprehension is surely
a confusion of language skills and pedagogic aims,

Little actual reading comprehension seems to take place
at all. Where the method is employed its very detailed-
ness seems to lead to slow reading speed and poor com-
prehension in silent reading. The method itgelf hardly
enables the student to develop reading ability when the
time spent in class is occupied by the teacher talking,
Actual reading is often relegated to homework, the

rest of the text prepared, or exercises done, on what
has been explicated. The unstructured nature of the
lesson, and the lack of clear preparation of the material
for the student to learn from, result in the student learn-
ing very little from what he has "read". There is hardly
any indication by the teacher as to what the student is
supposed to get out of the text, or to the student as to
what he is supposed to learn.




4, - An alternative approach should suffer from as few of the
short-comings discussed above as possible. 1t is to suggest such
an alternative to explication de texte that we now wish to turn our
attention.

We may start by examining critically the notion of 'teaching
reading comprehension’.

"Comprehension” cannot, in the usual sense, be taught; it can
only be exercised and tested. For most ESOL students, the skill
of reading with comprehension has already been acquired, and is,
furthermore, frequently practised in their own mother tongue,
Thus, what we teach is not reading comprehension but the trans-
fer of skills already possessed to material in a foreign or second
language. The ability of the student to comprehend a foreign or
second language depends upon (a) his having acquired a know-
ledge of many (if not most) of the xules governing the language
system (i.e. its syntax), (b} his having built up a large enough
store of vocabulary meanings and relationships (i.e. the semantics
of the language), and (c) his having become accustomed to the
ways in which the language's syntactic and semantic properties are
exploited in the creation of meaning in actual communicative use.
What we teach, then, is not the ability to read, nor really the abil-
ity to comprehend, but the strategies that will enable the transfer
of skills already acquired in the mother tongue to interpret mean-
ingfully the syntactic, semantic and rhetorical patterns of the Lo *

Developing such a reading strategy has been described as basgi~
cally a matter of developing in the reader the ability to make predic-
tions as to meaning on the basis of syntactic, semantic and rhetorical
clues picked up and accomodated during the reading process (Goodman,
1967 ). It is thus a synthesizing skill, not, as in explication de texte,
an analytic skill, '

It is, moreover, a discriminating synthesizing skill. The expe-
riened reader (which presumably incfudes the students we are teach-
ing) does not read with the kind of precision or close attention to
detail which explication de texte and many courses in comprehension
demand.

* Our experience indicates that this is an over-generalization. In some
cases in S. E. Asia and in Central America, students' ability to read
with comprehension in their mother tongue may be seriously limited.
The development of that skill in English (their L4} may, in such cases,
actually have a beneficial effect on their use of tﬁeir mother tongue.
This observation would point to the serious need for courses in reading
improvement in Spanish in Mexican educational institutions. ‘
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9. - We need now to consider what these syntactic, - semantic and
rhetorical clues might be, They have to do with features of textual
cohesion, which until recently * have been neglected in the design

of reading comprehension exerciges. They may be conveniently

considered under three headings: equivalence, connection and
thematization, S :

1). - Equivalence (or co-referentiality )

Two kinds of equivalence or co-referentiality are important ™

in the structure of text: (a ) lexical cohesion and {b) syn~ -
tactic cohesion. ' o .

' é);.- Lexicﬁl'cohesion is an aspect of the broader problem B
-of vocabulary * * : . C

Poor vocabulary is rightly often regarded as a major - -
factor contributing to reading difficulty (Paulston and

- Bruder, 1976.). lexical cohesion is achieved by the
repetition of a lexical item or of its synonym or hy=
ponym, . : S :

EXAMPLE:

The dumping of massive and durable pieces of junk,
like the hulks of old vehicles and abandoned kitchen
equipment has become a nuisance, This debris is a _
menace to the farmer, destroys amenity and costs
money. .. toclear up. This problem cannot be
allowed to expand. .. Dumping of waste inthig way
is already illegal. ., Local authorities have estab-
lished and advertised the existence of tips to which
people. .. can bring bulky objects for disposal.

* In Mexico, they have been incorporated as part of the instruction
and practice into a reading comprehension course for undergraduate
students-in the Facultad de Medicina Veterinaria y Zootecnia, see:
R & D . Unit Report No.. 2, Mackay R, et, al. UNAM 1975.

** For a discussion of how vocabulary is handled in reading comprehen-
sion text books,-seer:: -~ ... . . - _ o -
R & D Unit Report No.. 5, Alvarez G. UNAM 1976,
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The Lexical relationships in this text can be identified as follows:

Hyponymic;
massive and duraﬁlé plece : of j’uhk
hulks of old/ :bhoned kitchen
vehicles equipment
Synonymic:

i) debris : wasgte

ii) nuisance : menace = : - '_p‘rdblem'
iii) massive and durable pieces:-i s bulky objects for
of junk . o disposal.

It should be emphasized that such co- referent1a1 relationships
are valid for these lexical items only within this text. For example,
debris and waste, though having semantic features in common, are
gwen equivalent values in commiunicative terms only as far as this
text is concerned. Of course, dictionariés do make use of hyponyms
and synonyms in defining the meaning of words. But more often than
not the contextual use of a word establishes a’ partxcular reference
in relationship to the other lexical items in the saime text, which mo-
difies or extends its meaning beyond that given in the dictionary.

b). - Syntactic cohesion means the system of anaphora

( backward reference ) and cataphora (forward reference)
within text. These are grammatical devices employed to
bind the sentences of a text into: umfleci'whole. They
include pronominal substltution ;
demonstrative pronouns etc. ,: the, th's, that; o S0,
such, etc., and the pro-verb sﬁrtltutlon do. —
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EXAMPLE: -

Ants seem to be able to carry food back to their nests
with uncanny accuracy, as if they were following invis-
ible roads. A report ‘in Science shows that this is in
fact just what they are doing, and that the "roads’” are
of their own making, ‘

(Mountford 1970)

(Ants) their: they: their own
(following invisible roads ): this : doing

2). -~ Connection

Connection can occur intra-sententially (within sentence units )
Or intersententially (across sentence boundaries ). We shall be more
concerned with the latter, as it is this feature of textual cohesion that
relates to the communicative value of units of information in the dis-
course as a whole.

It is, therefore, not a grammatical feature as such, but a marker
of rhetorical value, that is how sentences are being used by the writer.

EXAMPLE:

1). - The pollution by chemical waste of our seas is increasing
daily. ' . '

2). < If pollution reaches a certain cdncentration, marine life
will cease to exist,

3). - Therefore, its essential that legislation be passed banning
the dumping of toxic chemicals in rivers, waterways, and
in the open sea,

‘The semantic value of Therefore Aintroducing sentence (3 )is to
mark the final sentence function {oract) asa logical conclusion or
deduction based upon the information presented in sentences {(l)or
(2). ltis this category of connective which provides the reader with
clues as to how to interpret the development of the argument as opposed
to the interpretation of the facts themselves. We are, thus, moving
from comprehension to which the grammatical elements contribute
most to interpretability, to comprehension in which the rhetorical
value of markers of relationships within the discourse as a whole are
of crucial importance,
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In other words,we are moving from grammatical cohesion of text
to what Allen and Widdowson (1973 ) call rhetorical coherence of
discourse. Examples of inter-sentential connective relationships

are as follows:

Rhetorical value or function

Enumeration:
Listing
Time sequence

first, second;
- in the beginning, next;

( AND)

Addition:
Reinforcing moreover, furthermore;
Similarity ' similarly;

Logical sequence: L (SO ) i _

. overall,. t_hUsi- e

Summarizing : _ :
Result / consequence: . consequently, asa result;
Deductive / inductive thérefore, hence
Explication {OR) :
in other words, that is;
[llustration for example;
Contrast: (BUT)
Substitution in other words -
Replacement alternatively; .
Antithetic: . conversely; -
Concessive however, nevertheless;

It should be noted that coordinators (' in capitals above } are frei:;uently
used as "primitive’ inter-sentential links for many of the above relation-
ships. .
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3). - Thematization
e lzaion

The third aspect of cohesion is thematization. This concerns the
organization of word order in sentences as a consequence of the order
of sentences and the deployment of information in the text as a whole.
The choice of first words or sentence subject is usually, after the
first sentence, governed by what has been said previously, Thus, in
continuous text, or discourse, we frequently have a non-normal
word order, non-normal from the point of view of Sentences stud-
ied in isolation, For example, adverbial and prepositional groups
are frequently placed first in a sentence; subordinate clauses often
precede main clauses; the use of passive voice; these are all matters
of thematizing particular elements for emphasig, or for getting the .
important information, or the information that best relates to what

has been said, in the most important position at the beginning of the
sentence.

'To use Halliday's terms (Halliday 196768 ) the theme of a sentence
or clause is chosen from information which is already given, or recov-
erable or interpretable by reference to the previous discourse. New
information, that which receives tonic stress in an information unit,
falls usually within the post designated rheme. Thus, what is new
in one sentence usually becomes given in the next; what is part of
the rheme in one sentence can become thematic in the next. The theme
is what [ am talking about which relateg to what I have already said,
and the rheme is what [ am saying about what [ am talking about and
which includes some new information, Here is an example:

EXAMPLE;

1). - Last week I paid a visit to a friend of mine who lives in
Mexico City,

2). -My friend is employed by UNAM in the Foreign Language
Center, an extension centre of the University,

3). -Her speciality is Applied Linguistics, and she teaches
English to students from various faculties,

4). - They require special English language tuition to help them
read textbooks in their subjects more efficiently. -

The distribution of theme / rheme and given /new is as follows:




15

Sentence'l 2 3 . . 4

‘_laSt '_“.re"ék'.' myfnend . i']er"s',ubject'. .. they .-
THEME o _ : _ : -
(given)
(rheme) - friend of mine... UNAM... students from various. -

... faculties

As another simple example notice how the fbll.é{viﬁg..:threé sen:cenées -
form a text. i e :
EXAMPLE

1). - The sun's rays heat the soil, rocks andwater

2). - The sun's rays do this all day long, .

3). - The soil, rocks and water heat the layer of air next to
All day long the sun's rays heat the soil, rocks. and.
water. As they are heated, the layer of air nextto
them is heated too, . TN A :

The temporal and durational expressions are-thematized; The passive -
is used in preference to the active.” Siich an ordering of linguistic ele~ .
ments is egsentially unpredictable from the individual sentences.

The eventual order, too, is dependent on what has been said previously.
The learner then, in reading a text,.has to cope all the time with word .
order in sentences and the thematization of linguistic elements that . he
may never have been taught to expect from the many hours of grammar. -
instruction he has received, ... .. ... . . SRR

6. - Having made the claim that-equivalence, connection and thematiza~
tion are three of the principal areas of knowledge of the linguistic func-
tioning of elements: in:-text that the-ESOL student should possess in order
to be able to-read efficiently, we: must: now suggest:pedagogic procedures
or techniques by:means:of which this knowledge may be taught to the
learner and practised:by him. . S - ' :

It is essential at this point to distinguish between exercising the
student’s comprehension-and testing it.- All too often advanced reading
materials provide little practice in exercising comprehension skills.
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Instead they merely test whether or not comprehension has taken
place. Materials which purport to exercise reading comprehension
should be learner-oriented, that is they should be based upon those
aspects of the language system and of rhetoric which the learner _
requires to interpret written discourse effectively.

Most comprehension questions, including true/false statements,
yes/no questions and wh questions are designed to elicit from the
learner information contained in the text. Comprehension exercises,
on the other hand, should be the means of instructing the student in
how the text, by means of equivalence, connection and thematization,
functions as a linguistic entity,

In other words they should teach the student how to understand
the text.

The basic difference between comprehension questions and com-
prehension exercises is, therefore, that the questions assume in the
learner an operational knowledge of how language is used to commu-
nicate and so test whether understanding has taken place or not in
the text in question.

Exercises, on the other hand, focus the learner's attention upon
the linguistic features which make the text in question and an act of com-
munication, and so exercise his ability to cope with such features
wherever they might be found and in whatever form. This is not to
deny the usefulness of comprehension questions, Carefully con-
structed, they can serve to elicit an understanding of those features
of text we have been discussing. But we do need to make a distinction
between testing and teaching, and to teach and exercise before we
test and assess. :

7. - What form then, can these comprehension exercises take?
Although explication de texte is a way of exposing the operational
knowledge required to understand a given text, it is entirely un-
selective, Virtually everything is explained by the teacher in a
linear fashion. Neither does it exercise the learner's skill; it dis-
plays, rather, the teacher's superior knowledge. :
A more disciplined and, we believe, a more pedagogically valid
approach, is to work over particular categories of operational know-
ledge. That is, to examine separately the occurrences of lexical
cohesion, syntactic cohesion, connection and thematization so that
their contribution to the text as a whole is kept in the foreground.

In addition, it must be remembered that in a lesson on reading
comprehension, reading must be allowed to happen i.e. that a
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conmderable amount of time should be spert by the students reading.
The reading materials should be constructed in such a way that read-
ing is designed to happen, but in'a controlled manner, in which the
student is forced back into the text by the exercises themselves.

The exercises which we describe take into account and allow for
the fact that in Mexico most teachers of reading have little time to
produce their own courses, and even if they could and did, they would
frequently be restricted by the scarcity of paper or the lack of dupli-
cating facilities. The following exercises can all be performed orally
in clasgs., They do, however, require prior preparation by the teacher.

8. - Exercising comprehension of equivalence.,

1), - Lexical Cohesion.
Student’s attention to lexically equivalent expressions in .
text can be exercised by means of rephrasing exercises
in which the student is required to substitute another ex-
pression from the text for one given in a sentence drawn
from the text, or a reworded version of one. The aim is
to draw student's attention to such overt markers of equiv~
alence as i.e., that is to say, or... in other words etc.
as well as implicit synonymic or hyponymic expressions.
A second technique is to devise exercises using the
following formats:

i) Instead of saying X the writer says Y

ii) In addition to saying x the writer uses the expres-
sion y

ili) Asaninstance of x the writer talks about y where
both x and y can be found in the text.

Thirdly; students may be required to identify sets of lexical items under
some superordinate term e, g. . debris in the example discussed above,
This kind of treatment of vocabulary ftems which are judged to be dif-
ficult or new avoids the danger of the student selecting the wrong word
from the dictionary where there are alternatives. It concentrates on
getting him to read complete sentences and study expressions in con-
text. Most important,it leads him to see how lexical patterns and rela-
tionships can be created in text and how frequently difficult or unknown
expressions may in fact be explained within the text,

8. 1. - Syntactic Cohesion

Until recently anaphoric and cataphoric devices have not been given
the attention they deserve in reading comprehension materials. The
reason for this is, possibly, that their meaning appears so obvious.
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In many cases, to the native speaker; the referents of such items are
readily apparent. To the ESOL student, however, they may not be so
clear. Failure to select the correct referent may lead to serious
misinterpretations of what the writer has said. Moreover, such items
are only easily understood when the referent is a close antecedent, an
obvious noun or noun phrase. But sometimes anaphoric items refer

to clauses, sentences or larger stretches of text. They may be marked
by summary words: this type, that fact, these cases, that process,
those factors, etc, :

To exercise an understanding of such devices we may employ a
multiple choice format;:

Inline x, y refersto (i) a, (ii)b, (iii)c, wherea, b andc
are grammatically (but not semantically ) possible referents. Alterna~
tively, the student may be asked to identify the referent for himself:

What does -X refer to in line X ?

In addition to demonstratives and pronominals the definite article
and implied comparatives can be exercised in this way.

8. 2.- Exercising comprehension of connections

The problem of exercising connection is that, for the most part, the
possible relationships between sentences in text have to be taught

first. This will involve students becoming familiar with a metalanguage
whose terms are communicational rather than grammatical. We have
already discussed the kinds of relationship we can observe within and
between sentences and units of discourse. A possible approach to the
problem, where an extended course allows it, is to devise a graded
series of exercises as follows:

a). ~These firstexercises would involve inserting or substituting
expressions in text. We may start off with one kind of rela-
tionghip, e. g.
consequence, and then introduce contrast then addition,

- illustration, explication and so on, gradually building up
an understanding of different kinds of relationships. This
will involve rewriting exercises in order to make relation- -
ships clear, or clearer. o '

e.g. (1) Some transport companies have introduced ways of
controlling the maximum speed of their vehicles on the road,
(2) - governoxrs may be fitted to the engines.

(3) the trucks travel at or below a given speed.
(4) legal speed limits are adhered to,
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Instruction: '
Insert the following connectives in the sentences indicated:

For instance............ 2
As a consequence ..... .3
Inthisway....co00eenn.. 4

b). - When a sufficient number of relationships have been explored,
and the various surface forms available to express them noted,
students may be asked to select from a list of expressions x,

y or z the mostappropriate to connect sentences or parts of
a text. In other words, the relationship has to be perceived,
and a choice made as to how it can be made explicit.

e.g. All animals feed on other animals or plants.
plants make their own food by means of photo-

synthesis,

Insert the most appropriate connector in the space above:
i)  in addition
ii)  on the contrary

jiii) therefore

iv) for example

c). - A more difficult exercise is to re-order a jumbled set of
sentences according to explicit markers of logical sequence.
This exercise also calls upon the student perceiving equiv-
alences, lexical or syntactic. A variation of this exercise
is to present a paragraph structure indicated by connections:

e g
A.~-  General statement (truth, generalization)
B.-  For example
C. - As a result,
D. -~ However
E. - Nevertheless.

And then from a }umbled series of sentences, I:he sl:udent is
asked to "compose’ . the paragraph;.. This is.a very. d1ff1cu1t
exercise to construct and the teacher:should 'work out’ all
exercises he writes, by h1mse1f,to make sure they are
operational: R .

i) Many complaints are received about the noise heavy vehicles
make in towns and cities, _

ii) The pubhc s duty is to continue to remark upon OCCurrences
of pollution in the hope they may be remedied in time.
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iii) The public objects to pollution which reduces the quality
of life,

iv) Not all complaints are given the attention they deserve,

v) Restrictive legislation may be introduced.

8. 3.- Exercising comprehension of thematization

This aspect of text structure involves exercising the student's
ability to predict what comes next on the basis of given and new
information in the text. Thus, a modified close procedure is an
appropriate technigue.Thematic elements may be omitted and the
student has to deduce what they should be on the basis of what has
previously been said. What the writer chooses as thematic from
one sentence to the next depends on the nature of the information
being imparted and the kind of argument being expounded, ‘

Frequently, the thematic structure is closely inter-related
with lexical equivalents and anaphoric devices. ln addition,blank
filling cloze procedure can be used as a summary on comprehension, -
i.e. as a testing device.

e. g Interactions between Species

The relationships between living things in an organism range
from conditions of complete cooperation and dependency to
those of total antagonism and competition. Between these, ..
is a more or less neutral condition. In this... the effect of
one organism on another may be indirect. These... effects
may not be readily apparent. Nevertheless, each... is part -
of the environment of all other living things and has some
effect on it. '

Instructions to student: _ o

Select the most appropriate words for the spacés ifl the above
paragraph,so that the sentences and the entire paragraph make
complete sense. h

9, - What we have tried to suggest is a principled pedagogic alternative
to the tedious explication of material chosen for reading comprehension.
Qur alternative requires a good deal of preparation of exercises which
are designed to exercise the skill of reading comprehension. We have
concentrated on those aspects of cohesion and coherence that may be
observed to operate in any text, We have not considered the various-
types of comprehension questions that traditionally have sought to test
comprehension. A more complete set of proposals would certainly
include the kinds of questions we might set and their pedagogic function.
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It would also include how the answers to such questions can be justified
linguistically from evidence in the text, * However, we feel that if,
as a first step, comprehension materials take into account the areas
of linguistic knowledge we have identified and discussed, and the
procedure we have suggested, the lesson on reading comprehension
will become more relevant to the needs of the intermediate/advanced
students who need to read for information, The onus is thrown back
on the teacher to design efficient materials to accompany texts rather
than simply explain them in an ad hoc fashion, The onus is also
thrown back on the learner to develop Irom such materials a sound
working strategy of comprehension that is applicable to any text he
might wish or be required to read, rather than merely to magter
specific aspects of set texts. : .

* For such an approach, see the excellent 1ntroduct10n to Read
and Think by John Munby, published by Longman group 11m1ted
T.ondon, 1968.
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DISCOURSE OF LANGUAGE LEARNING

Lyn McLean and Fernando Castafios
" Departamento de Lenguas Extranjeras,
Universidad Auténoma Metropolitana,
' " Xochimilco,

. THEORETICAL CONSIDERATIONS

For some years language teachers have worried about their
students' not being able to communicate in the target language outside
the clagsroom in spite of their being reasonably good students inside.
Although certain attempts have been made to incorporate communicative
practice, such as 'conversation”, in language courses, success has
seldom been achieved. Parallel to these attempts, research (both theo-
retical and experimental )} relevant to the question bas been carried out
in applied linguistics in general, and in teaching methodology in partic-
ular,

In 1970 and 1971, Christina Bratt Paulston introduced the categori-
zation of mechanical, meaningful, and communicative exercises. Me-
chanical exercises are those that, if successful, would lead the student
to the acquisition only of a syntactical skill in the target language. An
example is the conversion of certain isolated sentences into the inter-
rogative or negative forms. Meaningful drills are those in which con-
siderations of the correctness of sentences include their truth vdlue in
relation to a certain "situation”. An example of these is the production
from a substitution table of sentences that correspond accurately to a
drawing. Communicative exercises are those which require that a
student provide new information to the rest of the class or group he is
practicing with, These are, therefore, unpredictable and include such
things as "What's your brother's name?" and "What did you do over
the week~end?"

Marxylin Smith in a personal communicdtion, has suggested that
students have communicative capacities when they are able to express
their intimate feelings and that practice in this direction is required in
the classroom. One of the exercises she has proposed is this: a blind-
folded student is presented with a jar containing a substance which has
a distinctive odour, garlic, for example. The student has to identify
the substance, Then, he has to say whether he likes the smell or not.
He is asked what event or circumstance the smell reminds him of.
Finally, he has to say whether it is because of this association that he
likes or dislikes the presence of the substance, and if not, why. Further,
Wilga Rivers has said that students should be able to communicate what
they want'to, including what arises in their imagination. She considers

ki
;
X
;
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things like crocodiles with vests and watches, this particularly in
reference to lonesco's French course. (Rivers, 1972)

At a theoretical level, the distinction between communicative
competence and linguistic, that is, Chomsky's competence, has been
made, According to Chomsky,. competence is the knowledge that ena-
bles an ideal speaker /hearer to judge the grammaticality of sentences
in a given language., Competence is supposed to account for the crea-
tivity of languages, i.e. the ability to understand and generate syn-
tactically correct sentences. Chomsky, then, distinguishes between
performance, the actial production of sentences, and competence, the
underlying knowledge that generates them. Chomsky has been criticized
for making this distinction. As a discussion of this point would divert
us from our purpose, we will not consider it, and instead will look at
some attacks his very definition of competence has undergone,

George Lakoff (1971) has argued that judgement of the well-for-
medness of grammaticality of a sentence cannot be made in a pure,
absolute way, but only in a relative one with respect to certain pre-
suppositions about the nature of the world, In the sentence "My cat,
who enjoys playing tricks on me, ate the meat”, for example, the
choice of who might be judgedungrammatical by a number of persons
and grammatical by others, depending on whether they believe cats
have "human' attributes or not. According to Lakoff, linguistic know-
ledge is that of the general principles by which a speaker pairs a sen-
tence with those presuppositions required for it to be well-formed.
That is, if the choice of who is to be considered grammatical and the
resulting sentence well-formed, it must be paired with the presupposi-
tion that cats are human, The presuppositions themselves would then
be beyond the limits of linguistics, but judgements of grammaticality
would have to consider this knowledge.

Dell Hymes {1971 ) has pointed out that knowledge of language is
not equal to knowledge of grammar and that, besides this, knowledge of
rules of use is needed. There would be no point in going on generating
random but "grammatical” sentences, and a person who knew how to
produce them but who did not khow when and how to use them would
probably be considered a lunatic. Hymes has, thus, proposed the con-
cept, communicative competence, which-would: include-Chomsky's
linguistic competence and a knowledge of the appropriateness and
feasibility of utterances. Appropriateness refers to the relationships
of a language item to the contextual features of a given situation. Since
any judgement of language is made in'some deflmng context, it may
always involve a factor of appropriateness. Feasibility concerns
psycholingmstlc factors, such as memory 11m1tat10n and perceptual
devices.
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Expanding the concept, John Munby (personal communication, 1975)
considers that besides psycholinguistic knowledge (feasibility ) and
sociolinguistic knowledge (appropriacy), communicative competence
includes socio-philosophical and socio-semantic knowledge, which can
be seen by refering back to the above exposition of Lakoff'sarguments.
Consider also that a physicist talking about time may be considering
the relativistic view of it, that is, roughly, that it can stretch or contract,
depending on velocity. On the other hand, a layman will understand
time in terms of constant units. Adding a "logico-linguistic" area would
contribute to a better picture of communicative competence, given that
communication often involves argumentation.

Others have pointed out (e. g. Widdowson, 1973) that "a knowledge
of how the language functions in communication does not automatically
follow from a knowledge of sentences. ' A knowledge of how sentences
are used when connected is necessary. On these lines, Widdowson has
made a useful distinction between what he calls text and discourse, Text
is, roughly, sentences in combination, rather than a mere collectionof
them, and ""T'extual Competence'' let us say, would include the know-
ledge of such cohesive devices a anaphora, cataphora and ellipsis,
Discourse, on the other hand, focuses on the use of sentences to perform
communicative acts. Now a piece of language ¢an be coherentas discourse
without being cohesive as text. As Labov says, "sequencing rules do not
operate between utterances but between the actions performed by these
utterances". ([.abov, 1970)

~ For example, consider the following exchanges between teacher and
student;

First:
T: Take out a piece of paper, . -
S: Yes, sir. L

Now, contrast the fi:r.st exchange with the following:
T: ‘Take out a piece of paper.
S: My briefcase is locked, .

In the first example the student answers in an elliptical form, that is, he
ellipts "I will take out a piece of paper", Nevertheless, these sentences
are cohegive as text and, due to this, coherent as discourse, In the second
example, there is no textual cohesion, but the discourse ig coherent, This
coherence has been explained by Labov, who has pointed out that the follow-
ing have to obtain for an utterance to be considered as an order’
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First, A, the commander; has to believe that these precondidons
exist; _ : : .

1. It is desirable that (X) be done.

2. Ais in a position to demand from B that X be done, -
3. B has the obligation to do X |

4. B isable to do X.

Second, B has to believe that A believes in the above set of preconditions.
Now, by explicity pointing to one of these preconditions the other three
would implicity obtain. For example, by using the command form, the
teacher focuses on the second precondition: A is in a position to demand -
from B that X be done. The student answers by focusing on the fourth

~ precondition, that is: B is able to do X. Notice that this act, i.e. the
act of ordering, could be performed in different ways, The teacher .
could make a statement: "I want you to-take out a piece of paper" or
ask the question: "Could you take out a piece of paper?"”,

Although the teacher's order can be realized by different utterances; the
second exchange will always be characterized by the foilowing conditions:

A believes in the above listed set of preconditions.

B believes that A believes in this set, but informs A that his
belief precondition 4) is wrong, 1. e. the student is not able to -
take out a piece of paper because his briefcase is locked.

It is also important to notieg that one form can be used to realize
different communicative functions. .

T Could you put out your cigarrette?
S: Yes, Icould.

In this case the student pretends not to view. the act as a command, but:
as a request for information concerning his ability: That is, he does not
accept that precondition # 4 obtains as a precondition; but rather has:to
be asserted. By the same token, he has discarded the first three pre-
conditions also. In this case the following general pattern holds:"- :

A believes In the above listed set of preconditions,

B does'ﬁbt béii_eve_ or'pr'et'ends _nbtito believe that A believes inthese
preconditions, therefore causing the discourse to take a strange
and unexpected direction. . :
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From the discussion above, two- aspects of digcourse are distin-
guished. (See e.g. C. Criper and H. B, Widdowson, 1975) One is
concerned with the conditions whereby a certain linguistic form
(present tense, interrogative)performs a certain communicative function
(ordering or requesting). The other is concerned with how particular
communicative acts-are linked to-develop larger units of communication.
These two aspects are, of course, intercomnected. Thus, the need to
consider language units larger than the sentence is established, and
communicative competence ig associated with the ability to perform
communicative acts or functions with language. This allows for a more
precise treatment of the student's development of commumcatwe com=~
petence in terms of language :

Some of these meughts have 1nﬂuenced the area of methodology _
For. example, - Christina Bratt Paulston has pointed out that fluency in"
the language doesn't: guarantee efficient communication, has shown
the need to incorporate exerciges that lead to the -acquisition of com~" "~
municative competence, ‘and has presented some of thesé exercises.

She suggests a- model for language teachmg in'which' she distinguishes
between communicative competence and communjcative performance.’
She uses communicative performance to designate communication
which. causes distinctive social significance in the target language.

This is similar to the distinction made by Phillips and Shettlesworth
{1975) between Learning Situation Discourse (L.SD ) and Target Dis~
course (TD). They have shown that the difference corresponds to be
one existing between target ‘materials; such as workshop manuals-and
books, and teaching materials, According to Phillips and Shettlesworth,
language courses implicity assume a transfer from LSD to TD, but this
transfer is “impeded by the existence of the materials themselves”. =
First, these tend to structure the lesson in such a way that the teacher
sees them as the only method of providing the criteria for appropiate
language, For example, a student's response may’ be followed by
"yes, but that's not the answer 1 was looking for, anyone else?” or
something similar. Secondly, appropriacy of language is filtered
through at least one level of artifice, the classroom, or even two levels, :
including the story or: the- sn:uatlon presented m the materlal : ‘

The difference between LSD and TD is not solely- due ‘to the: " -
materials, but often derives from the:roles of the téachier and the sl:udents.
For example, if someone tells a friend, "There's a ¢igarrete on the -
floox", it may be interpreted as providing information or as a request to
pick up the cigarrette, depending on the: situation, On'the other ‘hand,
as the teacher is always or nearly always in a position of authority and
can demand that students do something (precondition 2, ordering), this
utterance is very likely to be interpreted as'an order. It'is c¢lear that
the range of communicative functions the student will be exposed to and
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will be able to practice is.narrower than in situations. outside the
classroom. : _— : :

. Sinclair and Coulthard (1975 ) have recorded. a'good' ei(ample of
this in Towards an Analysis of Discourse. They report a situation
in which the teacher asks a student the Jollowing:

T:  What kind of a person do you thJ'nk he is ?. T
Doy you - . what are you laughing at? ' '
e P:_._- - NOthing.

The pupil interpreted the teacher's mterrogauon as a directive to stop
laughing, but that was not the teacher’ s intention. The teacher mana-
ges to clarify the situation by saying: " T: You're laughing at nothing,
nothing at all. " The student this time realizes that the utterance is a
: request for information and provides that information. Of course, we
can't expect that this w111 always be the case. ' '

" Richard A]lwnght discusses the role of the teacher in the language
classroom from another perspective, He says that, very probably, the
lack of trangfer from LSD to. TD - in Phillips & Shettlesworth's
terminology - partly results from the dependence on the teacher, which
develops in the students... ‘This is due to the teacher's constant solving
of the students' problems.

The interference in the learning process which occurs in clagsroom
second language learning has been discussed from other perspectives.:
For example, Castafios-Long (1976 ) have reviewed differences between
Ll & L learners and learning processes. They have suggested that. -
ag Lj. learning is uniformly successful and L5 generally.is not, we
__could: benefit from making second language learnmg more l1ke the ﬁrst

. by doing less formal structuring. _ .

Allwright, after showing that treatment of leamer error is one of
the variables which appears to be crucial, has shown that ‘this; and
feedback in general, is usually done in an inconsistent, nearly chaotic
way: " The learners cannot be sure that any repetition of what they
have said necessanly mdlcates error; nor that the absence of repetmon
indicates correctness I | A]lwr.tght, 1975 b ) """

. Burt and Dulay also show problems ex1st1ng in error correctlon.
( M. Burt-and H. Dulay-1975 ) They have focused on the types of errors
which cause the reader or listener to misunderstand the: messdge intended
by the EFL leamer. They take this: approach becauge inireal communi-~
cation gituations; sometiines despite errors in’ learner's speech, the -

native listener can understand the message easily, while sometimes even
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a gingle error can cause misunderstanding or no comprehension of an
utterance at all, For example, the three errors in "l trying for
drive more slow” do not affect a listener's comprehension. On the
other hand, ""Does your mother worry you when you drink?" (asked
at a party ) may be received ag a probing psychological question or
merely as a considerate inquiry. i :

Given the distinction between errors which can cause misunderstand-
ing and those which do not, Burt and Dulay have defined two types of
errors. Global errors are those which affect overall sentence organi-
zation, thereby significantly hindering communication. local errors
which affect single elements in a sentence do not hinder communication
significantly. Some local errors are errors in noun and verb inflections,
articles, auxiliaries and the formation of quantifiers. The most
systematic global errors include ( 1') Wrong word order, ( 2 ) Missing,
wrong or misplaced sentence connectors, eg. "He will be rich until he
marry" instead of "He will be rich -when he marries", (3) Missing cues
to- signal obligatory exceptions to pervasive syntactical rules, e.g. "The
students'proposal looked into the principal, instead of ‘" The students’
proposal was looked into by the principal”, and finally, ( 4 ) Overgene-~
ralizing pervasive syntactic rules to exceptions e.g. "We amused that
movie very much” instead of " That movie amused us very much”. The
authors suggest that given the distinction between global and local errors
and their relation to effective communication, selective error correction
of global errors promises to be more effective than total correction.

To promote the acquisition of target discourse communicative

competence several suggestions have been made, Christina Bratt Paulston

- has proposed that one should "incorporate a gystematic contrast of
situation constraints on grammatical patterns. " To do this she would
present, for example, two dialogues, one between Nancy and Bill, two
peers, and another between Bill and Miss Cassidy,. a good friend of his
parents. She has also proposed communicative interaction activities such
as community oriented tasks, problem-solving activities, and role playing
{Paulston, 1976 ).

H. G. Widdowson has suggested ways of adapting Current English
Language Teaching so as to incorporate the systematic teaching of com-
municative value; that is, he proposes that in the process of limitation ,

. grading, and presentation, we should think not only in terms of linguistic

© structures and situational settings, but also in terms of communicative
acts. For example, to produce a course for science students, instead
of selecting the language to be taught by reference to the frequency of
linguistic forms like the universal present tense and the passive in

- scientific discourse, we might make a selection of those communicative

- acts which the scientist must,of necessity, most commonly perform: -

- definition, classification, generalization, deduction, etc, When grading
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we might consider ordering such acts according to the manner in
which they normally combine to form larger communication
units.

Phillips and Shettlesworth have suggested giving the teacher,
on the one hand, a tool kit or file consisting of examples of the
target situation materials and, on the other hand, an inventory:
of linguistic systems. The materials would be incomplete and
it would - be up to the teacher to integrate or "marry’'" the two,
Although Phillips and Shettlesworth don't specify how this mar -
riage is to be achieved, they do place the  responsibility for ex-
ploiting the discourse provoked by the target materialg on the
teacher, rather than on the pedagogic materials. They state
"The teacher is, we hope, more flexible than even the best of
materials, and consequently the discourse could develop in a
reasonably natural fashion: there should be more opportunity for
student initiation and realistic information-seeking questions.
Such guestions would occur when the teacher doesn't know all the
answers, and when someone besides the teacher knows the an-
swer. In addition, they suggest that the teacher would step in to
plug the gaps in the student’'s knowledge which are revealed in their
desire to communicate abouit the target material,

Another advantage of providing students with target situation
materials is that they will be exposed to- real language as it
occurs in discourse, not as isolated sentences, words or phrases.
Allwright has argued for communicative activities rather than
linguistic exercises having a central role in the teaching-learning
process. He has proposed the following model:

if the model is right, and we think it is (see Hymes, 1971 ), then
"teaching for linguistic competence will leave large areas of com-~
municative competence untouched, whereas teaching for commu-
nicative coimpetence will necessarily account for all but a small
part of lingiistic competence,"



METHODOLOGY: THE ESSEX REMEDIAL EFIL, COURSE.

A course was given at the University of Essex in Britain in 1974
based on these theories, . Other considerations affected the design
of the course, Because it.was a remedlal course, mere review of
what students had already studied, and had proved ineffective to
them, would have bored them. . In addition; as the students were:
more or less proficient in different areas,there were no rational
criteria for selection of discrete language items to be taught,
Finally, these students needed orientation. to their new environ-.
ment, .- .

_ Basically, the course provided reasons for communicating. It
included activities such as (1 ) problem-solving activities relating
to their community life based on discussions of information docu-
ments,.. A 2 ). a project approach, consisting of 1ocat1ng information
and sources of information about their courses, (3 ) focus on key
passages of important documents by means of cloze exercises in
which the deletion of words was random, (4 )} rephrasing impor- .
tant documents in a way that would render it comprehensible to the.
others, (5 ) involvement in what can be called communication.
games. With regardto (3) & (4 ), the documents included re-
ports on the political life of the University and the regulations. that
had to be observed. No correct answers were provided by the
teacher, but the students had to agree on them, which provided for
meaningful discussions about the content and the language. In gen-
eral, pointg ( 1) through ( 4 ) focused on. probIems that all students,-
and not only foreigners, encounter during their siay at Essex. It is
important to notice that although special attention is paid to lanpuage
in the cloze and rephrasing activities, they have the value of focus-
ing on the problems in the content. "Orientation was the' product'
attention to language was an essential part of the process' (Allwright,
1975a),

The communication games were designed to develop the stu-
dent's communication skills, One of these consisted of two identi-
cal sets of objects which were given to two students separated by
a screen, so that they couldn't see each other's set. A third student
had to place the objects to form a pattern, Then the first had to
give instructions. to the second student,so that he duplicated the - -
pattern. In another game, the class was divided into various groups
of four students each, Fach group was given a child's plastic con- -
struction kit and visual instructions to build a vehicle with it. . To:
intexpret the instructions and perform their task, the group needed
effective communication. At a second stage, they had to write the -
instructions so that another group could replicate their model. This
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second group lad the right to'reject the written instructions'if they-
were uninterpretable. This allowed for discussion on and careful
selection of the written language. In these games, other elements-
were included; such as-time restrictions and a competitive element. -
The former was foiind to be useful,while the latter seemed not to
influence the process very much as the task 1tself was already very
1nterestmg

Although the condmons in the Essex expenment do not always
hold, it has been argued that. this. type of communicative activity,
especially the communication games -should be at least.-a component
of a language program ( see Long & Castafios, 1976'), Some of '
these games have been developed at the Xochimilco campus of the
Metropolitan Umvers1ty ‘(“see Cutiérrez & long, forthcomting).

One of these garmes was virtually a replica of the first one described
by Allwright; except that the objects were substituted by geometric
figures, or cuisinaire rods which provided'for a linkage with our- -
materials. © Another game was designed so that' the" students. could
practice description ‘arid identification. = This game consisted of sets
of four almost identical drawings, -'The  four drawings were placed "
in front of the pair. The first student had to describe one of the
drawings and the second student had to identify which of the four
drawings had been described. It was interesting to note the different
strategies used by the students, Some, for example, tried to focus
on what they considered the most distinctive element of the drawing
they had chosen’, - Others attempted to describe the pictures in terms

of the relative location of obJects. Stlll others had recourse to the . ~

use: of analogy

lt is apparent that the proposed handlmg of the matenals and
the change in the teacher's and students’ roles requires a d1fferent
clagssroom orgamzanon ‘than the most common: one;the lockstep.
Group work of various types-is in fact:supposed to provide a setting
in which inhibitions disappear, what Bammes calls "exploratory talk"
may occur; and where there are more roles available to students. -
"This'will result in language use of kinds not open to students in -
lockatep work, even if' good mater1als are bemg used ( see Long,
1975. Long, et al 1976) :

. EV’AL,U'ATION: THE EFFECITVENESS OF CLASSROOM
ACTIVITIES

Although there isa need to further develop methodology which "

focuses on communicative competence, there is also a need for re~'_' )

‘search to show the co-relation between classroom activities and

their achievement. At this point in time we can't consider any pre-

scription to be definite because we lack knowledge of the process.
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Different approaches to this research question have been taken,
Error analysis, for example aims at revealing the nature of the
knowledge a leamer possesses at a given time, It seems possible
to associate, at least to a certain degree, the types or errors a
person makes and the learning strategies he is using. Another
approach is that of describing actual classroom processes. As,. _
from the discussion above, it seems clear that communication has
to be practiced in order to achieve communicative competence, it
seems logical to devote attention to what actually happens in class-~
room interaction in terms of communication. Most research on
this aspect is, so far, ata descriptive level, andno attempt to

provide prescriptions based on it has yet been made. §

A coding system to describe interaction which concentrates on
the affective domain was developed by Ned Flanders and modified .
by Gertrude Moskowitz. In this system, which focuses on teacher
behaviour, a teacher's style can be classified as direct or indirect,
but there is no attempt to describe this style in terms of classroom.
discourse. Rather, teacher behaviour is coded in very general
terms as accepting ideas, criticizing, lecturing, etc, = -

Another classroom interaction analysis coding system, called
FOCUS, developed by John Fanselow ( 1976 ) deals with communicative
functions such as 'differentiate * or ' explain’ but does so only to
describe the continuity of discourse. In addition, some of the cate-
gories are too big. In foreign language learning we would also be
interested in knowing whether the students’ knowledge of the language
allows them to cope with a wider and finer range of communicative
functions and even the ability to organize them coherently in logical
terms.

In a research project carried out at: Xochimilco (Long, Adams,
McLean & Castafios, 1976 ) it was discovered that these systems
would not provide the information that was being sought, 5O & new
coding system was developed. It contains three major areas::. ,
pedagogical moves, social skills and rhetorical acts. The social skills
and pedagogical moves deal with continuity in the discussion, that is,
with the devices used by students to facilitate discourse or to prevent.

a rupture in it due to lack of understanding of a term or lack of support,
-for example. The third area, rhetorical acts, allows us to observe

which functions the student has been able to perform with the language,

Some examples of categories in the area of pedagogical moves
are 'student reformulates his or her previous assertion.', ‘'stu-
dent focuses discussion' and 'student asks for information about the
target language.' The second, social skills includes 'student encour-
ages other', and 'student explicitly expresses agreement,’ The final
area, rhetorical acts, includes 'student predicts’, ‘student hypoth-
esizes’, 'student defines,'
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To be of scientific value, category systems must have certain
characteristics. Sinclair { 1975 ) has stated that the minimum set
of these is (1 ) The descriptive apparatus should be finite, ( 2 ) the
categories in the system should be precisely relatable to the data,
i.e., operationally defined, {( 3 ) the system should be comprehensive,
( 4 ) there must be at least one impossible combination of symbols,
i.e. co-occurrence restrictions should be revealed,

Basically, if a system meets the four conditions, it will be both
consistent and useful, Usefulness is reflected in conditions (3) and
{( 4). We want to be able to describe and differentiate as much data
as possible and discover rules about the occurrence of the different
elements. Consistency can be best seen in conditions ( 2 ) and ( 3 ).
We want to be able to identify data without ambiguity, and having
elements belonging to no category at all is certainly ambiguous.
Nevertheless, consistency means more than this. It also means
internal organization and real grouping, for want of better terms.
Generally, it is hoped that internal organization takes a hierarchical
form. Real grouping is supposed to reveal common and relevant,
that is, distinctive, different characteristics. It would be no good to
give each element a different name, as in the case of words, for
example, their Spanish translation. We, as Sinclair says, '"'may be
merely creating rhe illusion of classification. " Condition ( 1 ) pro-
vides these extra elements of consistency; that is, if conditions ( 2 )

"and (3 ) obtains, then the existence of conditions { 1 ) will guarantee
organization, at least of the simplest form, namely, that in which
all the categories have the same hierarchy. Grouping will also be
guaranteed; by placing a large number of elements in a smaller
number of categories, more than one element will fall in the same
category, even if it ig the so~-called " X' category, i.e. that of all
the elements that do not belong in any of the others. However, we
believe that internal organization and real grouping can be obtained
with certain infinite systems, and that, therefore condition ( 1 )
need not be expressed in such a restrictive form.

Congider the following system:

Aj = x* is the category of all the words that refer to one object.
Ag = 2x 1is the category of all the words that can refer to two

objects, :
And so on:

An = nx is the category of all the words that can refer to n
objects,

‘The general definition for the categories An certainly provides strong
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intenal organization, and as the words that refer to one object are
more than one, grouping can also be done, Now suppose we had
distributional criteria to discover when one word refers contextually
to another one. We could then say *The equal sign is being used
rather freely for the sake of brevzty and simplicity.

Theorem. If:
1) am C Am ( am belongs in Am )
an C An { an’ belongs in An )
L2) am: refers to an
35 : mx>n ( m 1s greater than n ),
R then 194 stands in a relation of hyponymy to m.
Tﬂe proof would be this:

"an refers to an item, am refers to an and, therefore, to
the same item. As m is greater than n, then am can refer
to more items than an. Therefore, n stands in a relation
of hyponymy to m, " :

The only effect of restriction 1) would be to make it impossible
to state this generalization, We could say iron is hyponymous to
metal and water is  hyponymous to liquid; furthermore, metal and

liguid are hyponymous to substance. We would not be able, howev-
er, toexpress the common relationship betweer these words in
such an abstract and precise way, but only in an.empirical one,
through lists,

The above is only an illustrative example. Distributional
criteria may not produce clues to contextual reference of lexical
items, and, then, our theorem would not be a theorem at all; we
would not derive the property from other more fundamental ones.

We would only state intuitive knowledge in a more complex, but.
less ugeful way. There are, however, other examples of infinite
systems which may, in the future, prove to be re€levant. We think,
for example, that scientific language could be described in terms

of cycles of introduction, discussion and conclusion, to put it simply
and probably superficially., A pattern could be like this:

( 1= introduction, D= discussion, C = conclusion )
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1
I I D
[ D D D C
I D C C C \
1 D C
C Ry
I 1
D D D
C C
C

Relationships between such cycles may be specific to each .
case, That is, we may only say: "the third cycle evolved from
the introduction in the second cycle and its introduction in the
second cycle and its introduction included an observation, its
discussion, an induction, and its conclusion, a generalization-
in this example " We need, then, to refer to the third cycle asa
single. one and rely on common sense to understand this, That
would be neither very useful nor interesting, of course. If, how-
ever, common features appear in all the third cycles, then we will
want to consider the third cycle as a category, and a logzc to deal
with infinite systems will be required.. .

It is interesting to note that such a logic has been used

implicity in certain linguistic models. In Chomsky's 1965 model
for example, this possibility is consideted:

NP \
//

\
NP/ / \
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In Chomsky's 1957 model, it was not possible to have

VP

N

v S

and many sentences could not be dealt with. It can be seen that
generalizations fot the use of the relative who, for example, can
be formalized using Chomsky's 1965 model and a logic for infinite -
category systems. In general, relationships between juxtaposed
sentences have been dealt with. It is possible in such cases to
present rules through concrete examplés and rely on intuitive capa-
cities of induction to obtain the corresponding generalizations. By
saying, for example, how the relative who is to be used in sentence
two when sentence one gatisfies certain conditions, it can be agsum-
ed that similar restrictions will be understood to hold for sentences
gix and five. Therefore, it is not necessary to use the logic;explicitly
However, if we want to siudy the relationships between sentence n
and sentence n-2 or sentences m and sentence mi3, at least this
notation ig useful.

We do not know whether infinite' systems will provide relevant
information for the study of discourse. However, due to the very
possibility of this being so - and intuition strongly suggests it is -
these systems should not be preciuded a priori. It is not'meant
that there will be an infinite number of categories, once a clagsifi-
cation of a piece of language has been made, only that if the number
cannot be specified in advance, then an infinite system will be
required. ‘

An example from arithmetic will, it is hoped, help to illustrate
the problem. If we have a system of numbers consisting only of the
digits 1 to 9, we will have to define 9 +2 as equalto 1, or 3, or
whatever within 1 to:9. These systems are useful in some cases.
In many other cases, however, we will want to define 9 + 2 as equal
to 11, and 11 + 4 as equal to 15, andsoon , . ,

A final point in favour of infinite systems of the sort considered:
let us say that usefulness also means communicability. Now, what
is more communicable, the condensed form 'if cycle n includes
an ohsexvation, then cycle n + 2 includes a generalization', with
unspecified n, or a list of all the cases where this occurs?
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TEACHING COMPOSITION IN MEXICO

Part 1I: Some Guidelines and Practical Suggestions

Elizabeth Anne Elmer;.
Language Institute,
University of the Americas.

Part I of this article explored the cultural differences between

. vEnglish and Spanigh writing and pointed out the difficulties Spanish-
speakers have in expressing their ideas in ways acceptable to native
English speakers. It also reviewed major teaching techniques and
found each to be partially inadequate for the English-as-a-Foreign-
Language student.

Before recommending general guidelines and specific suggestions
for an EFL composition program, it would be wise to congider the
needs of EFL students here in Mexico, as well as the restrictions of
our particular teaching situations, Why would. Mexicans need to write
in English? The ability to speak seems (o be a much more realistic
goal: tourism, business, friendships, all seem to demand spoken
English. Yet, for a growing number of students, being able to write
in English is a very relevant goal, too. More and more of our students

- want to study and /or work in the United States or England. In compet-
ing with native-English speakers, these Mexicans should not be at un-
necegsary disadvantages becauge they don't know how to write adequate-
ly in English. Those staying in Mexico, though, may need to write pa-
pers in English, as well, such as at the University of the Americas
where some classes are offered only in English. Also, businessmen
here are often required to write their business letters in English.

With the trend towards English-for-Special-Purposes, composition
program developers should realize the limited purposes students of
certain professions have for learning to write English, It is also wise
to remember that some students may have no need to write in English,
and, therefore, it would seem a waste of time to include this skill in
those EFL programs. A student-needs inventory clarifies and provides
many of these answers, The teachers and curriculum plamners can then
limit their objectives.

Teaching in Mexico presents certain other restrictions. Most impor-
tant is the imited amount of time allowed for contact with English. Of-¢
ten EFL classes meet only three to five hours per week., Those hours
must obviously be well-spent. Any composition program must be very
organized and contain specific goals. Within this issue of economy Of
time is the realizaton that program goals be realistic and that the lev~
el of competence in written English not be too high. A limited range of
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ability should be expected. A certain static get of skills should be care-
fully taught and practiced.

General Guidelines,

Following are a set of beliefs which should affect the "gpirit" and
execution of composition programs to be developed. The first four guide-
lines should be reflected in how composition content is stimulated and in
how assignments are given. -The fourth and fifth will, hopefully, guide
the evaluation of student work, Lastly, the sixth guideline is the essen-
tial belief that we must simplify the complexity of skills and truly teach
writing. D :

1. Writing is a communicative skill. The goal of composition in-
struction is to teach the logical relationship of ideas, Grammar and me-
chanics are merely means to this end. Students should be encouraged to
express their ideas in this foreign language, and teachers should encour-
age honest expression, rather than concentratejon the mechanical aspects
of writing.

NOTE: This guideline has a limitation, however. Speaking is a much
more common form of communication than writing. Besides occasional
personal writing and the "institutional writing'' done as part of the pro-
feasional activities of lawyers, journalists, educators, businessmen, and
politicians, very few people need to write at all. Certainly, writing in the
language class has a sense of unreality. Even the approach that students
can express their personal perceptions, feelings and thoughts in writing

is limited to first language composition classes. As pointed out, "In the
case of second language leamers, it is the learners' native language (Spamnr
ish) which will naturally fulfill such a/function: to use the second language
(English) would create a kind of artificiality. .. " (Davies, 1974, p. 180).

An alternative is to relate the EFL classroom writing to other sibjects
in the school curriculum. EFL. students can write about history, science,
geography or any other subject that they are studying. The businessman,
engineer, and others can also relate composition in English to their daily
concerns. Somehow, writing must become a meaningful activity which is
related to the learner's world for it to be truly a form of communication.

2. Quality writing is usually experience~grounded. Organizing expe-
riences and giving them meaning is a responsibility of the leamer, | The
teacher's goal is to involve the students meaningfully in activities where
they may gain new experiences.

3. A variety of stimuli Shduld be employed in learning activities real-
jzing the integration of all language skills: listening, gpeaking, reading,
and writing. Concentrating on the written word in a visual world may ap-
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- pear old-fashioned to the students, Therefore, the inclusion of numer-
ous forms of audio-visual stimuli in the classroom activities is imper~
ative, Radio, TV, movies, want ads, cartoons, popular songs, bro-
chures, all these are valid stimuli. Furthermore, activities tradition-
ally labeled listening or speaking can, and should, be related to, rather
than separated from, composition activities. In fact, there is little va-
lidity in the assumption that composition can be taught as a separate dig~
cipline of language instruction, The labels of "Grammar,' "Conversa-
tion, " "Listening, " ""Vocabulary, " and "Writing" should be replaced with -
"Language Lessons, " Bk - o

4. A writing program should account for individual needs and interests.
The emphasis should rest on the leamer doing, rather than listening only.
Small groups, two-person groups, and indiviéual groupings should be stu-
dents’optlons. A specific example of accounting for individuality is to
allow students to write on suggested topics of their own choosing.

5.~ Students should be evaluated according to known criteria, .The
teacher's definite assignment desires should be made known before the
students write. A check-list method suggested by Knapp { to be discussed
later) can be presented to the student before he begins. According to this
guideline, the art factor of composition can and should be minimized, and
the skill factor rightly emphasized. Being tested on known criteria which
have been previously practiced in class should also help to maintain student
motivation,

6. 'The critical features of written discourse should be pointed out,
students should not be expected to generalize the featires of how to write
in English. A culminating step to any lesson should be the student ver -
balization of the features under consideration.

Practical Suggestions

Stimulating Content:

When students write about subjects or experiences that they know well,
they tend to write better. Some of the possible areas of activity which may
provide a background for learning to write are listed below.

1. Conversation. -Telling about experiences helps the students to find
new elements and connections in that experience, "Conversation” is used
here to cover discussion, interview, speeches, demonstration, panels, and
formal debates. Conversation helps to clarify new experiences, and thus,
is used in gaining information and the categorization of that information.

2. Listening, Listeningis an important way to gain new information,
Cassette tapes with music, speeches, or model paragraphs are useful,
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Furthermore, radio, TV, guest speakers, as well as the teacher, may
provide listening experiences which can teach a particular composition
skill or provide new ideas for consideration,

3. Creative Dramatics, Acting out a role can be an effective means
to explore not only thematic concerns but only stylistic choices due tovary-
ing perspectives, roles, and situations. Interpreting literature in this
way, for example, may increase the meaningfulness of a particular con -
cept, idea, or experience.

4, Reading. As a springboard to other activities and eventually writ-
ing, reading is the basic and the most traditional activity. Model para-
graphs, essays, and quotations are common in the English claas, In ad-
dition, though, "Dear Abby' advice columns, culture capsules, poetty,
pamphlets, or want-ads can also be areas for study. In analyzing the
written word, it is possible to see how native speakers use language.

5. Music, Music is a powerful medium of expression. Song lyrics
with a musical background often have a strong emotional appeal. Music
divorced of lyrics also has a great appeal. Either way could stimulate
discussion and subsequent composition.

6. Art. Like music, art takes into account experiences and feel-
ings. Ior the students who have difficulty finding words to express them-
selves, some work of art can stimulate them later to share their thoughts
verbally using this art as a center of interest. Art is also an effective me-
dium for description and practice in sharpening one's observation for de-
tails.

7. Multi-media, Multi-media provides numerous possibilities for
combining all language skills: sight, sound, and semantics, Record
players, tape recorders, cameras, TV, movies, cartoons, comic books,
and newspapers all provide means to view language as it is used,

8, The Community, For a gtudent learning English in the United
States or England, the entire community is a classroom, The sights,
sounds, and people of that communtity can provide areas for him to an~
alyze, experience, and attempt to understand. Ms. Blackburn wrote a
very good article relating field trips to EFL composition programs,
"English for Foreign Students Goes Out on the Streets. " (Blackburn, 1971)
In Mexico, the English~speaking community can serve a similar purpose,

Giving Assignments

What should students write about? Although compositions must have
some sort of content, the actual subject written about ig not very impor-~
tant. What is important is the skill of organizaing that content, The
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teacher's job i to first stimulate content and then to provide a list of
suggested topics., If a student wants to write about another topic not
suggested, that is acceptable, too. The only caution is to watch for
copying from book jackets or encyclopedias’

Two ideas for subject matter have already been proposed earlier:
relate topics to (a) other school courses and (b) to the daily concerns -
~ of the professions. A third consideration was discussed in the preced-
ing section, "Stimulating Content, " that is, to get topics from the EFL
class activities. A last posgibility is to ask the students to generate a
list of topics that they would like to write about,

Some restrictions in giving writing assignments are given below.

(1) EFL students need more limited topics than a vague "Write about
X in 300 words." The topics must be "spelled out," (2) Provide top-
ics that are less likely to develop into clichés. Avoid items such as
"Describe Your Daily Activities, " "Describe Your Family, " or "Why
English is Important to Me. " (3) Suggested topics should be within the
agsumed knowledge and interests of the majority of the class. Cars,
sports, cooking, and children are still very sex-related in knowledge
and interest. Some items that would probably appeal to only few of the
students could be included, however, as suggestions to choose from.
(4) Don't pick purely emotional issues., True, the debate and ensuing
compositions about '"The ldeal Husband/Wife" were lively and interest-
ing, yet less emotional issues are just as effective, since they often.
involve some more thought. (5) If in-class compositions are occa-
sionally desired, the topic must be simple enough to organize quickly
in the hour provided. Note that having students write in-class has the
advantage of seeing what can be done under pressure and without help,
The disadvantage is that it takes up a precious c¢lass hour.

Evaluating Student Writing

As Cuideline Five stated, students should be judged according to
known criteria. A successful method of doing this is to use the check-
list techniques, This check-list acts as a syllabus. 'Copies of the en~
tire list are distributed to the students at the beginning of the course.
The first and last compositions: (preferably written in-class)act as a
pre-test and as a post-test, and they are judged by this complete list.
The other practice compositions, perhaps one per week, some written
in~class and others out-of-class, will be evaluated by cumulative check-
lists devised by the teacher according to which additional skills were
taught since the previous composition. The student will revise his com-
positions to include those items not checked on his checklist. Time for
student-teacher conferences and small group correction/evaluation
‘groups should also be provided.
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The advantages of this method of composition correction are listed
by Donald Knapp: (Knapp, 1972, p. 220)

1. It eliminates proofreading, in favor of marking cnly those items
that have teaching significance, '

2. It provides for sufficient teaching and drill on the points to be
learned so that they are learned, not just introduced or acknowledged.

3. It means that even grammar points and punctuation can be taught
when the teacher is ready to teach them, and in the clearest and most
favorable contexts.

4, It is structured to reinforce what the students want to remember.
and practice- their successes- instead of trying to force them to remem-
ber and leam from their failures.

5. It makes basic composition into a course with knowable, achieva-
ble goals.

6. It offers both the student and the teacher specific evidence that
progress is being made - and how much.

7. Tt lets the student feel that he is being judged on his present
achievement, not on his misspent past.

8. It eliminates the need for grading, and in its stead gives more
precise evaluation of achievement in the separate composition skills.

9. The evaluation is direct and honest in terms of composition
skills; it can be easily supported by the teacher, and accepted and re-
spected by the students.

10. 1t changes the teacher's correction attitude from one of looking
for errors and failures to one of looking for successes.

Chart 1
A sample check-list, adapted from Knapp:

Composition #5: Checklist

1, Use of Language

A, Conjunctions used in compound sentences with correct punctu-
ation.

B. Comnectives used to link ideas together.
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Il. Mechanics
A. Title is given.

B. Paragraphs are clearly indented."

C.  All sentences begin with capital letters.

D, All séntences end with end marks,

III, Organization of Ideas

A, Outline

l.  An outline is given,
2. The outline has correct form.

B. Topic Sentence

. 1. A topic sentence is clearly given and underlined.

P 2. 'The topic sentence is divided to clearly show the supports.
+ = Done

++ = Esgpecially well-done

Although the checklist can be used alone, composition symbols can
also be employed to show a student his specific errors. Symbolg are
suggested rather than asking the teacher to write in all of the correc-
tions, since the symbols make the students think, while the teacher's
proofreading does not.

Chart 2

Correction Symbols

Sp= spelling mistake P = error in punctuation

N = error in number A = wrong or omitted article
T = error in tense WO= error in word order

L = lexical error, wrong word used R = rewrite, revise

\

Teaching the Critical Features of Writing

Seven important agpects of the composing process are listed below.
Not only are thege features to be introduced, but they must be practiced
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again and again, Using the checklist method, the teacher can decide
when and how to introduce these items one at a time., Then they are
practiced over and over, Note that the teacher will be adding not only
these features to the checklist but also lexical, punctuation and sen-
tence structure items, tco.

Some of the most critical features are: (i) Limiting the topic and
the topic sentence, (2) Selecting and arranging details, (3) Outlin-
ing, (4) Providing for coherence and wnity, (5) Using Connectives and
Transidonal Phrases, (6) Practicing methods of development, and
(7) Recognizing style and word choice.

Unfortimately, space does not permit a complete listing of ideas for
teaching each of these seven categories; therefore, only one technique
for selecting and arranging details will be given here. This technique
can also be used in discussing limiting the topic and the topic sentence
as well as outlining.

One Technique, In a small group or as a class, list all the facts
you know about a certain subject. Sample topies include: Tourism, Tel-
evision, Threeé Places in Mexico a Tourist Should See. After this initial
collection of ideas, look for subdivisions. Next, put numbers by each
idea and capital letters for each subdivision. Put the numbers of the
ideas under the appropriate letters. Can the facts be ordered within the
groups? Write a summary sentence for each group, Do all the detalls
talk about the samne idea within their groups? Should some sentences be
taken out? Now, write a topic sentence or main idea sentence for all
your ideas. Follow-up: Use thig to teach outlining- both topic and sen-
tence formg, Then have the students write a short composition folow -
ing this outlining,

Conclusion

It is hoped that the survey of theories related to composition learn-
ing and teaching found in Part I of this article will help teachers to un~
derstand what approaches have influenced EFL writing programs in
Mexico and elsewhere. ‘The foregoing suggestions in this second part
form one attempt to tailor a more effective and .realistic approach for
the needs of our students here. These ideas have evolved from years
of classroom experience with Spanish-speakers at the University of
the Americas as well as in California and Arizona schools.

Teaching composition skills is a big job - yet an enjoyable one with
definable and attainable goals, Hopefully, the guidelines presented hexe
will aid others in finding their best direction.
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BILINGUAIL ACQUISITION:
THE NEED FOR A SOCIOLINGUISTIC PERSPECTIVE
Alviné E.. Fantini,

School for International Training,
Brattleboro, Vermont.

Introduction

Child language acquisition has fascinated people for thousands of
years. Sporadic accounts have appeared throughout history from the
time of the Greeks and the Egyptians, reflected, for example, in writ-
ings by Aristotle, Herodotus, St. Augustine and King James VI of Scot-
land. Other accounts have arisen out of the bizarre tales of feral and
wolf-children, reported as far back as pre-Roman days in the story of
Romulus and Remos. Later cases were those of the Hessian wolf-hoy
in 1349; the Lithuanian bear-hoy in 1661; Wild Peter of Hanover in 172];
and Victor the wild boy from Aveyron in 1797 (Brown, 1958), Even in
the twentieth century similar stories were reported with the discoveries
of Kamala and Amala in India in 1920, and two cases in the United States
in the late thirties (Brown, 1958; Singh and Zingg, 1966). In all of these
unusual cases, social isolation was a predominant factor underscoring
the fact that children acquire language only when born into a linguistic
community. Without human contact, there is little likelihood that the
child will ever be capable of developing language on his own.

Exluding the bizarre accounts, however, reports of child language
were usually only incidental to the main purpose of studies done by edu-
cators, physicians, and psychologists., This situation persisted until
the beginning of the present century when Clara and William Stern de-
voted their entire attention to the problem (Stern, 1929), Others fol-
lowed their example, and in the past few decades there have been a mul-
titude of studies which have formed the basis for a new understanding of
language and language acquisition,

Linguists, however, concerned themselves primarily and almost ex-
clusively with linguistic data. their goal was to set down a linguistic de~-
scription of the process, and depending upon the aspect of language they
examined they wrote about phonology, morphology, and syntax, more rare-
ly about lexical or semantic aspects. Concurrently with this newfound in-
terest on the part of linguists, psychologists contributed their approaches
and methods to those already in use. Yet something was still missing, If
language emerges only when the human infant is in a social context - that
is,. in a community with other human beings - then the relevance of the so-
cial environment must also be considered in an account of linguistic de-
velopment. More recently, the notion of a social and linguistic descrip-
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tion has been advanced by Hymes who has termed this an "ethnography
of speaking." According to Hymes, ",..with this change the process
that began with phonology and morphology will have come full circle
linguistic description will find its own development to require... con-
siderations from which at first it sought to be free," (Blount, A socio-
linguistic approach to language seems timely and desirable, especially
now that generative-transformational grammar has made such tremen-
dous strides in the field of linguistice, Generative grammarijans em-
phasized the distinction between language "competence™ and language
"performance” and chose to study competence, ignoring performative
aspects almost entirely. However, the recent awareness that to under-
stand language fully, linguistice cannot ignore the "speech act™ itself
(which involves the use of language in its social context) has encouraged
the field of sociolinguistics. Some generative grammarians have now
begun to take social aspects into account in writing their grammars, as
increasing sociolinguistic data become available. This trend has de-
‘manded a shift in approach from one which studied language and society
separately (a co-occurrence approach) to one which studies the inter-
action between language and its soclal and situational contexts ( a co-
variation approach). The assumption is that much more can be learned
about languages in this way than if language and society are treated inde-
pendently, Hymes sums up this development by saying:

Saussure is concerned with the word, Chomsky with the
sentence, the ethnography of speaking with the act of
speech. ..

The goal of the ethnography of speaking can be said to
be to complete the discovery of the sphere of ule -
governed creativity' with respect to language, and to
characterize the abilities of persons in this regard...
In extending the scope of linguistic rules beyond sen-
tences to speech acts, and in seeking to relate lan-
. guage meaningfully to situations, this approach, al-
though compatible with Chomsky's goals, does criti-
cally recast certain of his concepts. (Blount, 1974)

A team of scholars subsequently echoed this call for ethnographies
of speaking in a manual they prepared for researchers, entitled A Field
Manual for Cross-Cultural Study of the Acquisition of Communicative
Competence, published in 1967. The writers listed thrée aspects of
chil'c'il langhage in which data are most needed:

(I) We need information about the learning of languages
which are structurally different from English... (in or-
der to find) certain universals in terms of stages of de-
velopment in children,
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(2) ...language acquisition studies (should) be broad-
ened to include not only the traditional formal core of
language, but competence in the use of language. Not
only do children learn the phonology, grammar and vo-
cabulary which permit us to identify a language, but
they learn when to speak, when to be quiet, when to use’
polite forms, and when to shift language in a multilin-

- gual community. We know nothing about the relation be-

- tween these aspects of learmng ancl the learning of the
bas;c code...

- (3) There has been considerable controversy over the

" role of the social milieu in language development, .,
The controversy turns on the degree to which a strong
maturational component in language development may
make linguistic competence relatively impervious to ac~ -
celeration through changes in the milieu. The linguistic
repertoire of the community clearly must influence the '
context of the child's learning, but it is not clear whether
the order of acquisition of grammatical or sociolinguistic

~rules might be altered either by their place in the adult -

system or by specific values and pract1ces of the ch11d s
caretakers. (Slobin et al, 1967 ). -

In all three areas, the need for a sociolinguistic approach to lan-
guage acquisition stud1es is clearly underscored.

Studies of Infant Bilingualism

Werner Leopold noted that although numerous studies have been
done on the topic of child language acquisition, there were few, indeed,.
which dealt with the learning of two languages simultaneously by small
‘children (Leopold, 1939-49), Others have also deplored the paucity of
records dealing with child bilingualism, -and called specifically for in~
.vestigation in this area (Bar-Adon and Leopold, 1971). Vildomec's book
on Multilingualism (1963), cited only three important works on pre-
school children who acquired two languages simultaneously from the
beginning of their speech, those by Ronjat (1913), Pavlovitch (1920), and
Leopold (1939 -49), Slobin's Field Manual 1967), listed seven reports
of bilingual children, of which only three were general longitudinal case
studies - the same three referred to by Vildomec. And although approx-
imately fifty studies were mentioned in Slobin's updated publication of
Leopold’s Bibliography of Child Language (Slobin, 1972), closer inspec-
tion reveals that the same three works stood out as the only full case re-~
ports; the others, by and large, were particularist descriptions of spe-
cific aspects, or reports of acquisition at a specific stage of development,

The first of the three general descriptions - that by Ronjat - dealt with
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"a case of complete bilingualism up to age 4;10. Ronjat's son, Louis,

learned German from his mother and French from his father while they
lived in France (Ronjat, 1913}, Pavlovitch likewise recorded the simul-
taneous speech development of his son, Douchan, in both Serbian and
French. However, since his records only went up to the child’s second
year, they were considerably less useful in discerning much about the

‘child’s bilingual ability (Pavlovitch, 1920),

Geissler, who lived among Germans in Yugoslavia, also reported on
infant bilingualism in a study of the bilingual development of German chil-
dren in Belgrade in 1938, His is the only book aside from Ronjat's work
which treated the linguistic development of children from the point of
view of bilingualism. However, Geisslér was not a linguist and his work
was criticized for poor recordmg and too many vague generalizations
(Bar-Adon and Leopold, 1971). A more recent account of bilingualism,
but hardly with the depth of those mentioned above, was that of Robbins
Burling, whose son learned Garo and EngllSh at the same time (Bar-Adon
and LEOpoId 1971, : -

Of all of these, Leopold's work, Speech DeveIOpmenl: of a Bllmgual
Child, published in four volumes between 1939 and 1949, .remains one of
the classic studies in this area. It was definitely the most thorough study
of the speech of an individual b111ngua1 child, and probably of any child.. .
Leopold recorded his first daughter's speech from her birth to age 15;7
with emphasis on the first two years. The child, Hildegard, learned Ger-
man and English; however, her ability with both languages was not near-
ly as complete as that of Ronjat’s son. Her bilingualism was important
in her first two years, after which her German fell into almost total dis-.
use (Leopold, 1939-49),

Begides studies dealing with infant bilingualism, both Slobin's Field
Manual and Leopold's Bibliography of Child Language point to the need
for works involving languages other than English. In Spanish, for ex-
ample, ‘the bibliography records only seven studies, four of which are
listed as on-going research as of the date of printing, in March 1972;
whereas the Field Manual lists only one study of Spanish acquisition. .
Later in 1972, one work appeared in Spain which compiled earlier stud-
les by Samuel Gili Gaya, under the title Estudios de lenguaje infantil
1972).

All in all, one is amazed by the paucity of works on the acquisition
of Spanish in that it is one of the major tongues of the world. Conse-
quently, it is not surprising that case studies of dual acquisition num- .
ber even fewer, not to mention the lack of published works on bilingual
English and Spanish children. However, as the phenomenon of bilingual-
ism increasingly attracts attention, some writers of doctoral disserta~
tions have begun to devote their efforts to researching limited aspects
of the speech of Spanish-FEnglish bilingual children, Similarly, articles




54

have begun to appear Wwith increasing frequency in professional journals
summarizing works in progress, such'as those by Brisk, and Padilia and
Leibman. Even so, most works have failed to devote attention to the in-
rerrelationship of children's speech and their environments. The use of
language - especially by bilingual children - remains a relatively unex-
plored area in all of the studies dealing with infant bilingualism,

On the Nature of Bilingualism

In reviewing the case studies dealing with infant bilingualism, it be-
comes patently clear that the type and degree of bilingualism referred to
is not always the same. Since Pavlovitch's work only went as far as the
child's second year, there could not have been substantial speech in ei-
ther language. The same was true of Burling's son, who was exposed to
Garo and FEnglish, Even Leopold's daughter, who was initially bilingual,-
becamie increasingly monolingual after her second year. Only Ronjat's
study spoke of complete bilingualism during the period observed. Yet
all of the children in these studies were termed "bilingual"” by their re-
porters, even though their abilities were not at all the same. The prob-
lem was that bilingualism was imprecisely defined. Today, of course,
it ig clear that the term bilingualism entails a range of possible abilities
‘and that bilinguals may display varying degrees of skills in the two or
more languages involved.

Furthermore, besides the impreclsion of definition and the difficulty
of measuring billngualism, most scholars have studied it primarily from
their own bias, within a linguistic, sociological, or psychological frame-
work. Linguistics, for example, has examined linguistic interference;
sociology has looked at languages in contact and their effects upon each
other (primarily among adult populations); psychology has been concerned
with such things as the relationship between bilingualism and intelligence,
etc. Yet all of these are interrelated. For example, it is commonly re-
cognized that the age and manner of acquisition, as well as the environ-
ment or environments in which the individual becomes bilingual, have def-
inite psychological and linguistic consequences. Hence, the acknowledg-
ment of the social milieu on the type of bilingual produced.

According to Fishman (Valdman, 19663, two major types of bilingual
speakers are generally identified, the compound bilingual and the coordi-~
nate bilingual (although the validity of this dichotomy is now under scru-
tiny). Implicit in these types is the impact of social conditions {how,
when, and where the languages are acquired) upon the psychological and
neurological organization of the speaker as well as his resultant ability
with the languages concerned. The degree of switching and interference

 manifest in his speech is apparently related to all of these factors as well
. as to the context of the speech event.

In 1960, scholars attending an International Seminar on Bilingualism B
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held in Wales had already recognized the need to include various com-
ponents in a full bilingual description - the number of languages involved,
the type of languages, the functicn of each, the degree of proficiency, the
switching patterns, and the way in which the languages affect each other
linguistically (Andersson and Boyer, 1970). A decade later, Mackey
again emphasized the social domain as the perspective in which bilingual-
ism can be understood by stating the following:

Bilingualism is not a phenomenon of language; it is a
characteristic of its use. It is not a feature of the
code but of the message. It does not belong to the
domain of 'langue' but of 'parole.' (Fishman, 1970).

Language and the Social Context

As Mackey and others cited the need to incorporate social informa-
tion in bilingual descriptions, sociolinguistics proceeded on its own in
precisely the same direction. Hymes, for example, commented on the
relevance and importance of contextual information to linguistic studies:

Discovery of structure in linguistics has proceeded
mostly as if the function of language is reference alone.
The common account of language as mediating merely
between {(vocal) sound and meaning manifests this as-
sumption. It pictures language as structure between
the two continua of possible meanings and possible
sounds, The image of man implied is of an abstract,
isolated individual, related only to a world of objects.
to be named and described. Ethnography of speaking
proceeds on the hypothesis that an equally primary
function of speech is 'address.' Speech...mediates
between persons and their stituations.,. '

One must begin from speech as a mode of action, not
from language as an unmotivated mechanism. (Blount,
1974).

Here it is recognized that language is never used in a social vacuum,
and only a sociolinguistic approach brings out the extralinguistic influ-
ences on the acquisition of language and verbal behavior. Yet there is
no sociolinguistic theory yet so explicit as the present theory of lan -
guage. Linguists have studied the sentence, but what is needed, accord-
ing to Hymes, is

.. .the extension of analysis beyond the sentence to
sequences in discourse; beyond the single language
to 'choices' among forms of speech; and beyond the
referential function to functions that may be loosely




grouped together as stylistic. Each of these can
be seen as involving kinds of knowledge and abili-
ty (i.e., competence) on the part of members of

a community (Blount, 1974).

Hence, both language and language use are structured , and every ut-
terance has both social and referential meaning. Furthermore, there
is a direct relationship between linguistic and social facts. A sociolin~
guistic approach attempts to delineate both the social structure and lin-
guistic structure inherent in the utterance, and to correlate the two,
This is possible because linguistic choices are available to each speaker,
and the choices he makes reflect the social factors present at the time of
gpeech, Hence, linguistic alternates always convey social information,
fairly well known to all members of a speech is not done.randomly but in .
accordance with prescribed norms. Also, as Gumperz points out, these

"...social markers occur in clusters such that the gelection of one of a
particular set of alternates in one part of an utterance restricts the free-

“dom of selection among subsequent sets." (Slobin et al, 1967) That is,
the style adopted in a particular circumstance is consistent.

What affects the speaker’s choice of styles are factors in the setting.
Some of the social factors affecting linguistic choices which have been
identified by Ervin-Tripp are the following: (Fishrman, 1970) (1) the set-
ting; (2) the topic of discourse; (3) the form of communication; {4) the tone
or mood of the act; (5) the function or norm of the interaction; and (6) the
participants, which includes congideration of the status, sex, age, and oc-
cupation of the speakers as well as their roles in relationship to each other
and in relation to the social situation at hand, Furthermore, Ervin-Tripp
suggests that the social factors are arranged hierarchically as stages in the
communicative process, Certain factors are primary considerations as-
suming more underlying importance in terms of their effects on the
speaker's choice than others. Among these, social relationships seem to
be the major determinants of verbal behavior.

As social factors present in the setting vary, so does the speaker’'s
choice of style. No person speaks in exactly the same manner at all times
in all places to all people. This holds true for everyone, whether monolin-
gual or bilingual, However, whereas the speaker of only one language

_shifts styles within a single languiage system, the bilingual has even greater
options - he can shift styles within each of the languages he speaks, and he
can also shift from one language to another. Such code switching is also
replete with social significance, This has been described by scholars such
as Gumperz, Ferguson and Rubin, Gumperz, for example, distinguishes

“between vernacular speech (that used in the home and with peers) and other

- varieties which are learned after childhood and are used only in certain more
socially definable communication situations (fishman, 1970). Ferguson iden-~
tifies special types of high and low varieties of language which he dubbed di-
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- glossia (Word, 1959). And Rubin speaks more precisely of full code
switching from one language to another in her work on the Spanish-
Guarani speakers of Paraguay (Fishman, 1970). Hence the bilingual
shifts codes to mark contrast in the same way the menotingual shifts
styles within a single language.

It is interesting to note that in spite of developments in sociolin -
guistics, most research performed has primarily involved adult speak-
ers. Jakobson reminds us that for the person "...who is concerned -
with the fully developed structure. of language, its acquisition...can-
not fail to provide much that is instructive.” (Jakobson, 1968) This
must apply to linguistic acquisition as well as to the acquisition of the
rules for language use. Yet investigators of child language - whether
of bilingual or monolingual children - have almost totally ignored study
of commmunicative competence as opposed to purely linguistic analy- ..
ses, : :

Fascinating questions have yet to be asked and researched, especial-
ly as concerns dual language acquisition; for example,

(1) How and when does the process of lang'uage differentiation
occur? : _ .

2

(2) What are some of the social factors which contribute to
the child's growing awareness that he is, in fact, bilingual?

(3) How and when does the child begin to "behave" as a bilin-
gual individual? What does bilingual behavior mean?

(4) What are some of the observable social factors which af-
fect the child's choice of language (switching from one code
to another)? How and when does the child begin to perceive
these factors?

(5) Are some social factors more important than bthers in
determining language choice? Is there any hierarchical or-
der of importance of these factors?..

(6) In addition to code switching,. does the child posses lin-
guistic styles and, if so, when do these become evident?
What are some of the identifiable styles in children's speech?

(7) What are some of the factors which trigger differing styles
of speech? .

(8) What linguIStic interference is noted in the speech of bi-
lingual children? What effect do various social factors have
upon the occurrence of interference and the type and direction
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of interference in children's speech?
(9) How does the process of socialization affect linguistic

abilities and language use, especially in the bilingual child?

(10) How does the process of acquiring tWo (or more) lan-
guages differ, if at all, from the process of learning only
one?

The child acquires not only the phonology and grammar of language,
but also a tremendous amount of information about soc ial context in which
he lives if he ig ultimately to use language appropriately. His language
is judged for its grammaticality as well as for its appropriateness, and
it is in this second area where information is most lacking. In the case
of the bilingual child, who often moves within two cultural communities,
each of the communities in which he participates provides him with mod-
els of language, verbal behavior, attitudes, values, etc. As the child
develops, his linguistic ability and language use, ag well as his total be-
havior, are viewed and judged, however, from the limited perspective of
each of the monolingual (and often monocultural) persons with whom he
has contact. The bilingual child is expected to measure up to the norms
of each of the cultural communities in which he operates, and normally
to the same degree as the monolingual-monocultural child, It is these
linguigtic and cultural expectations which often produce the first sense of
harmony or conflict within the child. The "problem" of bilingualism,
therefore, cannot be viewed as an intrinsically linguistic or psychological
phenomenon alone, but as one which has its roots deeply set in the social
milieu and in the attitudes of persons who surround the child. The child
is both linguist and ethnographer, and he is incredibly sensitive and ex-
pert as both.

A Sociolinguistic Case Study in Progress

The writer's interest in developmental sociolinguistics grew to a large
degree out of an attempt to produce a case study of one bilingual child, the
author's son. From the time of the child's birth a little over seven years
ago, data have been systematically collected in a speech diary based on
observation, recordings of the child's utterances and occasional video
tapes. As with most other researchers, the writer's initial interest was
in compiling linguistic data, however it soon became apparent that a fuller
sociolinguistic description was not only more fascinating, but also capable
of providing new insights into the acquisition of communicative competence.
The limitations inherent in the study of a single child were readily acknowl-
edged, especially because the social variables naturally differ from each in-
dividual, However, even the study of one individual can shed light on bilin-
gual behavior, and the relationship between speech acquisition and the social
context. Following is a capsule description of some of the salient aspects of
the case study which have emerged thus far.
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Background: The Child and His Caretakers

Mario was the name chosen for the child, born in Vermont on July

27, 1968. Because it was anticipated that he would eventually have contact
with three cultures and three languages in that his father was ltalian-
Amencan, his mother Bolivian, and his birthplace the United States,

"Mario"” seemed a good choice, requiring no translations into any of
the languages concerned. The child's father spoke English and ltalian
as native tongues; his mother was a native speaker of Spanish. Both
parents, however, were fluent speakers of Spanish, ltalian, and English.
Both parents had also lived and traveled exténsively in various countries
in which each of these languages was spoken, and they both had a high
regard and appreciation of all three languages and cultural areas.

Language Contact and Exposure

In Mario's case, Spanish was the language of the home, and the
language used with him from his birth. By contrast, his contact with
English was limited at first to that provided by occasional visitors,
television and radio, and the environment outside the home. His first
prolonged and intensive contact with English during his pre-school
years occurred between ages 2;2 to Z;4 when he attended a nursery
with English-speaking children. Consequently, English was a some-
what tardy development which manifested itself ag a productive gkill
beginning about 2;8. Periods of English alternated intermittently with
periods of almost exclusive contact with Spanish during occasional but
lengthy trips to Bolivia and Mexico, Exposure to both languages to age
five was uneven, with probably more exposure to Spanish than English,
By five, however, when Mario began kindergarten, exposure to both
languages was more nearly equal from that point on. His formal
education, however, was conducted entirely in English,

Language Performance at Age Five

Between his fifth and sixth year, Mario might be described as a
coordinate bilingual, having acquired each of his languages from sepa-
rate speakers and under quite separate circumstances. This was feflect-
ed as well in his use of his languages, each of wh1ch he clearly reserved
for the appropriate situation.

Various tests were used on occasions to ascertain Mario' 5 prof1c1ency
in Spanish and Fnglish. The tests showed that Mario was an individual who
controlled Spanish and English on about the same level as the monolingual
child of the same age in each of these languages On a phonologlcal level




he did not have complete control of all of the allophonic variations of
English pbonemes, although he did differentiate all the phonemes of
both languages. He produced those phonemes common in the speech of
his monolingual peers, having some difficualty, as is common, with
the distinction, He appeared slightly stronger in his knowledge of

Spanish vocabulary than in English, and had a fairly good command of
the grammar of both languages. He was probably more advanced in
Spanish morpheology than his Spanish-speaking peers; however, the
same did not seem to be true in English, where he lacked certain tense
markers and the possessive forms commen to the speech of five-year- .
old.English-speaking children,

~ From other indicators as well, it was clear that Mano wag bilingual
and bicultural by five, and that he was quite aware of his own bilinguality.
He used each language appropriately in the proper isituation with an a-
mazingly low degree of interference. All in all, Mario controlled Spanish
and English on about the same level as the average monolingual child of
the same age in each of these languages; and, in addition, he had a pas-
sive knowledge of Italian.

Language and Socialization

In most cases, the child's caretakers are largely responsible for his
socialization during his pre-school years, serving as models of behavior,
giving direction, and providing input. Much of this is accomplished through
language, as well as through example The language adults use with the
child often varies with the child's age. The infant who has not yet acquir-
ed language is not addressed in the same manner as the two or five-year-
old. The way in which adults talk to children often reveals a variety of
thinga: it reflects something about their own beliefs about the child and
their expectations concerning youngsters of varying ages, and it embodies
their attempts to socialize the child in ways appropriate to their world
view, Since adult 'language varies with the age of the child, it is clearly
not a vast-corpus of undifferentiated speech. Consequently, their language
serves as the first source of differing speech styles and usage which the
child will eventually acquire, In Mario's case there was also continued
contact with.a monolingual Spanish-speaking individual who lived with the
family and who had primary responsibility for the child's care. As the
child matured and began to interact with other persons outside the home,
linguistic and cultural 1nputs affecting his verbal behavior also broadened.

Both parents, and in particular his mother, had strong attitudes which
supported the maintenance and sole use of Spanish in the home. This atti-
tude obviously affected Mario in his exclusive use of Spanish with all family
members; in the few cases when Mario deviated from this pattern by incor-
porating English lexical items in his speech, he was reminded of this fact.
English then was the language which became associated with the world
outside the home and usually with less intimately related persons.
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When Mario was still an infant, his caretakers used language with
him primarily to establish contact and to elicit signs of recognition.
They also used language to quiet the child or to amuse nim. The lan-
guage they addressed to the infant was marked by higher frequency of
voice and the use of repetitious syllables usually formed by consonant
and vowel combinations, When the child began to move about, language
was used to establish limits, to point out dangers, and to express aproval
or disapproval. When he learned his first words attempts were made to
point out things and provide labels, His caretakers also used language to
direct the child and shape his behavior. :

From the second to fifth years, Mario's behaviour came under in-~
creasing control. As' he himself acquired language, he was obliged to
use it increasingly in place of other forms of expregsion; i.e., speaking,
instead of screaming, jumping, or tantrums., Mario was required to
modulate his voice and lower his volume in certain situations, in church,
at the doctor's office, and so forth. For the first time he was taught that
it was inappropriate to say certain words which became taboo in certain
settings ("pis, caca'). This prohibition provided him with verbal ammu-
nition, which he used when angry. He learned that by merely saying these
words he produced specific reactions in others. His parents also began
to direct his interaction with other persons and to define his relationship
to them. Social relationships were often clarified through his parents’
insistence on the use of titles and proper etiquette terms for greeting,
addressing people, leave-taking, and thanking.

By five, increasing demands were placed on the child, There was
little tolerance for inappropriate language or behavior. Commands were
frequent and direct. These were sometimes followed by verbal or physical
punishment. There was some.alternation between direct commands and
attempts to reason with the child. There was increased emphasis on the
structure and form of conversation, the give and take of dialog, and the
use of etiquette and courtesy terms. There was also less tolerance for
aberrant language, and grammatical errors were usually pointed out by
subtle or direct means. Most importantly, code switching with the same
interlocutor was not permitted in normal conversation, although it was
allowed when quoting, in roleplay, or when a phrase was untranslatable,

The five~year-old child had acquired the language of his parents, and
through it, their view of the world, in as far as he was able to grasp it.
However, Mario had just begun to enter more fully another world, that of
kindergarten and that of an English-speaking peer group. These divergent
environments are just beginning to produce effects on the child. In the
ensuing years, Mario will be subjected to other areas of socialization
and sometimes differing views; and, as a bilingual /bicultural individual,
he will probably face his most challenging moments.

Part II will appear in the next issue.



62

CHALK TALK

Paul Davies
Instituto Anglo Mexicano
Meéxico, D.F.

TONGUE IN CHEEK

Although most approaches to the problem of Engllsh language
teaching do not include the memorization of numerous rules of
grammar, teachers may find that an occasional rule, if short,
easy to understand and to apply, can be of help to the student,
Such rules as:

L

2.

10.
1.
12.
13.

14,

15,

Each pronoun always agrees with their antec'edent.
Just between you and I, case is important.

Watch out for lrregular verbs which bas crope into
our language.

Verbs has to agree with their subjects,

Don’'t use no double negatives.

A writer mustn't shift your point of view.

When dangling, don't use participles.

Join clauses gmd, like a conjunction sﬁduld.

Don't write a run-on sentence you got to punctuate.it.
About sentence fragments.

In letters themes reports articles and stuff like that we
use commas to keep a string of items apart,

Don't use commas, which aren't necegsary.
Its important to use apostrophe's right.
Don't abbrev.

Check to see if you any words out,
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SONG IN THE ELT CLASSROOM: A Semahtic Approach

Carmen Silva, in her interesting analysis of the semantic approach
to foreign language teaching, defines this approach as "... basically
an attempt to do away with the grammatical syllabus, .. inspired by
the desire to find out a pogsible way to overcome the barrenness into
which a behaviourist structural approach has led foreign-language
teaching and learning.”(Silva, 1975, P. 341)

In this paper I'should like to suggest some ways in which songs
may be-used to best advantage as an effective means of teaching a
second language. I feel that songs are often omitted, or relegated to
the statug of a little "treat” at the end of a class, due to one or both
of thege ideas: 1. that there isn't enough material in a song to warrant
the "production" of it in the classroom. 2, that the teacher needs a
good voice to "put over” a song, or to get the students to participate.
These are mistaken ideas: song in the ELT classroom can be as re-
warding as it is fun.

[ have found the song teaching techniques that I shall list below to
closely parallel the eight principles that Ms. Silva establishes as a
basis for the semantic approach translated into classroom principles.
At the end of the description of each technique I shall quote an excerpt
from one or more of these principles.

1) Choosing the song. It is important to consider age level, group
progress and sophistication, and the teacher’s ability before deciding
on a gong., "The Bear Went Over the Mountain" is clearly not for the
same group as "Why Can't the English Teach their Children How to
Speak?" Not all teachers can get the high notes and the low one of
"The Star Spangled Banner " The song can be relevant ~ to a structure

being taught (e. g., Lazy Mary will you get up, will you get up today?"');

to a vocabulary (Today is Tuesday - Tuesday roast beef, Monday stew,
Sunday chicken, etc.”), to anidea ("It was the ship Titanic that sailed
the ocean blue, and they thought they'd got a ship that the water would
never rush through. "); or it can just as successfully be something the.
students are eager to learn because it is currently popular {e.g.; a
protest song or a song from the latest Cat Stevens record -- "... How
many deaths will it take til they know that toc many people have died...

All songs should be checked for any possibly offensive material,
Carols and hymns would not always be appropriate, nor songs with
strong political connotations. Double negatives and "ain’ts" should be
considered. Songs that have often been played and heard are, of course,
easier to teach.

)
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0Old songs, camp songs, war. songs, carols, nursery rhymes,
cowboy songs, Irish songs, protest songs -- English is a rich mine
of all these, Currently popular songs can be very good indeed; they
can also be trite, difficult to sing without orchestration, and unre-
warding as to vocabulary content. Where to find songs? Children's
records, sing-along-with records and tapes, song books and anthol-
ogies of old favorites are good sources. Listen to what the young
are humming, Ask-adolescents. what they want to sing. But check the
records first when they start arriving from cherisbed collections:

Principle 3.."Language teaching must create the wish to commu-
nicate in the foreign language. This can be achieved through a selec-.
tion of gamples of the target language whose contents are appealing
to the learners and through interesting classroom activities. "(Silva,
1975, P.. 343. ) .- : S

2. Presenting the Song. I have found that it's a good exercise to
play the song once (Use a tape, or record, or just sing out. ) with . .
no clues except the title written on the board, and then ask the students
what they think the song story is. This encourages close listening.

If they can't get any idea of the meaning, you can tell them, very
briefly at this point, what it's about. (In English, if possible. ) -

Principle 2. = "... The teacher should fully exploit the cogni'ti\?e
capacities of the learners because what is learned with understanding
is better retained and for longer periods. " (Silva, 1975, P. 343. )

3. Going over the words of the song. Some teachers prefer to pass
out printed copies of the song. 1 like to have the students copy it out.
If time is short the copying can be done as homework and the printed .
copies returned to the teacher. Students' copies. should be carefully
checked for punctuation, correct verse form, spelling, etc, ; as errors
can be memorized too. Then everyone should read the words aloud
together, to get the "feel" of the song.

4. Considering the history of the song. Take a minute to consider
the origin of the song. What kind" (genre) of song is it? What is
known about its background? its history? Songs like "Dixie™ and "old.
Black Joe" have much more in them than the words. Why was the song
written? When? ls it a regional song?

Principle 4. "The teaching material must be selected from samples
of natural language, not language especially produced and limited to
suit the apparent needs of the learners,” (Silva, 1975, P. 343.)

5. Translating the words, The goal here is a quick, correct,
idiomatic translation, if the students are advanced enough. This can
be a wonderful opportunity for learning. Point out parallels, cognates,
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suffixes, prefixes, objects of prepositions, anything to give the learners
a clear idea of what they will be singing. I usually have my students write
down only the equivalents of words or phrases they don't understand, in
small letters just over the English original.

Principle 2."Language learning is a conscious process and not just
the parrotting of utterances produced by the teacher. For an act of
communication to exist it must always be accompanied by understanding,.
Therefore the learners should have a clear idea of what they are saying
and doing at every stage of the learning process. .. "(Silva, 1975, P. 343).

6. Singing the song together. If you are singing a cappella, be sure
to start high or low enough to reach all the notes. Sing loudly so that
everyone can hear your pronunciation. Don't worry about individual
pronunciation too much: the students correct themselves as the song’
goes along, and songs always repeat. Walk among the students and
listen as you sing. The rhythm, the melody, and the rhyme of the words
all contribute to good pronunciation and good intonation, but your exam-
ple has to be loud and steady. Don't be'a choirmaster, aiming for a pro-
duction number. If you hit a wrong note or squeak, just laugh with the
rest and go on. Be sure that everyone sings, and that everyone reads
all the words until they are memorized. Repeat the song at least four
times. Memorizing is amazingly easy with everyone singing, everyone
reading, everyone concentrating. Vocabularies soar, The vocabulary
in songs can be so unusual, so unlike that of:a textbook, so varied, that
wordsg are abscrbed as if by osmosis, ("There was an 0ld lady who swal~
lowed a fly. I don't know why she swallowed a fly. ")

"

Principle 7. "... Meaning and interest deeply sway the learners'
attitudes and these in turn largely determine the failure or success of
the teaching-learning process. " (Silva, 1975, P. 345.)

7. Singing the songs that were learned before. ‘Again, be sure that
each student has his copy of the words: no humming along. Songs should
be kept together, close at hand, in perfect order. Each song takes only
about a minute and a half to sing and repetition is the surest way to me-
mory, A good frame for beginners is to have a chairperson who asks,
"And now what would you like to sing, John?" To which John replies,

"I should (would ) like to sing Y

Principle 3. "The essential condition for learning the L._ is adequate
exposure to the languapge in use, in both its written and its spoken
mode..." (Silva, 1975, P. 343.)

B. Making new sentences with the words contained in the song. A
desired structure or pattern may be selected (i.e., questions and
angwers in the simple past tense). Vocabularies of songs learnedearlier
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can be reviewed at this point and combined with the new song vocabulary,
either as translations from the native language, or in response to
prompts written on the blackboard (e, g., "stew/Peter/Tuesday” becomes
"Did Peter eat stew last Tuesday?"” if that is the pattern chosen). Thus
the student learns to use the language, re-grouping words, changing
tenses, forming new patterns,- the essence of learning a new language.
1t is the privilege of the teacher to create new opportunities, with each
new song and its vocabulary, for the students to express their own
feelings and ideas, t00. A song is to be enjoyed in its entirety, yes, but
it is important for a language student to realize that each song can be
broken into segments, combined with other segments, re-formed end-
lessly into new combinations. Language students need constant practice
in doing this.. 3 ‘

Principle 1. "The major aim of foreign-language teaching is to develop
the learner’'s competence to communicate creatively and purposively
through the L., Our aim is to teach language usage,” that is langnage with
communicative value. We should expect the students to use the linguistic
elements in novel combinations for the purposes of personal expression.”
(Silva, 1975, P, 343.)

9, Writing new words in different contexts. A dictation is often good
at this point, one that includes the most difficult of the new words. Dictations
keep writing skills sharp-hearing skills, too.

I prefer to dictate sentences that show other meanings of the new vo~
cabulary words, or other nuances of the same meanings (e. g., "The day
swallowed up the night” instead of "The old lady swallowed the fly" as
in the song. )

10. Using the song as the basis for a new story or compositidn. This
makes a good homework assignment. [t can be as simple as . "Write a
paragraph telling me why the bear went over the mountain' or as com-
plicated as "Write a short play, with two characters, about an incident
that took place as the Titanic sank,” The student should have to use his
imagination, Don't correct these too mercilessly. I have found a small
amount of encouragement of literary efforts here to produce amazing
results,

Principle 6. "Errors are a necessary part of the learning process,-
since they are a means of finding out the limits to the domain of the rules
of the grammar of the Ly... not even native speakers make semantic
and linguistic choices in an automatic and effortless way, so we should
not expect an unnatural level of perfection from second-language learners, "
(Silva, 1975, P. 345.)

Principle 8. Language learning is an active process. This does not
mean keeping the learners busy... filling in slots in a structure, or
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reciting dialogues beautifully sterilized for them..,. rather, it means
creating opportunities for them to invent and re-invent language for
themselves, language conveying their own feelings and ideas; it means
giving them freedom and time off to play with the language. .. " (Silva,
1973, P. 345)

songs are rich with idiomatic expressions peculiar to English
(Fly's in the sugar bowl, shoo fly, shoo!")and rich with adverbial
phrases difficult to catch in a textbook ("way down upon the Swanee
River," "all the livelong day! " "long ago and far away", "by the
time I get to Phoenix"). They are rich in regional expressions that
can provide valuable insights into our culture (lack of it, sometimes! )
as well as into our language ("'l saw Mommy kissing Santa Claus under-
neath the mistletoe last night. "), They provide, too, a fertile field for
wrapping-the-tongue -around-words exercises (Can't get a red bird,
a blue bird'll do. ).

And songs have a fringe benefit: they pop the mind at unexpected
times to provide a duplicate lesson. A nun who liked to observe my
Friday singing classes at a parochial school in Mexico City once said
to me, most reproachfully, "All through mass this morning I kept
thinking, "Oh I wish I was in the land of cotton, gocd times there are

not forgotten-look away, look away, look away, Dixie Land,."

It's so easy to remember a gong, easy and fun.

Nursery Rhymes

There Was a Crooked Man
London Bridge is Falling Down
Ten Little Indians

Qats, Peas, Beans & Barley Grow
My Bonny Lies Over the Ocean
Polly Put the Kettle On

The Farmer in the Dell

The Bear Went Over the Mountain
Lazy Mary Will You Get Up?
Mary Had a Little Lamb

Bobby Shaftoe

Peter, Peter, Pumpkin Eater
Hickory, Dickory Dock

Easz & Fun

How Much is the Coggie in the
Window?

The Chewing Gum Song

The Animal Fair

Yellow Ribbon

Daisy {A Bicycle Built for Two)
Moonlight Bay

Smiles

S-M-I-L-E

- Show Me the Way to Go Home

0Old MacDonald Had a Farm
Tell Me a Story
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History

Dixie

'Til We Meet Again

['ve Been Working on the Railroad
The Ship Titanic

Yankee Doodle

Nostalgia

Over the Rainbow
Side by Side '
Smoke Gets in Your Eyes
Roses of Picardy
{t's a Sin to Tell a Lie
The Autumn [eaves
At Last
Did Your Mother Come from

[reland?
Walkin' My Baby Back Home
Red Roses for a Blue Lady
I'm Always Chasing Rainbows

Regional

Home on the Range
California, Here I Come
Clementine

Swanee River

0Old Black Joe

Chlcago

Modern ( and Easy )

"' You've Got a Friend (Carole King)

Yesterday {Beatles)

Moon River

Long & Winding Road (Beatles)
Morning Has Broken (Cat Stevens)

" Norwegian Wood (Beatles)

Those Were the Days, My Friends
(Beatles)

" “There Are Places I'll Remember

“All My Life (Beatles)

' _ Sounds of Silence (Simon & Carfunkel)

Bye-Bye Love (Simon & Garfunkel)

" The Boxer (Simon & Garfunkel)
“ Moonshadow {Cat Stevens)

Ubla Di, Ubla Dai (Beatles)

Christmas Corols

Silyer Bells

What Child is This?

Little Town of Bethlehem

White Christmas

Have Yourself a Merry Little
Christmas

{ Saw Mommy Kissing Santa Claus

Joy to the World

1've Got Spurs that ]mgle, ]angle, Jingle
Streets of New York (East Side, West Side)

Little Brown Jug
Red River Valley
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EINGUISTICS: The Edinburgh Course in Applied Linguistics (2 vol-
umes), (Ely House, Iondon: Oxford University Press, 1973. Vol. I
pp. 284, Vol. Il pp. 366},

READINGS FOR APPLIED LINGUISTICS is recommended for
those of us who would hope to gain a comprehensive insight into the
most important findings in linguistic research over the past fifieen
years, This compilation includes articles, lectures and extracts.
from longer works from a wide variety of internationally recog-
nized experts not only in linguistics, but in other related areas of -
investigation. Some apparent conflicts of ideas and findings from
such outstanding representatives such as B.F. Spinner and Noam
Chomsky enhance one's interest and stimulate the creative think-
ing process.

Both volumes are wirtten to interest a genetal audience, although
the editors acknowledge that some articles are intended for special-
ists while others are directed at lay readers. Volume I has been di-
vided into three sections! language as an object of scientific investi-
gation, a variety of approaches to the aspect of structural linguistics,
and, especially interesting to the classroom teacher, a section on the
relation of theory to application,

Language is viewed as a skill intimately connected to social be-
havior. A sharp distinction is made by F. de Saussure between lan-
guage and speech, with language defined as being that which gives
unity to speech.

Ghoméky points' out once again that his theories on generative trang-
formational grammar were not to be utilized as a methodology but rath-
er as an explanation of language itself,

: The problem of applying theory to everyday classroom situations is
aptly clarified. Theoretical linguistics, as it is clearly pointed out, has
important but strictly limited aims, and even these are, as Chomsky and
Mackey indicate, a matter of disagreement at the present time. Not ev~
ery valid linguistic theory is necessarily of value to language teaching,
If teaching is an activity concerned with the creation of the best condi -
tions for leamning, one, at least, of those conditions is the provision of
appropriate linguistic data in a form and sequence which can be most
readily and practically made use of by the learner. The classroom
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teacher acts as a mediator between this data and the learner. Pit Corder
maintains that no teacher can make adequate use of classroom materials
without some knowledge of linguistics.

‘Volume Il aims at giving specific suggestions to aid the teacher in
acting as mediator. Various approaches to the problem of teaching
grammax, pronunciation and semantics are developed in a clearly com-
prehensible style. Not of secondary importance, as all classroom teach-
ers know, are the areas of socio-and psycholinguistics. Ideas for im-
proving group dynamics prove valuable, as well as ideas for creating a
classroom atmosphere appropriate to a variety of individual differences
in second language learners. Of special interest to some teachers will be
the chapter on studies of comprehension by adults, the use of translation
in the classrcoom, the extent to which error should be allowed, and the
an:jount of drilling that should be used as a part of normal classroom pro-
cedure,

I found these volumes to be an almost autonomous gource, avoiding
the necessity of acquiring extensive quantities of reference material and
T would highly recommend them to new as well as to more experienced
teachers. '

Linda Anthony,
Instituto Harmon Hall de México

Croft, Kenneth, ed., A COMPOSITE BIBLIOGRAPHY FOR ESOL
TEACHER TRAINING, Washington, D. C.: Teachers of English to
Speakers of Other Languages, 1974. (Available through TESOL,
455 Nevil Building, Georgetown University, Washingion, D. C.,
20007, $1.00, U.S.)

This bibliography, as the editor states, was compiled at the sug-
gestion of past TESOL president Betty Wallace Robinett from the bib-
liographies used by some sixteen leaders in the TESOL teacher train-
ing field in Unites States colleges and universities, As such, it repre-
sents a valuable asset to the TESOL student and teacher alike. With
607 entries, it has both breadth and depth in most of the fifteen subject
categories covered. Here the usual ones of Pronunciation, Grammar,
Reading, Composition, Vocabulary, Testing, Teacher Training, are
found, and "'Sociology: Sociolinguistics,™

i
|
<
-
z
<
z‘



71

The only category which might not have been included is that of Bi-
lingual Education. Only thirteen items are listed~-hardly an adequate
treatment of the subject in any case--but perhaps only reflecting the
fact that not many ESOL teacher trainers view Bilingual Education as
a part of their particular field of endeavor. Indeed, several factors
argue for excluding the topic from ESOL training courses. Bilingual
Education teacher trainees often take TESQI, work in their course of
study, but this area is both more and less restrictive in nature than
the usual TESOL, course: Bilingual Education is involved mainly in
primary education, and is not imited to language training, but as-
sumes the teaching of subject matter in the native language as well as
in English, -

‘The treatment in certain categories is bound to seem insufficient
to a given specialist, This is not to be taken as a comment on the _
Composite Bibliography however, but rather on the "state of the art,”
or on presumed weaknesses in the approaches taken in FSOI. teacher
training at U, S, universities. In this writer's case, "Teaching in
Specific Places or to Specific Groups, " was dissapointing, Few arti~
cles are mentioned which have special reference to the teaching of
English to native speakers of Spanish. It is obvious that more should
be done in this area, A bibliography focusing on teaching English to
Spanish speakers would be highly useful for TEFT, teachers in Mexico.

In the section at the end on "Other Matters' one looks in vain for
something on the teaching of English for Special Purposes or English
for Science and Technology. It is expected that future bibliograpies
would have to devote an entire chapter to this relatively new area, Es--
pecially since the Composite Bibliography is primarily fo serve teacher
trainers in the United States, where much of ESL teaching is concerned
with preparing students to handle their specialized fields at the univer-
sity level, this lack of attention is serious and contrasts with the work
being done in this area outside the United States, in the United Kingdom,
Mexico, Israel, Chile, and other countries. The topic of culture is an-

other area that might warrant separate treatment in future bibliograpies.

Allin all, Professor Robinett is to be applauded for suggesting this
project. Professor Croft and his collaborators have agsembled a use-
ful bibliography which all in the TESOL field will find helpful in their-
work. Except for periodic updating, it should render the task of com -
piling new bibliographies by new-comers in the field virtually unneces-
sary.

Fugene S. Long,
Language Institute, _
University of the Americas, Pue.
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Martin Bates and Tony Dudley-Evans, eds., NUCLEUS: GENERAL
SCIENCE, London: Longman, 1976,

Nucleus is a new series designed for students who have had some
general exposure to English and need to orient this knowledge towards
a scientific and technological application. The Series consists of a gen-
eral science text plus other books that deal with specialized subjects and
language uses. This review will be limited to the former, since it may
be used on its own, according to the authors, as well as in conjuction with
the supplementary readers.

General Science emphasizes the notional, rather than grammatical ap-
proach, to the teaching of English as a second language. Thus the student
is limited to the examples given in the various formations of sentences in-
stead of being prepared to create further knowledge on the basis of expla-
nation in terms of added constructions and distinctions. One example of
this type of limitation may be found in Unit 8 with regard to the relative
clause involving "ing." A good contrast to this approach of the unexplained
or isolated example concerning the same point is found in Chapter 4 of the
English In Focus series on Mechanical Engineering (Oxford University
Press, 1973) where short explanations are used to advantage in order to
build and contrast sentence formations dealing with the relative clause..
The authors of Nucleus: General Science miss another opportunity to elab-
orate with respect to the formation of the noun phrase in Section 1 of Unit
5 and in Section 1 of Unit 8. Relationship and reinforcement of the language
of the general sciences is lost as a result of the omission of occasional ex-
planation which would provide the potential for new material and word-build-
ing ability for the student.

Considering the text on its own terms, the teacher's manual stresses
that the language utilized in the course is that ".... which ig.shared by the
various branches of science and technology ...." This stated goal assumes
the reality or possibility of said "shared language." Further clarification
of this ambiticus project would seem necessary to understand the nature of
the supposed reciprocity. Does it lie within the realm of terminology, gram-
matical structure, and/or notions and concepts? More concretely, does this
shared aspect of the sciences allow a student of physics to easily understand
a textbook concerning psychology, for example? What is shared and not
shared by the language of the different sciences is a vital issue that woul
require a studied analysis. - -

The textbook is divided into three major sections that deal with form,
process and measurement. Almost every page is graphically illustrated.
The technical drawings are excellent and offer many opportunities to elicit
oral and written response, For the sake of variety (teacher's manual), the
authors break the thematic unity of these concepts with the exception of the
first one. ‘The viability of interweaving the ideas of process and measure-
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" ment in the second set of units seems to be questioned by the authors
themselves since measurement is virtually neglected in the review of

' these chapters. Unit 6, which deals with process in texrms of actions
in sequence, confuses spatial with dynamic and mechanical processes.
The examples given on pages 47 and 48, involve the direction of a road
and a railway. These are out of keeping in tone and nature with the tech-
nical processes described on pages 44 and 50 and might well have been
included in Section 3 of Unit 2, which deals with geographic location.
The deliberate shift of tone and approach in Units'§ and 7 detracts from
the serious avowal that "The texts and exercises demonstrate ways in
which the scientist and technologist describe the phenomena and proc-
esses which they are concerned with."

Ag with any textbook, it is necessary to analyze and revise, so as
to receive the full benefits of its guidance and research. Nucleus; Gen-
eral Science can be a useful new series for teachers and students in the
field of technical English,

M, E. Teresa Austria
Language Institute,
University of the Americas

Marina K. Burt and Heidi C. Dulay, Eds,, NEW DIRECTIONS IN
SECOND LANGUAGE LEARNING,; TEACHING AND BILINGUAL, EDU-
CATION, (Washington, D, C.: Teachers of English to Speakers of
Other Languages, 1975)

As a valuable instrument for bringing together new discoveries, in-
gights, techniques and policies that are contributing to new directions in
second language education, TESOL representatives effectively draw our
attention to the need for an appreciation of the complexities of the human
mind and a respect for the particular needs and feelings of individuals
and social groups,

Writers are careful to clearly tie-in theory with practical implemen~
tation. The wide spectrum from teaching specific language skills to devel -
oping non-verbal communication in the classroom is richly covered. Spe-
cific suggestions for the use of games, comics, television commercials
and error correction are made.

Of special interest to- MEXTESOL. readers is the pubhcauon of "Games
Students Can Play" by Grace Scott and "Competence in the ESOL Classroom
by Michael Long, both active MEXTESOL, members.

An extensive bibhography helps orient those readers who WiSh to
augment their knowledge of any one specific area of investlgatlon or ap-
plied linguistics.

It is with special enthusiasm thatI urge readers to acquire this vol-
ume for their personal libraries.

L. A.
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Margaret Collis, ed., USING ENVIRONMENT: (1) EARLY
EXPLORATIONS. Iondon: Macdonald Educational, 1974.

USING ENVIRONMENT: (1) EARLY EXPLORATIONS is the first'
volume of a series of five for children between the ages of five and-
thirteen years which helps young people learn science through first-
hand experience using a variety of matexials. This work deals with
discoveries children make through their natural interest in the out-
of~doors and the problems that arise from their investigations. "Such
first~hand experience is the basis of learning, provoking thought, giv-
ing children many ideas to share through speech and writing and send~
ing them to books and othexr secondary soUrces of information to add
to their own findings. "

The text ig divided into four chapters, with an additional section on
objectives for children learning science. There are many ideas for
helping children to become aware of their environment through well-
planned questions. The children's discoveries, in turn, lead to ideas
for exercises and projects. For example, in the section titled "Con-
centrating on Looking Downwards, " the teacher asks her students,
"Wiy do you think colours are mixed in some stones 7" then, "I wonder
how many stones of different sizes you can find, " and "If you can find
two stones that seem to be the same size can you think of any way of
finding out whether one is really bigger than the other?" In the section-
on "Listening" a typical question is "How do you know whether an aero-
plane is approaching or disappearing if you cannot see ic?”

The fascinating chapter on "Observing Numerical and Spatial Aspects
of the Environment” introduces dozens of concepts: the recognition of
similarities of items in a set which are not identical; the selective na~-
ture of size; the use of a part of a body as a unit of length; the begin-
ning df estimation; and the constancy of length in spite of appearances.
Each one of these is followed by a series of questions and projects, mak-
ing the concepts become self evident through personal discovery.

It is apparent from the extensive coverage of topics in this book that
Margaret Collis has spent many years working with children, Any bilin -
gual teacher, even with limited training or experience, could find many
ways to use the author's experience for stimulating her students in the
leaming of English. And living in a large city such as Mexico, D. F,
would not necessarily inhibit a teacher from awakening the senses of
her students to their surroundings.

Penelope K. Johnson _
Instituto Harmon Hall de México




THE MOST WIDELY ACCEPTED SERIES OF TEXTBOOKS IN THE AMERICAS
FOR THE TEACHING OF ENGLISH AS A SECOND/FOREIGN LANGUAGE
More than 4,000,000 copies in print o

Used by Binational Centers in every capital city in Latin America

A series of nine, graded texts featuring valuable techniques proven to be ef-
fective, plus nine supplementary Student Study Bookléts, incorporating the most
recent developments in the small.-group approach. This approach, pioneered
by this Institute, is now used in all of our classes (8,500 students per bi-
mester - 14 years of age and above). A “package’ course with all necessary

complementary materials.

$ 30.00 pertext A Student Study Booklet is included free with each text

$ 40.00 Comprehensive Teacher’s Guide for Books 1.8

$ 25.00 Diagnostic analysis, Books 1.9

1335.00 plus mailing charges: total valve of set

$167.50 Special introductory offer: nine texts of American English Course,
nine supplementary Booklets, Comprehensive Teacher's Guide,
diagnostic analysis and free copy of Handbook for Small Group
Techniques, including mailing charges.

Instituto Mexicano Norteamericano de Relaciones Culturales, A, C.

Hamburgo 115, México 6, -D. F.- :
© Tel.511.89-00°
Special introductory offer

Enclosed is bank draft for §167.50
Free Catalog

Please send'me:

Address:
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TEL: 5-11-2517

Tel, 511.25.17

+ Stocks of all basic courses.

+ Permanent displey of all auxiliary material

+ Complete section of books on psychology and methodology of
teaching.

+ Audiovisuaml meterial. '

+ Facilities for seminars, lectures and film shows, ;

+ Experienced personnsl et your disposel for advice and supply -
pf material,

+ Let us help you find the books end material that you need.

John Grepo Diane de Hernéndez Guadalupe M, Ceballoé%
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ENGLISH FOR SCIENCE AND TECHNOLOGY
Series Editors: Martin Bates and Tony Dudley-Evans

Nucleus is a new approach to English for special purposes. It presents and
practises the real language of science and technology in active teaching
situations, and develops reading and listening skills.

~ The series is based on sound principles, but designed and written from the start
by a team working with the materials in the classroom. It has since been tried
successfully in a variety of situations in different parts of the world.

- Now published

GENERAL SCIENCE

_: General Science is the concept-building ‘core’ of the series, and presents aspects

of language yse common to all branches of science and technology.

General Science Students’ Book and Teacher’'s Notes are available. Optional
tapes are in active preparation.

BIOLOGY, GEOLOGY AND ENGINEERING

Related to General Science are nine specific courses for different subjects. Each
book picks up the aspects of the ‘core’, further exploiting them in the context
of the individual subject, and develops listening and reading comprehension.
The first titles, Biology, Geology and-Engineering, will be published early

in 1977.

For further details, contact the Longman representative: _
Michael C V Johnson, c/o Fernandez editores, s.a., Calz. Mexico Coyoacan, 321, |
Mexico 13. D.F. Telephone: 524-46-00 :




In addition 1o Pupil Texls and Teachar's Guidas for gach of
the six baoks i the course, ENGLISH FOR TODAY, Second
Edilion, leatures Werlbooks for Sooks One through Threo,
Tapes lor Books One thiough Three, and Piclure Cug
Catds lor Book Qne which curespond 1o lustrations fn
\he text. The expanded audio compeonents, which repro-
duce inost of Ihe examples and diills Iromt the lexts, allow
wo additgnal years of fndividualized oralfaural pracice
- Also available are Test Packages (Listening, Speaking.
Reading, and Wiiting} and Test Replacement Packages
{Reading and Writing), Tha six books in 1he eourse are:

Book Bne: A4 Kome and &1 Scliood

Focuges on basic sentence paltems through the use of
oxarnples lollowed by pertingnt exercises: ang drills in
-order |0 make learaing English easier nnd morg Igical
Reading and wiiting are inltoduced early (or & more bal.

" anced acquisition of ki fanguage skills; dialogues are refated
.- o gveryday: conterporary topics of intariist ko yoting peo-
- ple. Aspccml foud page full-cator ingan| #5515t I teaching

Gotars o ?- 9 m 0w ©
Book Two: The Warld We Live In

- Features a thergugh review ol Sook One, grammatical
‘summaries for each lesson, longer and more advanced
- reading material, and a wriling seclion leading to the devel-
opment ol the student's ability to compose a shorl, wol

organized paragraph. # -?— 9 m -’5
- Book Three: The Way We Live

Fealyres a ull unit revigwing Dook Twe, key words and

" phrases lo introduce the main reading selection, word
hension i summaries, greater

"+ bempasilion praclice, andusclul meaningiulconversalions.

S ¥vOMmn
Book Four: Gur Changing Yechnology

Conlinuas to advance skilis with complelely new reading
:and wriling practice exercises whilg intraducing a more
sciealtic and lechnical vacabulary based on modern lech-
-nological developments. The formal allows o maximum
* fexibility ol use. All units have baen designed so thal the
Jnvel of difficully builds within each uni. The matetiat ta be
reac has heen drawn Irom a variety of sowces making
*reading more interesting and more challenging. #

Book Five: Dur Changing Culture

Fotuzas on the culural aspetls ol the conlamporary ’
Enghsh-speaking woskl. Reading and compaosition praclice
. ia of aboul the same difficully 25 in Book Faur. Book Fivg
may be vsed as an allvinaive 16 Bogk Four or sinco fhe
2 ontent and vocabulary have a dilterent sland it may serve
a5 a brdne 1o the derary content of Noak Six

‘Gue Cards

ok Si: Lileraturs In £aplish

Provitles a crosa-saction of Gnglish literature from a wide
variety of backgrounds; such as, Nigaria, Australia, India,
Canada, and the United Slates. Critlsal intraductions 1a
wach selection are detatled and especiaily helpiul, %.

Teacher's Cultlss

All baoks gre accempaniad by a commentary for the
tiracher. For Dooks One, Two, ant Throe sach Guide i
144 pages lo length, Twonty-one pagos comprise an inlro-
duglion Io English as a Speond Lunguage teaching meth-
ads fatsiag on fe skill or skills being ermphasized In the
hook, This:Is followed ty Insson-by-lgsson analyses ol
e probléms (RAL alight oGér in w teathing sitvation. The
AW struglure and’ yocabuldry to be fitaduced within' &
particuiar. Jasson is oullings: Thcra are alsg communlq on
each gxample and drill; A supplulnunmry saclion autlineg
fer the teacher opllonal presantations an pronungialion,
word study, and relaled arras of imerest, _*_

Workhooks

Dooks One through Three are supplamaentad by workbocks
for carclully controlied erImq practice not duphralcd i
the lcx(s .

Tapes

Dooks One lhrough three havo lapas which reproduco
mogt of the examplas and drills (rem the lext and provide.
Tor comprehension and gral praclice. An fndex on Ihe back
of each 1ape box nssists Ihe leacher i, knowing which dritls
arg inglyded, (Some drills dapend on visual cues and
canno! of course be recorded.) The tapes are avaitable In

real-la-real or cassette form, 9
Tests

Baoks Ong Ikrough Three,have comprehansive Lislening,
Speaking, Reading, and Wriling tosts which inglude dugpli-
cating masters and a logt lape. The Reading and Wriling
tests on duplicating maslers as¢ also availablo in a sepa-

sale package. % m
L

Beok One s accompanted by twanly large calor piclure
<ards which correspond to Mustralions in the 1ext. @

Second Edition
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By Robert J. Dixson

The most complete audio-lingual
program in English as a Second Language
in a new, revised, and expanded edition.

MQDERN AMERICAN ENGLISH is
a comprehensive, well-intcgrated
program for students of English of any
national origin, This new edition reflects
the benefits of the wide and intensive
application if has received in recent ycars
in classrooms throughout the world.
While placing primary emphasis on
verbal communication, MODERN
AMERICAN ENGLISH gives serious
attention to reading and writing. An
important aspect of this program is the
inclusion of a general review lesson
following every five lessons, in addition
to the regular recurrence of previously
studicd material. :

This series is easy to use by students and
teachers. Textbooks, workbooks, skill-
books, recordings, and wall charts afford
abundant opportunity for target-
language contact.

Included in MODERN AMERICAN
ENGILISH:

® Six carefully graded textbooks present
all of the materials needed to achieve
a well-balanced mastery of spoken and
written English through gradual,
well-controlied steps that do not
overburden teacher or student.

@ 'Six workbooks give additional oral
and written practice for rcin-
forcement,

® Six skillbooks provide further practice
in communicative competence through
real-life dialogues, vocabulary
building, and contemporary readings,

o Recordings—Tapes or Cassettes. All
of the readings, dialogues, and most
of the exercises are recorded by native
English-speakers on reel-to-recl
tapes and cassettes.

e A sct ol posters for cach book arc
available to stimulatc elass discussion.

& REGENTS PUBLISHING COMPANY, INC.

= 2 Park Avenue, New York, N.Y. 10016

For full information write Regents Publishing Company,Inc.» 2 Park Avenue« New York, N.Y. 10016
or contact John B. Carlson « Torremolinos #20 « Residencial El Dorado » Tlalnepantla, Estado de

Mexico o 516-64-91




languages

~ PUBLICATIONG

of interest to

ESL n

- BILINGUAL BICULTURAL

| taachers

& administrators

ENGLISH AS A SECOND LANGUAGE IN BILIN-
GUAL EDUCATION. James E. Alatis and Kristie

“Twaddell, eds. A Collection of readings from

TESOL publications and other sources, together
with an "Appendix of important related docu-
ments, Suitable for bilingual/bicultural teacher
training classes. Published by TESOL, 1976. 360
pp. $8.25 {$ 7.00 to TESOL members} code T-7

CLASSROOM PRACTICES IN ESL AND BILIN-
GUAL EDUCATION, Muriel Saville Troike, ed.

First book in a series planned to acquaint class-. -

room Teachers with successful methods and
materials being used in ESL and hilingual edu-
cation contexts. Pubiished by TESOL, 1973, 84

pp. $2.00 (31.75 to TESOL members) code T-3

ON TESOL 75. Marina K. Burt and Heidi C. Dulay, eds. Selected TESOL ‘75
papers of theory and practice for language teachers. Excelient resource for teacher
training and specific classroom techpiques. Published by TESOL 1975. 384 pp.

i $ 6.50 {$5.00 to TESOL members) code T-6

PAPERS ON LANGUAGE TESTING 1967-1974.
Leslie Palmer and Berpard Spolsky, eds, A
collection of papers with practical suggestions
on how to construct many types of language
tests. Published by TESOL, 1975. 227 pp. $6.50
($5.00 to TESOL members) code T-4.

Kindly send the follawing

ON TESOL 74, Ruth Crymes

and William E. Norris, eds.
Selected TESOL ’74 papers of
theory and practice for lan-
guage teachers. Excellent for

curriculum planning, Published:

by TESOL, 1975. 240 pp.

$6.50 ($5.00 to TESOL mem-

bers} code T-5
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CODE Mo. $ [ ) Send me information concerning membarship
TOTAL § { ) Send me infermotion abaut I TESOL publicati
MNAME |
ADDRESS

Please moke checks poyoble to TESOL. Send to TESOL, 455 Nevils Building, Georgetown
University, Washingten, D, C. 20057 USA
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LABORATOR!OS
ELECTRONICOS DE IDIOMAS
PARA LA ENSENANZA AUDIO

‘ COMUNICACIONES
EQUIPO Y MATERIAL EDUCATIVAS, S.A.

AUDIOVISUAL Insurgentes Sur 1748

EN GENERAL 302 y 304
Meéxico 20, D. F.

AMERICAN BOOK STORE S.A.

MADERO 25 CONSTITUYENTES 920
MEXICO 1 D.F. ' MEXICO 10 D.F.
TEL.5-12.72-84 TEL. 5-70-10-19
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~ BOOKS FOR LEARNING ENGLISH
s A SECOND LANGUAGE.

I.UGAI. BRITISH AND AMERICAN IMPOHTED TEXTS
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Beyond Words

ALAN MALEY and ALAN DUFF

A new course in reading and listening comiprehension for all intermediate students of English,

The Student’s Book contains carefully selected texts designed to bring students into contact with a wide range
of styles and topics. Each Unit containisa written text and a paralfel listening text on a similar theme; so that
the student can become familiar in a written text with vocabulary he will meet later in a listening text: Each
text is followed by exercises which not oily test comprehension but also give guide lines for approaching

and understanding any unfamiliar text in English,

The Teacher’s Book r’éproduces'a'li the listerﬁng texts and provides answers to all the exercises and questions,
together with additional exercises and open-ended questions to stimulate further oral and written work.

Recordings of all the listening cornprehension passages have been prepared in two versions, one read
. normally and the second with a signal and brief pause between each sentence, so that the teacher can stop

the tape to facilitate detailed textual work.
w The course pr0v1des .a éorﬁplé'te'p'repérét'ibn for t'he Cambridge First Certificate ir_1 English examinatiqn._

Student’s Bodﬁ £1.40 ;' 'f;aaéﬁer’s Book f£i:10; Reel 1 £6.00; Reel 2 £6.00; Cassette 1 £4.50; Cassette 2 £4.50,
o UK Prices - .0 .. o .
Cambridge Engfish Larzgu&gre Leagrning is published by

i Cambridge University Press, P.O. Box 92, London NW1 2DB, England

When contacting our advertisers, please mention that you are respondiig o thelr advertisement in this Joumnal.

C m INTERNACIONAL de PUBLICACIONES, ¢ ec |
| LIBRERIA ANGLO AMERICANA

Seraplo Rend6n 125 México 4, D. F. Tel, 566-64-00

All books for Teaching E;hglish Don't hesitate on calling upon us

* BASIC COURSES _ PROFESSIONAL ENGLISH BOOKS

* INTERMEDIATE COURSES ENGLISH FOR SPECIAL PURPOSES
ADVANCED COURSES PAPERBACKS o

READING BOOKS NEWSPAPERS

CHARTS

DISPLAY CARDS

RECORDS

FILM STRIPS

CASSETTES

TAPES

REFERENCE BOOKS - Y | I|||
» (CHILDREN - BOOKS) e

MAGAZINES
PEDAGOGY BOOKS
TECHNICAL BOOKS

SUCURSALES MEXICO - . SUCURSAL GUARALAJARA e SUCURSAL MERIDA .
Ay, Lp Paz 14.C Homero 1405 . Av. México 2343 - o Calle 59 No. 472, Dépto. 3 -
México 20, D. F. Méxigo 5, D. F. Teal.: 15-15.24 antre 56 y 54
Tel. 548-45-02 Tel. 540-03-07 Guadalajara, Jal. Tal, 1-99-42 Mérida, Yucatan j




Announcing

English for a Changing World

anew program to help you teach English
to secondary students and young adults

by Scott, Foresman and Company,
the publisher that gave you
English Around the World

For a free brochure, write to

Internatianal Department Mr. Rodolfo L. Sufrez

Scott, Forasman and Company Apdo. 5-218, México 5, D.F.
1900 East Lake Avenue or

Glenview, lllinols 60025 U,S.A, THE AMERICAN BOOKSTORE

Constituyentes #920
Tel: 570 11 13
orcontact e 570 10 19




Imp'resof: Instituto Mexicano Norteamericano de Relaciones
Culturales, A.C, Cooar
Hamburgo 115 México 6, D.,F.

Namero de ejemplares impresos en la primera
edicién: 1,750

Fecha en que se termino la impresion: Octubre 2, 1976
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