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TEACHER TRAINING IN MEXICO:
MEETING CUR NEEDS

Marcela Diaz Zubieta
Gloria Torrano
Leslie Adams

Instituto Anglo-Mexicano
de Cultura
Mexico City

During the last ten years, public schools offering
IEnglish courses have been confronted with ever-increasing
numbers of students requiring instruction. Not only has
the student population in secondary schocls grown, but new
schools where English is a part of the compulsary progranme
of studies are constantly being opened all over the Mexican
Republic. This situation has led school authorities to
employ teachers who can understand Fnglish and make them-
selves understood in the language only at a very elementary
level. Furthermore, these teachers have little, if any
idea of English teaching methodology. Most of them are
avare of their limitations and lack of preparation, and
sooner or later seek assistance in dealing with the problems
that arise daily in their classrooms. They usually feel
that a teacher training course is the solution. They may
or may not be correct, depending upon the type of training
course they select.

In general, existing teacher training courses are
unsuitable for these teachers, because of factors such as
their cost and schedule, their focus and duration, and the
level of English which is required of the students. Training
courses often require a team of trainers, thus making them
less profitable for institutions to provide. The higher cost
is usually passed on to the students. Moreover, the courses
are often general in design and spend a lot of time dealing
with matters not directly related to the needs of practising
secondary teachers. Finally, the level of English
required for a lot of courses is quite high; not only are
lectures and discussions conducted in English, but the
techniques and activities provided also presuppose the
teacher's ability to control his classroom English,




After an examination of existing courses, including
those offered at their own institution, the authors
concluded that there was a need for the creation of an
in-service training course which would address itself to
the problems of secondary teachers who have had little or no
previous training.

GENERAL DESIGN

At the present time, the course consists of one
hundred hours of instruction and observed practice, spread
over a four-month period,  No more than thirty students are
permitted to enrol in a given course and each course has two
full-time trainers. Early afternoon was found to be the
most suitable time for secondary school teachers,

A minimum “elementary’’ level of English was set as a pre-
requisite; lectures and discussions are conducted in either
very simple English or in Spanish. The latter language is
also used for clarifying concepts other than those directly
related with the English language itself. The aims of the
course are

(a) to improve the teacher's control and understanding of
the limited structures and vocabulary included in the
three-year syllabus for Educacidn Media Bidsica
(Secundaria) published by the Consejo Nacional Técnico,
S.E.P.:

(b) to provide him with techniques for efficient practice of
those structures; and

(c) to offer activities which are entertaining and yet
feasible for him to organise, given a large class and
his own limited flexibility in the language.

CONTENT

The first of these aims is perhaps the most
essential. The second and the third depend rather heavily
on the control of structures and vocabulary. For this
reason, the analysis of structures together with intensive
practice became the core of the course. Through a
thorough study of the patterns covered in the official
syllabus, the teachers are taught to plan their lessons in
such a way that chances for mistakes and problems are reduced
to a minimum. The teachers in training learn to look at a




given structure with the eyes not only of the teacher

but of the students as well. They gradually develop an
awareness of problems in phonology, lexis, morphology,

syntax and spelling and learn to distinguish between a

simple Mgrammatical’’ mistake and an interference problem,

To help teachers analyse the patterns which they must

teach, a special form was designed, An example is reproduced
on the next page.

Column one of the form deals with the structure
itself and the logical sequence of its transforms. In the
sample given, for example, the next transform dealt with will

be Are they books? Yes, they are/No, they aren't.

Phonetic representations are given under each transform and
simple symbols for stress and intonation are included to help
the teacher give natural models.

Column two deals with the concept or usage of each
structure, There are usually three numbers in columns two,
three and four, In column two, number one attempts to
clarify the idea expressed by the structure; number two
points out the problems of concept or usage which may arise
either because of a similar structure in English or because of
Tirst language interference; mumber three lists the possible
solutions to such problems,

Column three deals with the form of the structure.
In this colum, number one tells the teacher in grammatical
symbols what elements the pattern consists of. The number
two in this column present possible problems of form,
pronunciation, stress or intonation, As before, number three
suggests solutions.

The function of the fourth column is to offer situations
{contexts) for the presentation of the structure and some
suitable aids for practising it. Problems of finding
sultable situations often arise and these are pointed out,
as well as their possible solutions,

LANGUAGE LABORATORY

To consolidate the structures he is studying, the student
teacher is required to attend laboratory sessions, which
are designed to help him improve his pronunciation, stress




‘saMm] UT
ATue 3ou sioalqe
MOUS 03 aans og

*2319
*ATMOTS sunou
TENPTATPUT jeodoy '¢
'319

/717 ‘7z/¢ \m\

:STEIN
GOHpmﬂucsmon

*uctitiladaa
FEIOUD I0F podds
TRHLIOU 1B JBaday
*1SITT 1B ATMOTS
9OUSIUDS ABG
*uctTieluasaid
Ul SSUIpue XTI
3,u0g ‘s3urpus
03 SUTpICcIIE
sunou dnoas ‘¢
suad(g) oIu ALo1L
*aro
-3IB JO 90UdSQY
"Surpue TeINTA
"¢l Fo ueritppe (2

JUsuelEBls 9s5TEF I0

14BN, :sUCTISanb ooy
*suosaad

pue s330{00 Y10q 954
*TeInTd

FO BOPT USTT]E1IS®
01 221yl IO OM3 USU3

- AJuc- s3vslqe 1238 UeXOTuBw 3SIEF 32080 S0 NS 7
01 S16TOL ULIO :sxenfaiit {q *Teantd Jo ®OPI
(2 p% 2 t *€50- 10 ‘(A1uo $109lqo yuTyl
UTES ABUL S3USPIIS 77 mmw.Ho ‘Sac Ho Aeu sjuepnils) suosisd
SSUTMEIP PICOQIDETq = aﬁa@ﬁm pue ssuUTL] pommwoms
30071 sTeantd : l s1 Zotg unouoxd oYy, 7 uﬁ_
SpIBD-USETT 2843 2V e9g
BITEOL aues oUy3 70 s32olqo axow &1
UOTIBNITS WOOISSETD *[ N+ gA+ d °[f I0 on] JO UOTIBOTIITIUSPI ‘| ‘sued ax,ASY:,
SUCT]EpUSILIoday *¢| SUCTIBPUSLHICIIY *¢ SUOT1BPUSULEODT ‘S
SWSTqeId *7 SusTqelg ‘g SURTQOIg 'Z 3draos 2TISUOYG 7
SPTE ) SUCTIBNITS [ urog ° afesn § jdeduc) ‘i wisllied ‘i




and intonation. These sessions run parallel with the
analysis of structure and practice sessions., The intention
is to give the student teacher confidence in his own oral
production before he has to stand in front of students and
teach them,

PRACTICE SESSIONS

The practice sessions are conducted in two ways, namely
peer practice and practice with real students. The former
is introduced immediately and the latter during the second
week of classes,

Peer practice, in the early part of the course, is held
after a demonstration by one of the course tutors. During
these demonstrations the trainees are exposed to a 'micro-
section” of a class and its inherent steps. After the
demonstration, the trainees are divided into groups of no
more than five to practise in turns the same section they
have just seen demonstrated. One of the trainees acts as
the teacher, the rest of the group as students. While this
is in progress, the trainers circulate from group to group to
check whether the practice is accurate, to help and encourage
the trainees.

Practice with real students is held once a week,
In these sessions, each trainee has to teach a set part of
a lesson. The teaching time per trainee increases during the
course until traineces teach 30 minutes without interruption.
The groups of students are usually secondary school students
wanting free, extra Fnglish classes. The reality of the
situation provides the traineés with the immediate necessity
to put into practice what they have been learning.

The weekly practices are immediately followed by a -
round table discussion. During the round table, each
trainee evaluates his own performance. Other trainees then
add their observations before the course tutor who has
watched the class adds any points which may have been
missed. The trainee is given a carbon copy of the tutor's
observations, plus a grade, In this way, trainers learn to
watch themselves and others critically and to accept criticism
from other teachers.




LESSON PLANNING

About half-way through the course, student teachers
are asked to submit lesson plans of their practice sessions.
These lesson plans contain detailed explanations of the
situation, visual aids and model sentences to be used for
presenting a structure. Structural, lexical and phonological
problems have to be stated, as well as the solutions which
the trainee intends to employ.

Before writing lesson plans, students are also asked
to consider the following points:

(a) the age and sex of the group plus their areas of interest;

(b) the size of the group and the quantity of material which
can be covered in a class of 00 minutes;

(c) the average ability of the students and the difficulty
of the structures being taught;

(d) the attention span of the students and the possible
changes of activity;

(e) textbook material which can be used for classroom practice
or set as homework,

With these points in mind, the trainee is ready to plan
the content of his lesson. First, he must think of a
situation (or context) in which the pattern he must teach
would naturally occur and which transmits the meaning of the
pattern clearly., As mentioned earlier, the situation should
be one which will interest the students. Next, he must
carefully construct his model sentences, paying close
attention to sentence length, vocabulary and possible
pronunciation problems such as consonant clusters,
The following are examples taken from the course material,

To teach the simple past tense a trainee decides that

a good situation would be 'Christopher Columbus and

the Discovery of America’. This situation seems to

clearly demonstrate the use and meaning of the past

tense. The student selects, among others, these

model sentences:

a) Christopher Columbus discovered America on October
12th, 1492,

b) Me founded the first city in the New World,

Problems: Sentence a) epitomises meaning but it is
too long; the promunciation of discovered and twelfth
are difficult.

0t




The length of sentence b) is acceptable, but oral <
production will be slowed down because of the

consonant cluster in founded the and the pronunciation ..
of first and world. Furthermore, the usefulness of

the verb to found is questionable (not to mention the
confusion with the past tense of find).

To teach the simple past tense, a trainee chooses the
situation: "What Mike did on his holiday".
One of his model sentences is

% Mike skated in Spain.

The problems here are with the consonant clusters ksk

and nsp. Although this sentence is very short, these

two clusters will take a long time to produce accurately
and the students' attention will be drawn to pronunciation
problems, distracting them from the structure.

The following is a sample of the format for lesson plans
used by trainees on the course.

SAMPLLE LESSON PLAN.

DATE: February 10th., 1978
LEVEL OF CLASS: Second year of secundaria.
DESCRIPTION QF CLASS: 55 students, the majority 14

vears old. A few good, some
slow, the rest average.
Class of 50 minutes, three
times a week.

PREVIOUS CLASS: Further practice of CAN/CAN'T

OBJECTIVES: Present affimmative form of the
simple past. Students to
produce correct, meaningful
statements using some time
expressions

SITUATION / MODELS: An evening in the life of Donny
and Marie Osmond.
1.LAST SATURDAY, Donny and Marie
went to a restaurant.
2.Donny ate fish.
3.Marie ordered chicken.
4,Etc,

VISUAL AIDS: Blackboard drawings

S e
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ANTICTPATED PROBLEMS
AND SOLUTIONS:

Here the trainee lists:

a) lexical
b) phonological
c) structural

PROCEDURES :

1. about 5 minutes Revision of WAS and WERE while
: presenting new vocabulary (to
lay the ground for the new
pattern)

Presentation and first practice
of the simple past. Trainee
gives a condensed version of the
steps he will follow,

Second practice in a class-

room situation, using the same
“verbs,

Personalisation (true

personal examples). e.g.Yesterday
my mother and father went to

a restaurant.

writing practice

2. 20 to 30 minutes

3. about 10 minutes

4, about 5 minutes
TFOR NEXT LESSON: Further practice of the same
pattern in a different situation,

HOMEWORK : Trom the textbook if the students
are ready for it.

VISUAL AIDS

Training in the production and use of visual aids is an
important part of this course. In addition to making classes
more interesting and enjoyable, good visual aids help students
to associate language items with people and events in the
aids, rather than learning them as abstractions.

Teachers in the public secondary system in Mexico
generally have very few visual aids at their disposal.
Tt is therefore necessary to give suggestions and demonstr-
ations regarding their design, construction and handling,
Throughout the course, trainees are asked to produce their
own aids for use in practice sessions, In this way, they
build up a bank of visual material for use in their own
classtoom. Care is taken to ensure that aids are multi-
purpose whenever possible so that the benefit obtained
from the expenditure of money, time and effort is maximised.

The other obvious solution to the shortage of visual
material in schools is the use of the blackboard. Host
trainees are afraid at first of drawing on the blackboard,
The Tealisation that they do not have to be artists, that a
clunsy drawing can amuse as well as instruct students can
bring trainees to see the distinct advantages and many go




beyond a simple rudimentary skill.
LARGE CLASSES AND GROUP WORK

In our secondary schools, classes of fifty or sixty
students are common. In a class of this size, if the teacher
never utters a word, and the class begins and ends exactly on
time, the total production time for each individual student
will be one minute. Trainees are therefore taught four ways
of handling oral practice in large groups. The first is
choral work, which should be used in moderation as it has the
disadvantages of being noisy and unnatural, causing distortion
in stress and intonation. In addition, students can repeat
mistakes unheeded by the teacher.

The second is pair work, in which the students practise
making statements or, perhaps more commonly, asking and
answering questions. Unfortunately, in many classrooms the
chairs are fixed to the floor and students cannot move freely
to form small groups for pair work or for the third activity,
which is group work. 1In using group work, trainees are shewn
how to organise group work with leaders, who, if properly
trained, can be of great help to the teacher. Finally, trainees
are taught to design practice activities which can be performed
by leaderless groups, and cuickly checked later by the teacher.

Obviously, these activities create the need for all
kinds of visual materials, but trainees often find they can
teach their students to produce some of the aids for group
work themselves., Trainees are also shewn how to use the
tape recorder for individual practice and group work, Little
emphasis is placed on this as such expensive aids are rarely
available to the trainees in their own classrooms,

FURTHER PRACTICE ACTIVITIES

Cormunication has become one of the principal aims in
language teaching. It cannot be achieved merely by the
presentation and controlled practice of language items.
Teachers must therefore engage in further practice activities,
that is, the combination of newly presented and practised items
with better known structures in new contexts and with
different vocabulary. Ideally, communication takes place
without external props but it is unrealistic to expect
students to take part in "[ree communication'. Teachers are
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therefore encouraged to use visual aids, everyday situational
topics, and specific formats for eliciting longer sentences
or nultiple responses. Because of the teachers' limitations
in English, the activities which comprise further practice
have been carefully selected; in general, they are ones in
which most language items can be anticipated. They include
dialogues, oral and written composition, games and multi-
phase drills,

EVALUATION AND HAMDLING OF TEXTBOOKS

Along with the new syllabus from the 5.E.P. have come
a nunber of textbooks approved by the Consejo Nacional Técnico,
These two developments have removed the burden of selecting
and grading structures and vocabulary from administrators and
co-ordinators who were Frequently unqualified to make sound
judgements in this area, In addition, it is no longer
necessary to train student teachers to evaluate textbooks on
the basis of the selection and grading of structures.
Instead, trainees are helped to evaluate the textbooks
approved by the S.E.P, on the following bases:

(a) Interest: does the content appeal toawide range of
students' interests? Is the interest
maintained throughout the hook?

(b) Presentation: is the book clearly organised and laid
out? Are the instructions clear? Are the
visuals attractive? Are the dialogues and
texts realistic and entertaining? Are there
vocabulary and structure lists?

{c) Exercises: is there a variety to develop the four language

skills? Is the challenge appropriate? Can

some be set for homework?  Are the instructions

clear?

(d) Fxtra material: is the book accompanied by readers, wall-

charts, workbooks, tapes, a teachers' book?

Since student teachers in the course are taught to use a
basically structural-situational approach, they are given

practice in adapting textbook material for suggested activities,

Trainees are encouraged to use textbook material as often
as possible., A suitable textbook can be of enormous help to
a busy teacher.
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EVALIUATTON AND TESTING

Bvaluation is emphasised in this course from the
very beginning. Trainees are helped not only to evaluate
their students' progress with conventional tests, but to
evaluate every step of the way from the planning of their
iesson, to the students' daily production, to when the
students sit for a final examination., Trainees are expected
to be flexible and this depends on the minute-to-minute
evaluation of the students' performance. In order to make
judgements about challenge, for example, they must constantly
be making judgements about the students' ahility to understand
and to produce reasonably accurate utterances. - They learn
not to go ahead with the next planned activity if the students
are not producing well. They have to be ready to retrace
their steps, to re-present if necessary. They are also
asked to evaluate students' progress {rom one class to the
next.

Consideration of testing is confined to achievement
tests. Again, trainees are confronted with their limited
Inowledge of the language. Since, however, teachers are
often expected to produce their own tests, they are given
as much help as possible.

Attention is confined to two types of test item:
multiple choice items and fill-in (completion) items.
The former have the advantage of containing distractors
which are predictable structural items. Such tests can be
answered rapidly and thus contain a large number of items.
Scoring is also rapid, a great advantage for a teacher with
eight groups, each with fifty students. The disadvantage of
this kind of test is that it requires considerable skill
on the part of the teacher in its preparation.

The spaces in a completion test are also structural
items, However, it is difficult to devise a test in such a
way that only one answer is possible for each item,

Where there are several possible answers for each item, the
marking of the test becomes a much more difficult task lor
the teacher.

The characteristics of a good test (validity and
reliability) are discussed in this course., Trainees study
sample tests and then produce parallel items.
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SUPPORTING SUBJECTS

In addition to the elements which have been outlined
above, the course contains short units on the following
topics: language acquisition theory, structural grammar and
phonetic transcription. As these subjects are dealt with
at length in general teacher training courses, and as their
direct relevance to the secondary teacher is questionable,
it is felt advisable to provide only an introduction in this
course.

CONCLUSION

The authors are well aware that a course such as
this, with limited objectives and deliberate omissions,
is susceptible to the criticisms of rigidity, over-

simplification and misrepresentation. The authors do
not wish to imply that the graduates of such a course are
fully qualified English teachers. It was felt, however,

that an attempt to deal with the existing situation should
be made, and objectives were set on the basis of how much
these practising teachers could reasonably be expected to
achieve. Their major shortcomings were held to be the
inability to understand, pronounce and control the structures
they were teaching, their lack of techniques for organising
and monitoring practice in large groups and their limited
range of classroom activities.

Graduates of the course report that their classes have
improved in these areas, and that as a result, they were able
to cover the material in the syllabus more rapidly.

The students seemed to be wore interested and their
performance on standard school exams had improved.

The trainees themselves are surprisingly keen to continue
their English studies and to enroll in a higher level, general
teachers course, which they feel may ultimately enable them
to teach at a higher level. This latter ambition strikes
an ominous note, implying as it does that only inexperienced
teachers with a low level of Fnglish are willing to put up
with the conditions in secondary schools. This, in turn,
implies that courses such as described above will be needed
for some time to come.

The course is now being offered for the fourth time.
Fach semester has brought changes in design. It is to be hoped
that future basic in-service training courses will become
increasingly more sensitive to the needs of the teachers
they serve, until such a time when such courses are no longer
necessary.
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ESL A5 POST-CRITICAL PHERIOD LFARNING1

Stevhen D, Krashen
Department of Linguistics
University of Southern California

For the last two years, I have been working on a general
model of adult post-critical period learning. (Post-critical
period learning is simply adult attempts to learn things or
internalize skills that children seem to learn more easily.) The
kind of post-critical period learning that has been of most concern
to me is adult second language learning, and I would like to sketch
some of the progress that has been made in constructing such a
model, and also indicate the applicability of the model to skills
other than language.

The model to be described here for language attempts to do
two things: First, it attempts to account for previous experimental
data and to predict new data. Second, it attempts to be c¢onsistent
with our intuitions about good second language teaching. It is thus
not an exercise in "applied linguistics.' I am, rather, using my
experience as an ESL teacher, teacher trainer, and second language
student as input to the theoretical model.

The central concepts of the model are two ways of internalizing
linguistic generalizations, acquisition and learning, Acquisition
refers to the subconscious representation of tules, and is the way
children "'pick up'' both first and second languages. Yhaile we see
some individual variation in the rate of language acquisition among
children (Prown, 1973; Fillmore, 1976),success in child language
acquisition, barring physical damage to the brain and sociological
or psychological barriers, seems to be inevitable. For at least
child second language acquisition, these variations in rate may be
related topersonality factors--some outgoing children may aggresively
seek out enviromments that facilitate acquisition and thus progress
faster (see e.g. Fillmore, 1976). %e may thus not have to posit any
significant individual differences in the “'language acquisition
device" to explain such variation,

1This paper was presented at the 1976 MEXTESOL conference, October 10,
1976, Guadalajara, Mexico, I thank Marie Matson for help in preparing
this paper.
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Another characteristic of acquisition is that it does not seem
to require or even profit from overt teaching, either in the form of
explicit syntactic rules, or error correction. Brown and his
colleagues have found, for example, that the parents they studied
did not pay much attention to syntactic form, but instead tended to
correct errors of fact (Brown, Cazden, and Bellugi, 1973). In
another study, it was found that gramatically deviant child utter-
ances communicated as well as well-Tformed utterances, indicating
that therc is no clear communication pressure influencing syntactic
development. (Brown & Hanlon, 1970) Cazden (1965; .see also discussion
in Cazden, 1972) failed to demonstrate that error correction in the
form of "expansions,” or corrected repetitions, aided progress in
first language acquisition more than simple verbal interactiomn.

Data from the child second language acquisition literature is
also consistent with the hypothesis that overt teaching plays no
necessary role in child language acquisition. Fathman (1975) compared
children who had taken extra ESL classes with those who had not, and
found mo difference between these two groups in proficiency in Eng-
1ish as a second language, as measured by her SIOPE test, an oral
measure. Similar data is reported by Hale and Budar (1970}. Fillmore
(1976), in her study of kindergarten age second language acquirers,
reports that English native speaking American friends of the ESL
acquirers helped in many ways: they used simpler vocabulary, made
maximum use of extra-linguistic context, and often provided models.
They did not, however, correct syntactic errors.

Some things that adults, or caretakers, or other native speakers
of the target language do may be of great help, however, There have
been several studies that show that adults tend to simplify their
speech to children Gnow, 1972; for a review, see Cazden, 1972). In
addition, Vagner-Gough and Hatch {975) present evidence that suggests
that the child second language acquirer receives significantly simpler
input than the older acquirer, and they speculate that this difference
may be a major factor in predicting observed child-adult differences
in second language attainment.

Still another characteristic of acquisition is the lack of meta-
awareness of the rule system internalized by the performer. Wen we
use the term “'rule™ to describe the child's linguistic competence,
it is not asserted that the child consciously understands the gram-
matical principle involved. As Brown has stated: ''In saying that
a child acquires construction rules, one cannot, of course, mean that
he acquires them in any explicit form; the pre-school child cannot
tell you any linguistic rules at all." (p.122) Bee also Slobin,
1971, pp. 53-55.)  There have been some recent reports that indicate
that older children may develop some meta-linguistics awareness.




ey

A S

S O

15

Their conscious grammatical knowledge, however, appears to be -«
limited (e.g. rules such as plural mdrklng and number aUrocmcnt)
See Hatch (1976) and Cazden (1975}.

Finally, the acquisition process is thought to be governed by
universal strategies available to all acquirers (Slobin, 1973;
Ervin-Tripp, 1973). The presence of these universals explains the
clear similarities researchers have found among children acquiring
the same language (Brown, 1973; Dulay and Burt, 1975) and even among
children acquiring different language (Slobin, 1973).

Language learning, the conscious internalization of rules,
differs from acquisition in several important ways, Tirst, it is
clearly not inevitable . The learner's success, or rather, his
degree of success depends on several factors, some of which are
intelligence, diligence, and the clarity of the presentation of the
rule by the text or teacher. Individual differences in learning
may also be due to differences in cognitive style (Krashen, Seliger,
and Hartnett, 1974).

While over-teaching in the form of rules and error correction
is apparently not useful for acquisition, such teaching is thought
to be quite useful for learning (Krashen and Seliger, 1975).

Linguists' ambiguous use of the term 'grammar' (Chomsky, 1965)
parallels the difference between acguisition and learning, The
acquired grammar is equivalent to the native speaker's tacit know-
ledge of a language (note that children who have acquired a second
language also have this tacit knowledge, and it will be argued be-
low that adult second language performers also have tacit knowlege
of their second language), while learning is the same as the
linguists' description of this knowledge.

I have listed elsewhere in detail (Krashen, in press) the evi-
dence that suggests that adults, as well as children, are able to
acquire language, Briefly, this evidence comes from four sources:
{1) studies that claim that informal linguistic environments are
quite efficient in increasing second language proficiency in adults;
for complete discussion, see Krashen (1976) or (im press)(2) Evi-
dence that adults can acquire aspects of interlinguistic codes
used by second language speakers, without having any meta-awareness
of the grammatical rules of the code ("foreigner talk'; see Hatch,
1976). {3) Psycholinguistic studies in which adults demonstrate
competence in artificial languages without explicit learning of
the rules (Braine, 1971; Reber, 1976). (4) The finding of the
child's difficulty order for aspects of grammar in adult second
language performance,
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The last part of this evidence for adult acquisition deserves
some clarification and discussion, as it also provides insight:
into the operation of the Monitor Model, a model that specifiés
the relationship between acquisition and learning in adult second
language performance.

frown (1973) founda very similar order of acquisition for 14
grammatical morphemes, OT functors, in children acquiring Fnglish
as a First language: Certain morphemes, 1ike the progressive
marker ing and the plural marker /s/ , tended to be mastered earlier
than other morphemes, like the third person singular /s/ ending
on regular verbs in the present tense, and the possessive /s/
marker. Brown's longitudinal results were confirmed cross-sectionally
by de Villiers and de Villiers (1973): Those morphemes that were
correctly supplied earlier also tended to be used more correctly
at a given point in time. In a series of papers, Dulay and Durt
(1973, 1974, 1975) reported that five to eight year old children
acquiring English as a second language also share a common diffi-
culty order. The order obtained was not identical to that found
for first language acquisition, but there was striking agreement
between different groups of acquirers in Dulay and Burt's sample,
and the first language of the subjects did not affect the diffi-
culty order found,

Two studies reported difficulty orders for adults second language
nerformers that were quite similar to the child second language
order. Tailey, Madden, and Krashen (1974) and Larsen-Freeman
(1975) obtained these results using Dulay and Burt’'s elicitation’
instrument, the Bilingual Syntax Measure (Burt, Dulay and fHernan-
dez, 1973), and Larsen-Freeman (1975) also found the "natural
order” using adult subjects on an imitation task. As in the
child studies, no effect of first language was reported. Larsen-
Freeman (1975) reported, however, that the ‘matural order,” or
the child's order, was not present foT adult subjects when dif-
Ferent measures were used, specifically when pencil and paper
tasks (reading, writing, and listening) were used. 1 hypothesized
then (rashen, 1975, 1976) that this result was due to the par-
ticular way acquisition and learning are interrelated in the
adult.

I have suggested that acquired competence is utilized for basic.
utterance initiation for all acquirers, children and adults. Many
adults, however, utilize conscious linguistic knowledge as a
Monitor. The Monitor is used by the performer when the emphasis is
on form and not just comumication, and when the performer has
sufficient time to apply this knowledge about language'' to this
output. (Note that the essence of the Monitor Model is that
conscious linguistic knowledge is available only as a Menitor. It
is possible, however, to monitor, or edit, using acquired compet-
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ence as well, Native speakers do this when they correct slips,
of the tongue. {See Slobin, 1971, pp.53-55,) Larsen-Freeman's
results, then, can be easily interpreted in terms of this model:
Whem subjects focus on form and are given sufficient processing
time to allow the conscious grammar to intrude, the natural order
is disturbed, as more than just acquisition is involved in pro-
ducing the utterance, The intrusion of the monitor causes pre-
dictable changes in the rank order: Items that are easily
learned but that are acquired relatively late, such as the third
person singular ending /s/ or the regular pastmorpheme, rise in
rank, while the article, which is fairly difficuvit to learn but
acquired relatively early, falls in rank (details in Krashen, in
press).

The Monitor model is also valuable in describing at least one
kind of individual variation in adult second language performance.
In Krashen (in press), performers are classified as Monitor
optimal users, over-users, and under-users., Briefly, the optimal
user employs the Monitor, or edits, when it does not interfere
with conmunication--i.e. when it is appropriate to do so. Inter-
estingly, we demand more accuracy in just those situations when
it is possible to Monitor more, for exanmle in written language
and in formal speech. The optimal user monitors just at these
times.

In contrast, the over-user tries to use rules all the time.
This results in an overcareful, hesitant style of speech. Covitt
and Stafford's subject 8" {Lovitt and Stafford, 1976; described
in Krashen, in press) is such an over-user, She says that she
speaks very little because she tries to remember the rules all
the time: "I feel bad . . . when I put words together and I don't
know nothing about the grammar."” Such performerstypically show
relatively better written performances.

The under-user appears to rely solely on acquisition. These
performers appeal only to their *'feel" for language and are
typically immune to error correction, as are first language
acquirers, Covitt and Stafford (1976) make the interesting point
that some under-users may pay lip-service to the value of rules,
but in reality utilize them little if at all in performance.

Other Post-Critical Period Learning

The acquisition-learning distinction, and the Monitor model,
appear to £it other forms of adult post-critical period learning.
There has been some serious thought recently on this topic with the
current growth of interest in physical fitness among adults: Many
adults are now taking up sports they did not pursue as children,
and professional teachers are thinking more carefully about the
best ways of teaching athletic skills to these students.




Tefore proceeding to a discussion of one of these careful
analyses, let me first present my own case. About ten years
ago, I became interested in the Martial Arts, another popular form
of post-critical period learning. My Ffailure, I now believe, was
due to two factors, one related to learning and ome to acquisition.
First, I thought I would progress solely by learning: [ analyzed
every step of every movement, focussed entirely on form, and
found myself unable to perform with any speed or agility. Second,
I did not get as much input as my more successful classmates.

Many of the others clearly enjoyed fighting more than I did. They
saw Pruce Lee movies. They stayed around the gym after the lesson,
casually watching advanced students sparring. They sparred with
cach other, something which I avoided, both for fear of getting
hurt and for fear of practicing errors. Vhen I practiced, I
carefully went over the moves step by step, and tried to avoid
errors. My classmates were apparently wworried about their

errors and felt their mistakes would work themselves out. In terms
of the model, I over-relied on learning and denied acquisition. I
had no faith in the acquisition process, and did not provide myself
with suitable enviromments so that acquisition could take place.
Most martial arts skills are simply too complex to be learned,

and must be acquired, and I did not recognize this. {For dis-
cussion of the notions "easy" and difficult” and their relation

to acquisition and learning, see Reber, 1976, and Xrashen, Lutler,
Birnbaum, and Robertson, 1976).

Tennis is another complex skill that is apparently better
acquired than learned. Gallwey's excellent book The Inner Game

of Temnis (1974) has, I think, exactly this thesis. Gallwey
represents acquisition and learning as Self 1 and Self 2:

., . the key to better tennis--or better anything--lies in
improving the relationship between the conscious teller, Self 1,
and the unconscious doer, Self 2." (p. 26)

Self 1 often takes a very explicit form, as Gallwey notes:

"Listen to the way players talk to themselves on the court:

'Come on, Tom, meet the ball in front of you.' . . . tho is telling
who what? . . . One, the 'T," seems to be giving instructions;

the other, '"myself," seems to perform the action. Then """ returns
with an evaluation of the action."  (p. 25)

In our terms, Gallwey seems to feel that many temnis players
are “'over-users.” They work Self 1 too hard and do not allow the
natural acquisition process to internalize the complex skill of
termis. Typical complaints of the over-user are similar for tennis
and second language:
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" 'Tt's not that I don't know what to do, it's that I don't
do what T know!' Other common complaints that come constantly
to the attention of the tennis pro: w

Yhen I'm practicing, I play very well, but when I get into a
match, I £all apart,

then I'm really trying hard to do the stroke the way it says
to do in the book, I flub the shot every time. Vhen I concentrate
on cne thing I'm supposed to be doing, I forget something else.”

. 17).

The correlate of these observations in second language is
familiar: The over-user may kmow the rules, do well on (5low)
tests, but be unable to consciously control all aspects of gram-
mar when using the second language in ordinary contexts.

Tennis lessons, like second language classes where undue
emphasis is on form, are typically addressed to the monitor, or
self 1, Consider Gallwey's description of a "typical temnis
Lesson'":

", . . The pro is standling at the net with a large bucket of
balls, and being a bit uncertain whether his student is consider-
ing him worth the lesson fee, he is carefully evaluating every
shot. 'That's good, but you're rolling your racket face over a
little on your follow-through, Mr. Weill, Now shift your weight

onto your front foot as you step into the ball . . . Now you're
taking your racket back too late . . . Your backswing should be
a little lower on the last shot . . . That's it, much better,'

Before long, Mr., Weill's mind is chuming with six thoughts about
what he should be doing and sixteen thoughts about what he shouldn't
be doing. Tmprovement seems dubious and very complex, but both

he and the pro are impressed by the careful analysis of each

stroke and the fee is gladly paid upon receipt of the advice to
'practice all this, and eventually you'll see a big improvement,'

b. 18).

Like many mediocre second language teachers, I have taught
this way, impressing both myself and my students with my detailed
and careful analyses of the intricacies of English grammar. One
thing I noted, however, was that many of my students were having
"Eureka' experiences-I was supplying a conscious rule that cor-
responded to tacit knowledge they already had, similar to what
happens to native speakers who study the linguistic structure of
their own language. My students were satisfied and pleased with
this new knowledge, and it seemed to give them a great sense of
security. I was, in these cases, however, teaching linguistics
and not language.
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The acquisition process in tennis is described by Gallwey as
follows:

)
i

"There is a far more natural and effective process for learning
and doing almost anything than most of us realize, It is similar
to the process we all used, but soon forgot, as we learned to walk
and talk. It uses the so-called unconscious mind more than the
deliberate 'self-conscious' mind . . . This process doesn't have
to be learned; we already know it," (. 13).

Acquired performance is best revealed in tennis, as in second
language performance, when the Monitor is not able to intrude, that
is, whenthere is no time for it to intrude, or when the conscious
mind is somehow *'stilled':

"In rare moments, tennis players approach . . . unthinking
spontaneity. These moments seem to occur most frequently when
players are volleying back and forth at the net. Often the exchange
of shots at such close quarters is so rapid that action faster
than thought is required. These moments are exhilarating, and
the players are often amazed to find that they make perfect shots
they didn't even expect to reach . . . they have no time to plan;
the perfect shot just comes.' (. 32).

Also, 'the player's mind can become ''so concentrated, so focused,
that it is still. It becomes one with what the body is doing,
-nd the unconscious or automatic functions are working without
interference from thoughts . . .'" . 21}. In this state the player
"is not aware of giving himself a lot of imstructions, thinking
about how to hit the ball, how to correct past mistakes or how to
repeat what he just did, He is conscious, but not thinking, not
over-trying . . . The 'hot streal’ usually continues until he starts
thinking about it and tries to maintain it; as soon as he attempts
to exercise control, he loses it." (p.20).

Vhen acquisition, rather than learning of tennis is allowed
to occur, Gallwey says that we see errors correcting themselves
naturally (assuming, of course, that self 1 = learning and self
2 = acquisition). Errors are best interpreted as part of the
developrment process, something to observe but not to
identify with. This is precisely what 1s said about errors in
first language acquisition, and several scholars, especially
Corder (1976), have made similar comments about errors in second
language performance.
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The Monitor Model and the Classroom

I have suggested that adult second language performance.
and other kinds of post-critical period learning can be
described with the same model, This does not imply that all
post-critical period learning and instructions should be
absclutely identical. It seems to me that the Monitor, or Self
1, may play a slightly larger role in second language than in
temmis, for example, and that some degree of conscious learning
might be quite useful in scome language use situations, As
mentioned above, there are occasions where the second language
performer has plenty of time to edit an utterance or written
sentence, and appeal to the Monitor may indeed increase accuracy
(although the Monitor may sometimes get in the way when a
complex construction is involved--see Krashen et al., 1976).
Tennis may simply require such fast and complex performance at
all times that monitoring is impractical.

I have, in fact, suggested elsewhere that the best approach
might be one in which both learning and acquisition are fully
utilized in the classroom, I base this not on any direct appli-
cation and testing of the Monitor Model in the classroom, but on
my observations that really good teachers provide clear rules
for learning, presented in a variety of ways to acconmodate dif-
ferent learning styles, as well as interesting, natural (con-
textualized) exercises. These exercises may provide for both
learning (rule practice or induction} and acquisition at the same
time. Again, this is not Applied Linguistics, What I think is
occurring is that an independently developed Art of Teaching and
anindependently developed model for adult second language performance
reach similar conclusions.

A revised version of this paper appears in a special edition of
ITL: Review of Applied Linguistics.
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I, Introduction

The opinion is frequently voiced by language teachers that it
is senseless to teach students to read in a foreign language before
teaching them to read in their mother tongue. By '‘reading in
their mother tongue" is usually meantl "reading well in their
mother tongue', rather than simply being literate in the mother
tongue, The assumption being made is that if, for example, a
student cannot read well in Spanish, he will not be able to learn
to read in English. In other words, it is assumed that there is
a close relationship between reading ability in Spanish and ability
to read in English: that the lack of ability to read in one lan-
guage will imply a similar lack in the other, and that ability in
the one will predict ability in the other, These assumptions and
suppositions, however, are rarely put to the test, To gather
empirical evidence on the matter was the aim of this research
project,

A further, related, question which the research sought to in-
vestigate was: Ts the students' lknowledge of English, or English
proficiency, a more important precondition for English reading
comprehension than their reading ability in Spanish? That is,
can they learn to read English regardless of their reading skills
in Spanish, provided they are proficient enough in Fnglish? The
answer to this question about the importance of English proficiency

]This report is a revised version of a paper given at the Mextesol
Mational Conference in Monterrey, October 1977.
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was usually given in the affirmative by the proponents of audio-
visual methodologies, for example, up until only a few years ago.
More recently, however, methodological approaches to the teaching
of reading comprehension have come into conflict with the previ-
ous 'proficiency-first' view, and, based on the assumption that
reading comprehension can or should be leamt before a student
has Teceived a thorough course in general spoken English, there
now exists an increasing mumber of commercially available ESP
courses, for example, which implicity or explicity contradict
that previously strict audiolingual principle by their very
existence. In other words, a strictly orthodox user of the old
Collier MacMillan English 900 serles, for example, would introduce
the written form only of these English base sentences which the
student had already mastered and could produce orally. The stur
dent's being taught to read the English of his engineering texts
was anathema and entirely out of the question for reasons fFfounded
in that methodological approach,

How might these matters be investigated? A variety of possible
procedures suggest themselves, but we need at least the following
instruments;

Firstly, to find out how our students read Spanish would require
4 test of some kind, Hopefully, the results of such a test would
give us a valid, reliable and objective measure of their reading
ability in Spanish, Secondly, since we want to compare their
reading ability in Spanish with their reading ability in English,
we will need a reliable measure of their reading comprehension in
English. This, of course, 'would require that our subjects have
some previous knowledge of English. So we would also need a
measure of their knowledge of English, which might be supplied by
a proficiency test, for exanple. Then we must compare the results
of the three measures - reading in Spanish, reading in English, and
English proficiency - in order to find out what relationship or
relationships exist, if any.

what are some of the possible implications for teaching which
we might expect to come out of the comparison of these three measures
of our university students?

1} We might find no relationship whatscever between reading
comprehension in Spanish and reading comprehension in English,
In other words, those who did well in reading and understanding
Spanish didn't necessarily do well in reading and understanding
English. If this were the casg,we might assume that there were
two entirely different fields of knowledge and ability; one in
Spanish, and another one, independent of the first, in English,
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Such a result, i.e, no relationship between reading in Spanish
and reading in English, would suggest that we might discount ’
Spanish reading ability as a factor which might effect our
teaching approach to reading in English,

2) We might find a strong relationship between reading ability
in Spanish and reading ability in English, This sort of result
would lead us to assume a possible large amount of transfer of
reading skills from Spanish to English, which might conceivably
be exploited through the teaching of reading strategies helpful
in both languages, for example, instead of considering these
strategies to be language- ~dependent, and therefore to be taught
in different courses. Such a reading-strategies course could
perhaps be designed which might be offered by the university to
all entering students, and not only to these who are studying
English as well as their academic field or profession, Or, such
a reading-strategies course might be offered as a pre-requisite
to taking a particular English reading course,

3) We might find that a strong relationship existed between
previous knowledge of English, or English proficiency, and
reading comprehension ability in English, If this were the case,
we might simply teach general English courses and not design
ESP reading courses in particular fields of study, or programs
in English for Academic Purposes. This has been the assumption
common in the past, when courses to teach reading as a separate
ability in English were simply not offered, since reading was
assumed to be a logical bK—product of general knowledge or pro-
ficiency in spoken English., The problem with that approach was
that it based its assumption on methodological considerations of
what was the best way to teach oral English, The specific
teaching of reading was at best downgraded and postponed until
the student's oral production was considerable, The point is that
whatever pedagogical approach 1s adopted, it be adopted not only
on the basis of intuition and supp051t10n5 but also on the basis
of empirical data, Thus the aim of this study is to gather some
facts about the nature of reading ability in English and Spanish,
which might then lead us to modify our approach to the teaching

of reading.

II. The experiment

This experiment was designed as a preliminary exploration

of the relation between reading in Spanish and in English,




1) The sample \

Twenty-eight Mexican students registered in the Master's,
program in Administration and at the same time taking a general
English course participated in the experiment, -The tests were
administered to all the Administration students present in the
English class on successive days. Those who took all three parts
of the battery were included in the study.

2) Instrumentation

Two reading texts were selected from the field of adminis-
tration for testing. One was taken from a textbook in English
on human organization and has a high cognitive or conceptual level
of content and ideas (Text B), The second text is also from a
textbook in administration, but is at a comparatively low level
of cognitive difficulty, and contains fewer vocabulary items which
are specific to administration. (Text A)

Each of the original pieces was then translated into Spanish
and revised and edited by native Spanish-speaking teachers of
English and of Administration to ensure the Spanish translations
were correct and readable. After translating the two original
texts into Spanish, we had a total of four texts: the originals
in English, and their translated versions in Spanish, For each
of the four texts, comprehension questions or items were written,
using both multiple-choice and true-false formats, The test items
were designed to test over-all general understanding of the text,
awareness of the difference between information and presented
as personal opinion of the author and information presented as
fact, inference, logical extensions of the arguments presented,
direct reference, etc, (for examples of the tests see Appendix)

Besides the four reading comprehension tests, the TEAL test
battery of English language proficiency for adult students (Caroline
Clapham, 1975) was applied to all the subjects to measure their
general knowledge of English,

3) Method

Of the four reading comprchension tests, two were given to
each subject, one in English and one in Spanish. The subjects
were selected at random to receive one or the other of the al-
ternate pairs of tests, half receiving text A in English, text
B in Spanish; the other half receiving text B in English and




29

text A in Spanish. Thus

a) one group of students did: o
1) text A in English (easy text)
2) text B in Spanish, and
3) the TEAL proficiency test

b) the other group did:
1) text B in English (difficult text)
2) text A in Spanish, and
3) the TEAL proficiency test.

Fach pair of comprehension tests was administered during a one and
a half hour class period, The TEAL proficiency test was given in a
separate period. Both class periods used for the test applications
fell during the last week of classes in the IEnglish course, The
students seemed generally agreeable to particlpation in the experi-
ment -

ITI RESULTS

The tests were scored, and item-analysed, Poor items were
removed and the tests rescored, Although the texts had been se-
lected to represent two distinct levels of difficulty, at least
for a native speaker non-subject specialist, texts A and B turned
our to be of equal difficulty in English for these subjects, the
mean being 11,6 (53%) on A and 11,1 (53% on B). In other words,
for our testees the comprehension tests in Fnglish were statis-
tically equivalent measures of English reading comprehension,
The Spanish versions, however, seemed to show up at least some of the
differences between the two original texts, in the sense that one
had seemed to us to contain greater cognitive or conceptual dif-
ficulty of content and more specialized vocabulary, In Spanish,
the mean for text A was 17.2 (82%) and for text B 13,0 (72%}.

Tt is interesting that the two texts appear to be different
from each other when readers are reading in their mother tongue,
but that when they read in a foreign language, the differences
disappear. The reason for this could be that the problems of
reading in a foreign language are greater than any inherent con-
ceptual or linguistic difficulties that might exist in one text
and not the other,




Concerning the relationship between reading in Spanish and
reading in English, the primary objectives of the experiment, we
found positive but low correlations between the subjects' per-
formance on one as compared to their performance on the other:

a) B English
b} B Spanish

A Spanish Ad (p <.,05)
A English .56 (p < .05)

noy

In other words, there was a relationship between reading compre-
hension in English and reading comprehension in Spanish, That
is, the students who did well in reading in Spanish tended to
do well in reading in English as well. This tendency or
relationship was not found to be strong encugh to be able to
prfdict a student's score on one test, given his results on the
other.

The strongest relationship encountered was between English
language proficiency as measured by the TEAL test, and reading
comprehension in English (Teal with B English ,67, p <.05). This
finding is of considerable importance, since it suggests that
the student's knowledge of English is much more important to his
comprehension of English texts than is his reading ability in
Spanish., Although the finding is not surprising, since one would
not expect students with poor English to be able to read well in
English, it is important because it appears to provide some sort
of answer to those who feel that reading ability in one's mother
tongue is the most important determinant of reading ability in
English. One should be cautious, however, in interpreting this
result, as a correlation does not imply a causal relationship.

It does not follow that a concentration on improving our students'
general proficiency in English will lead to a commensurate
improvement in English reading ability. However, there is a
suggestion that it is even less likely that improving Spanish
reading ability will lead to an improvement in English reading.

It should be noted that the easy text {Text A) correlated at
a considerably lower level with TEAL than the difficult text
(.42 v .67). This might be taken to mean that knowledge of
English is less important to the understanding of an easy text
than to the comprehension of a difficult text, Certainly it in-
dicates that one should be careful about generalising results
gained from the use of certain texts to statements about reading
ability in general, regardless of the nature -linguistic and
conceptual - of the text, Furthermore the difference between the
two correlations of the English and Spanish texts might well be
attributable to the difference In texts. That is, it could be
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generally true that the ability to read a difficult text in
Spanish will correlate higher with the ability to read an easy
text in English, than the ability to read an easy text in Spanish
will correlate with the ability to read a difficult text in.
English, Such a conclusion is entirely speculative at present.

IV Conclusion,
The research posed the fellowing questions:

1} How well can our students read Spanish?

2) Is their Spanish reading ability related in any way to
their ability to read in English?

3} Is their proficiency in general English more important
than reading ability in Spanish as a pre-condition to
their learning to read English?

The results of the study indicate a positive tendency for
reading ability in Spanish to relate to reading ability in English.
This relationship, however, is far from close, which is perhaps
somewhat surprising, at least for these who hold the view that
there is a necessarily close connection between the two,

The study also found that the best predictor of reading ability
in Inglish was not reading ability in the mother tongue but pro-
ficiency in the foreign language. However, as the text variable
was also seen to have an effect, no general conclusion can be
reached, Therefore, at this stage no recommendations can be made
as to the type of course that might be helpful for students who
need to learn to read in English, Nevertheless, we feel that such
recommendations might change if subsequent studies should provide
clearer answers to our questions, TFurther research into the
nature of the relationship of reading in Spanish and English is
clearly necessary, possibly concentrating on measuring reading
strategies (the process of reading) and on measuring the various
sorts of information (the product of reading: factual, inferential,
evaluated, etc.) that can be extracted from text.
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1. Introduction

In this article we will describe the rationale and procedural
steps involved in the mounting and executing of a special purpose
English language project which might act as a model for teachers
or course designers faced with a similar task,

2, Background

This project was one of several resulting from the establish-
men of a co-operative link between the Centre for the Teaching of
Foreign Language (CELE), National Autonomous University of Mexico
and the Department of (Applied) Linguistics, the University of
Edinburgh and financed jointly by the Mexican and British Govern-
ments, This specific project, begun in March 1975, had three
distinct, though related purposes: (i) to develop and test ma-
terials intended to provide students with English language skills
as a tool in their academic/professional studies (ii) to document
the progress and stages of the project so that the procedures
followed could, possibly in a modified form, be used as a model
upon which other projects with similar purposes could pattern
themselves (iii) to train local persomnel at every stage of the
project to build up in UNAM a cadre of well-qualified and experi-
enced applied linguists,

It was decided by CELE to carry out the first ESP project in
UNAM in conjunction with the Faculty of Veterinary Medicine and
Animal production (PMVS) because of the enthusiastic support
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for the project by the Dean and his staff., Moreover, the role
played by the IMVZ (and those in other Mexican universities) ih
food production in Mexico is of enormous importance, It was ¢
therefore felt that besides functioning within a suitable en~"'
vironment, the project would be meeting real needs in an
important area contributing to the development of Mexico and
thus justifying the time, effort and expense involved,

3. Operational model for the total BSP situation

The team selected to work on the TMVZ project, followed a
working model for and ESP project:

Special Purposes

Point of Departure ——s Information Gathgring Instruments

provides: —+ Information about students needs
from which are Special purposes in terms
. e - . .
identified: of operational skills

Special Language

on the basis of which D Texts

are selected:
which provide: ————p Description of the language deemed
necessary in both formal and rhetorical terms
and from which are Yy Teaching'points
selected and sequenced:

Fig. 1 The operational model of the total ESP situation
{Mackay and Klassen 1976}

4. Information Gathering: Students needs

Ixperience indicated that an erroneous but common point depar-
ture for ESP projects is the "Special Language', the "Special
Purposes'' being assumed wrongly to be either self-evident or
already familiar to those involved in the project, The team felt
that there was sufficient disagreement among the opinions of those




who were "already familiar' with the students needs to warrant
a close investigation of these needs and a clarification of thé
factors involved. ‘

wt

Initial examination of purported needs amply demenstrated that
there was inadequate distinction made between ''current real needs',
"future real needs' and "future hypothetical needs'. Another
category of "meed which tended to add to the confusion was that
“imposed’’ by a well-meaning teacher which reflected teacher desires
for certain kinds of instruction independent of any identifiable
need on the part of the students.

An exhaustive questionnaire was prepared for both the subject-
matter teachers and the students in the FMVA.,  Experience had
shown the inadequacy of information gathering instruments which were
left to the students to complete; they were returned with the answers
to some questions left blank, misunderstanding of questions was '
obvicus from conflicting answers, and anomalous answers were
difficult or impossible to follow up. It was therefore decided that
the questiomnaire should be conducted as a structured interview in
which a trained interviewer would put the questions directly to a
faculty member or student being interviewed and note his answers.
In this way, deficiencies inherent in the type of questiommaire
mentioned above could he gvercome.

The structured interview was conducted individually with 42
professors and 52 students representing every Field of study and
every semester in the undergraduate degree in the FMVZ. The results
provided us with a clear picture of the needs of the students as
represented by both the staff and student body. In essence, the
results indicated that a lmowledge of no language other than Spanish
was necessary for a student to complete his undergraduate studies
satisfactorily. However, it was felt by 78% of the faculty and 58%
of the students interviewed that a reading knowledge of Inglish would
permit students to increase the quality of their academic and
professional knowledge significantly. No skill other than a reading
skill emerged as a need.

5. Selecting suitable texts

We then conducted a series of classes in which the variables
“intended readership of text’, "students' familiarity with the
propositional content of the text' and relationship (i,e. similarity/
dissimilarity) of the teaching texts to the target texts'' were




35

¥
{

examined. It was discovered that the intended readership of the
text should coincide with the student readershin, that the informa-
tional content of the text should be partly familiar, but should
exnand upon the students' existing lmowledge of the subject and
that teaching texts should be target texts, Clearly different
results would be obtained for groups of students in different
circumstances.

6. Identifying teaching points

Two attempts to identify "reading difficultes’ of Spanish-
speaking students reading English were made, One used the Cloze
and medified Cloze techniques and the other used translatiom,
These experiments are still in progress. Until the results of
such work can provide us with objectively arrived at teaching
points, our selection must inevitably be based on informed intu-
ition and observation.

7. Creating exercise types

The exercise types uséd to practice the teaching point were
also arrived at as 4 result of prior experience and familiarity
with successful practices. Our observations and feedback from
teachers using the materials did permit us to sequence the
exercise types within any instructicnal unit to lead to optimum
learning on the part of the student.

8. Bvaluating the new prograrmie

Finally, the materials and course of instruction which lasted
1 term (70 hours approx.) were evaluated in terms of student per-
formance. Briefly, it was found that (i)}the drop-out rate for
students using the new material was 4% as opposed to almost 50%
using traditional materials in CELE (ii) 94% of the students
showed improvement in reading comprehension over the period of
the course.

The materials are now being used with about 500 students in
the FIMVZ annually.

8. Conclusions

Our conclusions to date are that a carefully plamned ESP
nrograrme can contribute effectively to a given learning situation
but a great deal of very basic research is still required in order
to permit all the procedural steps to be decided upon objectively,
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TEYOND "'BASIC" ,
PART IT] .

Paul Davies
Instituto Anglo-Mexicano de Cultura
Puebla

In Part T of this article, I suggested that a learner's per-
ception of and attitude towards the English language are likely
to change considerably as learning progresses, and that the
learning strategies employed are likely to change also, At first,
only  simplified bits and picces of the language are perceived
by the learner, who may manage to make apparent sense out of them
but cannot be fully aware either of how they can be used or how
they cannot. For example, the learner is unlikely to suspect
that the Present Progressive can be used for future time ("We're
having a party next Saturday.”’); that "It is a Chevrolet” may
correspond to "SI es un Chevrolet''; or thaf “'hox’ nay correspond
to "palco” but not to ‘'caja de cobro’’, In the early stages of
learning, in formal study conditions, the learner is likely to
be cautious and happier when he can work almost excluslvely with
the rules or models given by the teacher.

I also suggested that structural-situational approach to basic
course teaching can create favourable conditions for learners
to reach some limited communicative performance objectives, So
far, T have been concerned with learning, but in talking of a
structural-situational approach, I am now concerned with teaching,
In formal study conditions, teachers traditicnally attempt to
impose learning strategies on the students, I have said that
beginning students are likely to have little or no awarness of
how the items of English they first meet fit into the wider
panorama of grammatical structyre and usage, and that they are
likely to be cautious - and happier following the teacherTs

1The first part of this article was published in Volume 2,
mmber 2,
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rules and models closely, !
Beginners (adolescents and adults at least) also tend to N
approach the learning of English as they would approach the.
study of geography or any other school subject. A structural-
situational teacher may, therefore, consider it his first task
to train the students to learn English “his way' -by guessing
meanings from situational contexts (rather than expecting
Spanish translations and vocabulary lists to memorize); by
constructing sentences after models (rather than expecting
grammatical explanations and rules in Spanish); by listening
to and producing English sentences most of the time (rather
than talking about Fnglish in Spamish). I believe such a
teacher is largely justified in his efforts to persuade students
to learn English his way, with a greater deal of time devoted
to performing in the language and very little to discussing
the language. However, it should not be forgotten that some
flexibility is always advisable and a little experimentation
comrendable

After two or three hundred hours in classes, the learner
should be developing a broader perspective of the English
language. He should be aware of much of the complex patterning,
of regularities and irregularities (‘'rules” and "exceptions"),
of the polysemy of many words and sentences, of some alternative
ways of conveying the same message. e should be able to
perforn some simple communicative tasks quite well: write short
letters, ask the way in the street, understand a simple airport
announcement, and so on, Indeed, if these statements are not
jn any way true of learner, he should not pass to an intermediate
course, The fault may not lie with the learner, of course, but
with the syllabus designer or the teacher.

Along with this broader perspective of English and this
commmicative ahility, the learner is likely to feel rather
impatient at learning new meanings and grammatical features in
an elaborate fashion when he can see a more direct way himself:
for example, by definition or explanation in English, Also, one
camot be sure what is completely new for students at the inter-
mediate level. Different learners will almost certainly have
had different exposure to English so that the teacher camnot
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assume that all items in the syllabus are ‘new” for every student,
The student who has previously encountered the item may prefet

to tell the class about it himself rather than be told over again
by the téacher. Intermediate learners, even if they are conscious
of their short-comings and problems, are likely to want to listen
to the teacher and repeat after him less, and risk talking and
writing more themselves,

A sensitive and realistic teacher should respond to these
characteristics and aspirations of intermediate learners, so that
how they learn is determined rather less by the teacher and more
by the learners themselves, The intermediate course teacher
should certainly attempt to impose learning strategies on the
students much less than the basic course teacher, It is also
worth bearing in mind that the basic course teacher's efforts
may not in fact determine what learning strategies the students
employ. Rather, he should offer a variety of ways for students
to overcome their errors and weaknesses and to expand the range
and flexibility of their English. On the other hand, the teacher
should still create classes which appear to the learnmers to be
well-planned and purposeful

Observation of actual teaching can be much more illuminating
than speculative discussion. What follows is intended to be
something between a plan and a description of a sixty-minute
intermediate class, It is fiction, but based closely on what
has happened in real classes I have given or observed.

CLASS 1

The teacher enters and makes the comment: ''Good gracious,
Not many people here this morning! What do you think has
happened?" He gets a few suggested explanations and the corment
from one student; 'It always is the same, Everybody is going
to he here in five minutes,' The teacher asks the students to
do Exercise 14 in the textboolk (a mixed conditional Ffill-in
exercise), As the other students come in, he gets them working
at the same exercise. Before most of them have finished, all
15 students have arrived, The students then give the answers
orally, To one of the sentences (Jack won't go to the party

unless Mary------ ), students offer the completions: '...unless
Mary goes’’ and "unless Mary goes to it too”. The teacher says:
“Good!™ or simply *,.unless Mary d.."', andpauseswith the initial

"d'" formed, A student says: 'does”, The teacher asks the student
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to repeat the complete sentence, Then he says: 'You can also
say : Jack won't go to the party if.,...."". A student completes? f
"Mary doesn't", The teacher exploits several sentences from the

exercise in a similar way., The teacher also asks <uestions like: |
"o you never go to parties unless your girlfriend does?' and is |
lucky enough to get the reply from one student: "I always go to
parties unless my girlfriend wants to go too." The other students
laugh.

The teacher also asks for the opposite of ''polite’ which
occurs in the exercise; a student offers ™mpolite" which the
teacher rejects. A second students offers ‘'rude’, The teacher
says: '"Good! Does ''rude" mean "rudo”?" One student thinks it
does but the rest say it doesn't. The teacher confirms that it W
doesn't and asks: '"How would you say ‘rudo™ in English?'' The s
students decide: ‘''rough'. One or two sentences using the word :
are elicited,

This exercise takes about 15 minutes, Some students take notes
about different points that come up, The teacher writes two or
three medels on the blackboard like this:

he hod studied, he wordd howe possed the exan.
This isan 'old' pattern but the class is having some trouble
with it, Notice the circling and underlining to emphasise the
grammatical features, A short oral drill follows this exposition, |

Then the teacher quickly draws a picture on the blackboard;

Students are asked to suggest what might have happened. 'Might
have' plus the past participle was practised intensively a month .
before, Then the teacher tells a story, '"This man, Fred, i
quarrelled with his wife. You see, she spent all the house-keeping 3
money on clothes, So Fred quarelled with her and went down to

the pub, He drank too much, On his way home he started throwing
stones at the street lights. A policeman stopped him and he
punched the policeman on the nose, The policeman arrested him

and now he's in prison,” The teacher checks that the students

have understood the story, eliciting explanations of 'pub” and
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‘house-keeping money'!, ‘He asks a student to retell the story,
He continues: 'Fred wishes he wasn't in prison, Would you *
like to be in prisen? Of course not, = He wishes he hadn't /
quarrelled with his wife. Vhat else does he wish he hadn't
done?’ The students produce sentences like: ''He wishes he
hadn't gone to the pub.” 'He wishes he'd stayed at home,"

The teacher has to get some students to correct “'has' to "had',
From time to time, students are asked to write sentences on the
blackhoard as oral practice continues. Then the teacher suddenly
asks an older student: "I didn't study very hard at school.

Did you?" The student replies: "No, I didn't", The teacher
waits, smiling at the student. After a wmoment's thought, the
student says: “'I wish I had studied hard,..harder,' The teacher
says: 'Me too,'" More personal examples follow from other stur
dents, The teacher now writes on the blackboard;

Fred (Wishes) he hod stoged ak

v,

v i~ Pnhrwv Y

The teacher explains: "Both sentences refer to the past, to
something that didn't happen in the past. TFred didn't stay at
home he went out to the pub, He didn't stay at home, but he
wishes he had stayed at home, He didn't stay at home, but if
he had stayed at Eome, he wouldn't be in prison now,'" The
period of teaching "wish plus the past perfect™ (the teacher
having assumed that the item would be 'mew’ for most students)
takes about 15 minutes,

The teacher then hands out a supplementary reading comprehension
book and asks the students in pairs to answer the multiple
choice questions on a particular passage, FHe gives them ten
mimites to do this and walks around encouraging the students to
discuss the questions in English, not Spanish. The students then
offer their solutions and where there is some controversy, tie
teacher asks the students to locate the relevant information in
the passage, For one question, the relevant information is
contained in the phrase "was willing to help". Asked for a
translation, most students offer "deseaba” but one or two give
Mestaba dispuesto', The teacher asks a student: "If a rich
relative invited you to spend a holiday in Europe, would you say
you were willing to go or you would like to go?'" The student
hesitates and answers: "I would like to go,”' The teacher asks
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another student: "And if someone asks you to help him to paint 1
his house?' The student replies; "I say I am willing to help,** |
The teacher says: "Yes. You would say you were willing to help), 5
Does that mean you wanted to help?' A good student replies:.
""No, not necessarily.”

Then the teacher reads through the passage aloud, breaking
off to ask for an alternative way of expressing a particular
idea, checking the meaning of words by asking for opposites,
definitions or translations, The teacher also asks personal
questions where appropriate, The activities bascd on the
reading passage take about 20 minutes,

M e

The teacher now says: "Suppose Juan had won first prize in a
poetry competition. What would you say to him? Maria?” Maria
looks blank, "Anyone else?' A student offers:; "'I'd really like
to congratulate you on winning the paetry prize, Juan,' The
teacher says: "That's right, We looked at ways of congratu-
lating people last week, Now suppose you've got some bad news
for someone, Pepe has just failed an English exam and you've
got to tell him, What would you say to him?"' Students
suggest: "You failed the ¥nglish exam, Pepe, I'm sorry,” "I'm
afraid you've failed the English exam, Pepe,’' The teacher
suggests: "Why not prepare him for the bad news and then tell
him? For example: I'm afraid I've got some rather bad news for
you, You didn't.,.." The teacher then drills this formula,
substituting failure to get promotion, a lost book and so on,
Alternative formulae are then discussed: "I'm sorry to have to
tell you this, but.,,.'" The class is now coming to an end, The
teacher asks the students to be ready to discuss tbe place of
women in society in the next class, He points out that men still
dominate in public life and asks the students to think (1) of
reasons why this is so and (2) how this situation is changing
(or not),

CLASS 2

|
\
In the following class, the teacher handles I wish I lived...”
and "I wish you wouldn't,,..”, explaning that in the first the
wish is impossible (or the speaker feels it is}, and in the
second the speaker feels that the person addressed may respond
favourably,"I wish you wouldn't speak soloudly is very similar
to "Would you mind not speaking so loudly?' The grammatical
and semantic similarity of "I wished I lived,,." and "If I lived
voo ' ds discussed, A fill-in exercise practising "wish'' and
conditionals is set, The topic of women in society is then
discussed, first in groups of four or five and then in the whole
class, A taped dialogue is then played to the students and
their comprehension is checked in different ways, including the
students writing occasional sentences on the blackboard, Tais
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often helps to reveal and clear up misconceptions, either of
meaning or grammar, Finally, ways of giving bad news in a
formal letter ("We are sorry to have to inform you that.,.” etci)
are discussed, practised, and compared with informal, spoken.
formulae, At the end of the class the students are reminded to
hand in their brief book Teports in the following class, This
task was set three or four weeks previously,

The reader may disagree with many aspects of the intermediate
teaching described above, In my opinion, however, it has a
number of virtues, It exposes the students to a great deal of
varied Fnglish without going beyond their capacity. They
listen to the teacher, to recorded materials, to each other; they
read from the blackboard. from the textbock, from reading
comprehension books, from simplified readers, The teacher
frquently comments on the language and the students are free to
ask questions about the language itself and how it is used., The
students are also given ample opportunity to use English com-
municatively rather than just practise structures and usage for
their own sake. The students use Inglish to talk about the
language as well as to discuss topics of common interest and
books they have read, In doing so, students experiment in
finding words for the ideas rather than ideas for their words,
They take risks and make mistakes, but with the teacher and other
students monitoring their English and helping when necessary.

During free production, students will make some errors which
are merely slips of the tongue, others which are developmental
errors that will be corrected in time, and yet others which are
fossilised errors which have gained a permanent place in the
students' English, Errors of the first kind shorld normally be
ignored (except in written work); errors of the second kind may
sometimes be ignored, but may be self-corrected by the student
concerned or by the teacher; errors of the third kind are often
best handled by focussing the students' attention on the problem
and explaining very clearly what he is doing wrong., It is not
always clear, of course, which errors are of which kind, S5lips
are usually not recurrent; developmental errors are usually in
items Tecently acquired, or in attempts to say something for
vhich the most appropriate form of expression has not yet been
encountered; fossilised errors are highly recurrent and often
in items taught a long time before,

Apart from giving wide exposure, ample oppertunity for
communication and the chance to experiment and correct one's
own errors, I would argue for further merits in the style of
intermediate teaching described ahove, In the areas of grammar,
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lexis and usage, the students should he acquiring a clearer
preception of the systems of the language, At the same time, -
grammatical and lexical skills and knowledge are being extended’
Key examples, drills, translation, explanations and so on, are
used in extension and remedial work, giving students the oppor-
tunity to employ a variety of learning strategies, Explicit
attention is also given to ways of expressing different
communicative functions, and to different styles of expression,

Above all, I believe that an intermediate teacher should
not approach his task from one angle only: by continuing, for
cxample, with the same style of teaching used at the basic
level; by "intellectualising'' the teaching by using onl
gramear-translation and academic exercises; by totally aban-
doning teaching strategies and just encouraging students to
talk and talk; or by teaching only “'conmumicative functions',
The intermediate teacher should be the master of a broad
repertoire of techniques and should use a wide variety of
materials and activities in the classroom,

If there are no "methods” for intermediate teaching, there
are certainly none for advanced teaching, This is probably as
it should be but it is nonetheless disconcerting for teachers,

Continuous exposure to a wide variety of English is essen-
tial for students to progress from the intermediate level
towards an educated native speaker's command of the language,
Extensive reading should form an important part of an advanced
course, Oral and written discussion of topics for their own
sake rather than for the sake of practising English should
also be a key element, Students should be faced with the
problem of finding appropriate language to express specific
kinds of ideas in different types of communicative situations.
Some students, however, do not readily get dowm to reading and
writing or do not participate well in discussions,

The ideal focus of attention for an advanced class may well
be a project or a series of projects, The preparation of the
project can involve the students in reading newspapers,
magazines and books, in discussing the material in class and
in writing up their research, Points of pronunciation, lexis,
grammar and style will be handled within this framework, usually
with explicit explanation and dicussion and the giving of
examples, Unfortunately, ideals are difficult to attain, and
the enthusiasm of students is not always fired by a project,
Also, the very challenge of the task may defeat the student's
persistence and language resources,
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An alternative to major project work is a variety of short
and self-contained tasks, Here are a few examples, a

(1) The teacher gives five or six sentences and the students”
have to give alternative ways of expressing the same ldeas;
this can lead to the discussion of specific structures,

(2) The teacher reads a passage containing information which
the students take down in notes; after a second reading, the
students write a sumary of the passage,

{(3) The students are given a number of extracts from different
sources, Their task is decide what kind of text they come
from {giving reasons) and commenting on style, use of lexis
and so omn,

(4) The teacher says a word (''spring, for example) and a student
says the first word that comes into his head (‘'love', ‘'bed",
"water' or whatever) and then has to explain the association,

This continues round the class.

(5) The students are presented with a problem situation; various
solutions are discussed and voted on, For example: Venice
is sinking, Should we

a) let it sink as it is too expensive to save it;
b) spend an immense fortune on saving the city;
¢) spend less meoney reconstructing the city in a safer place?

Again, as for intermediate teaching, I would stress that a
varied approach is vital to advanced teaching, I can imagine
nothing worse for students than an endless string of reading
comprehensions followed by swmary writing.

In conclusion, I would like to correct any impression I may
have given that I see the basic stage as being clearly divided
from the intermediate stage, and the intermediate from the
advanced, Obviously, enchxmorpes into the other, What I do
believe is that a series of basic courses should have clear
performance objectives; this is especially important for the
many learners who will go no further in the formal study of
English, A series of internediate courses should have further
performance cbjectives (based on the native-like use of English
in a fairly wide range of restricted tasks). A series of
advanced courses should be aimed towards an educated native
speaker's command of English, so learners should engage in
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many of the same language activities that the native speakers ,
can, and how to cope with.
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PROGRESSIVE DECONTROL THROUGH DELETION:
A GUIDED WRITING TECHNIQUE FOR ADVANCED ESL LEARNERS
IN TECHNICAL FIELDS a

Robert C. Weissberg
New Mexico State University

Second language teachers have long used the techniques of
gulded writing in their composition classes. To date, these
techniques have been used to best advantage in developing writing
skills at the elementary level, but have posed problems when
adapted to the needs of advanced students. The manipulative,
rigidly controlled nature of much guided writing practice is not
attractive to learners who have already developed fluency, though
perhaps not accuracy in their writing, and who have sophisticated,
original ideas to express. The purpose of this paper is not to
argue against the use of guided writing practice with advanced
stivlents, but rather to identify its drawbacks and to illustrate a
technique that seems to answer them.

The teaching hypothesis underlying guided writing as a method
is that by systematically building up a repertoire of writing
features in the second language, students will acquire fluency
in writing in a gradual, orderly fashion. Cooper's complaint
{1970:305-8) that a second language probably cannot be taught by
analyzing and sequencing its discrete features need not necess-
arily be taken as a refutation of guided writing per se, but it
should alert us as practitioners to dangers inherent in the method.
If comunicative competence is to be our goal in teaching writing,
classroom exercises are probably valid only insofar as they are
set in situationally relevant contexts., Certainly, we must guard
against the use of non-contextual materials for second language
learners at any level of proficiency, in any skill area,

Neither should Rivers' warning (Rivers 1972: 24) against
practice that excludes the original language input of the student

th

1This paper was given at the IV =" Mextesol Convention, Monterrey,

N.L., November 1977,
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invalidate all guided writing, However, it serves to remind us
that any technique which over-emphasizes manipulative operations

at the expense of genuine, student-initiated communications is
likely to be as ineffective in developing competence in writing

as it is in speaking, Although such techniques provide intensive
practice in specific areas of difficulty, they give no assurance
that the''great leap" will be made from skill-getting to spontaneous
skill-using (Rivers 1972: 23).

Selecting appropriate guided writing materials for advanced
students is especially problematic in that these students' weaknesses
are very often just those discrete points (e.g., proper use of
tenses, articles and prepositions, commectives, referentials, etc,)
which seem best approached through repetitive, manipulative practice,
The methodologies currently available attempt to solve this dilemma
through various strategies, a few of which are briefly examined
here from the standpoint of the advanced learmer.

1. Step operations: In this technique the student is asked to
perform a programmed series of grammatical operations arranged
according to a hierarchy of difficulty (e.g., alteration of sentence
subjects in number or gender, shifting tenses, expanding existing
sentences with clauses or phrases, etc,)A variety of passages is
provided upon which the operations are to be performed (Paulston
and Dykstra 1973), This technique has the advantage of isolating
and strengthening specific grammatical problem areas, while pro-
viding a variety of contextual settings to maintain interest. Its
disadvantage is that at best students are engaging in a pseudo-
communicative activity (Rivers 1972: 22-3) which is of gquestionable
value 1f not followed by genuine skill-using opportunities. The
learner is in effect abandoned at the most crucial stage in the
acquisition process: just as he is ready to integrate the new

item into his own writing repertoire, Also, advanced students tend
to complain of the mechanical nature of such practice, sensing

that the grammatical operation has priority over meaningful
content,

2. Situational models: A series of composition models is
provided, illustrating various written language situations e.g.,
a cookbook recipe, a bread-and-butter letter, a political speech,
a short biography, etc.) The student first copies the model, then
studies various grammatical patterns and lexical features selected
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1

as typical of the modeled situation. Finally he constructs hds
own passage along a related topic, attempting to utilize the ser
lected features as best he can (Faskoff 1971}, To the extent «
that the model provides an authentic example of written langtage
relevant to students' needs, this can be a valid and useful tech-
nique. All too often, however, the language situations presented
are neither relevant nor sophisticated enough to maintain face
validity for the advanced student. Also, this technique often
neglects intensive written practice of discrete points in favor
of its commmnicative bias., Unhappily, it is exactly these points
which the advanced student needs to practice and refine. Thus,
problems remain uncorrected and the student continues to make the
many small errors whose cumilative effect is often to render

his writing incoherent,

3. Teaching cognition: Other types of guided writing materials
attempt to teach the second language student to write comprehen-
sively by teaching him to think logically within the prose cat-
egories common to written English (e.g.,comparisen and contrast,
narrative sequence, cause and effect, proposal, refutation, etc.)
(Lawrence 1972, Arapoff 1970). In its most useful form this
techmique provides students with the linguistic devices necessary
to express abstract relationships in the second language, Often,
however, it is tacitly assumed that the student has developed
neither the cognitive processes nor the language to express them
and must be instructed in both., Granting the possibility of the
latter, the former is of dubious validity, especially with students
at the university level, where such an approach results in a loss
of student interest in the materials,

Still granting the basic validity of guided writing practice
at the advanced level, the materials developer is thus faced with
the task of providing students with 1) intensive practice with
discrete features of the language, 2) contextual writing situations,
3) opportunities for original language use, and 4) content of
sufficient interest and sophistication to maintain credibility,
A technique featuring progressive decontrol through deletion meets
the stated objectives,

Iecontrol throupgh deletion: The technique of deletion has been
established as a useful means of determining second language com-
petence, as in cloze tests ([Oller 1973: 192-4)., It has also been
employed by Newmark (1964} in a writing text as a practice device
to develop control over ''chunks' of language as cued by the
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surrounding context, Newmark's technique differs fram a cloze

in that phrasal groups as well as individual words may be ‘
deleted from a passage, and a set deletion schedule(e,g,, every
sixth word) is not followed, The technique to be illustrated
here uses deletion-by-grammatical-category as a means of focusing
attention on discrete areas of written grammar. As in Newark,
deletions need not be limited to single lexical items.

The deletions are gradually expanded, giving the student
progressively more freedom to deviate from the original text.
The corpus employed may represent any type of written English the
instructor finds appropriate for his students. The examples given
here are of the technical English found in agricultural extension
bulletins, since the students with whom these materials are used
are working toward gradiate deprees in agricultural fields. Tt
should be kept in mind, however, that the corpus could just as
easily represent the English used in newspapers, the academic
writing of the social sciences, or any other desired type,

The target feature used in the present examples is the nassive
voice construction, one of the most common features of technical
English., Tn our classes the instructor precedes the deletion
exercises with an introductory lesson on the passive, consisting
of example sentences projected from a transparency and small-group
oral drill., From there, progressive decontrol through deletion
proceeds as follows:

1. TIdentification: Copies of an appropriate written sample are
handed out and students are asked to identify and underline all
examples of the target feature they can find, In our class students
read an extension bulletin describing a pesticide experiment,
underlining passive constructions (see Example 1 for excerpts). The
instructor checks the results of the exercise with the students as
a group to be sure that everyome is able to identify all instances
of the feature.

At this point the instructor checks students' comprehension
over the passage as a whole., In our class individual students
are asked to briefly explain the purpose, method and results of the
study described in the bulletin. Any problems with specific
vocabulary or questions on the content of the study are dealt with
at this time,

2, Fill-in: 1In a succeeding class period a ditto hand-out of the
original bulletin is presented as a fill-in exercise. The target
feature has been deleted at each occurence and the students are to
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replace it (see Fxample 2}, Trom their previous exposure to thé
passage, students usually find it easy to replace the deleted
segments, In our class exact duplication of original wording is
not required, although use of the passive is, and we insist that
whatever wording the students choose to use be contextually
appropriate,

This exercise accomplishes two purposes: to check students’
over-all comprehension of the passage, and to provide for con-
trolled practice of the language feature as it is used in
appropriate situations, The last is most important; in those
situations where the passive construction is inappropriate

(e.g., ""... the decrease in hoeing time ranged from 45% for
Dacthal..,..,"), the restrictions on the use of the target fea-

ture must be pointed out to help students avoid its misuse.

3. Completion: A new hand-out is provided in a following class
period in which the same selection is reproduced, this time with
whole phrases or clauses containing the target feature deleted
(see Ixample 3). This presents more of a reconstruction problem
than the fill-in, although if the passage provides enough con-
textual clues to support the deletions students can generally
approximate the intention of the original, Use of the target
feature is required in each clause or phrase replaced but vari-
ations in wording are encouraged. Following the activity the
students' completions are discussed with the class and all ac-
ceptable variations are acknowledged.

This step serves as an intermediary between mechanical fill-in
or memorized segments and freer writing; although the content
is predetermined, the student is given opportunity for original
input. Many students will try to rewrite verbatim the missing
segments, reconstructing them with little or no variation. This
is not viewed as unproductive since through direct recall of the
forms the student is often internalizing them, thus making them
available for use in other, analogous contexts.

4. Paraphrase: The jump to freer writing is made here, The
instructor elicits a general outline of the passage under study
from the students and writes it on the blackboard, Students

are asked to use the outline as a guide in composing a one page
paraphrase of the original passage. A topic outline is preferable
to a sentence outline as it allows the students more room for
original writing, The students are asked to use the target

feature in their paraphrase wherever they feel it to be appropriate,
and to underline it at each occurence to aid the instructor in
reviewing thelr paper,
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Ideally, results of this exercise determine the succeeding
step; if the students have demonstrated an acceptable level of
control over the content and the target feature:, step five is-
appropriate, If not, repetitions of previous steps may be
called for, using different selections to maintain interest,

5. Free composition: The necessary extension of such a series
of guided writing activities as outlined above is to allow the
student to demonstrate mastery over the target feature within
content he himself determines, Without this step there is no
guarantee that he has in fact acquired the feature as part of
his active writing repertoire. Our students are asked in a
following class period to write a brief summary of a research
study they have heen involved in or have knowledge of, Since
the students are engaged in graduate research, choosing a topic
is not difficult. They are again asked to enploy the target
feature wherever appropriate, and to underline each occurence.
Passages written at this step are kept to about the same length
as the swmaries produced in step four. Here, accuracy in the
use of the target feature is of primary importance in evaluating
students' work, although clarity and general organization are
also taken into account.

Materials based on this scheme have been found successful in
our classes,  Students' grammatical and stylistic repertoires
have expanded and appropriately used target features appear
regularly in their unguided writing. It was found that pro-
viding representative passages from a variety of different fields
is essential to the success of the activities and to the quality
of student writing, as not all students can be expected to
write with equal enthusiasm on herbicide application studies.

In general, writing is best when face validity of materials is
highest for the individual student.

Perhaps the most useful aspect of progressive decontrol as a
guided composition technique is its adaptability to a variety
of teaching objectives. Although the examples here deal ex-
clusively with a grammatical consideration on the sentence level,
applications can easily be made to discourse level features such
as the use of intersentence comnectors and enumerative devices,
or to the development of a micro-vocabulary and its collocations
within a specific technical field (Kocourek 1972},
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whatever aspects of written language are chosen as the
teaching focus, they will receive greater legitimacy in the
mind of the learner if they are introduced in relevant,
meaningful contexts, There is a greater likelihood of their -
being established in the learner's active repertoire if he is
given opportunities to employ them in progressively longer
segments of original output, Progressive decontrol provides
for these features and so proves a useful addition to existing
methods of instruction in guided writing.
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txample 1. Exerpt from Extension Bulletin 213, "Weed Control 4
in Chili Peppers,” by Phillip M. Trujillo and J, Wayne Whitworth,

New Mexico State University, October, 1971, u

+oe In 1966, chile was seeded by hand into the beds to
obtain between two and five plants per hill spaced at
three-foot intervals. In 1967 and 1968 the seeds were
hand-planted with the intent of obtaining one plant per
each foot of row on the beds, The same variety of chili,
Espanola No, 1, was seeded each year, Irrigation im-
mediately followed planting, with additional irrigations
as needed, A randomized block design was used each year
with three replications in 1966 and five in 1967 and 1968

e

Example 27 Fill-in

+vv» In 1966, chile by hand into the beds to

obtain between two to five plants per hill at three-~
foot intervals. In 1967 and 1968 the seeds
with the intent of obtaining one plant per each foot of row on
the beds. The same variety of chile, Espanola No. 1,

each year. Irrigation immediately followed planting,

with additional irrigations as . A randomized block
design each year with three replications in 1966

and five in 1967 and 1968 ...,

Example 3: Completion

vovs In 1966, chile the beds
to obtain between two to five plants per hill
intervals, In 1967 and 1968
with the intent of obtaining one plant per each foot of row on

the beds. The same
each year., Irrigation immediately followed

planting, with . A
randomized each year with

three replications in 1966 and five in 1967 and 1968,..,.
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USING GRAPHICS TO TEACH THE CULTURAL CONCEPT OF
LOGICAL THINKING IN COMPOSITION )

Mary Durland Kauss
Intensive English Program
University of Texas at
Austin

Writing is one of the most complicated tasks that human
beings undertake., It requires a combination of skills that
begin in primary school and develop through life, Each cul-
ture has its own special way of thinking which detemines how
thought patterns are structured into complicated written ma-
terial, English thought normally follows a pattern of devel-
opment different from Spanish which has its own structural
development, Those who need to learn to write in English need
to understand and imitate these cultural patterns in order to
successfully master written skills, Dean Theodore Gross of
the City University of New York says, '...for most students,
writing is expository, and expesition is standardized and
should be clear and logical, It 1s the obligation of1every
English teacher to give students this primary skill.,"

There are many textbooks that develop the process of con-
structing English composition, It is said that all writers
need common sense, a little thought, and a little work, Cormon
sense can mean learning all the skills presented by the text-
books, a little thought the improvisation, free association,
and knowledge of research methods, but a little work means
getting down to the business of organizing, developing, and
manipulating the material to be used,

The last is the area in which non-native speakers of English
have the most difficulty, Most texts do not take into considerc
ation the cultural significance of the writer's own thought
patterns in his native language, Kaplan uses a very cffective
graphic to illustrate the difference between two languages,

Lanauage. Lanagage
A B

Figure A
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Note that they are very different, Language A follows a
straight vertical direct method while language B often N
digresses; these digressions often develop before returning
to the original point of the thought pattern, These two
examples are models of normal and accepted forms in each language,
Anyone who wishes to master another language must consciously take
this into consideration and learn to imitate the accepted structure.

However, there is a large discrepancy between learning the
thought patterns to be used in conversation and learning the
thought patterns to be used in written expression. Oral
comnunication is facilitated by body language, timing, voice
tones and even pauses anticipating help from others; whereas
the writer has nothing to draw on but his own devices. He must
convey all his thought in such a way that they follow the
logical patterns of the language. Helping the student under-
stand and adopt this natural phenomenon with simple graphics
makes legical construction easier to imitate.

There are the experts who insist that outlining is the only
logical way to teach expository composition, Outlining is
vital - but can a student outline a theme, argument, or com-
nosition if he camnot think logically in the language? This
simple graphic system can be used by itself, before making an
outline or simultaneously with outlining, lere is a simple
graphic to illustrate the structure of the introductory para-
graph of this article:

Figure B
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Qutlined it looks like this,

Mini Outline

I. ‘Topic Sentence
A, Idea |
Figure C B, Idea 2
C. Jdea 3

Since the introductory paragraph was developed into a longer unit
the final step or conclusion is omitted, This is shown by the
irregular line. [However, when teaching only one paragrapi struc-
ture, it is a part of both the graphic and the mini cutline,

If we expand the graphic to illustrate a longer composition

the figure might look like this:

B Patusvn.fhh 1

E— Fhmgmyk 2

Fhmgm?h 5

bl

oL o
7

Simple outlines can thus be presented by graphics,

To get the strength of the introductory paragraph across the
trianglel can be illustrated with a heavier point for emphasis,
(Figure E) The conclusion figure is opened at the top to indicate
the flow of ideas into the final paragraph., (Figure F)
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EN

Figure E

P4

CONCLUSION

Figure F

By this time, the structure should be familiar and the process
of the logical thinking firmly established, The next step is to
illustrate transitions and connectives, Squiggly lines suggest
a chain which conveys the concept of linkage,

{ {
] {
+ v
Figure G ; ‘
+ v

Vbcabulary is added as the process continues, When teaching

coordinating and subordinating paragraphs, the blocking out can
look like this,

™

i Fd

-

Figure H v ¥
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'The student can also be shown the outline structure of *
whole composition, If the outline structure has been presented’
along with the graphic it now hecomes a maxi outline, "

‘(::::j::77 MAX]  OUTUNE
1 -
/1 I —
mam— A —
1 B e
Figure I [——— T —
1 A —
/4 B —

— L

~ -

One of the most difficult steps for a student is learning to
develop a thesis statement, By using the inverted triangle or
funnel, the student can be helped to see that his generalization
belongs to the wide section and he can develop it into a specific
thesis statement,?®

\Gene{.&usmno ~ /

Figure J \\\47

SPeciFic
THESS

When this has been mastered, the argumentatiye essay can be
introduced and its construction illustrated,

Figure K [ew ]
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The basic paragraph graphic can also be used for teaching 4
logical relationships and methods of construction, Chronological .
order, comparison and contrast, cause and effect,just to mention:
a few, are easy to illustrate using the primary design, figure B,
The data can be manipulated around the figure and the figure
itself imposes the uniformity,

In order to build composition skills, it is useful for students
to dissect the work of other writers, By using the graphic method,
a student is able to examine the work of others and the teacher
has another valuable aid for instruction and reinforcement,

Composition takes conscious effort with continuous thinking
to achieve any measure of success, Tt is not easy to keep the
student interested and inspired, There are no games, no com-
munity involvement, Applying cognitive concepts without losing
motivation is challenging to the teacher but sometimes boring for
the student, Patterns as symbols help and become a part of the
meta~language of writing skills, They also perform a very needed
service - that of helping to simplify the often involved thought
patterns of a complex culture,
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BOOK__REVIEWS y

WRITING ENGLISH LANGUAGE TESTS
J.B.Heaton
Longman 1975

Brian Heaton's book is a useful addition to the slowly
growing number of books on the subject of language testing,
and is in danger of becoming as revered and as often
referred-to as the textbooks by Lado, Valette and Harris, to
which inevitable aclnowledgement is made by the author,

As the subtitle of the book suggests ("'A Practical Guide
for Teachers of English as a Second or Foreign Language''),
the main body of the text is primarily concerned with advice
to classroom teachers on how to construct their own tests,
or how to improve them., Although it concentrates on
testing techniques, the book is not at all technical, and
no English teacher need be afraid of approaching it,

Following traditional practice, the book divides language
testing into six arceas, each of which forms a separate
chapter: grammar and usage, vocabulary, listening comprehension,
oral production, reading comprehension and writing skills,
An impressive variety of examples of techniques appropriate
to each area is given, Although many of the techniques
of fered are familiar from previous books on testing, Heaton
does manage to include several which have been developed in
the past few years; the teacher should find many ideas for
the improvement of his own tests, A positive feature of the
book is the inclusion of visual stimuli into testing techniques,
Given that the nature of a language test depends on its
function (as Heaton rightly points out) it would have been
helpful to have had an indication of how some of the techniques
might best be used for particular purposes.  Although many
testing techniques are presented, the reader is not given the
criteria on the basis of which he might choose one technique
rather than another., - Yet Heaton is not reluctant to offer
prescriptive advice to teachers on how to write questions,
The word “‘should” appears very frequently in the section on
techniques, sometimes unjustifiably., There is a certain
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tendency to present as established fact what in reality is
Heaton's own opinion about technique. ¢

Nevertheless, the book contains much good advice and
common sense, which the reader would be well advised to
take note of, Heaton correctly points out the importance
of clear instructions and exarmple for the students, and of
careful administration, without which the best test is
useless.  The teacher/tester is cautioned to ensure that
some other person reads the first version of his test to
avoid obscurities, ambiguities or a poor balance of items,
As Heaton points out: "It is simply impossible for any single
individual to construct good test items without help from
another person.'  This guotation should hang over the bed
of anyone who writes language tests,

The chapter on the interpretation of test scores is
particularly useful for its detailed discussion of item
analysis, and his explanation of the consequences of such
analysis with sample test items.  Perhaps more could have
been done to counteract the negative reaction of many
teachers to numbers, and to get rid of prevalent superstitions
that some magic figure like 70% should be a pass mark,
regardless of the nature and function of the test.

A very positive feature of this book is the final
section entitled 'Practical Work', which presents a series
of exercises related to the themes of each chapter, and
gives extensive practice both in analysing and criticising
test items and in constructing items. This section could
be used in the testing section of a teacher-training course,
or as part of an in-service course for practising teachers.

Although the book appears to be a manual of testing
techniques, it is much more than that, Hidden away in
different parts of the text are many sensible comments
about testing. For example:

"There is a constant danger of concentrating too much
on testing those areas and skills which most easily
lend themselves to being tested.™

Another example is the cobservation that the only difference
between subjective and objective testing lies in the scoring
of the responses, since the selection of items for inclusion
in the test is, of necessity, subjective. Unfortunately,
many of these remarks are easily overlooked by the reader
since they are never emphasised.
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Although the book does contain such questions as
"What is correct English?” or '‘Should foreign language
learners be measured against native speakers?”, no answers
are suggested and the topics are rarely discussed, so that
the reader is left with the impression that in testing all
is cut and dried: that there is a right way and a wrong way
to test, This is unfortunate, first of all because it is
not true, and secondly because teachers may not feel they
Iknow enough about testing and so leave it to those they
consider experts instead of accepting it as an important
integral part of teaching.

Heaton shows a curiously old-fashioned desire to ensure
that one item tests one languapge item or skill, when it is
now becoming acknowledged that this is an unrealistic ideal
(which is what common sense has suggested for longer than
many want to admit},

Similarly, his division of language into phonology,
grammar, and vocabulary is somewhat outdated, ignoring more
recent pre-occupations with pragmatics, discourse analysis
and semantic relations other than the purely lexical,

He points out the important contribution testing can make
to teaching and to the development of our knowledge about
language and language teaching, and quite rightly mentions the
backwash effect of testing on teaching (that if something is
not tested, then it will not be taught, and if something is
tested - for example, translation - then it probably will be
taught), Yet important latter-day pre-cccupatiens - such
as the testing of communicative competence and the use of
testing in the teaching of English for Special Purposes - are
almost entirely ignored, This is a pity since a person of
Brian Heaton's experience in both teaching and testing ceould
have an important contribution to make in such areas.

Urgently needed in the field of testing (perhaps as a
sister volume to this?) is an extensive discussion of the
implications of modern developments in linguistics and applied
linguistics for language testing, as well as a full exploration
of issues which are occasionally raised, but rarely discussed
by Heaton, '

Charles Alderson
Research and Development Unit

Centro de Enseflanza de Lenguas
Extranjeras

Universidad Nacional Aut®noma
de México.




GROWING IN ENGLISH LANGUAGE SKILLS:
STEPS TO COAMUNICATIVE COMPETENCE
Mary Finocchiaro )
Violet Hoch Lavenda

Regents Publishing Company
1977

This workbook/textbook for students at an intermediate
level of English dispnlays some of the characteristics we have
come-to recognise in the numerous articles and books by
Dr, Finocchiaro: clarity of design, humour and common sense.
The book contains ample notes to the teacher and students,
an index of units with their topics and structures, and an
extensive vocabulary list at the end. The book's major flaw
is, for me, a conceptual one which concerns the relationship
between the content and the second half of the title.

To oversimplify for the moment: how can a book claiming tc
develop commmicative competence fill a large part of its
pages with mechanical grammatical and lexical drills and
exercises? However, let us first examine the book in some
detail before pursuing this point.

Fach unit follows the same basic design., Students are
directed to think about and discuss a situation, which is
presented to them in a few sentences, as the one below, from
Unit XV:

"There arc certain people we like to be with and others
that we don't like to be with, What makes the difference
to you? In this passage, the visitor liked the fact that
his hostess was not apologetic all the time and that she
didn't ask any unnecessary questions,' (page 85)

- The introduction is followed by a vocabulary list (glossed
in BEnglish) of words and expressions which will appear in the
text. The text itself is usually no more than three or four
short paragraphs, usually narrative. It is to be used for
reading and listening comprehension.

A series of exercises follows each text. The first
exercise asks the student to select the most appropriate
titie for the text from four alternatives. Comprehension
questions ahout the text follow, either in the form of
identifying true and false statements, or writing short and
then long answers to questions about the content.
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There follows a vocabulary section, in which students may
be asked to find synonyms and antonyms for words in the text,
convert adjectives to adverbs and provide missing prepositiorns
in sentences, Next comes a gramnar section which contains -
substitution and conversion exercises,

After the grammar exercises, students are asked to look
at a sequential series of drawings, which again relate to
the subject matter of the text presented at the beginning of
the unit. They are directed to write two sentences describing
each picture. Then, they are asked to write a brief summary
of the text itself, In some wumits, this is followed by a
cloze procedure exercise, also based on the original text.

In the final section of each unit, entitled "If There is
Time', students are asked to learn dialogues related to the
text, and to dramatise them. They may also be asked to write
true sentences about themselves, and sometimes space is
provided for them to write a dictation.

The book contains a total eof thirty umits, an admirable
range of structures, and ample exercises. Generally, the
texts and picture stories are entertaining and informative,
and the exercises are carefully controlled to avoid possible
semantic or structural ambiguities.

There are, however, a few editorial slips. One, on page
36, occurs where, above a picture of a woman sitting in a
room, but at some distance from a table, the authors write

Example: The woman is sitting at the table,

This observation would be trivial but for the fact that the
exercise which follows is designed to practise the use of
prepositions.  Another slip occurs on page 29, in a
substitution exercise dealing with object pronouns - to him,
to her, to us, etc, The pattern sentence given is

It's no use to talk to him.

The usual form is surely

It's no use talking to him,

The "If There is Time'" section in each unit suggests
another possible flaw by its very title. The wealth of

purely mechanical substitution and conversion exercises i

which appear in both the Vocabulary and Grammar sections i

|

|

(and I must admit that the distinction between these two
sections is unclear to me, since in a Vocabulary section




70

(page 23) there is an exercise which instructs the students
to change a list of adjectives to adverbs, and in a Grammar
section (page 37) students are asked to change a list of verbs
to nouns), are better relegated to the "'If There is Time!
classification, or left for homework. Conversely, in the
"If There is Time'' section most activities (dialogues,
original sentences and so on) seem much more suitable for
classroom use, and, incidentally, much more in keeping with
the expressed aim of the book.

The "If There is Time" section itself is not entirely free
of problems. On page x of the Introduction, teachers are
told that students are not to memorise the dialogues before
dramatising them; however, in the textbook itself, the
instructions to the student read

Learn this dialogue, Dramatise it.

It appears to be incumbent upon the teacher to decide for
himself the functional difference between "learn’ and
"memorise’ as used in the context, and to explain it to his
students.

Furthermore, the dialogues provided are not fully
exploited. Here is an example from Unit ITI (page 19} :

B. Learn this conversation. Dramatize it.

~ Did you hear about Joe?

No. What happened to him?

He won the National Science Award,

I'm glad, He spent a Iot of time working
in the science laboratory.

C. In B above, change Joe to Jane, Make all necessary
changes.

Although there are opportunities later in the book for students
to write their own dialogues, it appears wasteful not to do
more with this one, and others like it, than to change the
names and pronouns (especially in a book claiming to develop
communicative competence). After all, the book 1s designed
for use by intermediate students. The underlining in the
dialogue is mine, and indicates where other possible
substitutions could have been recommended.

The above criticisms may (and perhaps should) be regarded
as minor: particularly if it is felt that the book serves its
purpose well, It seems undeniable that a structurally oriented
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book such as this serves a real purpose in teaching inter-
mediate level students. My question is this: does it serve
the purpose it sets for itself, namely ''to help students
develop communicative competence, the principal objective
of language teaching programmes today’ (page vi); that the
majority of language teaching programmes regard this as a
principal objective is, in itself, dubious, Here in Mexico,
for example, the principal objective of thousand of language
teachers is to teach English: structures, words and basic
language skills,

In fairness, it should be noted that most recent texts
purperting to promote communicative competence have not, to
this writer's satisfaction anyway, indicated how the content
and arrangement of their exercises and activities actually
do so, COne suspects, however, that classroam practice
which most closely approximates to the necessities of '"real"
conmunication - whatever that may be - might at least be a
"step' in the right direction. Certain exigencies of real
life can be duplicated in the classroom with an acceptable
degree of verisimilitude, Some of these are: the necessity
to narrate, to describe fluently; to greet, take leave,
express sympathy, extend congratulations; to request, argue,
command or complain; to rapidly adjust one's register and
tone; to select one's vocabulary and phrases carefully, under
pressure of time, Some, but in my opinion far too few
of the activities suggested in this book are designed to give
students practice in these types of oral producticon, In fact,
the book seems more closely directed at developing the skills
of reading and writing,

To the extent that the book works on vocabulary expansion
and the manipulation of grammatical structures, it can be
hoped, but not shown conclusively, that the students' accuracy
and fluency will be improved in situations where real commun-
ication is necessary, DBut this is the same hope which authors
of traditional grammars, authors of audio-lingual textbooks,
?nd authors of structural-situational textbooks have always
held,

The relaticnship between oral or written drilling and
functional discourse remains unclear and tenucus,
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That there is a relationship of some kind is confirmed by
the experience of most teachers. But that mechanical
drilling is a direct "step" to communicative competence
is an assumption which neglects to examine the inconclusive
results of teachers' experience and observations.

Leslie Adams

Instituto Anglo-Mexicano
de Cultura
Mexico City
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Articles should not exceed twenty double-spaced typewritten
pages, References should be cited in parentheses within the
text, giving author, date and page numbers, with complete ci-
tation at the end of the article. Footnotes should be placed at
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THIS BOOK, TO BE PUBLISHED SQON, IS MEXTESOCL'S FIRST PUBLICA-
TION.IT WILL CONTAIN A COLLECTION OF ARTICLES ABOUT THE TEACH-
ING OF ENGLISH IN MEXICO WRITTEN BY SUBJECT-MATTER EXPERTS IN
DIVERSE TEACHING SITUATIONS IN MEXICO, RANGING FROM ELEMEN-
"TARY SCHOOLS TO UNIVERSITIES, FROM PUBLIC SCHOOLS TO PRIVATE
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ING PROGRAMS, TEACHER RESCURCE CENTERS, AND ABOUT CURRENT
LANGUAGE TEACHING RESEARCH BEING CARRIED OUT IN THE REPUBLIC
CF MEXICO.

To reserve your copy send this coupon together with your payment (all orders
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Amount enclosed $
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GARZA TRAVEL ANNOUNCES

“VERANO ’78” PROGRAMS

*CAMP NORTHWESTERN
LOCATED DIRECTLY ON LAKE GENEVA IN BEAUTIFUL
WISCONSIN WATERFRONT ACTIVITIES, GOLF, TENNIS

*SPEND YOUR SUMMER IN ENGLAND!
WE'LL PAY YOU!

*SPEND YOUR SUMMER IN THE U.S.A.!
WE’LL PAY YOU!

*FOR FURTHER INFORMATION:
CALL PEPE GARZA AT 5-33-11-68 OR
VISIT US AT LONDRES No. 106
PINK ZONE

~




It’s all you need
to help them read

the new Holt Basic Reading System K-8 1977

Holt's Total Language Approach uses
the child’'s own language in an en-
vironment of continuous reading skill
development, New pupil texts, ..
- beautifully illustrated...new stories
...old favorites from Peter Rabbit to
Beowulf. New teacher's editions pro-
vide all the help you need...tradi-
tional and modern approaches.

' HOLT, RINEHART
AND WINSTON

CBS Inc.

Patricia Fernandez.

it you would like more information about
The Hoit Basic Reading System K-8 1977
please call or write our Representative,

New workbooks reinforce specific
skills, New career strand develops
awareness of the working world. New
spelling strand |inks spelling instruc-
tion to word recognition skills. New
management program is cffective...
easy-to-use. New extras..a com-
plete, optional A-V program...sup-
plemental paperback readers.

Patricia Fernandez—
Representative

Holt, Rinehart & Winston
Apartadoe 26370

Mexico 4, D.F.

Phone: 905 541-3155

Learning Systems Since 1866

HOLT, RINEHART
AND WINSTON




INSTITUTO ANGLO-MEXICANO DE CULTURA, A. C.

SEP. Art. 41.2 Ley Federal de Educacion Iam
am Reg. Nos. 6307, 6303 vy 6309

Cursos de Inglés

* Para niflos y adultes en clases separadas, desde princi-
plantes hasta nivel universitario.

* Se ofrecen cursos lntensivos y especiales.

* Preparacidn para los eximenes de Inglés de la Universidad
de Cambridge, Inglaterra.

* Cursos para Maestros de Inglés.

* Cursos opcionales de literatura inglesa, conversacidn,
lectura, traduccidn y gramAtica.

MATRIZ SUCURSAL SUCURSAL
SUR SATELITE
Maestro Antonio Caso Felipe Villanueva Cto. Puericultores
#127, México 4, D.F.  #52, México 20,DF. 1-B Cd. Satélite
Tels 566=45~00 Tel. 651-28-19 Bdo. de México
Tel., 562-33-92

SUCURSAL SUCURSAL
AGUADALAJARA PUEBLA
Tomas V. Gomez 125 Ave, Juarez 1511
Guadalajara, Jal. Puebla, Pue.
Tela 15«81«43 Tel. 46-02~44
HORAS DE OFICINA Mafianas: de 9 o 13

Tardes: de 16 o 19
INSTITUTO ANGLO"MEXICANO DE CULTURA, A, C.




| Bienvenidos Convencionistas |
Jn Meéxico we say,

....... mi casa esd tu casa.

And we mean it. That's why we're proud to be your hosts at the 12th
annual international TESOL Convention. We hope that you find this the
most rewarding of conventions.

While you're at your home at Hamburge 115 feel free to roam around
your building, We're proud of it. The style is ‘‘Porfirianc,” a charming
mixture of Spanish and French architectures popular around the time of-

President Porfirio Diaz {circa 1880-1910),

Teaching English as a foreign' language and Spanish as a
second |language for over 35 yeors. We publish EFL and
SSL textbooks and ore planning another EFL series to be
published jointly with Longman, Inc. of New York,

When you're awoy from Méxice, write ta your home in Mé~
xico, ;le'ﬂ tell you all about our textbooks.

EL INSTITUTO MEXICANO
‘NORTEAMERICANO “DE
‘RELACIONES CUCLTURALES, cA.C.

Hamburgo 115, México 6, Dy F. México ® Telephone (905) 511.89-00




LEARN ENGLISH
FOR SCIENCE

A R Bolitho and P L Sandler

Learn English for Science is for students at pre-intermediate level who have
studied English for about three years. This book and its follow-on volume,
Master English for Science, form a bridge between the general English students
jearn in the earlier part of their language course and the scientific and tech-
nical language they will need later on. The text-based approach will be familiar
to the general English teacher though the content is relevant and interesting to
the science student.

Special features of the books are:

e specially written texts — well-illustrated and divided into sections to help
understanding

e astrong grammatical foundation — essential structures are revised and
reinforced in realistic scientific contexts

¢ copious exercises — covering grammatical, lexical and other features specific
to scientific writing

e useful technical iliustrations, charts and diagrams which both aid understand-
ing and form the basis for language work

e three revision units in each book

e Teacher’s Notes for each book which give suggestions for presentation and
further activities, and the answers to the exercises.

Learn English for Science is available now. Master English for Science will be
published in Autumn 1978.

For further details contact the Longman representative: Leo van Lier, Baja
California No. 245-1206, Col. Condesa, Mexico 11 D.F.

ongman
am® English Teaching Services




Ahora

La serie aprobada
para el profesor
que se supera

UNA CASSETTE
PARA CADA LIBRO
CON

Tel: 531-90-48

iLa Serie Completal

BASIC JUNIOR ACE

Jim Taylor, Schilier 326, México 5 D.F.

¢ Dialogos ¢ Pasajes ® Modelos de pronunciaciéon




HEINEMANN EDUCATIONAL BOOKS

GCONTAGT
ENGLISH 1

TONY HICKS

L I

Contact English

IS A COMPLETE,INTENSIVE ORAL COURSE FOR ADULT STUDENTS, GOING FROM
ABSOLUTE BEGINNERS TO INTERMEDIATE LEVEL.

Contact English

1S A STOREHOUSE OF TEACHING (DEAS AND LIVELY AUDIO AND VISUAL ADS.

LESS EXPERIENCED TEACHERS WILL FIND |T AN INVALUABLE, COMPREHENSIVE
GUIDE TO EFL TEACHING TECHNIQUES.

for further nformation on this courne or any other heineman publcation write or call philip cooper. oxford univeraity
press nayarit 65-1° colonia roma sur mexico 7.d.1. tel. 574-44-72




Cue for a Drill

Shiona Harkess and John Eastwood
English drills in Context

cue for a Drlll IS AN IDEAL PRACTICE BOOK FOR THE INTERMEDIATE, STUDENT
WHO NEEDS REMEDIAL PRAGTICE IN GRAMMAR,
THE CUE IS PROVIDEO .BY AN ILLUSTRATION, CHART OR DIAGRAM WHICH PROYIDES INFORMATION

AROUND WHICH THE DRILLS ARE CENTRED.|T 1§ THE STUDENT wHo DOES THE TALKING, NOT THE
TEACHER WHO IS FREE TO MONITOR THE STUOENT'S PERFORMANCE.AFTER INITIAL BUIDANGE

FROM. THE TEACHER EACH DRILL CAN.BE CARRIED QUT ENTIRELY BY THE STUDENT HIMSELF.
HE MUST EXTRACT INFORMATION FROM THE ILLUSTRATION ANO USE IT TO COMPLETE THE

PATTERN PROYIDED. HIS RESPONSE THEREFORE REQUIRES INITIATIVE ANO IS CONSEQUENTLY
MOAE MEAMNIMGFUL.THE CUES COVER A WIOE VARLETY OF SUBJECT AND CONTEXT.

Dbl A

What were you doing at cight o'clock last night, Mz Barnes?
}was reading a book.

Murder at the Flats

Whal were you deing at eight o'clock last night, ...l ?
was/Wewere L
Exercige A
| Mr Barnes was reading a hook at 8 pm,
2 Mrand Mrs Phillips ............

Dedtl B
Did you hear the shot, Mrs Brook?
Yes, we were having a drink at the time,
Diid you hear the shot, Mrs Groves?
No, | was having a nap at the lime.
Did you hear the shet, .2
Yes/Mo, D was/we were ... at the time.

‘
Miss Gray i Mz and Mrs White
d‘f )
[ 3
S '
Miss Green @ @ @ Mrs Groves
o

Extreise B
I Mr and Mrs Brook heard the shot when they were having a drink.
2 Mrs Groves didn™t hear the shot because she was having a nap,
3 MrGraham ...

Dl ¢
What was Mrs Groves doing when the murderer fired the shot?
She was lying an the sofa.

What was/werc ............. doing when the murderer fired the shot?
He was/She was/They were

Exarchie C
i Mrs Groves was lying on the sofa when the murderer fired the
shot.
2 Mrand Mrs White ...........

Mr and Mrs Brook Sectiond 19

.

Mz Barnes

Mr Graham

28 Section §

L <
Spacimen page {reduced) (llustrating ude of
simpla past past continvaue,

wd

for turthar Information anthe oxford sngilab language teaching Iist weite or call Phifip coopar oxford univerejty
Prosn. nayarit 65— col. roma aur, mexice 7. d. 1. tel. 374—44~T2




Regents introduces

English
For
Careers

These books acquaint students with particular
vocational or professional areas.

Fach gives a broad introduction to the use of
English in a specific ficld, without being a
complex training manual,

The books in this series are designed for
students at the high intermediate or advanced
levels in English. The ENGLISH FOR CAREERS
series familiarizes these students with the

new vocabulary, using the structural patterns
they already know, and improves their ability
to communicate in English on subjects that
are totalty rclevant to their career objectives.

Each unit begins with a glossary of special
terms used in a specific vocational area.

The glossary is followed by an exercise which
tests the students’ comprehension and gives
practice in the new vocabulary. In the reading,
these new terms are used again within a
contextual frame of reference that is inter-
esting and informative. Each reading is then
followed by qugstions for comprehension
and discussion. The exercises at the end of
every unit consist of problems and situations
that students may encounter in actual

work. In these drills, students use both the
specialized vocabulary and other new words
within familiar structural pattcrns,

A great deal of successful language learning
comes from experiences the students find
personally siguificant,

THE ENGLISH For CAREERS scries is the
means by which students.can apply their
English language skills to career-oriented,
high interest content.

TITLES FOR 1976 PUBLICATION

The Languape of:
# Air Travel in English:
Ground Services
¢ Air Travel in English:
In-Flight Services
# The Petroleum Industry in English
o Computer Programeming in English

o International Finance in English:
Money and Banking

o The Air Force in English

s The Army in English

e The Navy in English

¢ Tourism in English

e Hotels in English

o Restaurants and Catering in English
o ospital Services in English

# Accounting in English

{additional titles to be released in 1977)

REGENTS PUBLISHING COMPANY, INC.
2 Park Avenue, New York, N. Y. 10016

For full information write Regents Publishing Company
or contact John B, Carlson @ Torremolinos #20

o (Tel. 379-50-63

Inc. ® 2 Park Avenue ® New York, N.Y. 10016

& Residencial Bl Dorado ® Talnepantla, Estado de Mexico

When contacting our advertisers, please mention that you

are vesponding to their advertisement in this Journal.




DE ACUERDO AL PROGRAMA OFICIAL PARA EL
CURSO DE INGLES EN ESCUELAS SECUNDARIAS

m @W 222 English for Today U

Lesson Powr

PEOPLIS AND OCCU PATIONS

The lesson format is highly usable by teachsrs and also
highly learnable becauss it takes sach segment of gram-
mar in smal portions. Each lesson Is divided into a serigs
of mini lessoens consisting of examples of the vocabulary
and structura about to be taught and a serles of drlils
teaching the concepls. Tha teacher need not use the
entire [essonbut may choose mini lessons astime permits.
example

of what is

[
This is Me. Scolt. Me™s o Fuemer. . o .
to be tdﬂgbf Thiv i M. Sco1t. She's a deather Este libro se encuentia
Thet's Som g
L fem ottt o vtens ata vent as rincipale

A1 Usg the picture cards or the dllustrations atove e
Hantity e peopla on thers. Un iy or that altermatety. in
the faftoming drmil

s /o e la

new ey, ::.:v:..w. :m e Apartado postil §- 23
vocabulary WIRTND e México 5, O, F.

Thar's Mr. Gaker.

- and structure Tel. 576-90. 44

minz lesson

Sam ooty Ann e A Kuthy in ¢ stokmt 10d Ant Ls, tow,

Hen Baker

A Mre, Scolt ie m leashas wrd Mim Bett la, Loo,

.
A Practico statements with heandrhe anl names of oo upa: 4. Mr, Bakerisn pL!M nd M. Cogly ba, oo,
1 ————— 4 13

w b S s Al reinforces
I Thinia Mr, Seau, MHe'e n facmer,
I DiiMn Db e what has
* Thl

i drills to
. teach concepis
: introduced
in example

¢
£
£

Introdutbons; Fermal and Infbrmad ‘——— been tdﬂgbt
. up to this
point

She'r o eacher.

LR

16 That's Mr, Waker,
16 Thats Ann Seott.

BI: b /lire fHist (e, shla i M
i (B 1)

g I s/
A b Me Scott o faomer! Yes, he s, Wondasatst 5% How do ou dal
; How do you da?

18 Hr_Seott 0 seacher? No. he's nat
Wihgt iLne? #'s a far,

b Mrp, Scone o veachir! Yes, she s
4 Hre. Yeold o siuident! Ho, she's not.
What iy ihe! She's o teacher,

41 Wefer o Kaample Il above. Fractice shorl answers with "
e and ade In e chain drill,
My &-ou- dea? 82 o, he'anol.
ST No, ha's it
o M, Booi s fencher? B4 Yew baia.

Servicios Pedagdgicos, S. A. de C. V.

- LIBRO APROBADO POR EL CONSEJO NACIONAL TECNICO DE
LA EDUCACION [




KEEP YOUR HOME & SCHOOL LIBRARIES
UP TO TESOL DATE WITH THE ADDITION
OF THE NEWEST_T_ESOL PUBLICATIONS

Checkhere pypPETORY OF TEACHER PREPARATION PROGRAMS IN TESOL AND BILINGUAL
() EDUCATION 1976-1978
$§3§ Compiled and edited by Charles H. Blatchford. This fourth edition of the "Blatchford
Members Directory” features the inclusion of programs leading to a degree in bilingual education
and the “Position Paper on the Role of ESL in Bilingual Education.” It is an invaluable

reference bock of ESL and BLE training programs. 138 pages.

() THE HUMAN FACTORS IN ESL
$ggg Edited by James E. Alatis and Ruth Crymes. A collection of papers delivered at the
Mombers Lackland Air Force Base in 1974 under a contract with TESOL and the Defense
Language Institute’s English Language Branch. The book contains articles on the
teacher, communicative competence, innovative approaches, error analysis, teaching
Arabic speakers, and teaching Farsi-Speaking students. The authors are Robert L. Allen,
Marina K. Burt, Mary Finocchiaro, Christina Bratt Paulston, G. Richard Tucker and
Richard Yorkey. 100 pages.
A COMPOSITE BIBLIOGRAPHY FOR ESOL TEACHER-TRAINING
$1.50tcall Compiled by Kenneth Croft. A composite of texts in use in various TESL prograrms.
40 pages.
() . TESTING IN ENGLISH AS A SECOND LANGUAGE: A SELECTED, ANNOTATED
$1.00to=ll BIBLIOGRAPHY )
Compiled by Marie Garcia-Zamor and David Birdsong. A compilation of works
published after 1969. Listings are of Second Language Testing, Testing Theory, Test
Design, Tests and Test Assessments. 24 pages.
TEFL PERCEPTIONS AND THE ARAB WORLD
Written by John W. Bagnole. Designed as an aid to American teachers of English in the
Arab world, however, many remarks and conclusions are applicable to a broader field
than TEFL in the Middle East and North Africa. Published by AFME and available from
TESOL, Sprial binding, 50 pages.

()
$2.00toall

GRADUATE THESES AND DISERTATIONS IN ENGLISH AS ,@
() A SECOND LANGUAGE: 1975-1976.
$1.00t0all 0o piled by Stephen Cooper. These listings provide graduate TESOL
students and other researchers in ESL with specific, comprehensive
data on contemporary studies. 20 pages. w
ON TESOL ‘76 STILL AVAILABLE

$g:gg Edited by John Fanselow and Ruth Crymes. Selected papers from the 1976 inter-

Members national TESOL Convention in New York. 276 pages.

PLEASE NOTE THE SPECIAL ORDER Please send the books indicated above to:

FEATURE FOR LIBRARIES AND

INSTITU’I?IONS. Name

Before filling out the order form for your

personal library, photocopy this ad and send

the order form to your institution's library. By Address

checking the appropriate space your institution

wiil automatically receive ON TESOL each

year of publication, This feature is not available

to individual members. Prepay ordexs under $10.00 $ attached
TESOL [0J Iam a TESOL Member

VGVEOhBGETO\gNCUg(I)gg'?SITY [ Standing order to receive ON TESOL yearly
ashington, D.C. MEXTESOL JOURNAL, MEXICO, D. F.




AMERICAN BOOK STORES.A.

MADERC 25

MEXICO 1 D.F.
TEL.512.72-84
512-03-06

CONSTITUYENTES 920

MEXICO 10 D.F.

TEL. 5-70-10-19
5:70-1113

‘BOOKS FOR LEARNING ENGLISH
AS A SECOND LANGUAGE.

LOCAL, BRITISH AND AMERICAN IMPORTED TEXTS

hen contacting our advertisers, please mention that you are responding to their advertisement in this Joumnal.

N

GIA. INTERNACIONAL de PUBLICACIONES, s ». u c.v
LIBRERIA ANGLO AMERICANA

Serapio Rend6n 125 México 4, D. F, Te!l, 566-64-00

All books for Teaching English

Don't hesitate on calling upon us

« BASIC COURSES

» INTERMEDIATE COURSES
« ADVANCED COURSES
« READING BOOKS

+ CHARTS

« DISPLAY CARDS

« RECORDS

* FILM STRIPS

« CASSETTES

« TAPES

» MAGAZINES
 REFERENCE BOOKS
+ PEDAGOGY BOOKS

- TECHNICAL BOOKS

« (CHILDREN - BOOKS)

SUCURSALES MEXICO
Av. La Paz 14-C Homero 1405
Meéxico 20, D. F. Méxigo 5, D. F.
Tetl. 548-45.02 Tei, 540-03-07

+ PROFESSIONAL ENGLISH BOOKS

» ENGLISH FOR SPECIAL PURPOSES
* PAPERBACKS

* NEWSPAPERS

Al

SUCURSAL GUADALAJARA
Av. México 2343
Tal,: 15-15-24
Guadaiajara, Jal,

SUCURSAL MERIDA
Catle 59 No, 472, Cepto. 3
entre 56 y 54
Tet. 1:99-42 Mérkla, Yucatdn




NEW FOR

Y,

() 1978 oy

Verse Guide

The aim of this series has been to present an anthology of songs, rhymes
and poems which offers students pleasure and inspiration as well as Tan-
guage practice. The verses, ranging from traditional to modern, have been
graded to heip students consotidate the structures already acquired. Every
page is attractively iHustrated and difficult words are explained.

‘POETRY BEGINS IN DELIGHT AND ENDS IN wisbomM.’
R. FROST

PURPOSES

SUCURSAL SATELITE SUCURSAL
MATRIZ C. CENTRO GOMERCIAL CASA DEL. LIBRO
SATELITE
RIO GANGES 64 GARLOS ARELLANO AV. COYOACAN 1855
MEXIGG 5, D. F. (COSTADOD SUR SEARS ESQ. AV, UNIVERSIDAD
TELS. 5-11-25--17 6-25-86-75 ROEBUCK) TEL. 5-24-23-70

TEL. 562.77-84
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Functions of English

»&.9_ 9/
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using language rather than learning more about structure.
A ) — This is indeed a book for advanced students who often
4 g have a good knowledge of English structure and vocabu-
- lary but cannot apply their knowledge in order to com-
f —_— : municate effectively.

’ 'I N FUNCTIONS OF ENGLISH shows them HOW to commu-
nicate and provides stimulating presentation and practice
e o —’ material.

‘ [—' FUNCTIONS OF ENGLISH is for students interested in
\\

2 . Through paired practice and group work involving role

‘:::_}__, playing, students learn to use the appropriate language
’“_H:ﬁ they need for communicating in real life.

ALSO NEW FROM CAMBRIDGE SEMANTICS
1 & 2 BY JOHN LYONS

NOTES
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FEATURES

¢ colorful, pictorial format

* listening, speaking, reading, and writing
presented from the beginning _

* real-life situations and realistic, natural language

* complete teacher’s edition with practical

' suggestions and helpful hints

- built-in lesson planning and change of pace

* optional workbooks and audio-visual material

* active learning mode that sets the learner on the
road to autonomous, independent
communication
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Imtermational Commumnication
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Henderson, Ney and Woolf

An American Book Company ESL/EFL Publication
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Litton Educational Publishing International
135 West 50th Street, New York, NY 10020

In Mexico: Porrua Hermanos y Cia., S.A.
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