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THOUGHTSON LANGUAGE ACQUISITION
Joe E. Pierce

Portland State University

Philosophically, the controver sy over wheth-
er language acquisition isbasically a process
of lear ning through positive and negative condi-
tioning or oneof dev el o pm en t will probably
never be settled, becauset h e beliefs of the
various scholars arerooted deep in philosophi-
cal convictions which verge on being religious
dogmatism. Certain thingsd o, however, ap-
pear to be almost irrefutable in terms of the
observable evidencerevealed in the study of
language lear ners. Some would say that even
thisispart religious dogma, and perhapsit is,
but it isworthwhileto look at some of the new
"facts' about language lear ning that have been
uncovered in the past decade and a half.

Basically, the problem revolves around what
Chomsky calls" deep structure. " Thisisthe
basic structur e of the human brain, often re-
ferred to asthe natural wiring within the hu-
man intelligence. This question is often put as
if onegroup " beieved" in deep structure and
the other did not, but thisisnot really the
case. | know of no seriouslinguist who would
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question the existence of deep structure, when
thisi sconsidered to bethe hereditary equip-
ment provided the human organism through evo-
lution. On the other side of the fence, however,
there are a great number of professional lin-
guistsw ho violently disagree with Chom s ky
about the exact nature of this" deep structure.
In other word s, everyone seriously concer ned
with the study of linguistic systems agr ees that
the human being at birth isequipped with the
natural requirementsfor acquiring a language.
Thisistruefor one sfirst language and equal-
ly true when one attemptsto learn a second
language. T he strong disagreement c enter s
around the exact natur e of this hereditary
equipment.

Instead of engaging in futile arguments, let
uslook at a few thing s about language which
might b e of help in setting up a program for
language teaching. To begin with, there has
been a great deal said at various placesin the
linguistic liter atur e about the way languages
are learned. Sometimesthesethingsare said
tob etruefor first language lear ning only, and
then again some scholar s contend that first and
second language lear ning is essentially the
same. I n all cases, these statements have
been made on thebasisof very little, or no,
actual observations of the process of language
lear ning or acquisition.

Gleason, a s arepresentative of on e school
of linguistics, say s essentially that children
produce an infinite range of sounds. 'Isthis
actually true? On what basis does he make
such a statement? Gleason is not being singled
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out as a bad example here but rather a s ex-
pressing a gener alization which has been re-
peated hundreds of timesin thelinguistic liter -
ature. In a careful study of the development of
a phonological system in the speech of 200
children lessthan one year old, a study con-
ducted at the University of Oregon M edical
School® found that at three months of age virtu-
ally all of the vowel sounds produced by the
children studied wer e in an oval-shaped pattern
covering the sounds usually transcribed phonet-
ically as[€] , [a?], and [a]. These are the
vowelsint h e English wordsbet bat  gnd pt.
Hence, whileit c an b e said, mathematically,
that an infinite number of vowel sounds are
possiblein that small range, it ismisleading to
the language teacher, who islikely to think that
the child makesa very widerange o f vocalic
sounds, and that is absolutely not true, Many
of the children mad e a fairly lar ge range of
vowels, but virtually all werein thissmall
area of the vowel chart. It can be safely as-
sumed that the few soundsthat occurred outside
thisrange, considering the small number of
such sounds produced by the children, were the
result of accident or produced by children of
exceptional language lear ning ability. So far as
consonant sounds are concer ned, the aver age
child produced five such sounds; three o f these
were[h.],[ gnd [w] , that i s, theinitial
sound in he. the medial sound in bottlein cer -
tain dialects, and theinitial soundinwe. T h e
study did not center around r elatingthese
sounds to adult English phoneme s. The ex-
amples are presented only to besurethat w e



ORTESOL JOURNAL, Vol.1,1979

are all thinking about the same sounds. The
other tw I consonantswer eidiosyncratic, that
is, each child made two additional consonant-
like sounds, but there was no consistency from
child to child in the sample asto what sounds
wer e produced.

The children did not produce an infiniterange
of sounds, either vowels or consonants. | nter -
estingly enough, for the aver age child, the
number of consonants and ther an g e of vowel
sounds just about doubled every three months,
until at twelve month sthe children wer e pro-
ducingvir tuall vy all of the phonetic qualities
needed to p r o du c e adult English and virtually
none that wer e not utilized in adult English.
Thisdoes not mean that the children wer e util-
izing English phoneme s. It means that they
wer e manipulating their articulatorsin such a
manner that they wer e capable of producing a
r ecognizable sound which would be heard by an
adult as an English phoneme. Further, practi-
cally no non-English sound types wer e pr o-
duced.

The information pr es ented above seems
clearly to indicate that during thefir st year
considerable phy siologic al. development i s
going on. Further, the fact that each child
produced drastically different sounds and sound
typesindicates that once the ability to produce
the sounds had developed, the child lear ned
those noises that wer e heard around him.

It isalso interesting that no child in this par-
ticular sam pl e gave any hint (either reported
by the parents or observed by the resear chers)
that a sing 1 e word was comprehended to any
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degree at all until after the tenth month of age.

Even at twelve month slessthan 40% of the
sample knew a sing leword. This means, of
cour se, that 60% of the children had not yet
stumbled on to, or learned, the concept that
these str eams of noise could be utilized as a
part of some sort of symbolic system.

Now, a great deal has been made by some
scholar s about th e fact that many grammatical
seguences ar e meaningless and other meaning-
ful sequences are ungrammatical. We can see
from inter nal evidence concer ning English that
a given individual can attach an almost endless
variety of meaningsto any sequence of noise he
wishes. Identical words mean different things
in different dialects, that is, " cock” means
male genitalia in one dialect and female geni-
taliain another, " hoi polloi" meansthe com-
mon man in one dialect and the wealthy or dis-
tinctive classin another, and so on. Hundreds
of studies have been carried out wherein people
wer e asked to give the meaning s of words or
sequences of words, and in almost every case
they giveidiosyncratican sw er s. If, indeed,
each p Son define sa word or sequence of
wordsin his own sweet way, then obviously any
type of linguistic analysis based on meaning is
futile. From the anthropological literatur e and
anumber of research pap er s, some of which
have been published and some of which have
not, even the concept of grammaticalnessis
idiosyncr atic.

At Indiana University the Linguistic Club
asked a number of college students whether
certain sentenc eswere grammatical or not,
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and the answer s differ ed greatly from infor -

mant to info rmant. This means that while
thereisadeep structure, thisdeep structure
is much mor e flexible and less constraining on
the individual than some linguists seem to
think, that is, we do not think in a certain pat-

tern and then convert it into " surface struc-
ture. " A person can, it seemsfrom the evi-
dence, attach any meaning he wishesto a given
sequence of noise. Also, what is grammatical
to one speaker isnot to another. This means,

clearly, that language lear ner s will accept any
sequence they hear regularly as grammatical,

for example, " you was' and "hedo" are con-
sidered to be gra mmatic al by many native
speakers of English. Thesearenot errorsin
that they violate the natur al structur e of the
language. They ar e grammatical errorsonly
in the sense that they violate what a small

group of scholars have set up as an arbitrary
standard. I n fact, " you was, " when the subject
issingular, is much morelogic al than " you
were. " Concerning thelogic of language, think
of the paradigm; my, vour, his, etc. Now look
at the sequences: myself, yvourself, and
himself. Clearly, himself violatesthe natural
logic of the language structure, but because
a certain culturally dominant group, because of
the history of their dialect, utilize this se-

quence, it becomes the correct one. The
meaning any individual attachesto any sequence
of sound in any language c an berelated only to
his experiences with that sequence of noise,

not to any type of logic, and thishasvery defi-
nite implications for the teaching of languages,
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both fi r st and second. | n simple English, at-
temptsto explain the fact that people use the
burned bush but not the killed man in any terms
other than that they had heard thefirst con-
stantly asthey grew up and lear ned the lan-
guage, but did not hear the second, is abso-
lutely futile. The latter sequence is most
probably never heard because we have a single
word dead, and the sequence the dead man
means what would b e expressed by the killed
man but note that if one wished to make a dis-
tinction betw e en a man who was just dead as
opposed to one who had just been Killed it
would bepossib | etodo soin thelanguage.

Why do we have dead in the language? A his-
torical accident and that alone.

Let ustake avery brief look at how the
children in the Oregon M edical School study ap-
peared to acquire their first language. First,
every child in the sample, but one, lear ned at
least one word before he was 18 months old. At
twelve month sthesewordswere: daddy (a
variety of sound s, e. g., dm and dm di),
kitty, mommy. bye, hi doll baby. and pretty.
Only three of the words wer e recognized by
mor e than one child, and even these arerepre-
sented by differ ent sound sequences for differ -
ent children, for example, baby for one child
was [bebi] and for another was [bee bm] .

Onevery interesting featur e of thislearning
process was that the children first utilized the
singleword for asing leitem. Then shortly
ther eafter they would generalize, quite idio-
syncratically, to a very broad range of objects.
Some examples are, baby wasused for any
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small human, d all, monkey, etc.; daddy was
used for all adults by one child and for all adult
males by another. Theimpo r tance of this
study appear sto be that the generalizations are
completely idiosyncratic. At eighteen months,
every child but one knew at least a singleword,
and only six percent of the sample could put two
words or mor e together into a meaningful se-
quence. I n thissample, the range of extr apo-
lation for the meaning of wordsis even more
clear. One child used the word cake for any-
thing edible. Another child used cookie for any
solid food and coke for any liquid. Still another
child used milk for anything edible.

What isthe common featurein all this, which
could berelated to theinherited ability to learn
languages, that is, the deep structure. First,
the child a pp earsto recognize the fact that a
stream of noise can be used to symbolize
something. Second, he quickly recognizes that
this symbol standsfor a variety of objectsin
thereal world and extrapolatesit. Hence one
of the basic elementsin thedeep structureis
the ability to generalize. However, from lo 0k-
ing at the kind s of generalizations made, it is
equally clear that each child generalizesin a
unique way, that is, one extr apolates cake to
all foods and a nother extrapolates a different
word, cookie, to include all solid foods but not
liquids. At a somewhat older level, one child,
which was observed at a different time, extr a-
polated the word doggie to include cows. When
told that a c ow was a cow and not a doggie, the
child extrapolated cowsto include hor ses, until
she wastold that thiswas not correct, at which
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point shelearned theword horsie. All of this
seemsto indicate a very simple process, that
of lear ning a stream of noise as a symbol, gen-
eralizing on the basis of something that the
child observes which he thinksisimportant and
then, through experience (that is, he gets what
hewant swhen he asksfor it or hefailsto be
under stood) he reduces his over gener alization
until it approximatestherange of items sym-
bllized by his associates. | n all probability
this goes on throughout our lives and all of the
vocabulary that we learn islear ned following
this pattern.

Now, to grammar: how does a child learn
grammar, and isgrammar merely something
that alinguist has" created” or doesit exist in
the mind of the c hild? It would appear that
children learn fairly early in the game, at
about 18 through 24 months, that these " wor ds"
that they have been using c an be put in se-
quencesto mean different things. All children
utilized their single wor ds as complete utter -
ances, and this-preceded any sequencing in the
language of all children. This has been veri-
fied in morerecent research by other schol-
ars. Again, we find that the creation of a
grammatical structure was highly individualis-
tic. One child' sgrammatical structure ap-
peared to form as helearned to usewordsin
three ways. He could put certain wordsonly in
initial position in an utterance, such as bring
ball. other words could comeonly in final posi-
tion, asin get doll. and afew words he would
put into both position s, asin ELD get and get.
ball. Another child developed a system by
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eighteen monthswhichincl ud ed only agroup
which we will call operators, because they have
been called that in the literature on language
development, and the other s could be called
noun-ver bs. The child created such sentences
asme R0, for | wantto §0, and me ball for my
ball. The classes wer e quite differ ent from

child to child, and thewordsincluded in each
class wer e different. For example, one child
had such thing s as me. daddy. Kitty. in his
class which we call oper ator, wher eas another

child had such thingsasthis. that and want in
that category. Sentencesin the language of the
first child were, me drink, daddy mo, Kitty eat,
etc. Sentences in the speech of the second
child were, this ball, that cakg want milk. etc.

None of these categories had anything to do with
adult parts of speech, that is, me. daddy and
want belong to the same category for this child,

but to different parts of speech in adult
English. The child had sorted hiswordsinto
classes, and he created new sentences by put-
ting member s of one classin one position and
member s of the other classinto other posi-
tions.

The next step wasto learn to put three words
together into meaningful utterances, and only a
single child did this at eighteen months. Some
other researchers havereported in recently
published wor k that children do not pass
through a three-word phase, but at least some
do and mo st certainly did. Generally, three-
wor d utter ances wer e found by putting one of
the words that the child had been using with a
two-wor d sequence that he had also been using.
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Thereisno evidence hereto support any con-
trolling deep structur e, only evidence that the
child was lear ning to sequence the symbols that
he knew, probably in the way he had heard them
sequenced by adultsin the area. Each child
used these with his own per sonal meaningstoo.
It isprecisely the self-center ed natur e of each
tract toward adult grammar which makes dif-
ferent people accept different things as gram-
matical. It isalso the fact that people with a
PhD have a long shar ed educational experience
that gradually bringstheir concept of grammat-
icalnessinto a very similar focus. Though
even her e the concept of grammaticalness dif-
fersmorethan m o st peoplewould want to ad-
mit. If, indeed, thisiswhat happens, and |
have seen no better explanation of the observed
data, the idea of competency rests solely on an
intuitive judgement by those who have followed
a certain educational track that a person does
or does not follow their arbitrary norm, and
thisseems a little too much like playing God.

Now, we come to theinteresting part. Why do
we say so often that a per son who haslearned a
language dir ectly through experiencei s more
fluent than one who haslearned hislanguagein
a classroom? There appear to be at least two
passib 1 eexplanationsfor this. First, there
can be someinherent part of language acquisi-
tion which the teaching profession has not rec-
ognized which accountsfor the differ ence.
Second, the grammatical structure which we
teach isincorrect or miseading. It isthislat-
ter possibility which | think needsto be ad-
dressed at the present time.
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First, where did our grammatical descrip-
tion o f English come from? It came indirectly
from a Latin grammar book which w a swritten
nearly 1000 year s ago, and which was never in-
tended to be a grammar of English. Then when
people started talking about English, they never
asked the proper questions. | nstead of saying,
"What arethe parts of speech for thislan-
guage?"’ they asked, " What are the nouns,
ver bs, etc., in thislanguage?' Hence, the
analysis was already preudged. Thisis com-
parableto the astronomerswhoask ed, "How
does thisplanet circle earth?" instead of ask-
ing, " What isthis planet going around?" As-
tronomer s wer e completely mixed up until they
asked the proper questions, thatis, until
Galileo suggested that thing swent around the
sun and not the earth. That iswherewearein
linguistics at the present time.

Over the past two decades an enor mous
amount of time and ener gy have goneinto stud-
ies of method, teacher pr e paration and new
teaching materials, but few have seriously
asked, " What about the basic description of
English?" Isit adequate, or isit inaccuratein
ways which will mislead the learner? It seems
to methat thisisclearly the case, and that the
classr oom situation isonein which thereal
natur e of English isobscured. The student is
then forced to lear n some things about the lan-
guage which are not true. Then when he starts
toreally usethelanguag e, hefindsit neces-
sary to unlear n these and lear n, through the
natur al process, how the language really
works. * Our basic view of English structure
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isso rooted in our western type logical sys-
tems, i. e, thel ogi cof the excluded middle,
that it isalmost impossible for a native teacher
of English to question the fundamental basis of
these points.

First, isthereadistinction in En gli sh be-
tw e en noun s and verbs? The answer to that
question hasto bearesounding " no!" There
arewhat could be called " nominal” functionsin
English sentences, but even this concept is
misleading, because it also, to a certain ex-
tent, prgudgesthe analysis. English words or
mor phemes can function as the objects of pre-
positions, as the subjects of utterances, asthe
predicates of utterances, a sthe complements
to predicates, to name only a few, but to say
that some of these are nominal functions and
some are verbal functionsisalready to close
off certain avenues of investigation into thereal
nature of the language. ° I n languages gener al -
ly, therei sno one-to-one correspondence be-
tween the c la s sific ati on of mor phemes and
syntactic function. The nature of aclassis
determined by the functionsthat it can perform.
Hence, if alist of words function both asthe
subject and asthe predicate of sentences and
those on another list function only a sthe sub-
jects and obj ects of sentences, then these two
lists of words belong to different wor d-classes
and should b etreated a sdiffer ent parts of
speech. Isthisdonein our presentation of
English grammar ? Absolutely not!

Take avery simplething like nouns vs ver bs.
Ask yourself what earthly good it does for a
learner to learn that thereisa difference be-
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tween nouns and verbsin English. The con-
founding problem may well be that in his native
language, therereally isa difference. Think
foraminuteof amost any noun you want to
name: nose, eve, mouth. head. arm. back,

sound corner. roof. wall. floor. etc. All of
these can be used equally e a sily as nouns and
ver bs, and thisistruefor approximately 92%
of theverbs and nounsthat | found in a sample
of 30, 000 words of English text. You ar e con-

fusing a student when you teach him that roof is
anoun and that w alk isa verb, because both
are both. If h e speaks Turkish, those two
classes ar e meaningful. By meaningful, |

mean that as soon asyou know that a certain
word belongsto the class noun, you know that
you c an do certain thingswith it syntactically
that you cannot do with a verb, and this bit of
information isalmost lost in English, because
both roof and walk function in English in exactly
the same way.

But, you say, " | don' t teach grammar. " But
you do, unlessyou ar e extremely unusual. Do
you use a text book? If you do, avoiding gram-
mar isalmost impossible, because the drills,
or whatever the lessons ar e, ar e or ganized
around grammatical features, asarule. How
do children le arn the classes of a language
when they learn it the natural way? They dis-
cover, through experience, that certain words
are usead in different ways. If they arelearning
Turkish, they learn very qui c kl-y that words
like bap (head) , e (hand) , etc., never occur
at the end of sentences with person marking af-
fixes on them. They may not be able to verbal-
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ize this, but they know, and it isstored in their
brain somewhere. Grammatically s peaking,
this meansthat they have lear ned that nouns
are never used as predicates of sentencesin
Turkish. Then when they wish to learn
English, they aretold that the difference be-
tween noun s and verbsisimportant, but when
they try to use the language, they cannot possi-
bly imagine why. In Turkish one ssmply cannot
u setheword bap. head, asthe predicate of a
sentence, but in English we can " head a com-
mittee. " In Turkish, what you havetodois
derive averb from the noun by the addition of a
suffix, -al- to form bapalmak, a verb. A syou
can easily see, statements such as all lan-
guages have nouns, obscur e some extremely
important differences between languages, e s -
pecially from a teaching point of view. One of
thefirst thingsa Turk hasto learn, if he hopes
to use English properly, isthat thereis not the
kind of differencein English between nouns and
verb sthat exist sin Turkish, and, indeed,
ther e does not seem to be any difference at all
for about 929% of all so-called nouns and ver bs.
Why don' t we c all these things noun-ver bs or
simply " labels?" Thiswould obviate the prob-
lem of students connecting the differencein
their own languageswith t h elack of difference
in English. The basis of analysisthen becomes
what it should be, the syntactic functions, such
as, predicate or subject function, that a word
can fulfill.

Does a child or adult lear ner ask himself, is
thisthing | am learning a noun or a verb? Of
course not! By thetime a child isfivein
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Turkey, he knowsthat if he hears a word with
the pluralizer -ler suffixed to it, it isa noun,
unless thereisanother suffix, such as, -iyor-,
or -ti-. between -ler and the stem. If thereis
such a suffix, onelump sthisword with those
that he knows can beinflected for tense, mode,
etc., if not, onelumpsit with those that can be
possessed, inflected for case, etc. |n English
when children hear a word such as eat with the
3rd person suffix affixed to it, they automati-
cally lumpthi sin with such things as hand
arm. head. foot. back. walk. etc., s o they
come up with the spontaneous sentence, the
eats were good. because their experiencetells
them that over 90% of theitemsin thisclass
can function asthe predicates of sentences, as
the subjects of sentences, asthe objects of
prepositions and as the objects of predicates.
They later learn that thereisaword in En-
glish, food, which substitutes for eats. Thisis
an exception to the basic rule that all so-called
ver bs and nouns follow the same syntactic pat-
terns, and adults often use eats too, but usual-
ly in playful intimacy.

Isthat the end of our problemswith tradi-
tional grammar ? Of cour se not, again! Con-
sider the so-called past tense forms of English
verbs(7?) .1 did astudy in Singapore and dis-
cover ed that noun-verb stems with -ed suffixed
to them could berelated to past time less than
40% of thetime. Thissuffix isactually a deri-
vative suffix not an inflection, which creates a
new kind of word in English. It isadded to a
wor d which normally belongsto the class ver b-
noun. After it isadded one can do some inter-
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esting thingsto the word that could not be done
before. Take walk as an example. Without the
- ed suffixed, one can take a walk, walk home

or desc rib ewalksthat one hastaken. This
word fillsall of the normal verbal and nominal

furicti on s But with -ed suffixed, it can no
longer function as a noun. It functionsas a
ver b still, but now it can beinflected for com-
parative and superlative, the domain of the ad-
jective, so now w e ha v e an adjectival-verb.

One c an see a burned man. and hecan bethe
more burned of thetwo or the most burned of
thelot. Areyou r e ally helping your students
by associating thisform with the past tense of
verbs? | think not! What has a c tually ha p-
pened isthat when we affix -ed we derive a
special kind of word, i. e. , a participle which
indicates past time ONL Y when the newly cre-
ated word isfunctioning as the predicate word
in an independent c 1 au se or full sentence. In
other syntactic positionsthe -ed formsare
time-free, asin " those who are badly burned
will be hospitalized, " when referring to some-
thing expected to happen in the future.

Do you know why we have to have the form
"is' in the sentence, heis going? Because
-ing forms cannot function as a predicate word.
Thisistrue because here we have derived a
special type of adjectival-noun, 1. e., agerund,
aword which performsthreefunctionsin En-
glish sent enc e s, that of a pure noun, in con-
structions such as, rix falling was disastrous
as a modifier in, the falling tree hit my house.
and in a situation such as, falling over the
stove. hewas burned badly. The onething that
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-ing forms cannot do is function as predicates.
Theword " verb"” has no meaning at all when
related to English. It i sthe" predicate" func-
tion that isrelevant, that isthe wor k which
fillsthe syntactic slot which isin flected to
show tense, person and riumb er. Theform
"is' thenisinserted in the sentence, heis
going., because English sentences havet o have
a predicate on which to hang the person marker
(3rd person only) and thetense. Thereisno
other reason for itsbeing there. It means ab-
solutely nothing. If you teach students that
going isaverb and that verbs function ast h e
predicates of sentences, then you have actually
taught them t o maketheerror, he going. The
problem isthat the overwhelming bulk of tradi-
tional English grammar teaches the student to
do mor e things wrong than to make correct En-
glish sentences. C. C. Frieswasthefirst to
note thi sback in thethirties. He started his
researchesinto English b ec au se he said that
he was teaching traditional grammatical rules.
His students wer e following the rules explicit-
ly, and the sentences that they produced wer e
not acceptable English utter ances. Trans-
f ormational grammar is no improvement,
becauseit f ail sto tackle this basic problem.
Transformational grammar stays with the
basic classifications of English morpheme s
into nouns, ver bs, adjectives, etc., and
these basic classes are not a valid classifi-
cation of English wordsor morphemes. My
experiencein Turkey back in the 1l at e 1950' s
was exactly the same asthat of Dr. Fries. |
taught rulesthat | had lear ned so thoroughly as
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astudent that | f elt they had to be gospel, and
the students followed those rules. However,
the sentences they came out with were not En-
glish. No significant impr ovement can be made
in the teaching of English, especially as a sec-
ond language, until we go back to the drawing
board and ask the proper, scientific questions.
What arethe parts of speech in this language,
that is, how does this language wor k in contr ast
with other linguistic systems? Thiswill not be
achieved by the piecemeal reshuffling of pres-
ent classes. We must begin at the beginning.

What can be seen quickly and easily about the
natur e of the structur e of the system utilized by
English speakers? Just a brief outline here
will sufficeto s how you how teaching must be
revolutionized, if we aretoreally improve the
per formance of our students. First, English
has thr ee classes of major mor phemes. These
are: pure nouns (.about 4% of the nouns), pure
ver bs (about 3% of the verbs), and a huge class
noun-verb. I n addition to these, thereisthe
class, modifier, that is, those words that can
be infl ected for compar ative and superlative
degree, whether by suffixation or with more
and most. These ar e the classes of stem mor -
phemes. However, in addition there are some
classes of derived words, that i s, words which
ar e sequences of morphemes, such as govern-
ment (purenoun), governing (gerund, redefined
tobeany v er b or verb-noun stem with -ing
suffixed), governed (participle, redefined to be
any noun-verb stem with -ed affixed) and per -
haps some others, but these ar e essential.

W hat happened to such thing s as pronouns,



ORTESOL JOURNAL, Vol. 1, 1979 20

forms of to he.to do etc.? They are not
stems or major morphemes. They are gram-
matical forms, which are generally suffixesin
most languages. Hence, they cannot be treated
in the same way, from a grammatical point of
view, asthe stem forms. One error which ac-
tually causes an endless amount of confusion
for ESL studentsislumping forms of to be, to
do and to havein with aclass" verbs. " Say-
ing that they arethen not verbs when they func-
tion as auxiliaries only confuses the issue.
What we have done when we talk about " ver bs"
isto lump into one class many different types
of things, actually any form which can perform
a predicate function iscalled by grammarians
a"verb," yet these are such different things as
s _can could, las ha do, did and
formssuch as o. Anyone can tell even at first
glance that all of these thing s ar e differ ent
kinds of itemsin the structure of English. The
instant we talk about something as broad as
-verb" w e confuse students, because any rule
given for verbsthen cannot hope to be accur ate
and true for morethan a very small percentage
of thething sthat we have called verbs. The
way the grammar hasto be presented isto set
up themodalsasa par ad i gm of grammatical
mor phemes, the for ms of to be as a different
paradigm, the forms of to have as still a dif-
ferent paradigm, and soon,andund er nocir-
cumstances mix the sewith verbs. Only then
can we give accur ate grammatical rules, be-
cause the rules gover ning each of these sets
areclear, regular and fairly easily stated.
The problem isthat by throwing for ms of to be
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to have: and to RE, not to mention the modals,
into one class, we have set up a description
which providesrulesthat are accur ate only 15%
to 25% of thetime. Of course, the other sid e
of thiscoin isthat a student following rules for
the use of " verbs' will beincorrect about 75%
of the time because of the way the language has
been described, not because grammar isun-
important. Grammar i s extremely important
and when we get an accur ate description of En-
glish, in terms of the way the language actual-
ly wor ks, we c an teach English correctly with
consider ably less effort.

In thisbrief paper, thereisnot timeto go
into all of the aspects of English grammar, but,
believe me, all of the traditional aspects of En-
glish description ar e just as inaccur ate as
those given above. Thereisan added advan-
tage to such descriptions of classes aA a gerund
isa pureverb or verb-noun stem with -ing af-
fi.,, 1,becausethe student can immediately iden-
tify these the instant he hear s them with about
98% accur acy, the way de does when he ac-
quireslanguage through use. No foreigner can
figure out what a gerund isfrom the textbook
descriptions given today. Further, -ing -forms
follow fairly regular and easily defined syntac-
tic patterns, but these have to be ferreted out
and described in terms of a totally new concept
of syntax.

Can we make a grammatical analysis based
on such things asthe meaning, that is, the cul-
tur alrelationship that exist s between a se-
guence of mor phemes and something in reality.
To disprovethat, consider only the forms given
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earli er, thedead man and the killed man. |
will accept your criticism that the killed man is
not grammatically acceptable. I n fact it really
is, but for sake of argument | will allow you
that misconception. However, let usthen goto
the examples, the fallen tree and the felled
tree. which | think you will have to admit are
good English. The former, of course, means a
tree that has not been cut down by man. It fell
dueto gravity, rain, wind o r something else.
A felled tree usually refersto onethat has been
cut. Can we say that thiskind of meaning dis-
tinction c an be extrapolated to other such verb
forms? Consider then, the rung bell. whichis
compar able with the fallen tree from a gram-
matical point of view. However, it ha sthe
meaning of the felled tree. which isnot gram-
matically equivalent, because felled is equiva-
lent with rang, not rung. Thisillustrates that
the meaning attached to a given sequence of
mor phemes cannot b e derived froni any kind of
logic. Thesemeanings arederived from ex-
perience, asoneisenculturated growing up,
and aretotally illogical. This follows the same
patter n observed in the development of alin-
guistic structurein children. Each child gave
hisown class of itemsin thereal world to his
s et of words. Then through experience, he
gradually wor ked his classification system into
linewith those of his parents and playmates.
THE REASON THAT LANGUAGE ACQUISI-
TION THROUGH EXPERIENCE APPEARSTO
BE MORE EFFECTIVE IN REAL SITUATIONS
ISTHAT THE STUDENT ISNOT PRESENTED
THE STRUCTURE IN A DISTORTED FASHION.
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One hearsreal sent encesin connection with
real situations. He or she abstracts what ap-
pearsto bethecritical factors and generalizes,
idiosyncratically, until he finally beginsto un-
der stand the system in English which isvastly
different from that presented in classes teach-
ing English.

Thisbrings us back to a question raised ear -
lyinthepaper,andthati s, second lan-
guage learning fundamentallydiffer ent from
first language learning? " Obviously thereare
similarities between the two because we are
dealing with human beingsin both cases, and
whatever deep structure or nativewiring they
hav eat agetwo, t h ey still have as an adult.
However, there are a few fundamental differ-
ences. W e see as we obser ve children that
they are developing and lear ning at the same
time. L ear ning cannot precede the emer gence
of whatever natural abilities are needed for a
certain facet of | ang uag e, for example, on e
cannot produce an /i/ phoneme before the
tongueisflexible enough to produce very high
front vowel sounds. As an adult, all of these
facilities are fully developed. Thisistrue
even if the students arein high school or grade
school. Hence we should expect that an older
child could 1 ear n or acquire alanguage more
quickly, since all of hisfacilities are fully de-
veloped and his acquisition is not slowed down
waiting for something to mature. We all know,
however, that thisis not the case. Thereisa
further very disturbing point in second language
lear ning and that istheinterference from the
system of the student’ sfirst language. When



ORTESOL JOURNAL, Vol.1,1979 24

oneislearning afirst language, one knows no
language system and isfreeto digest and pro-
cessthe new materials asthey comein. Once
a system has been acquired, i. e. , afirst lan-
guage, then every perception isdistorted by the
natur e of that first language. This, of cour se,

slows down the lear ning process consider ably.

However, on the plus side again, the adult has
the ability to consciously process data much
morerapidly than hasthe child. This should
speed up the process. Also, to same ext ent
one should be ablet o transfer knowledge about
lear ning a second.

Now, a second-language teaching program
should take maximum advantage of all the abili-
ties of the adult and be so designed asto reduce
toa minimum theretarding effects of hisfirst
language. The adult' sability to hand 1 e con-
sciously gener alizations about a language
means that grammatical rules, if they aretrue
and accur ately stated, should h e 1 p the student
learn mor e quickly. The greatest problem with
teaching English is that we state our rulesin
such broad generalizationsas " verb" or " noun,"”
and we can easily see by examining just a little
bit of English structure that rules stated in
such ter ms can only confuse a student. How-
ever, if the classification system into mor -
pheme classesisrefined so that when we are
talking about something like a gerund, we de-
finetheitem, that is, gerund, in a precise and
rigorous manner, such as a noun-verb stem
plus-Li& so that students can instantly r ecog-
nizeit, and then give them rulesthat apply only
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to gerunds, thisshould aid theminl ear ning
quickly. Many peoplein the past have given up
teaching through grammar because they thought
grammar interfered with teaching. It does only
when it isnot correctly stated and scientifically
accur ate. A grammatical program presenting
the structur e of the new language should build
on any structurethat isvery similar insthe two
languages. F I r example, in teaching English
to Turks, we utilized the so-called pr esent
progressive or continuoustense fir st, because
the usage of thistense in both languages means
essentially the samething, and if a person
would say, gelivorum, in Turkish, which
means| am coming. hec an say the Engli sh
meaning for that sent ence. Thereare a few
exceptions, for example, a Turk does not say,

I want an apple, he says, | am wanting an
apple, so he ha s tolearn about a dozen excep-
tions. However, thisi srelatively easy, the
mechanics of forming the present progressive
issimple, and on c ethe student has master ed
this form, heisr eady to say any number of
English sentences, if he knowsthe English
equivalent for a Turkish verb. Hence, all he
needs to acquire are the so-called ver bs, ac-

tually noun-verbsin most cases.

The program describ e d above, which was
running in Turkey between 1955 and 1960, was
so effective that we wer e able to take people
who knew no English at all and send them to the
US to graduate schools wher e they successfully
completed M A programs after only 360 hour s of
English instruction. Thisinstruction wason a
30 hour aweek, int ensive basis, taught by
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completely untrained teacher s under the direc-
tion of alinguist or linguistically trained En-
glishteach er. The program would probably
have been much mor e effective had the 360
hour s been spread out over 24 or even 36
weeks, but the program w a s controlled by the
Turkish Ministry of Education, and 30 hours a
week was their decision.

Tosummarize briefly, then, the one part of
English teaching which has not been looked at
carefully i sthe grammatical description of the
language. Second-language lear ning has some
advantages and disadvantages over first-lan-
guage lear ning. A good second-language pr o-
gram sh ou 1 d usethose abilitiesthat an older
lear ner has, both by virtue of growing older
and the fact that he knows one linguistic sys-
tem, and should not be an attempt to duplicate
the first-language lear ning situation. G r a m-
mar, that is, systemized teaching o f gramma-
tical rules, should speed up the lear ning pro-
gram for older people because they know how to
consciously manipulate systems, which small
children cannot do. The problem with teaching
most second languagesisthat they are de-
scribed in a manner inherited from the Greeks
through the Romansin theform of a Latin
grammar. The grammatical concepts utilized
in describing Latin are not applicable to any
Germanic language, and ar e especially not ap-
plicableto English. Deep structurein now ay
appear s to control the natur e of language lear n-
ing or the natur e of the linguistic systemsthat
we use, or at least such restrictions are much
less stringent than they are thought to bein
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most linguistic literature. This istrue, be-
cause the deep structureis so loose and flexi-

ble that about all oneneedstopostul at eas
basic to language lear ning isthe ability to sym-

bolize and the ability to generalize. From this,

all linguistic systems come about. Children or

adultsfirst learn symbols, generalize on them
based on their experience, both linguistic and
non-linguistic, and t h en learn the rules which
gover n the s equenc ing of the grammatical
forms. Oncetheserules are lear ned, through
experience again, they learn what meaning s
they can and cannot attach to each sequence of
meaningful units. For a second-language
lear ner thisusually means associating it s
meaning with a similar sequencein hi snative
language, which is often wrong. It seems
probable that what people learn first is vocabu-
lary, no matter what method or materialsare
used in teaching. Then they learn t o .sequence
two of these, then three, and so on until they
eventually learn to create long sentences or
even paragraphsin the 1l an gua g e. Language
acquisition in areal situation isoften faster
than in class, because we [ ft en speak to for -
eignersin single words, and these he can com-
prehend. Perhapsif we taught first single vo-
cabulary items, for example, the 700 basic En-
glish words, then taught the studentsto put two
of these tog ether, then three and so on, we
would have much mor e effective teaching pro-
grams. | wasableto do this oncein Turkey
with an experimental group, with absolutely as-
tounding results, but later | was forced to stop,

because this method did not agree with the
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dogma of the times. Should we 1 et theor etical
dogma control our teaching, or should we teach
the best way we can find?
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MOTIVATION IN
SECOND LANGUAGE LEARNING*

Kathleen L aPiana

Oregon State University

A very basic problem that has bothered,
t eac h er sof English as a second language has
been the question, why ar e some students able
to master the language with relative ease and
speed while other s never seem to make any
progress. Much resear ch has been undertaken
which examine stheroleof t h e method em-
ployed, i. e, audio-lingual vs.tr anslati on-
grammar vs. cognitive approach. Many educa-
tors havefelt in recent year sthat the problem
must also be attacked from the opposite dir ec-
tion, i. e., therole of student input on ability to
learn a foreign language mu st al so be ex-
amined.

Gardner and Lambert in a number of studies
have shown that one of the most important mo-
tivational f actor sisthat of the attitude of the
lear ner toward the second languag e and its
l....L.-ec These authors have distinguished
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reasons for lear ning the language. | ntegr ative
motivation refersto the desire of the learner to
become part of the linguistic community speak-
ing the second language. ! Gardner and
Lambert arrived at a measur e of type of moti-

vation by using an open-ended or multi p 1L e
choice questionnair e asking the students why
they wer e studying the language in question. In
the M ontreal Study, students of French were
consider ed to possess integr ative motivation if
they answer ed that they wer e studying French
because they wanted to better under stand

French Canadians, or because it would allow
them to conver se with mor e people. Reasons
which indicated instrumental motivation wer e
that the languagewasf or job purposes, to ful-

fill an educational requirement or t oread ma-

terial in the language. 2

Spolsky conducted further studies on theim-

portance o f integrative motivation. He used a
direct questionnaire similar to that of Lambert
and Gardner and an indirect questionnair e.

Theindir ect questionnaire consisted of four

lists of thirty adjectives such as" busy, " " stub-

born" and "sincere. " In thefirst list the stu-

dent was asked how well the adj ecti vesde

scribed him; in the second, how well t h ey de-

scrib ed theway hewould like tobe; inth e

third, how well they described people whose
native language was the same as his; and in the
fourth, how well they described native speakers

of English. ® Spolsky' sresults, contrary to
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the di rect questionnaire. However, he found
that there was a high degree of correlation be-
tween language proficiency and integr ative mo-
tivation as measured by t h eindirect question-
naire. He accounted for these results by noting
that he had questioned studentsrecently arrived
intheU.S., and these students " will not, so
soon after their arrival admit to motives which
suggest they wish to leave their own country
per manently, but will tend to insist on instru-
mental motives. " ¢

Elizabeth Hoadley-M aidment attempted to
apply Lambert' sideasto a group of student s
studying EFL in London, using culturally-
oriented materialsfor one group and not for the
other. Her resultswer e inconclusive dueto a
small sample size (n 30) and oper ation of th e
Hawthor ne Effect, but she felt qualitatively that
the group using the culturally-oriented materi-
als was mor e cohesive and wor ked harder than
the other group. She concluded her article with
theremark that "thereisalso a need for a
much wider measur ement of attitude compo-
nentsin language learners. " °

Because the results of Gardner and
Lambert' s studies have not been conclusively
replicated it was felt that an application of their
instrument to two groups of students at the En-
glish Language I nstitute would be of value. One
group o f studentsis studying scientific English
while the other isusing mor e culturally-

oriented materials, such asreadingsin Amer--
. . ss tz. cfrnrrn r Aril-rnn cra -
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which integr ative motivation, and what degree
of correlation, i f any, exists between the type
of motivation and language pr oficiency as mea-
sured by scoresreceived on either of two stan-
dardized test s, the Test of English as a For -
eign Language ( TOEFL) or the Michigan Test
of English Language Proficiency (M TEL P).

In addition, it wasfelt that it would beinter-
esting to note if any correlation exists between
type of motivation and native language spoken.
As Gardner and Lambert note, " Thelearner' s
ethnocentric tendencies and his attitudes toward
the member s of the other group are velieved to
deter mine how successful he will be, relatively,
in lear ning the new language. " ® They theorized
that those students with strong ethnocentric at-
titudes are unlikely t o have an integr ative out-
look when approaching the language lear ning
task. It might be supposed that different cul-
tures would vary in the amount of ethno c en-
trism they encourage in their members. Re-
lat ed to this concept i sthat of anomie, which
refersto the successful language learner’ s
feelingso f regret or anxiety as he assumes
member ship in a new linguistic group and loos-
ens histieswith the former group. Thus
Gardner and Lambert found that the proficient
language lear ner was char acterized by low eth-
nocentrism and high anomie aswell as by inte-
grative motivation.

TheMeasuring lnstruments
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special program for Saudi science teachers,
wer e given a questionnair e which requested in-
formation asto their sex, age, marital status,
father' sjob, and placeof r esid enc ein their
countries. Thelast two questions wer e an at-
tempt to elicit information on the socio- '
economic class of the infor mant.

The questionnaireitself consisted of twenty-
five statementsu sin galLikert scalerating of
intensity. The statements wer e of three types
(See Appendix A).

1. Ethnocentrism. Four items wer e adapted
from the E scale of Adorno et al (1950) “and
wer e reworded to make them mor e compr ehen-
sible and applicableto foreign students. Items
5 and 6 wer e added because it was felt that
strong positive feelings about one' s native lan-
guage ar e also indicative of ethnocentrism.
This scaleis meant to measur e ethnocentrism
and suspicion of foreign peoples and ideas.

2 Anomie. Eleven it ems wer e adapt ed
from Srole s (1951) and Lambert' sscale s.
The scales purport to measur e per sonal anxiety
and dissatisfaction with on€' s placein society.

3. Rating of integrative and instrumental
orientation. The students wer e given eight
statements of reasons for language study and
asked to rate, using the six-point Likert scale,
how much the reason applied to their own lan-;
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become a member of the second language
gr oup,e g, " Studying English will help me
under stand better the American people and
their way of life." Four items emphasized in-
strumental reasonsfor studying English, e.

"It will be useful to mein my work when | re-

turn home. " All were adapted from Gardner
and Lambert' sscales. °

English L anguage Achievement M easures

The most recent TOEFL or MTEL P scor e of
the student was us e d as a measur e of his En-
glish language proficiency. Because these
tests have high degrees of reliability (. 97 ) and
correlation (. 97), one could be converted into
the other for comparison. 1° Thefact that all of
the students wer e placed in upper levels (level
5 and 6 of the EL | and upper group of the
Saudis) implied that all wer e judged, on the
basis of previous performance and test scor es,
to be at a somewhat similar st a g e of language
proficiency before undertaking the eight-week
period o f language training. The standardized

tests wer e administer ed near the end of this
period,

Results

HIT:
ib* The students questioned wer e from five dif-

ferent langua g e groups: Telagu (1), Span-
ish r(:_3), Japanese (2), Per sian (4) and Ara__
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their fathers occupations. Eight were mar-
ried. The agerange was 19 to 32 and the aver-
age age was 25. (See Appendix B for complete
results and procedure).

Within each group Gardner and Lambert' s
correlation of higher language proficiency with
integr ative motivation seemed to be bor ne out,
with the exception of the Saudi students. The
st ud ent sprofessing integrative motivation in
every other group exhibited higher test scores
than other student sin their groups. Over all
the highest scores wer ereceived by the Spanish
speakers and the lowest by the Saudi speakers
of Arabic. The Saudi science studentsin gen-
eral exhibited lower scoresthan the Arab stu-
dentsin theregular ELI program. Therelation
between test scor es and type of motivation was
rever sed for the Saudis, that is, those pr ofess-
ing instrumental motivation performed b ett er
on thet est sthan those indicating integr ative
motivation.

With regard to ethnocentrism, Gardner and
Lambert' scorrelation between low ethnocen-
trism and high integr ative motivation was not
discover ed within each group but was seen when
the Arab students wer e compar ed with the other
groups. The Arab students wer e the most high-
ly ethnocentric, with four of them exhibiting a
high degree, eight of them a medium amount
and none a low degr ee of ethnocentrism. On
the other hand, only one Spanish and one Per -
sian speaker wer e highly ethnocentric, and one
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dentswerefemale.

Thefindings on anomie wer e that most of the
students (19) exhibited a medium amount.
Gardner and Lambert' s correlation b etw e en
high anomieand int egr at i v e motivation was
found for the two students (one Telagu and one
Per sian) who had a high degr ee of anomie.
The one student (an Arab) who exhibited low
anomie was corr espondingly highly ethnocen-
tric, as might be predicted, and also obtained
one of the lower proficiency scoresin hi slan-
guage group.

Discussion

It wasfound that t h e group of studentsin the
scientific English program received lower
scores on the standardized test s, but there-
sults cannot be traced conclusively to the ma-
terial used because of the small sample size.
Thefinding that among t h e Saudisthe more
successful learners exhibitedinstr umental
rather than integrative motivation might be due
to thefact that they are hereto pursue Master's
degreesin science (they are scheduled to enter
OSU in January asregular students) and there-
foreit might be expected that a strong wor k and
study-oriented approach might betaken by t h e
mor e serious studentsin the group, who feel
that they are under great pressureto learn En-
glish to further their studies. Thisresult is
similar to the findings of Gardner and Lambert
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eluded: " Apparently when thereisa vital need
to master a second language, the instrumental
approach isvery ef t ective, per haps mor e so
than theintegrative. " H

It wasrather surprising to find that so many
of the informants exhibited medium amounts of
anomie, even some who wer e highly ethnocen-
tric, although this might be explain ed by the
fact that all arelivingin aforeign culture, ex-
pect to stay for arelatively long period of time,
and are under the pressur e which this entails.
This factor thus did not seem to have gr eat
correlation with language proficiency.

The highly ethnocentric attitude of th € Arab
students when compar ed with that of other stu-
dents might be explained in part by their rela-
tively recent economic elevation, but chiefly by
the special attitude towardstheir language held
by its speakers. The majority of Arabs agreed
strongly with the statements " My native lan-
guage isthe most perfect in theworld” and " All,
people should be madet o study
Arabic isthelanguage of the Koran and as such
isheld in a highly revered position. Charles
Ferguson, in hisarticle" Myths About Arabic, "
notesthat a belief in the superiority of Arabic
isheld by virtually all member s of the Arab
speech community.12 Reasons for this belief
arerelated to their feeling that Arabic is beau-
tiful and that it has great gra.mmatical sym-

metry and logical structure (it can be prov ed

w exampletiggithislatter belief is ugggunded).
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of the truth of Islam.

It was especially informative to note that
many Arabsfelt strongly that other peoples
should be made to study their language. Anoth-
er belief to add to those mentioned by Fer guson
seemsto bethat Arabic will becomeoneo f the
inter national languages of the future.

-Thusit might be concluded that culturally in-
fluenced attitudes toward on€e' s own language
and toward other languages and cultur es have a
decisive influence on the language learner' s
success in mastering a second language. L an-
guage teaching might be improved by an attempt
to take into account and perhaps alter or revise

some of these social and psychological orienta-
tionson the part of the lear ner.

APPENDIX A

Procedur es Used

Thefollowing instructionsweregiven t o the
students: " Please read the following statements
and then circletheletter that best shows your
feelings about the statements. A= strongly
agree with statement, B = moder ately agree
with statement, C = gslightly agree with state-
ment, D= slightly disagree with statement,
E= moderately disagr ee with statement,
F= strongly disagree with statement. "

.
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degr ee of ethnocentrism. Circling of letter A
was consider ed to indicate strong ethnocentric
tendencies.

Theworst danger t o my country in the
50 year s has come from foreign ideas.

Foreignersareall right in their place but
théy should not become too friendly with native
families of my country when they are staying in

my cou'\?)t/rg.ount r y may not b e perfect but the
way of lifein my country has brought my pegle
as close as possible to the perfect society.

It isnatural and right for each person to
think that hisf amily isbetter than any other

far;_?”yMy native language isthe most perfect in
theworld. should be made to study my
6. All people

language.

Anomie

Items 7 through 17 wer e meant to measur e
the amount of anomie. Items8 and 14 arere-
versed, that is, their content isthe opposite of
that measured by the scale.

In my country today, the leader s of the
government arenot really very interested in
the problems of the aver age per son.

3 My country isdefinitely the best country
to Ilveé%'cause of the condition of theworld it is
very difficult for a student t o plan for the work
hewill doin life.
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10. Thelife of the average man isg ettin g
WwWor se, not better.

11. These days a person doesn' t really know
whom he can trust.

12. |t isn' t agood ideato have children be-
cause the future doesn' t seem very safe.

13. | don' t do very w €ll in school although |
work very hard.

14 The opportunitiesfor young peoplein my

country are much greater than in any other
country.

15. | lived for alongtimein my culture and |
am happier living in a new culture now.
16. In my country if you have important

friends you will succeed.

17. Sometimesldon' t see any r eason to

spend so much time on education and studying.

Motivation

Items 18, 21, 24, and 25 wer e considered to
beinstrumental reasonsf o r studying English.

Items 19, 20, 22, and 23 wereintegrativerea-
sons.

18. | am studying English because it will be
useful to mein getting a good job.

19. | am studying English because it will help
metounderstand b ett er the American people
and their way of life.

20. | am studying English because it will help
me make friends mor e easily with Americans.

21. | am studying English because it will be

useful tomein my work whenl r etur ntomy
Country.
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22. | am studying English because it will al-
low meto meet and talk with mor e people.

23. 1 am studying English because it will help
meto think and act as Americans think and act.

24. | am studying English because everyone
needsto know at least one foreign language to

bereally well-educated.
25. | am studying English because no oneis

really educated if heisnot fluent in English.

APPENDIX B

Procedur e

For each group of statements, a scor e of
from 1 to 6 was given for each statement and
then tallied and averaged to find the resulting
degr ee of ethnocentrism or anomie. The lower
the scor e, the higher degr ee of ethnocentrism
or anomie (thereversed items were c ount ed
the opposite way). A score of from 1 to 2.5
was consider ed to indicate a high degree of the
quality, 2. 6 to 4.5 a medium amount, and 4. 6
to 6 alow amount.

For the type of motivation, the studentswer e
rated on their an swer s and the scorestallied
and averaged. Thelower score o f the two was

considered to indicatet h e higher motivational
factor. Any difference in scoreswas consid-

ered significant.
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RESULTS
Ethno-
TOEFL/ cen- Inte-
Lal warte MTELP  trism Anomie grative
Telagu 454 4.8 2,45 2. 5
Spanish 430 4.6 4.4 3.5
416 3.8 3.3 3.5
(546) 83 2.3 3.2 2.25
Persian 392 2.3 2.8 3.5
428 3 2.8 4
(428)65 4.3 2.8 1.5
(421)64 4 2 )
Japanese 460 3.5 3.3 1.75
408 5 2.7 4
Arabic 428 3.8 2. 6 1.5
424 2.3 4.2 2.25
(408) 62 2.3 4.6 2.5
448 683 3.6 3.6 2.25
392 3 3.5 1.25
(421) 64 2.8 4. 4 3.75
Saudi 296 45 2.1 3.8 25
270 a4 1.8 3.2 2.75
433 4O 3.2 2.7 2.25
500 74 2. 6 4 4
(336) 51 3.2 4.2 2.5
(270) 41 3.1 4 2.25

I nstru-
mental

2.7

2.5
2.5
3

25
3.7
3

2. 75

4.5
1.75

2.5

1.25
2,5

3.5

1.5
2. 75
25
3. 25
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OUTLINE OF THE
ENGLISH SPELLING SYSTEM

Joseph Dunford

Teacher s of English often despair over the
possibility of teaching English spelling since it
isso"irregular.”™ Many deal with spelling as
little as possible. Othersrefer to it occa-
sionally to teach by rote the spelling or pro-
nunciation of an individual word.

There are many good reasonsf or this. The
English spelling system isareal problem g
theteacher and the student. For example, some
studentstry to say /knok/ when looking at the
word " knock, " and thisfrustrates both the stu-
dent and the teacher. Other students write
" stik” when they aretrying to gpel| " stick. "

Because of this, teachers a void spelling in
teaching pronunciation and avoid pronunciation
in dealing with spelling. In so doing, they are
reacting to the basic problem in English spell-
ing: that thereis more than one pronunciation
for one spelling pattern, and that thereismore
than one spelling pattern for one pronunciation.
It can be confusing to teach therelationship of
oneto theother.

But teacher s ar e neglecting the needs of
their students when they neglect to teach this
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relationship. Most native speakers of English
have no t r oubl e pronouncing new words when
they see then'l written out on the page. And
when they hear a word, they can usually spell
it. But that is not true for ESL students, who
often make strange mistakes in spelling or pro-
nunciation. If these mistakes result from a lack
of familiarity with the English spelling system,
the teacher has a duty to teach the students
about this system.

The teacher, however, might encounter
problemsin trying to learn more about English
spelling. Books on "spelling rules” written for
native English speakers are little help. Usually
they are filled with rules for spelling endings
such as"-able" and "-ible, " etc. These are far
from what the teacher needs if he or she wants
to help the student who says/knok/ or writes
"stile, " If the teacher turns to work written by
linguists, he or she may al So have difficulty.
Some of it isdifficult to read, and much of itis
scattered around in various places.

There is one source where the teacher can
find alot of useful information about the system
of English spelling: Richard L. Venezky's The
Structure_of Endlish Orthograny; i Other good
sources are articles by Kreidler and Dickerson
and Finney which have appeared in the TESOL
Quarterly.

The following description of the English
spelling system i s based on these sources. It
is not i ntended to replace them, but simply to
introduce their work to alarger audience.

To describe the English spelling system,
otherwise known as the orthOgraphy, V enezky
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begins with the letters of the al phabet, from a
to z. He uses single letters, and he combines
other letters that are usually combined, and he
makes from them alist of the building blocks of
the spelling system. He calls these relational .
units. They are usually linked to one pronunci-
ation, or sometimes to two pronunciations. For
example, the unit b = /b/, the. unit ch = /6/
(with exceptions) , the unit sh = /g/, ai = /¢e/,
ck = /k/, o = /al or bob. He combines letters
to form a unit only when they cannot be broken
down into their parts, while still keeping the
pronunciation as when combined. For example,
sh. /S/, but this/s/ isnot s (. /s/) or h
E mn

The relational units can be divided into two
groups, consonants and vowels. Each of these
two groups isin turn subdivided, and moreover
isclassified into Irrlaj'or and minor units.

Maor Relational Units
Consonants Vowels

Corn-
ala.d Primary Secondary

bghnrhu ck a ai / ay he
c h p s dg au/aw oa
chj ph sh wvw tch ea oe
d k gt > wh ee of boy
f 1L r th v el / ey OO0

eu/ ew ou/ ow
ue
ui

gm y
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Minor Relational Units

Consonants VYowels

Simyle Compound Primary Secondary

kh an ae

All of the letter s of the alphabet appear as
relational units, and some |l etters appear again
as part of other units. For example, u appears
as asimple consonant ( e. g®, suave) , apri-
mary vowel (cut cute), and as parts of second-
ary vowel units (taut. couch)

Some letters of the al phabet al so appear not
as relational units but as markers® A marker
cannot be linked directly to a pronunciation; it
serves instead to show how other letters (re-
lational units) should be pronounced® The well-
known "silent €" at the end of manX words (like
hope) is an example of a marker. - Playing the
same role as a marker is the "doubling” of
letters that makes words like latter and later
have a different pronunciation® More will be
said about markers below.

Another look at the chart above, meanwhile,
will show that the consonants are divided into
simple consonant_unit s and compound consonant
units® The vowels are divided into ririxary
vowel unit s and secondary vowel units. The
following discussion will concern primary
vowel units.

The pronunciation of stressed vowels
i, etc.) is controlled by the consonants that
follow the primary vowel--by whethe r these
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consonants are simple or compound (or
doubled), and by the positions of the consonants
within the word® These consonants and their
position determine whether the preceding pri-
mary vowsel is ‘free (long) or ‘checked’

( short) . See the chart below:

Primary
Vowsel
L etter Pronunciations
Eree (long) Checked (short)
a /e/ made, able / [/ mad, rabble
/ i/ these /el men
/ai/ time i/ him
/o/ note /al not

/ (3) u/ Cuba, super /G/ much, funnel

A primary vowel, when followed by a simple
consonant, isgiven its free pronunciation if
this simple consonent is followed by another
vowsel letter in spelling (evil cumin) . The
second vowel, of course, can be the marker e
(made, these) . Also, when a primary vowel
is followed by a simple consonant, then the con-
sonants 1 or r then another vowsel, it is given
its free pronunciation (able ogre. idle)

The checked pronunciation of a primary
vowel appears when no vowsel letter follows the
simple consonant. That means that when the
vowsdl is followed by a simple consonant at the
end of aword, the vowel is checked (hat hot
piN)® Also, when the vowel is followed by a
compound consonant, it ischecked (vyixen
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badger). Finally, when the vowsel is followed by
doubled consonants or by a group of consonants,
whether they form one unit or more, the vowel
is checked (funnel, rabble, clutch basket) . °

The fact that primary vowels have two pro-
nunciations, which are controlled by the follow-
iNng vowsels, is the most important fact to be
grasped about English spelling. Thisiswhat
makes it different from the writing systems of
other languages (especially from the systems
used in language s spoken by students oft en
found in ESL classrooms)

Another unusual feature isthe marker sys-
tem, which has been described above. Another,
the use of doubled consonants as a marker to
affect pronunciation of primary vowels, was
shown above® Sometimes, however, consonants
are doubled at the end of aword, where thi s
doubling has no effect on pronunciation® Never-
theless, the letters are written doubl e by force
of convention. So, we usually doublethe 1 in
still. hill. the fin fluf f staff the sin toss
mass. Thisis done even though the vowel in all
of these words would still be checked if the last
consonant were single, according to the rules
given above. ©

Another feature involves the letters u and v.
If you think about it, you rarely see aword
which endsin u or v. These letters are avoided
at the end of aword; the marker e is written to
avoid having this happen ( dlue, true love)
Similarly, eis used as a marker to avoid hav-
ing words end in ! ? since that letter is used for
the plu r al in nouns and for the thir d person
singular in verbs. For this reason, thereis
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goose®

What has been discussed so far can be called
for convenience sake the primary vowel sys
tem. Now that the main parts have been men-
tioned, some of the problems that it causes can
be discussed. The biggest of these problems
are: that the system begins to break down as
the words become longer, and that certain con-
sonants cannot be doubled to show checked pro-
nunciation, according to the rule s of the pri-
mary vowel system.

In aword like subliminal. for an example of
the first problem, none of the vowels are free,
though at least one of the slooks as if it
should be pronounced that way. That is, the
stressed letter i is followed by only one simple
conson-ant, and it is not at the end of the word.

Of course, Venezky' s syst em doesn' t deal
with unstressed vowels, so the other i is not a
problem here). This sort of thing happens
quite commonly, and might be considered the
biggest single drawback in the spelling system
as described here. There are, of course,
numbers of words contai ning pronunciations
that "do not fit the rule, " but the s e are too
numerous to list in a short article.

Sometimes, the breakdown in the system is
due to limitations on the doubling of letters to
show a previous checked primary vowel spell-
ing: Thisiswhat happen s in the case of the
words devil and evil. In these two words, the
letters following the primary vowel e are ex-
actly the same, but the pronunciations are dif-
ferent; Why? The answer lies in the fact that
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the letter v cannot usually be doubled, as other

simple consonants can, and so the checked pro-

nunNciation is not shown as it is when other con-

sonants follow. If one could double the T the
difference between evil and :*devvil would
cause no problems in pronunciation.

The letter v brings us to another problem.
Because of the fact that, in the English of
Chaucer's day, the u, M andn looked
alike, the custom devel oped of avoiding putting
them next to one another . This has resulted in
spelling words like love, rather than **luv, and
done in addition to ** dun® Here the e marker
is used as part of this special spelling pattern. 8

There are other areas where no satisfactory
explanation for the spelling system can be giv-
en. For example, why does the ein lemon
differ from the ein demon?2 However, there
are explanations now being developed w hi c h
help to explain some pronunciation patterns that
the primary vowel system, as described above,
has not been ab 1 e to handle. Among checked
primary vowel spellings in the middle of a
word there are more "exceptions” than
words which follow the "rule.” That is,
there are words vwhich have the pronun-
ciation of checked vowels in the middle
of words, where the following simple consonant
spelling should indicate a free vowel® For ex-
ample, how can t h e difference between debat-
able and palatable, both words having a primary
vowel followed by a single consonant, be ex-

plained? It can' t, according to the system
Venezky outlines. But, according to new re-
search done in the field of spelling and
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pronunciation, it can be explained on the basis
of the sound system of English,
An article in the TESOL Quarterly by Wayne
B. Dickerson ° pointed out that pronunciation
teachers have spent alot of time trying to teach
students how to make the various sounds of En-
glish, but have spent very little time trying to
show the student when to expect some of these
sounds to show up in E nglish words. Hisre-
sponse to that situation has been to try to bring
forth a set of rules vwhich predict sound pat-
terns. In so doing he has set up a system which
would allow the foreign learner of English to
f igure out the pronunciation of words on the
printed page. This set of rulesr elie s on two
factors: the spelling of the word and the stress
pattern of the word. One of these two is useless
without the other®
Figuring out the stress pattern is the main
problem with such an approach, but Dickerson
and Finn.ey*' have gone along way towards solv-
ing it. Their work rests on the foundation es-
tablished by Chomsky and Halle€' s famous The
Sou22.1Taitt i sh 2 put they have made
the concepts much more easy to understand.
Also, they have not been afraid to modify the
concepts when necessary. According to their
work, three main stress rules are needed to
give the student what he needs to predict the
stress of words (with primary vowel spellings)
that he will meet on the printed page. These
are:
I. The Weak Stress Rule
2, The Strong Stress Rule
3. The General Stress Rule
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The first two of these rules are described in
their 197 8 article.

The Weak Stress Rule will predict the stress

of verbs that have no endings, and. of words with
"weak endings: like @ble. ed. es. ing. al. en.
ours lve ure. ary. ory. Theruleisthi s If
the "key syllable" of aword isavow el or a
combination of vowel and consonant, stress the
syllable that precedes it, unless it is a prefix.
Otherwise stress the "key syllable. " Now, what
isthe "key syllable?' It isthe la st spelling
pattern of th e remainder of aword after the
ending has been taken away. If there is no end-
iNng, it isthe last spelling pattern of the word.
Here is an example: The word Ralatable has the
ending able. What i s the stress pattern of this
word? First, take off the ending. The "key
syllable" isthe at in palat-. Since this word
does not have a prefix, stress the pr eviou s
syllable (or, in the words of Dickerson and
Finney, "Stress Left")

Here is another example: The word debatable
also has the ending able® To find the stress
pattern, take off the ending. The "key syllable”
isthe at in debat-. This word does have a pre-
fix, de-, so stress the "key syllable. "

Once the stress pattern hass been found, the
differences in pronunciation of the stressed
primary vowel can be shown: A vowel 1 ett er
which is stressed as aresult of "Stress L eft,
that is, stressing the syllable preceding the

"key syllable, " is pronounced checked (short)
except for U, which is pronounced free (long)
A vowsel stressed on the "key syllable" is pro-
nounced free (long) . * Unstressed vowels are
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pronounced as reduced vowels/ %/ 1T his ac-
counts for the difference in pronunciation be-

tween palatable /p6elatabal/ and debatabl e
idib6tl 51 1. Other words subject to this rule

are:  critical, municipal. frivolous, generous,

excitable, veritable, derisive, primary. repel,
etc.

The second stress rul e, the Strong Stress
Rule, reflects the fact observed by Venezky, 14
Chomsky and Halle' that certain endings cause
the stress to be placed on the syllabl e preced-
ing the ending. According to Dickerson and
Finney, these endings are of four types. One
type consists of i plus a consonant: ical jple
iquible. it v, ify. ish (inverbs)isandid (in
adjectives) . Another type consistsof i plus a
vowel: jon.ial, jous. lan.i.a iar. io, ior,
ium jus, sate, lent jant iary. fable. The se
two types of ending s, aswell as two other
types, mean that the word will be stressed ac-
cording to the Strong Stress Rule.

The Strong Stress Rule is ssimply this: if the
ending is a strong ending, stress the "key syl-
lable. " According to the rule, words with all
of the strong endings listed above would receive
the stress on the syllable before the ending.
However, the pronunciation of that str es s ed
vowel will be different in the two groups. The
stressed vowels before thelplys; c?\wonant
endings will be pronounced (ta-rkg) . Ex-
amples of the words would be: conic mimic
eligible, vanity. vanish. timid.fanatical . unify
Impunity. etc. The stressed vowels before the
i plus vowel ending are pronounced free (long),
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except for which is pronounced checked
( short) . Examples of the words would be: na-

tion. depletion. facial. spaci ous.ration. quo-
tienty_petition. vicious. €tc. .(exceptions:
special, discretion, companion) -

The set of rules described above, though only
partially complete, can already provide an an-
swer to the problem of the word subliminal
which was mentioned earlier in this paper. A
quick glance at the ending shows that the word
is subject to the weak stress rule. Take off the
ending and stress the syllable preceding the
"key syllable. " Sinc eit is not a prefix, the
stress is on that syllable, which will be pi:O-
flounced checked according to the rule. Un-
stressed syllables will be reduced, pronounced
/al. So, subliminal

Remember that there are other parts to En-
glish spelling than the primary vowel system.
which refers only to stressed single vowel
spellings. First of all there are the‘consonant
units themselves. When doubled in- their func-
tion as part of the marking system for primary
vowels, they are not doubled in pronunciation.
Thisis caused by the fact that the English
sound system does not p er mit doubled conso-
nants to be pronounced, though they are in other
1 an guag e s. Second, there are the secondary
vowel unitslike au, ou. ai. eaetc. (or v ar
ants found at the end of words and before
vowels aw and ow. ay, etc. ) . These are not
followed by doubled consonant lett er s. Also,
they have in some cases afairly large number
of possible pronunciations.

This brief outline of the Engl i sh spelling
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system cannot be considered complete, but
should prove helpful to the TESOL teacher.

Note: The author prepared an extensive appen-
dix containing innumerabl e additional examples,
but this had to be edited out for economic, not
academic, consideration. Ed.

'Richard L. Venezky, The Structure of En-
lish Orthography. The Hague: Mouton, 1970,

2 Ibid., p. 50.

% lIbid., p® 54.

4 Ibide p; 50.

5 Ibid., p, 103.

6 Ibid., 107.
Ibid., p. 55-57.

8 Ibid., p. 38.

9 Charles W. Kreidler, "Teaching English
Spelling and Pronunciation,” TESOL
Quarterly, 1972, p. 9.

10 Wayne B. Dickerson, "The WH Question of
Pronunciation: An Answer from Spelling and

Generative Phonology, " TESOL Quarterly
1975, pp. 299-309
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13 Wayne B. Dickerson and Rebecca H. Finney,
"Spelling in TESL: Stress Cues to VVowel

Quality, " TESOL Quarterly, 1978, pp. 167-9.
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OUTSIDE LINGUISTICS:
ESP ASHISTORICAL NECESSITY

Karl Drobnic

Oregon State University

This paper develops a view of English for
Specific Purposes (ESP) as an o ut grow th of
large scale, international political, economic
and intellectual processes rather than an ex-
tension of various linguistics-generated English
language teaching approaches that have been
dominant in the field in the recent past® This
distinction is viewed as crucial to the assess-
ment and evaluation of that which ESP attempts.

From this distinction we feel that there
emerges also real implications for the ELT
classroom, not the least of which may be a
change in the professional self-concept of t h e
EL T practitioner which results from accepting,
as a legitimate and worthwhile domain, the role
of providing services to other disciplines and
interests.

Theories of linguistics and learning psy-
chology have so thoroughly dominated ELT in
the recent past that it is common practice with-
in the profession to turn immediately to tho se
disciplines when called upon t o supply aratio-
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nal e for the methodol ogi es, techniques and cur-

riculawe employ. At its worst, this strangle-

hold of other disciplines on our profession re-

sulted in insistence that mastery of the English
sentence led inexorably to mastery of the lan-

guage, and those who failed were subjected to
remedial doses of repetitive pattern drills® A
whole era of ELT was dominated by the
structure-oriented syllabus.

In the period of eclecticism following this era
there ha v e been many attempts to improve the
old ways, find new ways, and synthesize old
and new. Far too often, however, whether one
has engaged in any or all of the above, assess-
ment and evaluation have been made according
to the standards and guideposts of the previous
era. There appear to be certain covert biases
within the profession that carry considerable
weight, and when invoked, they are difficult to
refute. To illustrate, if alanguage teaching
program is deemed to be afailure and a s et of
mediocre structure scores from one of the
standard tests i s presented as evidence of that
failure, one must either acquiesce or undertake
the weary task of challenging the frequently en-
countered prgjudic e that equates successful
language learning with the mastery of English
grammar. A clear perception of a historical
framework for ESP eases the job considerably.

The first requirement of t hi s approach isto
view ESP not a s adoctrine, a methodology or
atechnique, but as a response refl ecting the

shift s and changes in the world' s balance of
power in this century. With the independence
that followed the dissolution of the majcr colo-
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nial empiresin the 1950' s and 60" s came the
formation of national languag e policiesf or
many countries;

Powerful economic, political, and intellectu-
al forces were at work in the world, and what
needs to be noted is a fundamental shift in atti-
tude towards the English language on the part of
many of our clients. English, alanguage that
once symbolized conquerors, masters, and the
ruling elite, has become alanguage of service
in the post-colonial era, atool for the educa-
tion, industrialization, and ambitiousn at i o n-
building programs of our times.

INn nation after' nation, the realization was
made that English isatool, not an end in itself.
English as an end rather than ameansis a
luxury few nations have been able t o afford. It
is from thisview of English as atool that ESP
has devel oped.

In the past, English was the vehicle of West-
ern culture, and the English teacher was as
much a missionary of the West as those who
ventur e d into dark heartlands with Biblesin
their hands and the Lord' s Prayer on their
lips. We were justly proud of English culture,
onerich in literature, and eventually there de-
vel oped the attitude that true proficiency in the
language meant the ability to comprehend our
greatest writers.

The literary-cultural -linguistic orientation to
language teaching evolved into aform of telling
clients what was good for them. ESP turns that
around and asks our clients what they need.

The first language program | taught in was
based on painstaking contrastive analysis , pDis-
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crete English language it em s had been identi-
fied and ordered according to their degree of
difficulty for the native speaker of Amharic,
and six long years of language, |essons were
carefully sequenced on the assumption that
point by point we would conquer the evil of first
language interference. No language but English
was permitted in the classroom, and de s pit e
the fact that our students were daily using En-
g 1li s hto study math, physics, chemistry, his-
tory, and assorted other subj ects, we spent
countless hours drilling to perfection structur-
al items that had little, if anything, to do w it h
competent classroom communication® We were
sinc er e and well-intentioned, and the results
we obtai ned are predictable® Our students
could manipulate grammatical patternsint h e
classroom and they were excellent at guessing
the answers to comprehensi on questions, re-
sults that are too well-documented in the liter-
ature of ELT to need reviewing here.

Thereally important point i sthat ESP asks,
"What portion of the English language is i mpor-
tant to this particular class?' and then at -
temptst o teach English from that assessment®
INn ESP, we keep in mind Louis Trimble' s
statement as to the reason some students are
learning English: "Our students are learning a
foreign language primarily in order to manipu-
late difficult intellectual material® ** That i s,
their primary goal is not the appreciation of
American cultur e. It is not the formation of
iNntercommunications. These may of course be
secondary goals, and quite important to the
well-being of students studying outside their
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homel ands, but the primary goal i s still the
manipul ation of difficult intellectual material®
I have quickly sketched, with the help of sim-
plification and generalization, the political and
economic matrix from which ESP has emerged.
I have argued that emphasis on linguistic com-
petence in English language teaching hass peen
tinged with cultural bias. Devel oping nations,
however, have been quick to perceive English
as atool of self-betterment, and it is not acci-
dent that in nation after nation around the
world, ESP has received far more attention
than it has here in the U.S. Where our clients
have been in control- of the institutions of edu-
cation--their home countries- -they have opted
for language teaching that addresses their
needs, even though it has meant years of nurs-
ing an infant with a theoretical base sketchy at
best.
have also stated that besi des being political
and economic, ESP is an intellectual response,
I have already touched on the failures of the era
of linguistic competence. Currently, linguistic
competence is finding itself supplanted by com-
muni cative competence; that is, providing the
stud ent with language skills adequate to cope
with actual situations, and we have mentioned
that the ultimate actual situationin ESP isfre-
quently the manipulation of difficult intellectual
mat €r ial (I wish to point out that following a
technical manual for small motor repair, for
example, can be quit e as complex as the aca-
demic classroom) . The ESP approach is not
dogmatic about particular methods and tech-
niques used in ESP; |t stresses the use of what
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has proved useful. However, the ESP approach
does focus attention on certai n points which
play acrucia role in ESP programming.

The ESP programmer must take as his start-
iNng point real communication needs stemming
from real life situations. A systematic analy-
sis of student needs, and not the linguistic
analysis of English grammar, determines th e
shape and content of the language teaching cur-
riculum. It may b e vitally important in some
programs that a student comprehend immedi-
ately a pattern such as, "If the red light goes
on, throw the switch to the off position. " He
may never have to master the verb "to be" to
any substantial degree. Thus, the program in
thisin st an c e should take into account the nil
tolerance for error for the conditional, and the
quite large tolerance for the '"to be" construc-
tions, and this should be specified at the outset.
Quite the oppo sit e could be true for a subse-
quent program, and it becomes obvious that in=
stitutions offering ESP curricula must be flexi-
ble, willing to examine and change program
components according t o the needs of the in-
coming clients.

The analy s s of student need s, however,
yields only the program objectives (desired
terminal language behavior) . It does not pro-
duce a syllabus. Factors such as budget, ad-
ministrative support, teacher ability, and stu-
dent attitudes (e.g. maturity) will have

marked effect on the content of the syllabus. 2

Considerabl e care and attention must g o into
the planning of content appropriate to the de-
cided terminal language behavior, and it is not
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automatic that content will always directly re-
flect the terminal objectives; 2 the "direct path"
is not always the best path®

Quite often in ESP programs, as the planning
of course content progresses, it becomes ap-
parent that available commercial textbooks do
not satisfy various requirements of the course.
Though there have been quantum leaps in the
number of ESP textbooks available in the past
few years, the materials development team has
become an established feature of many ESP
programs; Mat erials development involves
considerably more than fle shing out lesson
plans and whether therei s aneed for it should
be clearly established during the budget formu-
lation f o r the program; A number of effective
materials devel opment procedures hav e be en
developed at various institutions, including the

notew orthy effort at GTE-Iran described by
David Litwack which

"permitted the devel opment of 220 les-
sons in three course streams support-
ing two skill areas with 20 man-months
(4 designers for 5 months) of effort. " 4

The program planner must also make a real -
stic assessment of the institution' s teacher
resources; To correctly assess the student' s
real communication needs and organize learn-
ing accordingly is adifficult task; to teach
bound by asub j ect matter that is alien to the
interests and training of the traditionally hu-
manities-oriented English language teacher i s
threat ening at the least® Pitfalls and traps
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await the language teacher who tries to assume
the role of an expert in the subject matter (of
engineering, for example) and loses sight of
the fact that the job is to teach English. Teach-
er failurei savery real problem in ESP at the
present moment, and at present there are very
few teacher-training programs for ESP.

This problem of language teachers being un-
familiar with the subject matter of a particular
ESP program can be further ma gni fi ed by a
group of students with considerable expertise in
the subject (e, go, agroup of nurses) . That the
student already knows should not b e underesti-
mated or ignored; on the othe r hand, toe over

what the student already knows may
lead to a situation in which the student must
struggle not only with a strange language, but
with alien concepts as well

The problems mention ed in these last few
paragraphs are all being addressed with in-
creasing frequency in the literature of ESP, and
they havein common apar ti cul ar feature.
They fall, by and large, outside linguistics.
Since they are not generated by linguistics, this
should come as no surprise® it is my feeling
that the answers lie outside linguistics, also,
and it is for this reason that | have sketched an
extra-linguistic frarneword for ESP. To exem-
plify, in the problem of materials development,
Litwack turned not to linguistics to find an ef-
fective method, but to the techniques of indus-
trial management.

From this framework, it makes sense to
caution the linguistics-oriented |language teach-
er proposing failure or rernediation for a stu-
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dent w h o consistently botches ( e, g. ) subordi-
nation to fir st examine the degree of need and
the tolerance f or error concerning subordi na-
tion in the student’ sreal life situation. Alter-
natives such as this for the assessment and
evaluation of language programs are hardly
revolutionary, but they do meet with consider-
able entrenched resistance.

My argument is not to abandon the insight s
into language and language proficiency that we
have gained from linguistics, but to adjust our
professional self-concept a s language teachers
to changes in the international equilibrium,
Times change, and the majority of our students
today learn English in order to apply it to spe-
cific situations; it is in recognition of this fact
that we as teachers c an assume the very valu-
able role of service to the emerging world
order.

1 Louis Trimble: quoted in J. A. Barnett,
Keynote address: "ESP in ELT, " in H. L. B.

Moody and J. D. Moore (eds.) , English for
Specific Purposes, The British Council, 1977.

2 Karl Drobnic, "Mistakes and Modification in
Course Design: An EST Case History, " in
Todd Trimble, Mary Louis Trimble and Karl
Drobnic (eds. ) fric hfcaf_Specific_Pur-
Ec2——_Science and Technology. Oregon State
University, 1978, See also: Gladys Hirayama-
Grant and Mark Sedgwick: "English for Air
Traffic Controllersin Retrospect, " |dem®
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3 H. G. Widdowson: "The Communicative Ap-
proach and Its Application,” in 1'1. L.13. Moody
and J. D. Moore (eds., ) , Endlish for Specific
Purposes The British Council,' 1977.

4 David Litwack: "Procedure: The Key to De-
veloping an ESP Curriculum," in Karl Drobnic
(ed.), Endlishfor Science an d Technology
Neawsletter. #15, Oregon State University,

197 8.
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BRIEF COMMUNICATIONS

ESL AND BILINGUAL
TEACHER. CERTIFICATION

The need for certifying teachers in the fields
of Bilingual Education and ESL is being recog-
Nni z ed by a growing number of states. On
October 9, 1978, | mailed out arequest for in-
formation to the State Departments of Education
of each state and U.S. territory, and att hi s
date have received replies from 76%b (42 of 55).
The request was so worded as to encourage
attitudinal comments as well as specific certi-
fication information. According to the replies,
16 states or territories (less than a third of the
respondents) have some form of bilingual cer-
tification; 8 have ESL certification; 10 have bi-
lingual certification only, and 2 ESL only.
These figures need comment. Excluding the
South, where the NELB (Non-English-Lan-
guage-Background) population is smallest, and
where not asing 1 e state has bilingual or ESL
certification, fully half of the states have come
to it, about equally spread throughout the East,
Midwest, and West. It may be worth mention-
ing that 7 states and 2 territories indicate they
are"working on it, " "studying it, " or expect a
report soon: Colorado, Florida, lowa, Maine,
Maryland, New Y ork, Virginia, Guam and the
Trust Territories®
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The breakdown as of December 1978, assum-
iNng Nno changes among the 13 non-respondents,
isasfollows: Bilingual Certification: Arizona,
California, Connecticut, Delawaiae, |llinoi s,
Indiana, M assachusetts, Michigan, New Jersey,
New Mexico, Rhode Island, Texas, Utah, VVer-
mont, Washington, Wisconsin, ESL Certifica-
tion: Delaware, Haw aii, New Jersey, New
Mexico, Ohio, Rhode Island, Utah, Yisconsin.

There have been a few other inter e sting
gleanings from letters of respondents. Colo-
rado claims that many of its teacher training
i nstitutions now require work in ESL In Mon-
tanalocal boards with sizeable Native Ameri-
can populations in their schools establish their
own requirements in bilingual and ESL Kansas
and Tennessee make a point of having no laws

against instruction in alanguage other than En-

glish. Pennsylvaniarecognizesthat f or eign
language teachers do better than English teach-

ersin ESL situations, The territories, Guam,

Samoa and the Trust Territories, all indicate
that special training is required, short of certi-
fication. One significant negative comment: one
st at ewith 16% NELB, well above the national
average, sees no need.

Most, but not all, replies from th e Depart-
ments of Education show increasing awareness
of existing needs and concern for th e people to
be assisted. The need for certifying teachers
in the two specialti e sis based upon both an
exi sting legal obligation (the LAU Decision)
and the size of the NEL B population in thei_T.S.
(9% of the national population) AAPProximately
two and a half million U.S. residents speak no
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English at all.

Obviously the number of states that have oo
tablished g certification policy for bilingual and
ESL teachers is not large enough; sever al
states are in the process of devel oping certifi-
cation or trying to reach adecision® The issue
isadifficult one, a politically sensitive on g,
involving ideological differ ence s gnd power
struggles beyond the realm of classroom prac-
tic e s. One misunderstanding held in several
places and expressed to me in personal com-
munication is that the bilingual teacher is often
ill-prepared as a teacher, and substitutes hi s
knowledge of another language and his member-
ship in aminority for sound academic qualifi-
cations. Although there may have been some
i nstances of such abuses, it is precisely the

function of certification and of the establish-
ment of professional standards to prevent such
apossibility. A properly trained bilingual
teacher is not a poor substitute for a competent
teacher but a fully competent teacher with addi-
tional areas of specialization. There needs to
be a better understanding of the competencies
of abilingual teacher and of an ESL teacher.

The following brief (and certainly overgeneral -

ized) sketches may shed some light on the is-
sue. L et us discuss three hypothetical teachers
and th eir behavior; the teachers will be re-

ferred to as "she'" for clarity, not because of

sexist stereotyping,

Teacher A, a monolingual speaker of En-
glish, iswell-qualified to teach Language Arts,
but has not had any training in ESL or bilingual
education. Faced with the presence of one or
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more M exican children of limited English pro-
ficiency she tends to place them in the slowest
group, using programs designed for the disad-
vantaged, yet sheislikely to teach them to read
as if they possessed oral English competence.
This is due not only to her lack of training and
lack of familiarity with specialized materi-
als, but also to her assumption that her kind of
approach is adequate, since it was successful
in the case of her own ancestors, who learned
English by means of hard work and high moti-
vation without any special provisions®
On the other hand, Teacher B, bilingual in
English and Spanish, ad dr es s e sthe Mexican
children and their parents in their own language
and understands their attitudes. M ore impor-
tant still, she recognizes and uses the students'
lingui stic and cognitive strengths and leads
them to successful literacy in Spanish as a
stepping stone to literacy in. English®

With asimilar group of children Teacher C,

who is not bilingual but trained in ESL, uses a
second-language approach instead of the re-

medial one of Teacher A ; she devel ops the stu-
dents' oral proficiency in English as a prere-
qui sit e for reading® Her attitude is positive;

she accepts, respects and studies the students'

language and culture® For the Mexican child-
ren, Teacher C is more suitable than Teacher
A, although Teacher B is by far the most
appropriate.

However, let us now suppose that instead of,
or in addition to, the M exican children, these
teachers had some pupils from a different eth-

nic group such as Korean or Navgjo. This new
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variable would not particularly affect the be-
havi or sof Teachers A and C, but how about
Teacher B, the Spanish bilingual ? When En-
gl i sh becomesthe only |inguafrancain her
classroom, will her approach remind us of
Teacher A or Teacher C? The answer depends
upon her understanding of the principles of
second-language pedagogy and her ability to
apply them® These qualifications, by the way,
would also enhance her effectiveness in teach-
ing English to her M exican pupils. ESL
methodology needs to be included in the training
of all bilingual teachers® It is not enough that
they know how to teach in two languages; they
must also know the special skill s needed for
teaching English as a second language.

It seems clear that a well-trained bilingual
teacher, far from being unworthy of certifica-
tion, is highly deserving of professional status.
And so isawell-trained ESL teacher who is the
logical choice for a multi-ethnic classroom and
for any classroom with NEL B student s for
whom a bilingual teacher is not available.

The number of states that provide for certi-
fication in ESL or Bilingual Education or both
does not reflect total recognition or acceptance
of existing needs; it does, however, reflect
great strides from the recent past, and there is
evidence that much more is underway. In
Oregon, for exampl e, where the non-English-
L anguage background popul ation constitutes 7%
of the State' s entire population (only 2% bel ow
the national average) there is still no certifi-
cation for either bilingual or ESL teachers. Y et
because of the felt needs expressed by parents




ORTESOL JOURNAL, Vol. I, 1979 84

and teachers and as aresult of discussions
held, for example, at the 1978 ORTESOL Con-
f er enc e, where Teacher Certification was the
subject of one of the theme-setting speeches, a
state committee on c ertification has been
formed with equal numbers of representatives
from bilingual education and ESL groups. The
role of bilingual and ESL teachers should be
re-examined in the light of nationwide recogni-
tion of the need for their services, and proper
standards have to be set for defining their com-
petencies.

A similar situation exists and is being dealt
with in the State of New Y ork, In 1970 the City
of New Y ork, recognizing the need for teachers
trained to teach English to Speakers o f Other
L anguages, instituted an examination for
licensing them; now a special task force of New
Y ork State English to Speakers of Other Lan-
guages and Bilingual Educators A ssociation has
compiled a Proposal for a Certificate of
Specialization in the Teaching of English to

Speakers of Other Languages. The document,
which presents overwhel ming evidence for the
need for such c ertific ation, comprises the
following:

L A request for State certification, based
upon t h e existing inequities affecting (&) the
students from non-English speaking homes, and
(b) the teachers who are not hired a sreadily
as teachers with certificates®

I, A statement of n e e d, based upon Nnum-
erical information on the number of non-native
speakers of English in the State and the small

— Hmem="
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number of such speakers who have teacher s
labeled (but not certified) as ESL teachers (as
compared with students of for el g n languages
who are taught by certified teachers)

IC. A recognition o f need a s evidenced b y
the existence of university programs and de-
greesi.n TESOL ; government guideline s and
court decisions such as the | ay vs Nichols
Supreme Court decree at the national level and
the Aspira decreein New Y ork City; and posi-
tion papers and resol utions by professional or-
ganizations such as the Modern Language A sso-
cialLion, the National TESOL organization and
its New Y ork affiliate.

1V, A definition of the role of the Teacher of
English to Speakers of Other Languages,

V. A description of the necessary compe-
t enci e s of teachers of English to Speakers of
Other Languages as defined in the TESOL
guidelines,

VL An estimate of therelatively small cost

of certification to the state and to

e local
districts.

With appropriate modifications, this docu-
ment could serve as a model for initiating are-
quest for c e rtific ati on of bilingual and ESL
teachers in other st at e s. Copies of the New
Y ork State Proposal can be obtained from
Teachers College, Columbia University, B ox
185, New York City, 10027.

Editor’ s Note: The author of this brief com-
munication did not submit his name, We would

by happy to recognizet h e author if he will let
us know who he or she is®
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A REPORT ON A WORKSHOP
FOR ESL PROGRAMS DEALING WITH
STUDENTS FROM SAUDI ARABIA

Sabri MQ Hashim

Portland State University

On Friday and Saturday, October 6th and 7th,
1978, the University of Californiain Davis and
the Saudi Arabian Mission to the United States
and Canada organized an ESL. workshop. This
workshop dealt with language programs for stu-
dents from Saudi Arabia

The two-day workshop provided administra-

tors and instructors in intensive English pro-
grams in colleges and universities with a sur-
vey of the history and cultural background of
Saudi Arabia and its educational system. This
workshop covered information that educators
should be able to use to hel p students quickly
and easily adapt to college programs in the
United States.

The first lecture, entitled, "A Thumbnail
Hi story of Saudi Arabia, " w asgiven by Dr.
Muhalhal, Program Director of the Saudi Mis-
sion® The speaker said that in dealing with the
Saudi Arabian students, the teacher should con-
sider at least four important points. First,
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these students have a different culture, which
the teacher should be familiar with in order to
improve hisr el ati o n s hip with the students.

Second, teachers should not stereotype the stu-
dents. They should deal with each student indi-

vidually. For example, the idea that all Saudi

student s cheat in class and the belief that all

Saudi students are rich are stereotypes that can
damage the integrity of the Saudi students.

Third, the teacher can greatly improve hisre-
lationship with students once he has established
trust. And last of all, Saudi student s have a
different type of education in their high schools.

Therefore, the teacher should not have th e
same set of expectations from them as he does
from his American students.

The second speaker was Dr. Khalil, Director
of the English Language Program for the Saudi
Arabian Mission. He stressed three point s.
First, he felt that this workshop could be appli-
cable to Saudi Arabian, as well as other inter-
national, students. Second, the presence of
these student s in the U.S. should contribute
greatly to both sides. And third, the vision of
the teacher should be that of understanding and
assi stance because these are part of hisre-
spon sibility.

Dr. Khalil proposed a three-phase language
program which could hel p the student adjust to
American academic life. These should be com-
pleted before he begins other regular classes.
In the first phase, the student should be hel ped
to know American culture, get the right orien-
tation and learn how to deal with uni versity
teachers, administration and a host family, etc.
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In the middle phase the student should improve
his communication skill s and his vocabulary
should develop from 3,000 to about 10,000
words. By the third phase the steident should
have a good command of En g 11 s h, but would
probably not score above the 500 level of the
TOEFL test. At this point the student needs a
transition period in which he continues to im-
prove his English, while taking one or two
regular university classes, if he is competent
to do so.

Dr. said that English for Special Pur-
poses, ESP and EST, are useful and should be
presented to students at the middle phase. He
said that a student who scores 60 on the Michi-
gan Test should take one regular class for
credit or audit. One who scores from 70-75
should take one regular class for credit, or two
classes if he feels confident.

These two lectures were followed by three
panel discussions dealing with "Class and Pro-
gram Problems and Solutions, " "M ethods and
Materials for Saudi Students in the Classroom,"
and "What Constitutes a Quality Program?*

In the first panel, "Classroom Problems, "
participants maintained that int h e ESL pro-
gram, teachers and administrators should be
very close to the students. They also felt that
student s should be warned about any school
regul ations and not be caught by surprise. Mis
placed students, they believed, should not be
sent to alower level. For this may affect him
morally or psychologically. The also empha-

sized that ESL programs, as any other educa-
tional field, have their ups and downs, joys and
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should have a clear-cut policy concerning stu-
dent class attendance. For exampl e, a student
should not be abSent more than 30 hours a
quarter in a program which has only 20 hours
of instruction aweek® Motivation is a problem
of middle-level student s, not advanced stu-
dents. However, sometimes students with 550
scores in TOEFL flunk their fir st regular
classes in college. Also, the Arab student, as
he does in his own society, searches for a place
for himself in American society. He is oft en
confused between what he learned about r €li-
gion, family ties gnd customs at h o m e, and
what he sees in the U.S. What the teachers and
administrators should consider, then, is what
kind of help aforeign student should get in or-
der to enable him to adapt to his new American
friends and society.

Five participants took part in the second pan-
e, "Methods & Materials for Saudi Studentsin
the Classroom, " They discussed the following
points. The American teacher should deal with
Saudi Arabian studentsin away that is different
from the way he or she deals with American
students. When the teacher has the kind of re-
lation ship which is based on understanding,
friendship and mutual respect, the classroom
result is usually excellent. They also discussed
the fact that the Saudi student may have differ-
ent problemsfromthoseof hisAmerican
peers. For example, in high school, American
students are taught to expressideasin a cer-
tain way. Saudi Arabian students, on the other
hand, usually expressideasin avery different
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way. This can result in afailure to meet the
expectations of the American teacher. The
panel also pointed out that Saudi students like a
classroom situation in which all students work
as a group. Homework and assignments should
be designed keeping thisin mind.

The third panel discussed "What Constitutes
aQuality Program?" According to Dr. Khalil
Khalil, an ESL program should b e aimed at
preparing the foreign student in the English
language so that he, or she, can compete with
the native speaker in a college or university
situation.

Participants in the third panel, however, con-
centrated on and attempted to explain a number
of important points. First, they discussed for-
eign student admission procedures. Second,
TOEFL used as atest for the placement of
newly admitted students. Scores under 350 on
the TOEFL test were said not to prove anything
at all. TOEFL gives a student 204 points for
writing his name on the paper; Michigan gives
20%6. Third, ESL programs de signed for a
small group of students c annot be el aborate.
Experience has shown that the level or range of
English competency for 20 students admitted to
an ESL program is the same as if the number
of students admitted were 100 or more. Fourth,
ESL programs should internationalize them-
selves so that they can internationalize their
students. Fifth, the teacher knowledge of the
student' s language is extremely helpful for in-
st ruct o r diagnosis of a student’ s learning
problems, but proficiency in the student' s lan-
guage i s not necessary. Sixth, ESL Students
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may run into the problem of not knowing how to
study. Giving the students advice and helping
them in this areais essential and should be re-
quired. Seventh, the foreign student makes an
I mportant educational contribution to the native
students on the campus.

At the end of this panel, Dr. Khalil said that
the Saudi Mission, like other foreign student
Sponsors, would like to get the following infor-
mation from ESL program directors:

1) Attendance of students
2) Progress of students
3) Reports about results of tests and
examinations given to the students

This workshop was an excellent idea and
came at the right time. ESL teachers and ad-
ministrators desperately needed guideline s
which would help them in understanding and
hel ping their Arab students. It brought together
people of different professions with differing
r esponsibiliti e sin an attempt to deal with
problems related to a specific field in educa-
tion. Perhaps the most important result of this
workshop, like other educational gatherings and
seminars, i sthat it promotes human under-
standing and international cooperation.
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