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PREFACE

In the curricular structure introduced by this University for students of
Post- Graduate degree programme, the opportunity to pursue Post-Graduate
course in a subject is introduced by this University is equally available to all
learners. Instead of being guided by any presumption about ability level, it
would perhaps stand to reason if receptivily of a learner is judged in the course
of the learning process. That would be entirely in keeping with the objectives
of open education which does not believe in artificial differentiation.

Keeping this in view, study materials of the Post-Graduate level in different
subjects are being prepared on the basis of a well laid-out syllabus, The course
structure combines the best elements in the approved syllabi of Central and
State Universities in respective subjects. It has been so designed as to be
upgradable with the addition of new information as well as relsults of fresh
thinking and analysis.

The accepted methodology of distance education has been followed in the
preparation of these study materials. Cooperation in every form of experienced
scholars is indispensable for a work of this kind. We, therefore, owe an enormous
debt of gratitude to everyone whose tireless efforts went into the writing,
editing and devising of a proper lay-out of the materials, Practically speaking, .
their role amounts to an involvement in ‘invisible teaching’. For, whoever makes
use of these study materials would virtually derive the benefit of learning
under their collective care without each being seen by the other.

The more a learner would seriously pursue these study materials the easier
it will be for him or her to reach out to larger horizons of a subject. Care has
also been taken to make the language lucid and presentation attractive so that
they may be rated as quality self-learning materials. If anything remains still
obscure or difficull to follow, arrangements are there to come to ferms with
them through the counselling sessions regularly available at the network of
study centres set up by the University.

Needless to add, a great deal of these efforts are still experimental—in fact,
pioneering in cerlain areas. Naturally, there is every possibility of some lapse
or deficiency here and there. However, these do admit of rectification and
further improvement in due course. On the whole, therefore, these study
materials are expected to evoke wider appreciation the more they receive serious
attention of all concerned.

Professor (Dr.) Subha Sankar Sarkar
Vice-Chancellor, NSOU
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1.0. Objectives

The purpose of this unit is to give you an idea of what Applied linpuistics means,
how it began, how it developed into a discipline, the sources which fod into it and
in particular, its implications for English Language Teaching or ELT

Having worked through this unit. You should be able to :
® define applied linguistics
® become aware of its scope and theories
® understand the way it is linked to language pedagogy,
This unit will also serve as a general background to the other units of this maodule,

1.1. Introduction

English language teaching in a clads room activity involving interaction among
the learner and the teacher. The aim is to bring about a change in the learner. This |
is effected through a three—directional interaction; the teacher mediating between
the learner and the learning material, in the process interacting with the learnor
as well as the learning materials. During the process, the teacher and the learner
participate in various activities, which may or may not contribute to the final
outcome, and during which same things may go wrong and break down, while other
things may operate smoothly, without any hitch.

As an every day practitioner, a language teacher has to keep in sight the ultimate
outcome and at the game time be alert to what ia taking place in the classroom and
has to handle it instantaneously. This may be for controlling the classroom, rewarding
or praising the learner, rebuking or punishing him, transacting a techniques,
facilitating the teaching ohjective, or for repairing the damage that has taken place
within the process or activity. These invelve not only verbal interaction but also
. “doing” things within the classroom.

Just as a person able to drive a car may not be able to identify the fault if the
car breaks down and may be completely at a loss as to how to repair the damage,
similarly, a classroom teacher may be able to handle interaction between the learner
and the teacher, but may feel helpless if things begin to go wrong, Just as repairing
a car requires the knowledge of how the parts of the vehicle operate individually
and collectively and how they are interlinked, in the same way the ability to control,
guide and repair the teaching activity requires a knowledge and insights far beyond
the obvious activities within the classroom. ;

What is the nature of this knowledge and insight? Is this systematic? Is it based
on certain principles? If so, where do theso principles derive from?



1t is believed that Applied Linguistics is the interdisciplinary area which provides
systematic and informed answers to the questions raised in the previous paragraph.
In the following sections you will gather some idea of how this discipline came to
exist and what it is expected to contribute to language pedagogy in particular and
to the total field of language teaching in general.

1.2 The Concept of Applied Linguistics

As the term Applied Linguistics implies, initially it referred to rather direct
application of linguistic principles to either the analysis of language or to language
pedagogy, The earliest illustration of such an application are the three books of
Harold E. Palmer of England, namely. The Scientific Study and Teaching of Languages
(1917), The Oral Method of Teaching Languages (1921) and The Principles of Language
Study.(1922), all making an attempt to base language pedagogy on the theoretical
disciplines of linguistic and psychology.

In this sense structural linguistics in America from the very beginning was'
concerned with the application of linguistic principles for the analysis and description

of the fast disappearing Amerindian languages.

During World War 11, guided by the belief that linguistic acholars could pmwde
solutions to the language teaching problems faced in the learning of exotic languages,
the Army called in linguists for their wartime language programmes known as the
Army Specialised Training Programme or ASTP.

Faced by such a task in language teaching, the linguists broke away from the
traditions of conventional language teaching and developed certain approaches and
sets of techniques derived from linguistic principles. The approaches can be expressed
as the five teneta given below.

e Language is primarily speech, not writing _

@ A language is what native speakers say, not what someone thinks they ought
to =ay (as opposed to the hatmate fallacy)

@ Languages are different (hatemate fallacy)

® A language is a set of habits (How languages are learnt)

@ Teach the language, not about the language
(Language is a gkill, not knowledge)
The set of techniques that were developed for the programme, included mimicking
the spoken model, memorization of the structures through repetition and intensive
practice on language drills.

Apart from providing a specific framework for ASTP, the five principles mentioned
earlier influenced the content and design of teaching matermls, classroom techniques
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and specially teacher training till the sixties. For instance, a structural analysis of
the language to be learnt become the basis for the graded teaching materials used.
Oral skills were emphasizedand practised intensively. For the use of such materials
and techniques teachers needed to be trained.

1.2.1. Origin and history of applied linguistics

Around the same time, another group of linguists in America were demonstrating
the usefulness of linguistics in the teaching of English as a second language. This
was being done in the English Language Institute of the University of Michigan, set
up in 1941 under the leadership of Charlea C. Fries. Here, for preparing new teaching
materials, an attempt was made “to interpret, is a practical way for teaching the
principles of modem linguistic sciences and to use the results of seientific linguistic
research.” Flies himaelf demonstrated how the sound system, the structures of the
language and the most useful lexical material could be derived from existing linguistic
knowledge and organised for language teaching purposes. ‘According to Fries, the
contribution of linguistics to pedagogy comprises the deseriptive analysis of a
language which forms the basis for building teaching materials. He further insisted
that the descriptive analyses of both the language to be studied and the native
language of the student are needed.

The comparsion of these two descriptions formed the contrastive linguistic
principle which then could provide a clue to the learning difficulties of the learner.
The comparative study can identify the likenesses and differences of the two
languages and the linguist can then predict which areas of learning will be difficult
.or easy for the language learner. '

Robert Lado applied the principle of contrastive linguistics systematically to the
teaching of English as a second language. It was not meant to offer a new method of
teaching, but was a form of description which was applicable to curriculum
development, the preparation and evaluation of teaching materials, to the diagnosia
of learning problems and to testing. Lado infact cutlined procedures for making
comparisons in phonology, grammar, vocabulary and in the cultural aspects of a
language. e

Following such procedures, after the establishment of the Centre for Applied
Linguistics inWashington in 1959, there was a spurt of contrastive studies, almost
for all the major Huropean languages and for Japanese. In the early sixties,
contrastive linguistica become one of the most important means of relating linguistics
to language teaching. _

It is only filting that the first public use of the term applied linguistics should
occur ig this context. The journal published by the English Language Institute in .
1948 had the title language learning, a journal of applied linguistics, and referred
directly to the activities of Fries, Lade and other members of staff of the Institute.
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It is from these activities that we get a picture of applied linguistics as a field
of activity. Charles Frics sees applied lingnistics as a hiearchical model. First,
descriptive linguists produce the descriptions of the source and target languages.
The applied linguist then takes over in a dual role. First he has to select and grade
the structures taken from the original description to suit the relevant pedagogical
purposes and pmpére a contrastive deseription of the source and tﬂrg:::t '1anguages
so that areas of potential difficulty may be pinpointed. Secondly, he has to write
teaching materials illustrating the patterns of the new language and providing
special practice on difficult points. The emphasis iz thus on content, derived from
the descriptions of the languages, and the methodology is not influenced in any
direct way. The description categories are taken over, but the organising principles
of the materials are derived from outside linguistics, : relevance and pedagogy.

1.2.2. Evolution of the concept of applied .ling"ui_stica

What has been described so far may be referred to as the first or earliest phase
of the development of applied linguistics where linguistics 18 seen to apply directly
to second language teaching, mainly in providing its content.

The second phase of developrnent is the one exemplified mainly by 5. Pitcorden,
agsociated with the centre for Applied linguistics at the University of Edinburgh.
He diverges from the firgt phase in fwo ways. Firat, he acknowledges that the
relationship between linguistics and classroom activities ia an indirect one; and
that the application can take place at various levels. He demonstrates this by
distinguishing between three orders of application of linguistics, contributing in
three different ways to language pedagogy (see Fig. 1 below).

Application I Theory ' Process Data

First order linguistic and description > language
socio-linguistic | ' uilerance

Second order | linguistic and comparison :> description of

' socio-linguistic and selection Janguages

Third order linguistic socio- | organization content of syllabus |
linguistic and and presentation :
psycho-linguiatic \

tea:ﬂﬁng materials

Fig. 1.1, Corder’s view of the application of linghi&tins.
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However, he accepts the basic view that applied linguistics involves an application
of linguistics. He looks upon it as an activity and asserts categorically that it ig not
a theoretical study, but something which makes use of the findings of theoretical
studies. '

The second point of divergence from the earlier phase lies in the fact that Corder
envisages disciplines other than linguistics contributing to applied linguistics. You
can see this cleanly from Fig. 1 on the previous page. At the first level of application
the concepts of theoretical linguistics are used to analyse lanpuage data leading to
the description of the second language. On this basis the second order of application
determines the selection of items, Such selection in helped by contrastive analysis
and error analysis and will yield an inventory or list of items from which the
linguistic, content of the syllabus as well as the teaching materials can be determined
at the third level of application.

Corder in effect maintains a paradoxical position. By denying any theoretiea]
status to applied linguistics, he assigns a narrow definition to it. At the same time
he is unable to maintain the stance that linguistics contributes significantly to the
principle of designing a teaching programme. Consequently he attempts to broaden
the base of applied linguistics by conceding that other disciplines also feed into it.

The third phase in the development of applied linguistics is characterized by an
attempt to establish it as — - :

“a field in its own right, a discipline with an independent body of
knowledge, one with an evolving methodology of its own-a theory
independent of other disciplines to the extent that any theoretical
formulation can be independent of the total body of human knowledge.

Peter Strevens provides a fundamental definition of applied linguistics as a
discipline in its own right. According to him, applied linguistics has a basis in
theory and principle, and is not etmply a body of techniques, procedures and
practicalities. The practitioners of applied linguistics seek the underlying principles,
rationales, generalizations, hypotheses, and theories which account for and help to
explain the vast diversity of practical activities with which they are concerned.
Secondly, and more importantly, these bagis are multiple. Applied linguistics seeks
and accepts illumination from any and every source and ia essentially multi-
disciplinary in nature. At various times and in relation to various tasks it looks to
disciplines such as linguistics, paychology, neurophysiology, information theory, social
theory, education, philosophy, logic and scientific method, involving the relevant
areas of the appropriate disciplines. Strevens claims that it is this multiple bagis
of interlocking disciplines which makes applied linguistics the only discipline capable
of responding in a principled way to any language related problem. Third, applied
linguistics is not reatricted to an interest in the teaching and learning as languages,
though this has usually been its longest single area of concern. :

According to Peter Strevens, because of its multidisciplinary nature, applied
linguistics redifines itself afresh for each task, The precise aims of a particular task
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will determine which of the theoretical bases are likely to be the most relevant and
in what proportions and this in turn will affect the methodology and approach of
the applied linguist. Strevens illustrates his point in relation to the learning and
teaching of languages, which has the following three components : (1) The underlying
disciplines like linguistics, education, psychology and pedagogy ete, (2) teaching
techniques and (3) aids and equipment.

As a result of its nature then, applied linguistics is dynamic and not static. Thie
has two principal advantages. First, it permits a maximum adaptability to the
precise needs of each different task. Second, it ensures that applied linguistics
remains dynamic, changing by the addition of new smirces of illumination or by
incorporating new developments within existing components. Hence Strevens claims
for it the unique distinction of fulfilling a multi based, interdisciplinary, language
related function. Robert Kaplan (1980) takes a similar position. Applied linguistic
is thus envisaged as a discipline which derives principles from various bases, seeks
to find a principled way for decision-making at various levels and serves as an
appropriate interface between theory and practice.

Review Questionas I

1. What is the basic assumption behind applied linguistics? (Answer in one or
two sentences) :

9. Identify two arveas of practices activity where the principles of linguistics
were put to use during the forties.

3. In which areas of language pedagogy did Charles Fries think linguistics
could contribute? g .

4. What is meant by contrastive linguistics?
6. In what ways does contrastive linguistics contribute to language pedapogy?

6. Name two issues which were debated during the evolution and development
of applied linguistics as a discipline. :

7. What is Strevens’ view of applied linguistics ?

8. What are some of the advantages of this view?

1.2.3 Error analysis

In the foregoing account, one important development within applied linguistica
has not been included. This is the area of Error Analysis. Along with contrastive
linguistics, error analysis at one time was an area of prolific research and was an
important aspect of applied linguistics. It began as an area of pragmatic regearch
where errors were taken to be an indication of learners’ difficulties, or of teaching
lapses. The findings were then made the basis for remedial measures, either in the
area of content or in the field of methodology or both. ' :
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From this simplistic interpretation, errors gradually come to assume greater
significance, For example, in Pit Corder's scheme, the second order applications
determind the selection of items. This selection, helped by contrastive linguistics
and error analysis provides an inventory of items which forms the linguistic content
of the language syllabus. '

In 1967, Pit Corder at the University of Edinburgh suggested that a systematic
investigation of learners’ errors would lead to the discovery of a “built-in-syllabug”
of the language learner and would provide a better understanding of the language
learning process. In fact, around this time researchers were trying to discover the
natural sequences of learning a second language. '

Related to the assumption that there is a natural sequence in the learning of a
second language, there was the concepl of “interlanguage”, postulated by Larry
Selinker in the early seventies. It proposes that a learner’s language, at every stage,
18 systematic; that is, it differs from both the learner's mother tongue and the
language being learnt, in systematic ways. [Inter language has also been referred
to as “approximative systems.”] This means that the forms of utterances produced
by the learner, the so-called ‘errors’, are not random but form a system which is
deviant in terms of both the I; and Ly. Looked at in this way, errors are inevitable
for the process of learning. Showing the ways learners explore the learning area
and make sense out of it. e |

Selinker related errors to various processes of learning and teaching languages
and other cognitive processes like generalisation and fossilization. From this
perspective, errors provide an insight into the ways in which learners learn second
languages. You will learn more about learning processes in subsequent modules.

Error analysis usually proceeds through three stages or phases : (1) identification
of ervors, (2) clasgification and description of errors and (3) explanation of errors.

Error analysis and inter-langnage studies have been used to compare first
language acquisition and second language learning and also to build theories of
second language acquisition (e.g. The Restructuring Hypothesis or the Creative
Construction Hypothesis.). .

One of the consequences of considering errors as an integral part of learning a
language has been in the providing of practice of language items. Barlier techniques
recommended rapid, automatic “drill” or practice while later techniques attempt to
provide opportunities for trial and error. Another fall-out has been the focus on
‘fluency’ and communication rather than on strict “aceuracy” in language production.

1.2.4. Issues related. to the concept of applied linguistics

~ From the diverse positions held by various' practitioners of applied linguistics, as
set out in section 1.2.2. it would appear that certain issues.need to be kept in mind
while defining the scope of applied linguistics. Some of these are listed below, in a
random order.

® Is applied linguistics an independent discipline?

14



Is linguistics the only discipline which is ‘applied’ ?
Which other disciplines contribute to applied linguistics?
Are the “applications” direct or indirect?

Which aspects of language pedagogy can be or are determined by applied
linguistics? i

e & 9 @

® How can one solve a practical language related problem with the help of
applied - linguistics?

Some of these questions will be attended to in the following sections, specially
the one related to the theories of applied linguistics.

1.3. Nature of Inputs to Applied Llngmatlcs from Other
Disciplines or Sources

As applied linguistics operates today, we find in it contributions and applications
from disciplines other than linguistics for arriving at principled decisions for language
pedagogy. You have already noted that H. K. Palmer in the nineteen twentiea had
" relied on principles of psychology for constructing his framework for foreign and
second langunage teaching. Charles C. Fries mentions two organizing principle of
language content from outside linguistics, those of ‘relevance’ and ‘pedagogy.’ One of
the uses of contrastive linguistics was the determination of learners’ “difficulty” a
concept related to paychology and learning. So you can see that even at the earliest
stage, principles other than those of linguistics were not kept out for the solution
of practical tasks. In the following sections you will get some idea of how linguistics,
along with other disciplines or areas of study, have fed into applied linguistics.

1.8.1 Inputs from linguistics

As we have alveady seen in the earlier sections, linguistic descriptions have
contributed primarily to the determination of the content of language teaching :
sounds, vocabulary, structures and the like, which were organised following the
various principles of selection, gradation, frequency, availabilily, teachability and
the like. Above all, descriptive linguistics has brought about a change in the way
one looks at language and langnage teaching, and hence in the way language learning
is conceived of. Learning a lanpuage now essentially means learning how fo
communicate through that language, both in the spoken and the written mode. The
recognition of the existence of language varieties has helped determining the issue
“which variety shall we teach or learn ?” Awareness of the existence of functional
varieties and choices within one language : style, register, domain and formality for
example, have helped focus on relevant aspects of a language courso. English for
_ specific purposes (English for science and technology, Business English, Englieh for
law, English for Academic purposes ete.) for instance, is a partial application of the
principle of recognizing the importance of variation within a language.

16



Certain bagic concepts of linguistics now underly language teaching programmes.
One of these is the interrelationship of units within the language syatem, e.g.
opposition or contrast and various combinatorial possibilities. These relate to the
selection of content and their organization.

1.3.2 Inputs from Psycholinguistics

Principles of paychology relate to how something (a language, for example) js
learned, which factors contribute to learning (e.g. motivation, attention ete.),
negotiation of meaning through language, retention or memory, the process of learning
itself, what makes learning interesting or boring and so on. These then have
implications mainly for the teaching process,—how something is presented, practised,
consolidated and explored. These relate primarily to methodology and perhaps the
organization of the content of a language course. the question of whether the learner’s
mother tongue helps or hinders second language learning has bearing on second
language teaching methodology as to whether to include or exclude the use of the
first language for second language learning,

1.3.8. Ilnputs from education

Developments in education has drawn attention to the factors like the following
in language teaching : philosophy of education, goals of education, domains of education,
curriculum design and so on. Research in analysing teacher task has provided ingighta
into how discourse is organised in the classroom through language for (1) classroom
management, (2) inatructions and (3) transaction of the educational goals. These have
implications for organizing the syllabus, presentation and use of materials in the
classroom and organizing interactional and other activities, that is, for methodology.
Language pedagogy then, via the interface of applied linguistics, utilises the principles
drawn from education for drawing up and implementing a language course.

1.34. Inputs from sociology

Language is invariably used in social contexts and fulfils social goals, This location
of speech in society has focussed attention to the concept of communicative
competence of an individual and the conventions in use within a speech community.
The issues of an individual’s role and status in society, his networking and the
concrete problems of face-to-face interaction, relate directly to language pedagogy
as they touch upon such features as relevance, appropriateness, focus of the message,
target audience, formality, politeness, social functions of the language and the like.

It is in this context that the communicative approach to language teaching and the
national functional syllabus proposed by . A. Wilkins for the threshold level language
teaching for the Council of Europe were developed in the early seventies. The first of
these is the product of the change in the concept of what language is, while the second
is an attempt to implement the approach through an innovative content.

- As is well known, the communicative approach to language teaching emanated
from the concept of “communicative competence”. Communicative competence
includes, over and above grammatical competence, the infuitive grasp of social and
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cultural rules and meanings that are carried by an utterance. The aim of second
language learning, according to this approach, is the development of the
communicative competence of the learner. This view thus has implications for both
the content and methodology of second language courses. ;

David Wilkins took a more semantic, more social and more communicative view of
language than that provided by linguistics in the early seventies. He then proposed.
a semantic or notional framework for syllabus making or organizing the content of

language courses. His outline of the syllabus consisted of three components : (1)
semantico-grammatical categories (e.g. notions like space, time, location, measurement
ete which have linguistic manifestations in a language. For instance, time in English
is expressed through tense, aspect and time adverbials); (2) Categories of modal
meaning (notiona of probability, ability, uncertainty etc. expresged through modal
verbs and other means) ; and (3) categories of communicative functions (e.g. auggestion,
suasion etc.). '

Within categories of functions of speech, other clagsifications have also been
made. These include, for example, the (1) expressive function (2) interactional function,
(3) phatic function, (4) referential function, (5) instrumental function and (6)
metalingual function. Other concepts derived from the inter-relationship between
society and language use are those of the speech event, speech act, illocutionany
force, turn-taking, adjacency pairs, exchanges and conditions for successful exchanges
and 8o on. These have influenced the specification of the goals of language learning
as well as the content of such courses. - :

1.8.5. Inputs from communication

 Since the main function of language is communication, any language related
task has to take into account the fluency, the negotiation of meaning and the like
in language transactions. g '

From information theory comes the concept of langnage as a code transmitting
messages through a channel, requiring encoding and decoding. Fig. 1.2. below is a
diagrammatic representation of this process. The model suggests, in simple terms,
that both the sender (source) and the receiver (destination) must already be familiar
with the code if the message to be sent is to be encoded at the source and decoded
and understood by the receiver.

Code
Soutce Destination
Speaker Channel Listener -
Writer - Mess agefutterance> Reader

Fig. 1.2. A model of communication
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Communication engineering further provide concepts like noige, and redundancy
in the operation of languages. For language pedagogy such notions influence the
methodology of language teaching. Such concepts have been utilised also in the use
of language in computers. ;

1.3.6 Summing up

In section 1.2, and its subgeections’ we have considered the evolution and
development of applied linguistics as a discipline. In the present section (1.3 and
subsections), the nature of the contributions from various disciplines and . their
influence on various aspects of language pedagogy has been considered.

Review Questions II

9. Which disciplines have influenced the content of language syllabuses?
10. Which disciplines have implications for langunage meﬁhodulugy?

11. What is a notional-functional syllabus?

12. Whose name is associated with this syllabus?

13. What is the basis of communicative approach to language teaching?
14, Name at least three catogories of the function of speech.

15. What do you understand by tha.term ‘English for specific purposes’ ?

16, Name the main components in the process of communication.

1.4. Theories of Applied Linguistics

It should now be obvious to you that a large number of disciplines, both established
and newly emerging ones, have the potential to influence and determine various,
aspects of language pedagogy. However, if there are eonflicting principles and/or too
many inputs, there is the problem of organising and balancing these. in order to
focus on the task at hand, There thus seems to be an urgent need for a framework
for systematization so that the diverse factors may be integrated in a cohrent
manner. In other words, there should be available, at every point of decision making,
a set of guidelines to provide the basis for making a decision.

In subsection 1.2.2. we have already printed vut that applied linguistics provides |
a principled procedure for making decisions at various levels of a language related
task {e,g. teaching a language like English). Such principled procedures require a
conceptual frame-work for their systematic operation, which can only be provided
by theories and models. In this gense, theory building is an essential part of “deing”
applied linguistics, just like in any other discipline.
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1.4.1. ‘The meaning of “theory”

What is a ‘theory’ 7 In this subsection we will consider the meaning of the term
as well as several models of language teaching and learning. It is possible to
distinguish three meanings of the term “theory” related to their generality. According
to H.H. Stem. theory at level 1 or -1 is the widest or most comprehensive in its
gcope. In this sense, it refers to “the systematic study of the thought related to a
topic or activity”. It thus offers a system of thought, a method of analysis and
gynthesis, a framework in which to place different observations, phenomena and -
activities. It is in this sense that educational philosophers often use the term. A
theory considers a topic or certain practical activities as something coherent and
unified but divisible in parts. In this widest sense one can also conceive of theories
of second language teaching.

In thie sense theory is a synonym for systematic thinking or a set of coherent
thoughts. Applied linguistic theory thus contains all thinking about language
teaching, teaching methods, and psychological, sociological and philosophical questions
underlying these.

The second meaning of “theory” is less comprehensive than this. Within the
general framework of T1, it is possible to “subsume different schools of thought or
‘theories’ (T 2.5) each with their own assumptions., postulates, principles, models
and concepts.” Language teaching “methods”, approaches, schools of thought like the
grammar-translation method, the direct method, the communicative approach,
cognitive approach or theory, are all examples of T2 or theories in the second genae.

Theories of language teaching and learning, based on different linguistic and
peychological assumptions, emphasising different objectives and utiliging different
procedures are theories at thig second level of generality. They function within the
gencral framework of applied linguistics but are more specifically theories of second
or English language teaching.

In the natural and human sciences, the concept of theory is implied in a more
rigorous third sense (T3), as “a hypothesis or set of hypotheses that have been verified
by observation or experiment.”, or as “a logically connected set of hypotheses whose
main function is to explain their subject matter.” Theories of linguistics, psychology
and paycholinguistics or sociolinguistics are T3s in this sense and have played a role
in the development of language teaching approaches (= T2g), thus contributing to
language teaching theory or theories of applied linguistics in the wideat sense.

In the light of all these, we can view a good applied linguistic theory as one
which strives to provide a conceptual framework devised for identifying all the
factors relevant in the teaching of languages and the relationships between these
and for giving effective direction to the practice of language teaching, supported by
the necessary research and theory. The theories of applied linguistics we are going
to consider in this section are all instances of Td. '

1.4.2. Evolution of the theories of applied linguistics

Theories of applied linguistics, like the discipline itself, has undergone changes
and development. For instance Fig. 1.3. below is an early example of a fairly simple
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framework showing the direct application of theoretical bases. In this view, R N.
Campbell, an American applied linguist, conciders applied linguistics as a mediator
between theory and practice. :

Linguisatics Applied :
Psychology ' Linguistics
Sociology <——> | Paychology «—> | Pedagogy ‘
Anthropology Sociology :
Anthropology
—
theoretician -+ mediator practitioner

Fig. 1.3. Relalionship between themry and practice

_ This model is too undifferentiated and does not specify the ways in which
applications can operate. : .

To remedy this, B. Spolsky presented a more elahorate model, and tried to show
that not only is linguistics alone an inadequate basis for language teaching but
even a combination of linguistics and psychology is insufficient. Fig. 1.4. below
represents a more adequate conceptual framework relating to such relationships,

Theory of la lll:l q.—.} Theory of
2 ' Ty THEuHE , learning Ifsychoingy
i A :
~ : :
- Al
General Theory of _ e
Ling'uiatics ']anguagﬂ ]Eal'ﬂl]lg PEFChﬂhg'ulﬁtlﬂE
™ \ :
\'\
N Yooh
\\ Language
ipti Theory of TR s
description ry Sociolinguistics
language use

Second language

Educational
pedagogy

linguistics

Fig. 1.4. The way in which disciplines contribute to language pedagogy

It should be noted that what Spolsky calls educational linguistics has been called
applied linguistics by others. S8polsky’s model leaves out the practicalities of a teaching
situation and hence cannot be regarded as a complete representation of the teaching
learning process, ' i
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D. E. Ingram's model, as .represeni:ed in Fig. 1.5. illustrates some of these missing
features. '

Insights
FUNDAMENTAL PRINCIPLES METHODOLOGY | | REASSESSED ESTABLISHED
BCIENCES oF M CLASSROOM
Linguistics 12 Lmﬁ | Medhods %1 PRACTICE \;EH}GHIN{}
Poycholinguistics |1, ol Applied | Syllabus Tenching : RACTICE
Bmi;:u;gmslmu ! Objeetives Projects
Paychology (i
Sociology rd — Techniquea
Principal ; |
| Domain of the | Printipal Domain of the applied lngoist | Printipal Domain of |
thearitical the class teacher
t_.-i::*l.eutiat _1 : 1_ I

Fig. 1.5. Showing functions of the applied linguist and distribution of tasks.

W. F. Mackey provided an interactional model, as set out in Fig. 1.6. below. He
places language learning in its socio-political context and assumes the importance of
underlying disciplines in relation to the various factors represented in the model.

J GOVERNMENT (<
EDUCATION
POLICY
SOCIETY
LANGUAGE
2| POLICY : i
W

CURRICULUM

M = Method and material variables
T = Teacher variables

I = Instruction variables

S = Sociocultural variables :
L = Learner variables _ Fig, 1.6, Showing variables in the teachng situation
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The model presented by Peter Strevena a British applied linguist, combines in

a single design, all the essential features that make up language teaching. The
cnntnbutmn of underlying disciplines are not shown, but it can be asaumed that
they have a role to play in the elements 4 through to 12.

POLICY AND 1 ADMINISTRATION 2 RELEVANT 9
AIMS AND PROFESSIONAL
ORGANIZATION |, DIBGIALINE
I j =
| ]

CHOICE OF LL/LT TYPES 4

' TEACHER 9
cH : 6
AFFROA TRAINING

PEDAGOGY, METHODOLOGY,
INSTRUCTION, TEACHING

‘ SYLLABUS DESIGN 8

MATERIALS CONSTRUCTION 9

CONSTRAINTS OF LI/ALT 10
ACHIEVEMENT

L______.;_____;____

THE LEARNER 11 EVALUATION 12

- Fig. 1.7. Peter Strevens’ model of language teaching,

Rejecting all of the models presented so far, Stern Strove to propose a general
conceptual framework for language teaching. It aims to offer a basis for an unbiased |
consideration of all the relevant factors of language pedagog_v Fig, 1.8. helow shows
Stern’s model.
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Lavel 3 : | METHODOLOGY ORGANIZATION

Practice Objectives Planning and adminiatration

Content Primary
Procedures Secondary
Materials

Higher educntion
Teacher sducation

\ d Adult and informal

EDUCATIONAL LINGUISTICS
THEORY AND RESEARCH

Evaluation of outcomes

Level 2 : Context

Interlevel
-

e

LS

bt b : Sociology - Peychology Ediicational
Foundations Linguistics T rd : t-heli;; o
tivs and Psycholin-
anthmpa]ogj,r gujgtigg

Fig. 1.8

This model does not provide or advocate any particular method of teaching or a
particular point of view. But it provides a basis for arriving at some criteria which
will lead to the making of more informed judgements, better policy decisions and
guiding practice more effectively. ; :

1.4.3. Summing up

This section has dealt with the three distinet ways in which the term “theory”
is used. Theories of applied linguistics are the most comprehensive in nature and
exemplify T1. Methods and approaches of language teaching are inatances of T2, T3
i the narrowest and most stringent in nature. These are exemplified by theories of
natural sciences, of linguistics, psycholinguistics and so on.

The evolution of applied linguistic theories has also been shown and various
models have been presented. '

Beview Questiona III
16. What is error analysia?

17. What ig its contribution to language pedagogy?
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1.5. Summing Up

In this unit we have dealt with the scupé and definition of applied linguistics, the
evolution of applied linguistics as an independent discipline, the development of the
theories of applied linguistics and what its role is in language pedagopy.

We hope this unit will help you take informed decigions relating to language
pedagogy. :

1.6. Glogsary

Approximative systems : see interlanguage.

Bi or multilingualism : an individual's ability to use two Of more languages
including his mother tongue.

Contrastive linguistics : a systematic comparison of the similarities and differencen
of two languages in their sound system, vocabulary and grammatmal systems,
[following the principles of linguistics.

Content : refers to the terms, topics ete listed for teaching in a tourse or syllabus.

Curriculum : a technical term, usually in contrast with the term “ayllabus”. A
curriculum usually includes a statement of the ohjectives, content, methodology
and the scheme of evaluation procedures of a course of study:

Error Analysis : a systematic study of the errors made by a language learner. It
involves identifying, classifying, describing and explaining the source of errors.

First language : the mother tongue of a language spealker.

Graded/grading : refers to the principle of organization of content in a syllabus.
The principle may be ‘difficulty’ where items are arranged from the less difficult
to the most difficult. The principle may be of complexity where earlier items
are simpler and they get more complex later in the syllabus. Dther principles
like teachability, availability etc may also be used,

Inter language : proposed by L. Selinker in the early seventies, the concept refers
to the internal language system a language learner possesses at anyone
particular time. For production, such a system manifests deviant forms of
language or errors. A learner passes through progressively non-deviant stages.
of infter-language till he arrives at the system of the language being learnt.

. Children learning their mother tongues as well as children and adults learning
a second language. Show evidence of the existence of inter-language. Inter-
language is also referred to as an approximative system.
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Mother-tongue ! the language used in the family in which a child grows up, and
which he learns as a part of the growing process.

Nﬂti.ﬂ]].al-—ﬁ:ﬂ[:ﬁﬂﬁﬁ] syllabua : proposed by David Wilkins in the early seventies,
it is a proposal for a samantic organisation of the content of a language
ayllabus. '

Pedagogy : the practice of teaching; but more specifically, in a technical sense, the
study of teaching.

Hecond language : a language that a person learns over and above his mother i
tongue. \

Selection : a principle in syllabus design, by which items of language are chosen
for inclusion in the content of a language syllabus. One such principle is .
frequency, of vocabulary and grammatical structures.

Semantica : the systematic study of meanng in language.

Source language : the language a language learner already possesses. Usually
this is his mother tongue or the first language.

Target language : the language being taught to a learner over and above his :
existing language or languages.

1. 7. Books Recommended

1, Allen, 1. P. B and Corder, 8. P. (eds) 1973-77. The Edinburgh Course in
Applied. Linguistics. Vol 1. Readings in Applied Linguistics, 1973; Vol 2, Papers
in Applied Linguistics 1975, vol.3. Techniques in Applied linguistics, 1974 ;
vol. 4, Testing and Experimental Methods, 1977. London and Oxford : Oxford
University Press. - e

9. Pit Corder, S. P. 1973, Introducing Applied Linguistics. Harmondsworth :
Penguin. j '

3. Kaplan, Robert, 1980. On the Scope of Applied Linguistics. Rowley, Mass :
Newbury FHouse. b :

4. Stem. H. H. 1983, Fundamental Concepis of Language Thaching.'lmndun efe.
. Oxford University Press. :

5. Widdowson, H. G. 1979, Explorations in Applied Linguistics. Oxford : oup
6. Wilking, D.A. 1972. Linguistics in Language Teaching. London : Arnold
7. Wilkins, D. A, 1976, Notional Syllabuses. London : OUP



Unit 2 O Application in English Language
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2.5.8. Impact on materials
2.5.4. Impact on methodology : what is méiﬁhudulugy‘?
2.6.4.1 How does meﬁhudulugy operate?
2.6.4.2 Where does methodology derive from ?
2.5.4.3 'The communicative approach
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9.8. Glossary
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2.10. Appendix

2.0. Objectives

This unit will enable you to _
@ consolidate your understanding of the theories of applied linguistics;

@ become aware of the applications of these theories is various aspects of language
pedagogy; ;
@ understand the issues involved and the problems that are likely to arise;

® become familiar with the practices prevalent in the classroom from time to
time, and

® identify the lacuna that still remains.
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2.1 Introduction

~ Any ‘good’ theory must be relevant, useful and applicable, They must also be
appropriate. Since language teaching is a practical activity, it is imperative that a
related theory should be applicable in all teaching situations. It should not only be
relevant to practice, but should also be coherent and conaistent., Above all, it should
stimulate investigation and research. It is in this light that we need to consider the
various theories of applied linguistics that have been presented in Unit 1.

2.1.1. Components of Iﬁnguage teaching

Language teaching does not operate in isolation from other aspecta of life and
society. If we view second language teaching in its totality, we find that it js a very
complex taste indeed. In order to understand the nature of this complex task, if ia

-mecessary to approach it in a systematic manner. It is necessary to vrganize the
various components, map out their relationships and analyse the way in which they
operate. Fig. 2.1. below is an attempt to link the main components of language
pedagogy and their interaction. :

/ OBJECTIVES \

CONTENT — 1, METHODOLOGY

\ EV&LUATIDN/

- Fig. 2.1. Showing various components of language pedagogy.

In the later sections of this unit we will see how applied linguistic theories have
been applied to each of these components, Fig. 1.1 (Unit 1) has already shown the
step by atep application of principles of linguistics to provide deseription of languages,
content of syllabuses and language teaching materiala.

Let us now consider these components in some detail. The atarting point of a
language course is its purpose or ‘objectives’. The purpose is the reason why a
language course comes into existence, later parts of the unit will tell you how
various factors like social, economie, political, educational and pragmatic needs ete.
determine the ohjectives, _ :

Objectives in their turn determine the content of the course. Content refera to
both the syllabus (the list of topics, concepts, items ete) and the materials (text
books, supplementary and audio-visual teaching materials). Tugethér, ohjectives and
content shape the ‘methodology’ to be adopted for the course. Ohjectives, content
and methodology conatitute the why, what and how of a course. In order to measurg
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whether the objectives have been achieved or not, evaluation of the leaymers has to
he carried out. ; Sy .

In Fig. 1.8. of Unit 1 you have already seen how applied linguistics functions as
an interface or an interlevel between various disciplines and language teaching,
Fig, 2.2. below shows, in a simplified way, how the practice of language teaching is
influenced by varions disciplines through the inter level of applied linguistica. The

context of language teaching plays a gignificant role in determining both methodology -

and organization. Similarly, learning processes, learner and teacher variables and
the nature of language itself are factors which influence practices in the classroom.

METHODOLOGY == DRGAHIEATIDN
Practice

Level 3

Applied Linguistics
Theory and Research
CONTEXT
L_earning
Language

Teaching

Interlevel
Leval _2

: Sociology Peychology

Linguistics I_-—) Sociolinguistics ——> Paycholinguistics
Anthropology .Educational
Theory

History of
language
teaching

Foundationsa

Levell 1

Fig. 2.2. Showing the interrelationship of Applied Linguistics Lo language
teaching and other disciplines, ﬁMﬂdj.ﬁed from Stern, 1983)
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2.1.2, Choices and decisions

Within the complex area of language pedagogy, choices are available and decisiona
need to be made at every stage. Some of the questions that need to be settled for
a course are histed below : :

what kind of planning needs to be done and at what points or stages?
for what purpose are the learners learning English?

what kind of English are the learners nurméally exposed to 7

what kind of English will they need ?

what .kinda of knowledge must the learners develop?

which gkills must be developed in the use of English?

what kind of a syllabus is to be followed?

what kinds of text books are needed?

can other authentic materials be used?

what media materials are to be used?

which methods and techniques should be used?

what kind of classroom interaction is to be followed?

how can IT (Information technology) be exploited in the classroom?

what do we need to know about learning processes in general and about
learning languages in particular :

what do we need to know about the individual learner ?

what do we need to know about the ability of teachers and their attitudes to
language teaching?

how should the learners be assessed and tested?

At each stage, choosing an answer will have consequences for the other components
within the language pedagogy.

2.2.

Some Issues Related to Applied Linguistics and its

Application to Language Teaching

The concept as applied linguistics is not free from controversies. As you have
seen in Unit 1, the fundamental issue of whether applied linguistics is an independent
discipline or nct, was raised, Related to this are the fullowing :

what does applied linguistica apply?
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& is the application direct or indirect?

@ what is the process through which applied linguistics influences or determines
the various components of the language teaching situation?

Let us consider each of these briefly.

2.2.1. Is applied linguistics an independept discipline?

In Unit 1 this issue has already been touched upon. In spite of initial denials and
declarations to the contrary (e.g. S. Pit Corder), applied linguistics has now been
accorded the status of an independent discipline, with its own ohjectives, theories,
methodologies, interest groups, juurnals and international conferences. '

9.9.2. What does applied linguistics apply and is the application
direct or indirect ?

By now you must have realized that applied linguistics applies its own theory or
theories to a language related practical task, for a feasible solution. Insights derived
from other disciplines are organized in a systematic manner, and are “variably”
applied to a particular task. In this sense, the applications are indirect, via the
models or theories of applied linguistics,

This view answers the second issue as well. Applied linguistics applies its own
theories, which may have taken over insights and principles from other disciplines,
but which orpanizes them according to its own objectives, principles and methodology.

2.2.3. Processes of application

Thia issue is more difficult to answer. Broadly speaking, the process is one of
gelection, after balancing the various options available. It is also one of decision-
making. For a particular activity, it has to be decided which particular factor ia to
be piven more weight and how the various elements are to be combined. The result
is a unigue profile of elements needed for a particular task. Perhaps this concept
will become clearer later when we consider the contribution of applied lmgulstms
to various components of a language teaching situation.

2.3. Practical Areas where Applied Linguistics can
Contribute

In Unit 1 of this module it has been said that applied linguistics can contribute
to the solution of any language related task or activity. You have also already
understood that applied linguistics is not to be equated with language teaching
alone. Its scope extends much further. We list below some of the areas where
“principled” decisions of applied linguistics (whether acknowledged or nof), have
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contributed in a significant way. The list provided is not exhaustive, and it is quite
likely that many more areas will emerge where applied linguistics will be of immense
use and value.

The activities which have benefitted and can further benefit from the contributions
of applied linguistics are : :

- i) practical literacy work, both for children and adults (in the mother tongue)
ii) the development of writing systems and grammars for unwritten languages
iii) dictionary compilation or lexicography
iv) develupment' of first and second language teaching methodologies
v) designing language syllabuses
vi) designing a language curriculum _ _

vii) the development of apecial teaching strategies for speakers of non-standard
English .

viii) development of materials and methodology for disadvantaged groups e.g.

: dyelexic learners
ix) speech synthesis and apeech recognition through machines
x) development of teaching materials for specific purposes like law, medicine ete
xi) the development of machine translﬁtiﬂn

Review Queations I

1. Can ELT and applied linguistics be equated?
2. I applied linguistics an application of linguistic theories?

8. According to Pit Corder, which components of language pedagogy are
determined by linguiatic and other principles, (You can refer to Unit 1)

The answers must he brief, in 2-4 sentences

2.4. Practices in Second Language Teaching

Chomsky once listed three main questions that linguistics should try to answer,
namely, 1) what does knowledge of language mean, i1) how is knowledge of language
acquired; and iii) how is knowledge of language pul to use, These are also the
questions language pedagogy is concerned with an altempts to deal with them in
an effective manner. The components of language pedagogy deal with various aspects
of these three basic guestions. In Unit 1 we have considered peneral theories of
applied linguistics (= T 1). As has already been pointed out, any systematic thinking
about an activity can be accepted as a theory in this sense. In fact, all assumptions
and attitudes behind language teaching, stated or unstated, explicit or implicit, fall
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within this category. For this reason, in this section we will take into account eyen
those practices in second language teaching, which were in vogue before the concept
of applied linguistics came into existence. '

 2.4.1. The grammar translation method or the traditional method

The method is referred to in this way because of the distinct teaching strategy
associated with it. The strategy ia a combination of brief presentation of grammar
points and rules, a vocabulary list and massive translation practice, of sentences as
well as connected prose passages. The assumptions of the method can be summarised
as follows : i) language learning is an intellectual activity and involves rule learning,
the memorization of rules and facts related to firat language meanings, ii) the
target language consists of a system of rules which have to be observed and applied
in sentences and texts and related to the first language rules, iii) language rules are
learnt explicitly, iv) the focus is on languages a code or forma of language, and v)
learning a language is a kind of mental training.

You will note that certain attitudes to language and language learning are inherent
in these assumptions. The practices mentioned above are the ways and means of
manifesting those attitudes within the classroom. (Stem, 1983)

2.4.2 The direct method

The method is 8o called becuse from the very beginning, all instruction in the
class room is carried out in the target language. There is a shift away from literary
language—to spoken everyday language. Hence there is an emphasis on the acquisition
of good pronunciation. The standard procedure in the class room involved the
following : i) the presentation of a specially constructed text in the foreign language,
i} explanation of difficult words or expressions through paraphrase, synonyms,
demonstration or context, iii) asking of questions on the text, iv) reading aloud of
the text, v) use of wall pictures for asking questions, vi) giving dictation, vii) use of
exercises in transpositions, substitutions, dictation, narrative and free composition
viii) use of phonetic transcription.

The main assumption was that learning a second language is similar to first
language acquisition. The learning processes involved were interpreted in terms of
associationist psychology. Hence there was an emphasis on the learning of sounds
and simple sentences and the direct association of language with objects and persons
of the immediate environment. (Stem. 1983). 3 [

92.4.3. The audio-lingual method

This method introduced memorization of dialogues and imitative repetition as
agpecific Jearning techniques. It. further developed pattern drills of various kinds.
Because speaking was the main focus, tape recordings and langnage laboratory
drills were used for rehearsing verbal exchanges of ordinary talk.

33



Audiolingualism reflects the descriptive, structural and contrastive linguistics of
the fifties and sixties. The psychology of learning it is based upon is that of stimulus
and response, operant conditioning, reinforcement, emphasis on learning in amall
sleps and successful error-free learning. (Stem 1983) :

2.4.4. Summing Up

In this section we have looked at some prevalent practices in language teaching
and the assumptions behind them. There are other practices alao,

Review Questions II : _ :
4. Name two techniques used in Grammar Translation Method.
5. What is the main focus of the direct method? '

6. In what ways is the audiolingual method different from the Grammar.
Translation Method?

2.5. Contributions of Applied Lin'guistica. to Language
Teaching

In this section we will consider the impact of applied linguistics on various
components of language pedagogy at different times,

2.5.1. Impact of systematic decision-making on the objectives of a
language course

The objectives of a language course include not only the reason for learning a
language but also determine the level of proficiency or knowledge or skill and the
kinds of ability that are seen as the end-product of a course, Answers to questions
like the following have to be found before the course is actually planned : should
learners learn to speak and/or read and write a language? To what uses will they
put their knowledge or skill? What level of proficiency should they attain? If you
refer back to subsection 2.1.2. you will find that the first six questions relate to the
determination of objectives of a ‘course. Further, political, academie, religious or
pragmatic demands may contribute to the setling up of objectives.

But the crucial question is : how are the various demands synthesized, organized
and planned? Prior to the advent of structural linguistics. Objectives were determined
either in an intuitive way, or under the pressure of some exigency and not in a
systematic way. The examples are galore. For instance, in Mediaeval Europe, the
knowledge of Latin was necessary for academic and religious purposes. So the aim
was to develop the abilities of reading and writing Latin. Speaking was not considered
necessary. In India, the ability to read, recite and write Sanskrit were the ohjectives
of Ieami_rig Sanskrit, :

‘After the advent of structural linguistics, the aim of language learners was seen
to be the attainment of the spoken skill, specially or ordinary, everyday conversation.
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Henee the inculcation of a “good” pronunciation in the target language became an
indispensable element of the language courses.

When the threshold level courses for the Council of Europe were being developed
during the seventies, the objective was seen to be the ability of a person to operate
effectively in a job situation as well as within the social context, in a country not
his own. As a result, separate language courses for waifers, ghop assistants, air
traffic controllera ete. were drawn up. The reasons were pragmatic as well as economic.
In addition, language needed for social interaction (e. g. dating) was also focussed
upon, the aim was to malke foreigner feel at ease in becoming a part of the social
environment.

Such a situation gave rise to the concept of language (often English) for specific
purposes (L$P or ESP), where the mastery of the total range of language ability and
language use was not the target. Social, pragmatic and economic factors combined
to evolve the aim of learning and teaching a language for specific use. The recent
trend of teaching ‘Communication English’, “Business English”, “Entrepreuer’s
English” etc, are all consequences of the realization that language use for specific
purposes and in specific contexts has characteristic features which need {o be learnt
for effective communication.

How are these features arrived at ? The objectives for such courses are derived
from a detached and systematic study of the actual “needa” of prospective learners
and users. In other words, a systematic “needs analysis” throws up the features that
need to be learnt and attained through the course.

John Munby (1978) proposed a systematic and fairly exhaustive framework
containing components like purposive domain, setting, interaction, instrumentality,
dialect, target level, communicative event, communicative key or attitudes and so
on, for the analysis of a particular situation and the lanpuage use required within
that context. Such an analysis is expected to yield a ‘orofile’ of the ‘need’ and this
in turn becomes the objective for a particular course.

The broad area of language planning’ on the decisions made by various authorities
regarding the role, status and teaching of languages within a country, state or an
institution can also determine the objectives of language teaching. In India, the
position of English as an associate official language ensures that a ‘formal” variety
of English, primarily written, will be in use.

If we consider the audiolingual method, the objectives of language learning appear
to be the achievement of grammatical mastery, whereas during the seventies, the

aim was the development of the ability to communicate through the language, or

interaction.

‘Perhaps in this connection we should mention that during the fifties, B. Bloom,
an American educationiat established “an ordered clagsification or taxonomy of
educational objectives,” : ane on the cognitive domain and the other on the effective
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domain. Becauge these were not prepared with language teaching in mind, Rabecea
Valette in 1971 attempted to apply the scheme to language teaching. In the process
she was able to show how test items could explore these objectives.

2.5.2. Impact on content

The content of a language course refers to what ia to be taught. These may be
concepts, topics, grammatical rules, language items of various kinds, functions, literary
pieces and so on. These can be arrived at ejther in an intuitive way or as a result
of systematic enquiry. The second option emanates from a theoretical position, The
other important aspect of content is its organization or gyllabus design. So the two
related questions that can he posed with reference to content are - (1} what will be
taught and (2) what kind or type of syllabus will be followed.

Objectives of language teaching arve achieved through content. Prior to the
influence of linpuistics, as in the Grammar-Translation way of teaching, study of
literary pieces, study of grammar and grammatical rules formed the content.

With the emergence of structural linguistics, a complete change in the concept

of content oceurred. The categories of descriptive analysis—sounds, morphemes, lexis
or vocabulary, structures or sentence patterns—become the content,

A further change occurred with the emergence of the communicative langmage
teaching approach. Semantic categories rather than grammatical categories became
the content. Functional-notional categories, elements derived from discourse analysis,
speech acts and communicative events were used as itema of content,

2.5.2,1. Types of syllabuses

Syllabuses are basically organization of content. The most broad-based organizing

principles are those of selection and gradation. From a wide repertoire of item, some

are gelected following several criteria like frequency, usefulness, teachability,
availability and so on. These selected items are then put in a sequence, also

according to a few recognized principles. Depending on the type of items it deals.

with, a ayllabus can be classified as structural, situational, functional or notional-
functional, procedural, communicative task- based, topic based ete. Syllabuses can
be linear or cyclical, depending on whether an item is dealt within one place of the
course or whether it recurs in different places within the courze.

The point to be noted is that because well defined guildelines are available
through theory, it has been possible to explore various poasibilities in ayllabus
design and come up with alternative anawers. Far instance C. Candlin and Michael
Breen have talked of a “negotiated” syllabus. Postman and Weingertner experimented
with the situation where the learners were not ‘given’ any syllabus. They evolyed
their own as they progressed with the course. One can took upon such an example
ag a student generated syllabus. ,
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2.5.3. Impact on materials

Objectives and lists of conlent on syllaﬁuﬁ cannot be used divectly in the classroom.
These need to be translated into teaching materials before they can be meaningfully
utilised by the teacher and the learner.

When literature and grammar formed the content of language courses, teaching
materials were straightforward enough : grammar books and specimen of literary
work comprised text books or the teaching material. When linguistic categories
became the content, teaching materials had to be specially written.

In the following pages you will be shown some samples of materials developed
along with the structural approach to language teaching. As you already know, the
audiolingual methed is an example of such an approach. Here the major part of the
materials focugsed on structures of language. Pattern practice was the main activity
adopted in the classroom. A sample of such drilling can be seen in the substitution
table given below :

can
I buy
might leather bag?
he
will find a
Where
did she got Kashrnivi shawl?
d_n I sell
we
does

Such tables were very commonly a parf of all textbook mateﬁaE used for the
structural approach. i

Another sample highlighting the Present Confinuous Tense at the elementary
level would look something like thia :

What are the boys doing 7 They are eating mangoes.
What are you doing? I am playing football.
What is your mother doing? She is cooking.

What is the teacher doing ? He is writing on the blackboard.
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The following example shows a standard grammar box presentation of yes/no
questions with be.

Verb Subject Rest of sentence Answer
Are you single? Yes, I am. -
Are you married? No, I'm not.
Is Devi from Punjah? Yes, she is. i
Is Manas _ your best friend? | No, he isn’t.
Are .yuu and Julie friends? Yes, we are,
Are You and Julie in the same clasa? No, we aren’t.
Are Jaya and Mona teachers? ° Yes, they are.
Are Mr. and Mrs. Gupta Bengalees? No, they aren't.

This would then typically be followed h:.r-_ one. or more lanpguage manipulation
exercises such as a fill-in-the blanks exercise.

The pedapogic principles underlying these materials are :
— Language is primarily speech, i

— A language is a set of habits, Therefore practice of language items is necessary.
However, the underlying -

~assumption is that niasf;er_;r of language forms is central to language acquisition
and consecious learning of forms is imperative.

Since the advent of Communicative Language Teaching (CLT) and the belief
that language is best learned when it is being used to communicate messages, the
communicative task has assumed prominence as a unit of organization in hoth
syllabus and materials design. The task syllabus (Long, 1988) has a richer potential
for promoting successful second language learning than do other syllabus types (e.g.
structural, netional/functional, situational, topical).

Let's now try and define a task, The rise of Thsk-Based Language Teaching
(TBLT) has led to a variety of different interpretations of what exactly is a “task”
ia and to different proposals for task-based syllabuses (e.g. Breen, 1984: Prabhu,
1984). What all these proposals have in common, however, is that they recognize
taske as being the cenfral component in a language programme, endorse the conecept
of organizing a syllabus around communicative tasks that learners need to engage
i putside the classroom, and accept the view that curricula should be learner-
centered, rather than language centered. So, materials for CLT are usually authentic.
and tagk based.
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The task, or what students are supposed to do with the given material, is what
often makes all the difference. There is material that can be used for beginners,
intermediate or advanced students, provided the task that comes with it is suitable.
This task should relate to the student’s own life as much as posgible, as proposed
by theories of CLT.

You will find some sample materials and tasks in the Appendix to this unit.

2.5.4. Impact on methodology : what is methodology?

Methodolopy in language teaching has been explained in a variety of ways. A
more or less classic formulation suggests that methodology is that which links
theory and practice. Theory statements would include theories of what language is
and how language is learned or, more specifically, theories of second language
acquisition (SLA). Such theories are linked to a whole design of language inatruction.
Theee design features might include stated objectives, syllabus gpecifications, types
of activities, roles of teachers, learners, materials, and so forth.

Design features in turn are linked to actual teaching and learning practices. This
whole complex of elements delines language teaching methodology.

The diapram below gives a comprehensive view of the role of theories in teaching
and learning. Study it carefully. -

Theovies of Instructional ; Observed
Language Design ' T Teaching
arid Features Practices
Learning T ¥

LANGUAGE TEACHING METHODOLOGY

Fig. 2.3. Language Teaching Methodology

In u.r&m' to understand this diagram it is necessary fo refer to C.J. Brumfit (1984)
who has outlined three possible approaches to language teaching.

1. Concentrate on the classroom and deal with techniques without uttﬂmpting_
to justify why something is being done. This approach concentrates on ‘doing’.

2. Concentrate on the principles rather than on the taclmiqums_i:i the classroom.
There is a danger of the technigues being far removed from what is actually
needed. This concentrates on knowing’. '
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3. Integrale the two approaches as suggested in the diagram above. The diagram
suggests that the teacher has not only to master all the fundamental =kills
of teaching but aleo he should be able to see the strengths and weaknesses
of all the techniques. This will help him to justify what he is doing at any
moment of the lesson. This approach concentrates on the relationship betwean
‘knowing’ and ‘doing’.

Within methodology a distinetion is often made between methods and approaches.
Methods are related to the particular teaching systems with set technigues and
practices. Approaches represent language teaching philosophies and theories that
can be interpreted and applied in a variety of different ways in the classroom.

The period from the 1950z to the 19808 has often beon referred to as “The Age of
Methods,” during which a number of quite detailed prescriptions for language teaching
were proposed. Situational Language Teaching evolved in the United Kingdom while
a parallel method, Audio-Lingualism, emerged in the United States. In the middle-
methods period, a variety of methods were proclaimed as successors to the then
prevailing Situational Language Teaching and Audio-Lingual methods. Those
_alternatives were promoted under such titles as Silent Way; Suggestopedia, Communi ty
Language Learning, and Total Physical Response. In the 1980s, these methods in turn
came to be overshadowed by more interactive views of language teaching, which
collectively came to be known as Communicative Language Teaching (CLT).

2.56.4.1 How does methodology operates

It must be noted that objectives, syllabuses and teaching materials on their own
do not result in learning a language. Methodology is the means by which these are
utilised for bringing about the learning outcome. The teacher interacts with the
learner through the materials. The learners in their turn interact with the teacher
and the materials. This can be shown in the following diagram.

LEARNER -

MATERIALS <

TEACHER

Fig. 2.4, Bhowing interaction of teacher, learner and materiala 1

How this interaction takes place can be directed in a number of ways. It is here that
theories contribute in a significant way.
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2.5.4.2. Where does methodology derive from?

The general approach in methodology is determined by the objectives and the
broad view adopted by a language course. Within this approach a ‘bundle’ of
techniques or actual practices make up the method. Objectives thus determine the
nature of the techniques to be adopted, for example, mechanical, repetitive, creative
practice etc. The syllabus and materials, drawn up to implement the objectives, by
their nature, require the use of specific technigues. (E.g. aral skills require students
to practise these in class). These in turn are determined by learner and teacher
variables, The techniques used in the classroom are thus the consequence of decisiona
adopted at various points of this process. An example will make this clearer. If the
objective is the attainment of the knowledge of grammar rules, the syllabus or
materials will include descriptions and illustrations of such rules. The learners can
then be required to (1) memorize the rules, (2) memorize examples of such rules, (3)
apply the rules in translating sentences and passages from the another tongue to
the target language and vice versa, Another possibility may be the use of substitution
tables for intensive practice of sentence patterns which demonstrate the relevant
rule. : '

However, these techniques have implicit in them general concepts of (1) the
nature of language, (2) the nature of language learning and (3) the nature of language
pedagopy. In example used earlier, language 1s equated with rules of grammar.
Language learning is seen to be some kind of problem solving and memorization.
When such concepts change, related techniques of teaching also change.

Such a shift took place when the audiolingual approach and related methodology
like structural-oral-situational (5-0-8) approach carne to be used. Language was
aeen to be a system of sentence structures, used orally within a specific situation.
Language learning was seen to be a matter of habit fomation or automatic response
developed through association and practice. So the following techniques carne to be
used : (1) practice throngh mimicry and memorization, (2) quick and intensive
repetition for automatic response leading to habit formation. (3) use of the second
language in the classroom, (4) use of objects, pictures, gestures, demonstration (audio-
visual aids} for making meaning clear, (b) use of dialogues and role-play for
extrapolation to real-life situation, (6) games for practice of linguistic items, (7) use
of pair and group work, (8) use of the language laboratory for pronunciation and
pattern practice. In all these we can find the application of the principles of linguistics,
language learning and language pedagogy.

2.5.4.8. The communicative approach

When language came to be considered as communication and the learning of a
language was looked upon as the development of the ahility to communicate through
that language (mainly oral but also written), the techniques associated with language
teaching underwent a radical change. At the same time, learning a language came
to be looked upon as “creative” : at every stage of learning, learners were seen to
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operate a system of rules of their own. In keepmg with these changes, the following
come to be associated with the communication approach :

(1) teaching of language use (rather than linguistic rulus}
(2) use of authentic materials
(3) focus on ‘situation’ and its various aspects, e.g. field, mode and tenor
(4) use of task or activity based materials
-(5) focus on “meaningful” langnage use, getling sumethmg ‘done’ through language
(6) use of role play and dialogues
() creating conditions for learning
(8) learners’ response not controlled but open-ended
(9) errors considered a part of language learning
(10) focus on fluency and communication rather than on strict grammatical
Acouracy

These pedagogic principles and practices subscribe to a broad set of assumptions
such as the following :

@ Learners learn a language through using it to communicate.

@ Authentic and meaningful communmnication should be the goal of classroom
activites,

@ Fluency is an important dimension of communiecation.
¢ Communication invelves the integration of different language skills.
® Learning is a process of creative construction and invelves trial and ervar,

The samples of activites illustrate how a Ianguagg teaching theory finds focus in
the order of presentation of authentic materials leading to grammar explanation,
practice exercises, and a fluency activity.

Perhaps the most noteworthy feature of the above framework is that it moves
learners from fluency tasks to accurate production rather than from accurate

production of target structures to fluency tasks as recommended by the audinlingual
' theories. |

2.5.5. Learner variables in language teaching

The traditional approaches concentraled on the formal aspects of language. Hence
the learner was seen as an imitator and a recipient of knowledge. These views are
very clear in the Grammar Translation and the Direct Methods and in the Structural
Approach. All the learning took place through mechanical drilling and repetition,
memorization and pattern practice. The feacher was Lhc u,ntrai figure responsible
for his learning.

The modem approaches have a different focus. All communicative syllabuses
highlight the learner. The teacher iz just a facilitator of learning-a person who
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manages the materials, the classroom environment and the learning process in the
learner. The learner is seen as a “resource” who brings to the language learning
situation his own abilities, attitudes and motivation. He interacts within the teaching
situation and creates his own atrategies and opportunities. This can be described as
a “leamer-centred” approach, where the learner agsumes responsibility for his own
learning. Materials and techniques then have to explore these possibilities. The
general approach thus contribites both to materials and methodology.

92.5.6. Teacher lariables

We have seen how the concept of the role of the teacher has changed through
time. In the present context, we may speak of three crucial roles for the teacher.
Firstly, the teacher is the primary source of input that is understandable to the
learner. It is the teacher who attempts to maintain a constant flow of comprehensible
input. Secondly, the teacher creates a friendly classroom atmosphere which facilitates
learning. Thirdly, the teacher chooses the most effective materials and employs a
rich mix of classroom activities, '

Hence the teacher’s own attitude and the techniques he uses need to change.
However, this is an area where change is slow to take place. In general, teachers are
not interested in theory and resist any kind of change. Why is this so 7

Teacher altitudes towards theory are likely to be determined by three things:
Their own educational experiences as learners, the type of training they received,
and the general state of the profession. That teachers think and teach as they
themselves have been taught is hardly new or surprising. As students, we saw only
what our teachers did. We did not know why they did what they did. Given such a
background, it is not surprising that both students and teachers are unfamiliar
with the role of theory, and generally have negative attitudes towards discussions
of theory. ' '

But if we ask the gquestion why a teacher uses a particular technique or what are
his beliefs about language teaching, the answers would need systematization of
concepts. This is ‘theory” in its broadest sense. Theory is helpful because it unifies
and explains common experience and allows teachers to go beyond common
EXperience. j :

Some teachers are unreceptive to discussions on theory because they do not see
the necessity of the discussion. Other teachers are receplive to discussion of theory
because they have been exposed to research literature which gometimes explicitly
discusses theory. Nonetheless, we need theory in order to evolve as teachers, and as
a profession. We must change our attitudes towards theory, and see it as something
that we do as a matter of course (Prabhu, 1992). We must begin to bring our
ohservations to bear on our theories and the theories suggested by others.

Theory is only a tool. But we need theory, or we will be forever wandering from
goal to goal with all our guestions unanswered.
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2.5.7. Impact on evaluation

In this section we will deal very briefly with evaluation since this will be dealt
with in greater detail in later units. Here it will be enough to point out that
significant changes in the area of evolution have taken place as a consequence of
changes in theories of language and language learning. From translation exorcises
and essay type questions, testing has moved to psychometric testing (objective type,
valid, discrete-pointtests) and then to the testing of communicative ability.

2.6, Summing Up

In thig unit we have tried to understand how all the aspects of language
pedagogy—objectives, content, methodology and evaluation-have been influenced
by a systematic approach, in fact a theory (of applied linguistics). We hope you will
now he able to understand the reason why a language teacher does something in
the classroom,

Review Questions III
Answer each question briefly :
7. What do you understand by the ‘objectives’ of a language course?
8. What is a syllabus? '
9. Are text books teaching materials?
10. What are techniques?

2.7. Questions for Comprehension

In which areas of language pedagogy are choices available?
Name three factors which determine the objectives of language teaching.
How do learners learn langunages? Mention two different views.

e

What are materials? What kind of materials are uged for the grammar-
translation method?

Name some of the techniques that are used in the audio-lingual method?
What is communication language teaching approach?

What kind of materials and techniques are used in this approach?

®» =2 o

In which areas of language pedagogy has applied linguistics made significant
contributions? Explain with examples.

9. Trace the development of applied linguistics from the early period to recent
times.
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10.
11.
E2:

13.

14.

16.
1

18,
19,
20,

21.
22.
23.
24.

26,

What are the basic assumptions of audio-lingual theory?
Why is Applied linguistics considered a multidisciplinary subject?

Consider the statement “If you want to teach John Greek, you must know
John, you must know Greek and you must know how to teach Greek.”

i) What must you know about Greek?
ii) What must you know about John?
iii) What must you know about teaching Greek?:

Children use inaccurate grammar in their early years of apeech formation,
Why do you think this happens?

Referring to Fig. 2.2, discuss the levels of application of theories of various
kinds. '

. Having studies the various levels of application of theories, what, in your

opinion, is the major concern of Applied linguistics?

How is Applied lingunistica relevant in the classroom?

What are some of the current assumptions about

(i) the role of the mother tongue in the teaching of a second language
(ii) learner’s errors

How does Brumfit link theory and practice?

What is the difference between a method and an approach?

What are the common features of materials catering to the Structural
Approach?

What are the pedagogic principles underlying the selection of these materials?
How are CLT materials different from materials used in traditional courses?
What is a “task” in a communicative approach?

Communicative language teaching is based on certain assumptions. What
are these?

Do teachers of language need any theory? Give reasons for your answer.

2.8.

Glossary

Audio lingual method : A method of teaching a foreign or a second language. It

a) emnphasizes the teaching of speaking and listening before reading and writing,

b) uses dialogues and drills, ¢} discourages the use of the mother tongue in the

clasaroom.
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code : any system of signals that can be used for gending a rﬁnssage. A natural
language is an example of a code. ' :

decode : the process of trying to understand the meaning of a message. In a
natural language words, phrases and sentences have to be understood.

encode ; the process of turning a message into a set of symbols, as part of the
pracess of communication.

information theory : a theory which explains how communieation systems carry
information. It also measures the amount of information being sent,

language variation : the way a language uses different forms depending on the
geographical area, social clags or situation in which it iz used.

language planning : 3 process through which major decisions are made and
implemented on a nation-wide basis.

Pragmatics : the study of the ways in which context affects meaning.

Role-play : Drama-like classroom activities in which students act out the part, of

a participant in a situation. e.g. shopkeeper and customer, doctor and patient
ete.

2.9. Books Recommended
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3. Brumfit, C. J. (ed) 1984. ELT Documents 118 : The British Coungil.

4. Brumfit C. J, and J. T. Roberts 1983. A Short Introduction to Language and
Language Teaching. Batsford Academic and Educational Ltd.

9. Cook, V.J. 1991. Second Language learning and Teaching. London : Arnold
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Linguistics, Macmi llan India
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10. Rivers, W. M. 1964. The Paychologist and the Toreign Language Teacher. Chicago
and London : Univerzity of Chicago Pross.

11. Widdowson, H. G. 1979. Explorations in Applied Linguistics. Oxford : Oxford
Univerzity Pross.

11. Widdowson, H. G. 1990. Aspects of Language Teaching. Oxford : Oxford
University Press. '

12. Also refer to the books listed at the end of Unit 1.

2.10. Appendix

Sample Materiala and Tasks for the Communicative Approach

Job Advertisements

A series of 4-5 want ads can be used with learners in the following way :
[.earners are divided into groups of three. One group is asked to say which of the
jobs they could qualify for, the second group can write an application letter or write
a . V., and the third group may discuss who in the class could qualify for the job
and why. Also the whole class could re-write the ads or role-play job interviews,

Treasure Hunt

Students get a news item or magazine article and a sheet of paper with a series
of questions so that they look for certain items : dates, events, people involved, etc.

Shop Lists

Shop lists have great potential as authentic material. Students willingly get
involved in a role-play where one is a shopkeeper and 2-3 students are the custorners,
provided they have been supplied with the necessary functions and structures to

ik

carry out such task, ie. sentences like “What would you like 77, “I"ll have ... 7,
“Anything clse?”, and so on.

Ads In Magazines

Guessing, the product. In this task, the teacher cuts out advertisements from
magazines, hides the products heing advertised and shows them to learners one by

one to see if he can guess what product is being advertised. To practice speeific

vocabulary, the teacher gives learners three or four oplions per ad,

A second example involving magazine advertisements is the following : Students
are seb in groups of 3-4 and gel some 4 adverls. They are to imagine they are
working for a newspaper and compare the ads taking into account the texts and the
photographs. Students ave to décide which is the best and which is the worst. Then
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they re-design the worst ad, including the text. Ads with short texts are used with
hasic students, whereas those containing more mmplex texts are for intermediate
or advanced students. :

Letterse to t.ha Editor

Four or five letters to the editor are cut in half and pasted onto cards. Sludents
work in pairs or groups of three and match the beginnings with the corresponding
ending of the letters, and they match the cnrrmpundmg answer to each letter.

Travel Bro churas

An example of how to use travel brochures is the following :

Students sit in groups of 4-5. They are given travel brochures of interesting
places. They are to design another brochure of a new place. In it they include a
mixture of characteristics of that place. e. g. rice is the typical food, you can wslt the
sea beach, drink coconut water, ete. '

Locating and Designing Goal-oriented Tasks

Coming up with appropriate tasks is eritical to the CLT process because everything
the students do is derived from the task(s) and it is the task(s) that generates the
language to be used. The following activities are examples of typical Communicative
activities, Task 1 illustrates a typical store clerk/customer role-play; a common
activity found in CLT materials in school level texts.

1. ROLE PLAY Shopping

A. Work in pairs, Collect items in the classroom and place them on your desk (e.g.
a pencil, a notebook, a handbag). Take turns being a store clerk and a customer,

® Clerk : Decide on a price for each item. Answer the customer’s questions.

e Customer : Ask the clerk how much each item costs. Say if you want to buy
it. Have conversations such as the following :

Clerk : Hello. May I help you?

Customer : Yes. How much iafare _ ?
Clerk : It's/They're

Customer :

B. Switch roles. Do the role play again.

The problem here is that this activity is not a real lask. As Willis (1996) points
out, in this kind of activity, students are being asked to act out their roles with no
purpose other than to practice specific language forms. There is no goal to aim for,
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no reason to strive to explain something fully or to convince someone to follow a
particular course of action, and no consequences for the student to face (no winner
or loser) if the goal is not met.

To make this activity more communicative it may be redesigned it as follows :
Role-Play : Shopping

Group A : You are store clerks. Answer the customer’s questions. Your goal is to
be the first clork to sell his or her merchandise and make more money than the
other clerks. :

Group B : You are customers. You have Rs. 75. You must buy the items on your
shopping list. Different clerks are selling the same kinds of items for different

prices. Ask the clerks for the price of the items you have to buy. Decide which ones
you want to buy.

A : Hello. May I help you ?

B : Yes. How much ig/are ...... ?
A Which one(s) ?

B : It's/Theyre ...

N

Switch roles. Do the role-play again.

The activity is now an extension of the earlier task. It involves the whole class.
The clerks have to iry to sell their merchandise for more money than the other
clerks do and to sell all their merchandise. The customers compete to see who can
buy the items on their lists for the least amount of money. Half of the students play
clerks assigned to different workstations representing department stores and half
play customers. Each department store has four of twelve possible items for sale
(e.g. watch, books camera, phone, shoes, walkman radio) and each shopping list has
four items. The customers, therefore, have to find the stores which are selling the
items on their shopping list, ask the clerke how much the items cost (determined
individually by each clerk), and get the best deal before the items on their list are
sold out. Once a clerk has given the price of an item fo a customer, he or she cannot
change the price unless that customer comes back to the store after rejocting the
initial price. When they finish, they add up the prices and find out who were the
most successful clerks and customers. These changes add goals and problems to the
activity and make it more communicative. (Rooney, '99)

Some of the advantages of using tmsk-based materials for language teaching
are

1. Student needs are identified after a needs analysis and course content and
materials are matched to identified student needs.
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2, Decisions regarding materials design and methodology are based on the
research findings of classroom-centered language learning. (This distinguishes
it from other syllabus types and methods, which have little empirical support)

3. Evaluation is based primarily through items that are task-based. Students
can now be evaluated on their ability to perform a task according to a certain

eriterion rather than on their ability tn successfully complete a discrete-point
test.

4. The use of prammar is not discouraged. Form-focused instruction is allowed.
There is now considerable evidence { (Long, 1988), partmular]y from research
studies which have compared naturalistic L2 learners to instructed 1,2 learners,
that form-focused instruction within a communicative context can be beneficial.

The concept of a task or an activily emerges as a convenient tool for practical
application of these assumptions,

A task may be defined as an activity in which “the target language is used by
the learner for a communicative purpose (task) in order to achieve an outcome” For
the communicative framework, a three-phase, pre-task, task cycle, post-task
(language focus) process, was developed,

Let’s now look at some classroom practices.

A} The teacher decides to practise the structure “If T had ... I would...........
She creates different situations in which the structure is drilled orally. Then
she puts up the sentences on the blackboard. Students read out the sentences
mechanically after the teacher. Then the teacher gives them writing practice
in using the structure through substitution tables.

In this approach the learner gets to learn the structure or language items orally
at first and then through reading and writing. Thia conforms with the hehamoura]
psychology and the audiolingual theory of language learning.

B) Teacher gives oral instruction to perform some physical actions like

Come to the blackboard and draw a line. Write A at the beginning of the

line ...... Students try to follow the instructions and to negotiate the meaning.
In case of failure to perform he is given some more exposure to the instructions
which might be rewarded and modified for better comprehension.

The learner struggles to negotiate the meaning and uses cognitive sirategies.

In this approach, the teacher assumes the role of a facilitator of the leaming

procesa. Evidence of 1eaming is seen in the struggle to learn and not in the
actual performance. This is the communicative approach in whmh the learner is

in focus. ;

Let's now look at a synup_tic view of the rolea defined for teachers and learners
within various methqu.
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TEACHING METHODS AND TEACHER & LEARNER ROLES

Method

Teacher Roles

Learner Roles

Situational Language Teaching

. Context Setter

Error Corrector

Imitator
Memorizer

Aundio-lingualism

Lanpguage Modeler

Pattern Practitioner

Drill Leader Accuracy Enthusiast
Communicative Language Teaching Needs Analyst Improvisor
; Task Designer Negotiator
Total Physical Response Commander Order Taker
Action Monitor Performer
Community Language Learmng Counsellor Collaborator
Paraphraser Whole Person
The Natural Approach Actor Guesser
i Prope User Immerser
Supgpestopedia Auto-hypnotist Relaxer

Authority Figure

True-Beliaver

Figure 2. Methods and Teacher and Learner Roles

As suggested in the chart, some schools of methodology see the teacher as an
ideal language model and commander of classroom activity (e.g, Audio-Lingual
method), others see the teacher as a background facilitator and classroom
collegue to the learners (e.g. Communicative Language Teaching). The learner
assumes different roles accordingly. '

The Development of skills and the role of theories

Since the 708 interest in teaching the ‘real language’ has become the major area
of interest both in researchers and in teachers. As a result there has been a major
shift of rescarch and practice from audio lingual and grammar —translation methods
to the exploration of communicative language teaching. Much attention is paid
today to the focus on integrative tasks involving skill development rather than
on discrete structures.

In communicative language teaching the teaching of Question forms would
be focused in partner interviews (e.g. partners ask each other questions such as :
What is your name? Are you named after someone? Where are you from? Are you
married? What are your hobbies and interests? ete., and then report their findings
to a group or the whole class.), some kind of role play (e.g. students agsume the
identity of a famous person and answer personal questions),or a mingle activity (e.g.
Find a atudent who ... has a birthday in the summer, ... iz named after a famous
person, ete.).
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This would allow for a task such as the following “get to know your classmates”
task. It is based on information gathered informally through Questions. Another
activity commonly practiced would be something like this 1 -

A. Talk to your classmates. Write a classmate’s name only once,
Find someone who/whose ...

Name
Sl -speaks three languages.

“Do you speak three languages ?” S
& i comes from a large family.

“Do you come from a large family”
3 has a brother who is a teacher.

“Is your brother a teacher 7 —_—
i family lives in Mumbai

“Does your family live in Mumbai ? r e
B e is named after someone famous,

“Are you named after someone famous ?° “Who 7"

B. Pair work. Compare the information you found with the information
found by a partner.

This task now allows for the following lanpuage focus that involves students
in analyzing the differences between yes/no questions with be and yes/no guestions
with do/does. il :

A. Pair work, T]:m. following table containg some of the gquestions you used
in Unit 1.
Read the questions and then answer the questions below.

Are you married? ' Do you apeak French?

Is your father in the military? Does your family live in Nagpuf 7
Ave you from Patna ? Do you come from a large family?
Is he from Mumbai ? ° Does your name have a meaning?
Is she married ? Does she live in Bankura ?

1. How are the two sets of questions the same?
2. How are they different from each other?

3. Circle the verbs. How are the verbs in column 1 different from the verbs in
column 2.
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C. Pair work. Change the following statements into questions.
1. You are married. '

2. You play foothall.

3. Your name is John.

4. 1 am late. ‘

5. Your friend lives in Kalyani.

6. Your friend goes to Midnapore.
Do you know the rules?

To turn statements with the verb to be into yes/no questions, move am, is, are to

To turn statements with action verbs into questions use :

o do with

a does with -
This teéhniquea allows for a focus on language forms.

So we have discussed various ways of developing the knowledge of the language
system and skills in using the language. :

Bd



N at

s
3

o
e
“




MODULE - 2

Unit 3 0 Introduction to Information and
Communication Theory |

STRUCTURE

3.0 Objectives

3.1 Introduction _

39 Foundations of Information Theory : The Communication System
5.8 The Basic Problems of Information Theory

84 The relationship between'information and understanding

4 E Information: theoretical approaches in education and paychology
3.6. Multiple intelligences and learning system

3.7 Theory and practice of network-based language teaching

3.8 Changing nature of computer use in language teaching

'3.9 Structural approaches to CALL

3.10 Cognitive approaches to CALL

3.11 Sociocognitive apprﬁacheﬂ to CALL

3.12 Research on network-based language teaching : brief summaries
8.18 Conclusion

3.14 Bibliography

3.16 Questions for practice

Functional Aspects of Language and Semiotics
3.16 Objectives |
3.17 Functional Aspects of Language
9.18 Semiotics : Saussure-the sign
3.19 Semiotice : Signifier / Signified
320 Semiotics : Arbitrariness of the Sign
3.91 Semiotics : Semiotics and Culture
3.22 Semiotics : Paradigm and Syntagm
8.28 Denotation V. Connotation

bb



3.24 Bemiotice : Icons, Indexes, Sym?:mlu

8.26 Semiotics ; Signification : Signification and Ideology
3.26 Bign Systems and Cultural Baggage

3.27 Connotation

3.28 Criticism of Semiotics

8.20 Conclusion : Viewed through the nation of structuralism and Post-
atructuralism

3.30 Bibliography
.81 Question Bank

~ Philosophy of Communication
3.32 Ohjective _
3.33 Nyaya theory of 'Dab&ting
4.34 Harbermas's Philosophy of Language
3.36 Summary
3.86 Key Words
3.7 Questiun‘ Bank

Chomskyan Perspective and Sociology of
Communication
3.8 Chomskyan Perspective |
8.39 Bociology of Communication
3.40 Bummary '
8.41 Key Words
3.42 Question Bank

b6



3.0 Objectives

The aim of this unit is to introduce the pupil to the basic concepts in Information
Theory. Care has been taken to explain these concepts within a framework which
is not too mathematical, keeping in mind the social-science background of the majority
of pupils. The foundations of information theory has also been discussed briefly with

“the help of schematic diagrams. The important relation between information and
understanding has been elaborated. The importance of information theoretical
approaches o education and psychology with emphasis on semantie interpretation
has been highlighted upon. A major portion of this unit has been devoted to the
theory and practice of network-based language teaching, the importance of computer
aided language learning (CALL) and network based language teaching (NBLT) and
multiple intelligence systems.

3.1 Introduction

Shannon fournded the mathematical theory which underlies the current revolution
in communication. He first defined information, and then showed how to transmit
information faultlessly over a noisy channel by suitable encoding. The requirements
for a good code have puided the search for codes ever since, and we can see that
communication iln-'the natural world is governed by the same model.

Information 18 defined as ‘that which removes uncertainty’. The measure of an
item of informalion is the amount of uncertainty it removes. Shannon chose entropy
as his measure of uncertainty. Entropy had entered physics through the
thermodynamics of heat engines. In thermodynamics it serves as a measure of
disorder, complexity, or the quality of energy. The second law of thermodynamics
tells us that entropy does not decrease.

The mathematical expression of entropy goes beyond its physical origins, We now
gee it as a measure of the size of a space. The information necessary to specify a
point in any space is equal to the entropy of the space. So, if we think of the English
- language as a space of, say, one million words, we may say. that the entropy of
English is one million per word, and the transmission of one English word conveys
onie million units of information.

The mathematical definition of entropy uses a logarithmic scale, and takes into
account the relative frequency of different points in the space to be measured, but
entropy remains fundamentally a count of points in space. The essence of error free
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communication is for the sender to transmit designations of points in the
communication space to the receiver without error. This is achieved by coding
messages so that points of interest are as far apart as possible.

Shannon modeled a cornmunication system as a source of messages, and a channel
through which the messages are transmitted. The source is understood to emit a
sequence of symbols drawn from a certain alphabet. By considering the number of
these symbols and the prnhabilii;,r of each, we calculate the source entropy. A similar
calculation yields the entropy of the channel. Shannon found that a channel, no
matter how prone to error, can transmit the output of a given source provided that
the channel entropy is greater than the source entropy.

The trick lies in encoding. The entropy of any source with a fixed alphabet ia
maximized when all the aymbols are equiprobable. In mast realistic cases, this is
not z0. We see this in our own language. Some words, like a, and, the, ete. are very
common, whereas others, like quixotic or entrepreneurial are very rare. The entropy
of the average source of English words is much less than its theoretical maximum.
Thia sub-optimal coding is called :edundamy, and can be exploited as a barrier
agamst Brror,

Coding takes advantage of redundancy by transforming the original output of
the source into a new string of saymbols, arranging things so that these aymbols are|
equiprobable. Such coding exploits the full entropy of the channel. Coding works by

collecting sections of the source output and transmitting them as la 'ge blocks which|
have a negligible chance of being confused with one annther The receiver then
decodes these h];m:ks to get the original message.

- We see this mechanism operating in nature. All natural communications contain
the redundancy necessary o reduce error to an acceptable level.

- 3.2 Foundations of Information Theory : The
Communication System '

In its original form, information theory refera to exchanges of signals between
technical systems. When its concepts and methods are applied to human
communication processes and these are studied in the light of and by the methods
of information theory, it is necessary at firgt to disregard the complex character of
the possible forma of communication. This, of course, exposes us to the riticism that
the relationships investigated are irrelevant. Weaver, who wrote an introduction to
Shannon’s (1949) fundamental work on information theory appreciated and discussed
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this difficulty. He distinguished three levels at which the exchange of information
takes place : j :

(&) The sl;atigti{:al level @
(B) The semantic level :

This involves the guestion: When signals are sent, does the recipient receive and
decode the signal correctly so as to understand their meaning?

() The pragmatic level :

Here the guestion is : When a message has been received, does the recipient
change his behaviour in the way intended by the sender?

Mathematical information theory makes statements at level (A) and so. Weaﬁr
argues, the Laws governing this formal exchange of information provide the basis
for #@ll understanding of the process of communication at levels (B) and (C)

What interests the educational theorist is the multiplicity of interactiona between
human beings. He is interested exclusively in levela (B) and (C). Nevertheless, it is
a fascinating thought that the complex interaction involved in human communication
might be traced back through a sequence, however long, of intermediate stepa to an
origin determined by the mathematical unit of information.

In physics, the fundamental concept of energy defines the framework ordering
and bounding physical relationships; yet a knowledge of the law of conservation of
energy, for example, does not enable us correctly to derive principles for the design
and constroction of machines or energy transducers. In the same way a knowledge
of the aspects of communication processes which can be described in term of
‘nformation theory can determine the framework within which complex
communications may be classified and understood, )

The rules, conditions, and laws which can be expected from the application of the
procedures of information theory to education often have the character of necessary
but not sufficient conditions. Thus, a knowledge of these laws is no substitute for
creative imagination and ingenuity in teaching, any more than a knowledge of the
main laws of thermodynamics is a substitute for the constructive imagination of the
engineer in developing thermodynamic machinery.

We cannot expect to derive an instruction book for teachers divectly from the
application of the methods of information theory. We do, however, derive procedures
which can help us to analyze the communication processes relevant to teaching and
to test the feasibility of any plan of action.
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3.3 The Basic Problems of Information Theory

In the area of human communications, and this includes communications between
teacher and pupil, it is possible to distinguish cases at different levels of complexity.

The simplest case ig that of directional, one-way communication, where infurmat..inn
flows from one partner to the other. This simple scheme may be realized in many
ways. It may be communication between one teacher and one pupil, -or conversely
communication of one pupil with one teacher. This scheme is realized in pure form
in a radio talk, in television, or the cinema. '

In these examples the role of one partner is characterized by his passivity and
assimilation of information during the communication, while the other partner js
actively generating information. Meyer-Eppler (1959) calle this “living” information.
In a figurative sense communication between a hook and a person also falls into
this category. Meyer-Iippler (1959) calls this “dead” information because it is stored
in a data bank and requires activation by the communication partner

8y ——aL S, S, |——| s,

Directional one-way communication hebween Two-wny communication between two partriers |

Two partners 8, and 8, —radio talk, television, (peaple or technical systema) — discussion,

Film, and as an approximation, also lecture eommunication between adaptive teaching
machine and pupil !

The next higher step ia two-way communication with the two partners exchanging
information. This is realized in conversations between teacher and pupil.
conversations between two persons in general, and communication between a pupil
and a teaching machine where the behaviour of the adaptive teaching machine
depends upon the pupil’s reactions. In this case we are dealing with a feedback
cycle. The scheme reaches a higher degree of complexity when more than two
communication : partnera are involved,

5 8
: i

Communication between one partner S, and many
ather partners, who may also communicate amongst Simplified communication schema
themgelves. Teacher-pupils in class
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Within this complex scheme, if we select a given aspect, for example,
communication from teacher to pupils, we can recognize the simple cases, The
pupils can be considered collectively as a complex integrated system and the teacher
may he considered to communicate with this system (see Fig. 1.4). Even though the
situation has been formally simplified and we have in principle derived the second
scheme, we must not forget that the arrow stands for an information flow of any
level of complexity. What has been said here about the communication partners
applies equally to the various possible channels of communication, such as speech,
writing gestures, and mime, Therefore the first step in applying theory is to
investigate and analyze the information flow and to ask how much of this information
flow can be measured.

34 The Relationship Between Information and
Understanding

That there is a relationship between information and understanding seems
intuitively obvious. If we try to express this relationship mathematically, however,
it soon becomes clear that the relationship is complex and mysterious. Knowing
more about the connection, however, is important, nol the least because we need
more understanding as our world becomes faster paced and increasingly complex.
The influence of increasing the amount of information, increasing the effectivenecss
of information mining tools and ways of organizing information to aid the cognitive
process are briefly discussed.

We practice information science and call ourselves information scientists. As
scientists we seck to understand—the thirst to comprehend, to know how things
work is, after all, the passion that drives science, for it certainly can only be the
thirst to know and not money or fame! We seek to know and we have been puzzling
at it for a long time. In this century in particular we seem to have made enormous
progress in understanding as our stockpiles of information have grown at a dizzying
rate. As information scientists we are interested in information. How does it work?

At the outset we are not really interested in information just for its own sake,
revelling merely in piling it up and moving it around. We recognize information as
a means to an end. It ia what it can do for us, what it has done for us, what we
might do to make it do even more that drives us, And what it can do is to promote
understanding and to help us acquire knowledge and give us the basis for action,
for decisions, for planning and deing. Information is useful —it helps us understand
and when we understand we can do useful things, like invent things, develop betler
atrategies for business success, and we even feel better. We are richer not poorer in
the face of the rising sun for understanding something about how it may have
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formed, for how it creates the heat and light that enable life, for knowing how long
the light has been travelling before streaming through our window and We are
enriched for knowing its relative insignificance in the overall scheme of things in
the universe. o

It isn't useful in any ecnnnmiE senge about acquiring this particular knowledge
but. it helps clear up some of the mystery around us. Information above all is useful,
helping education and commerce, powering art and science, driving technology and
innovation before it, commerce and industry. Knowing more about the relationship
should help us to exploit it more effectively. Our final argument is right now, at this
of all times, when we seem to stand poised at the edge of a node of almost cataclysmic
change, with not much help of controlling it, mayhe thinking ourselves lucky if we
can just survive as the storm of change breaks around us, we sghall need
understanding if we are to have any hope at all of avoiding the perils and steering
as best we can for safer ground. Underatanding then is a prescription above all for
managing, if that's the word, or perhaps more realistically coping with the future,
the next millennium and beyond. In terms of cognition, Clifford Stoll (1995) =said
“There’s relationship between data, information, knowledge, understanding, and
wisdom. Our networks are awash in data. A little of it's information. A smidgon of
this shows up as knowledge. Combined with ideas, some of that is actually useful,
Mix in experience, context, compaasion, discipline, humour, tolerance, and humility,
and perhaps knowledge becomes wisdom. Minds think with ideas, not information.”

Ideas! Minds! Thinking! The process clearly connects at some stage with the
‘cognitive process. Somehow understanding is one of the products and magically it
seems that understanding also feeds back in some way into the information itaelf
'suggesi:ing new arrangements, new organizations, so that it reaches out and
~ influences information, opening new layers of it up, exposing new veins of thought,
new wisps of connection, new insights, may be Just by providing the context for it.

3.5 Information theoretical approaches in education
and paychology T

Anyone who seeks to apply information theory in the social sciences particularly
in education and psychology very soon comes up against a central difficulty; in the
form developed by Shannon information theory excludes the semantic aspect. This
problem is fundamental for in education as in psychology, the semantic aspect is the
very heart of the matter. Thus while Attneave, Miller and Quastler among othera
successlully employed the concepts and unita of measurement of information theory
in the interpretation of the findings of experimental psychology, they were obliged
to restrict theéir work to its syntactic and statistical aspects.
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Before we can make use of the methods and results of information theory in
actual teaching, we have to solve the central problem: How can we measure the
sementic - formation of a verbal message? The only way to do it is to extend the
theory. A special concept has been developed for this purpose : subjective
information. In place of an objectively measurable guantity (frequency of sign
sequences) we set an empirically determined one: the subjective probability with
which the recipient expects a cerfain gign sequence. The approach is consistent in
that we regard subjective information as a function of the recipient and his state
of mind at a given time. This is a distinct advance for it enables us to break down
subjective information into a semantic part and a syntactic part, using
{ransinformation analysis to isolate the semantic information. Now we can usefully
apply the concept. of information theory to the problem of educational paychology
and teaching in general. : -

We can state the information of subjectmatter to be taught, of rules, definitions
and operations, in bita, the unit of measuremnent of information theory. For example,

‘the information of a rule is the semantic information of its redundanecy-free

formulation in words. Once we can measure the information, we have an index of
the complexity of the malerial.

Ibis important for teachers to bie able to evaluate the subjectmatter, estimate the
extent of the teaching task, and measure the learning increment.

3.6 Multiple Intelligences and Learning Styles

Multiple intelligences and learning style preferences both refer to the ways that
individuala approach information processing and learning. Howard Gardner’s theory
of ‘multiple intelligences proposes that there are a least seven different abilitiea
that individuals can develop to solve problems or create products: <ULTYPE=DISC
werbal/linguistic, musical, logical/mathematical, jspatialfvislzia‘l, bodily/kinesthetic,
interpersonal, and intrapersonal (Gardner, 1993). Each intelligence is distinguished
by its own competencies and skills and directly influences the way an individual
will carefully examine interpret and in the final analysis utilize information.

Learning styles are the broad preferences the learners tend to exhibit when
faced with new content or problems that need to be solved. These styles encompass
cognitive, affective, and behavioural elements, and describe learners in terms of
their preferences for group or individual learning contexts, the degree to which they
separate details from complex hackgrounds (field dependent va. field indgpendent],
or their affinity for analytic, abstract perspectives as opposed to more integrated,
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comprehensive ones. (analytic vs. global) (Oxford, 1989), Awareness of different
intelligences and learning styles, and individuals” preferences for them can help
teachers create positive learning experiences (Christison. 1996; Oxford, 1989). By
varying instructional activities to accommodate learners’ preferences (lectures,
visuals, hands-on-activities, songs) or by offering options for responses to instruction
(write a paper, create a model give a demonstration), teachera can support learners’
access to and understanding of content.

3.7 Theory and Practice of Network-Based Language
Teaching

3.7.1 Introduction

Over the past thirty vears language teachers have witnessed dramatic changes
in the ways that languages are taught. The focus of instruction has broadened from
the feaching of discrete grammatical structures to the fostering of communicative
ability. Creative self-expression has come to be valued over recitation of memorized
dialogues. Negotiation of meaning has come to take precedence over structural drill
practice. Comprehension has taken on new importance, and providing comprehensible
input has become a common pedagogical imperative. Culture has received renewed
interest and emphasis, even if many teachers remain unsure how best to teach it.
Language text books have begun to distinguish spoken and written language forms,
and commonly incorporate authentic texts (such as advertisements and realia)
alongside literary texts. It is in the context of these multifarious changes that one
of the most significant areas of innovation in language education-computer-assisted
language learning (CALL) has come of age. Nowadays, audiotape-based language
labs are gradually being replaced by language media centers, where language learners
can. use multimedia CD-ROMs and laserdiscs, access foreign language documents
on the World Wide Web, and communicate with their teachers, fellow classmates,
and native speakers by electronic mail. If language teaching has become more
exciting, it has also become considerably more complex.

We discuss one form of CALL, what we call network-based language teaching
(NBLT). NBLT is language teaching that involves the use of computers connected
to one another in either local or global network. Whereas CALL has traditionally
been asgociated with ae]f—mntﬁined, programmed applications such as tutorials,
drills, simulation, instructional games, tests, and so on, NBLT represents a new and
different side of CALL, where human-to-human communication is the focus. Language
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learners with access to the Internet, for example, can now potentially communicate
with native speakers {or other language learners) all over the world twenty-four
hours a day, seven days a week, from school, home, or work, That learnera can
communicate either on a one-to-one or a many-to-many basis in local-area network
conforences further multiplies their opportunities for communicalive practice, Finally,
the fact that computer-mediated communication ocours in a written, electronically-
archived form gives students additional opportunities to plan their distourse and to
notice and reflect on language use in the messages they compose and read.

Given these pnsaiﬁi]i_tiea, it is not surprising that many language teachers have
enthusiastically embraced networking technology and have developed creative ways
of using networked computers with their students (see Warschauer, 1996, for 126
such examples). On the other hand, many other teachers remain skept;ical of the
value of computer use in general. A 1996 survey of instructional use of technology
in twelve academic areas (Cotton, 1995), for example, showed that 59% of foreign
lanpuage programs and 65% of ESL programs used no form of computer technology
in their courses-placing language teaching at the bottom of the list of academic
areas surveyed.

To date, there has been relatively little published research that explores the
relationship between the use of computer networks and language learning. The
simple question to which everyone wants an answer: does the use of network based
language teaching lead to better 1ang11age learning? turns out not to be so simple.
The computer, like any other technological tool used in teaching (e.g, pencils and
paper, blackhoards, overhead projectors, tape recorders), does not in and of itself
bring about improvements in learning. We must therefore look to particular practices
of use in particular contexts in order to begin to answer the question. Furthermore.
these practices of use must be described as well as evaluated in ferms of their
apecific social context: Who were the learners? What exactly did they do? For what
purpose? In what setting? With what kinds of language? In what patterns of social
interaction? What were the particular outcomes in terms of quantity/quality of
language use, attitudes, motivation?

The strategy is two-fold : (1) to frame a conceptual rationale for network-hased
teaching in terms of trends in language acquisition theory and educational theory,
and (2) to present a variety of recent empirical studies that will help scholars and
'edm::ature_s to make informed decisions about both pedagogical practices and future
research,
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First, we situate NBLT within the history of approaches to second language
education as well as the particular history of computer-assisted language learning.
We also discuss some of the particular research issues associated with network-
based language teaching, and identity gaps in our knowledge.

3.7.2 Shifting Perspectives on Language Learning and Teaching

While the changes in language teaching described at thoe beginning of this chapter
are often characterized in terms of a polar shift from structural to communicative
' perspectives on language teaching, we perceive a more complex overlapping of three
theoretical movements; structural, cognitive and sociocognitive, in the recent history
of language teaching. Because each of these three theoretical perspectives has
influenced how computer technology has been used in language teaching, we will
begin by briefly tracing the development of these perspectives.

3.7.3 Structural Perspective

For much of this century (as well as preceding centuries) langnage teaching has
emphasized the formal analysis of the system of structures that make up a given
language. The grammar-translation method, for example, trained student to memorize
verb paradigms, apply prescriptive rules, parse sentences, and translate texts. From
the 1920s through the 1950s, influenced by the work of American steuctural linguista
(e.g., Bloomfield, 1933) various structural methods of language instroction were
developed, culminating in the audiolingual method of the 40s and 50s. Although
andiolingual teaching focused on spoken rather than written language skills, it
shared two principal assumptions with the grammar-tranalation method: that
language teaching syllabi should be organized by linguistic categories and that the
sentence was the primary unit of analysis and practice. Strongly influenced by the
work of behavioral pasychologists such as John Watson and B. T Skinner, structural
methodologists conceived of language learning as habit formation and thus saturated
students with dialogues and pattern drills designed to condition learners to produce
automatic, correct responses to linguistic stimuli, Contrastive analyses of the
structural differences between the native and target languages (e.g., Lado, 1957;
Moulton, 1962; Stockwell, Bowen, and Martin, 1965) provided the basis for the
careful selection, gradation and presentation of structures. Practice, not abstract
knowledge, was the key, -
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Approaches to the teaching of reading and writing also reflected the emphasis on
structure. During the audiolingual period, reading was largely seen as an aid to the
learning of correct structures; students were instructed to read out loud in order to
practice correct pronunciation. Second-language writing instruction focused on
students’ production of formally correct sentences and paragraphs. At more advanced
levels, contrastive rhetoric was used to provide examples of LI1L2 essay structure
differences. In sum, the emphasis in speaking, reading, and writing was on the
achieved linguistic product, not on cognitive or social processes.

8.7.4 Cognitive/Constructivist Perspective

By the early 1960s, the audiolingual method began to be criticized as being
overly mechanical and theoretically unjustified. Noam Chomsky (1959) had rejected
B. F. Skinner’s behaviorist notion of language learning, arguing that because a
speaker of a language can produce (and understand) an infinite number of well-
formed utterances, language competence could not possibly be explained by a model :
based on imitation and habit formation. Instead, Chomsly (1957; 1965) proposed a
tranqiurmatwnabgeneratwe grammar that mediated between deep structures and
surface structures of language The development of an individuals grammatical
aystem was guided by innate cognitive structures, not behavioral reinforcement, In
the language teaching world, Chomsky's theory contributed to a gradual shift in
goals from in tilling accurate language habits to fostering learners’ mental
construction of a second language system. Errors came to be seen in a new lLight,
not as bad habits to be avoided but as natural by-products of a creative learning
process that involved simplification, peneralization, transfer, and other gencral
cognitive strategies. Language learning had thus come to be understood not as
conditioned response but as an m:l,we process of generating and transforming -
knowledge.

While this new perspective at first led to renewed attention to the teaching of
grammar rules (e.g., the Cognitive Code Learning method), it later led to an emphagis
on providing comprehenzible input, in leu of an explicit focus on grammar (Krashen,
1982). Yet the purpose of providing comprehensible input, at least in Kraghen's view,
was not to foster authentic social interaction (indeed, Krashen felt that learners’
speech was largely irrelevant to language learning), but rather to give individuals
an opportunity to mentally construct the grammar of the language from extenaive
natural data.

67



The influence of cognitive approaches was seen quite strongly in the teaching of
reading and writing. Following developments in first-language reading and wriling
research, second-language educators came to see literacy as an individual
psycholinguistic process. Readers were taught a variety of cognitive strategies, both
top-down (e.g., using schematic knowledge) and bottom-up’ (e.g., using individual
word clues) in order to improve their reading processes. Second-language writing
inatruction ghifted its emphasis from the mimicking of correct structure to the
development of a cognilive, problem-solving approach, focused on heuristic exercises
and collaborative tasks organized in staped processes such as idea generation,
drafting, and revising.

3.7.5 Sociocognitive Perspective

At about the same time that cognitively-oriented perspectives on language
acquisition were gaining popularity, Dell Hymes, an American sociolinguist, and
Michael Halliday, a British linguist, reminded educators that language is not just
a private, “in the head” affair, but rather a socially constructed phenomenon. Hymes,
who coined the term communicative competence in response to Chomsky's mentalistic
characterization of linguistic competence, insisted on the social appropriateness of
language use, remarking “There are rules of use without which the rules of grammar
would be useless” (Hymes, 1971, p. 10). For Hymes, syntax and language forma were
best understood not as autonomous, acontextual structures but rather as meaning
resources used in particular conventional ways in particular speech communities.
Grammaticality was not separable from social acceptability, nor was cognition
separable from communication,

Halliday posited three principal functions of language use; ideational,
interpersonal, and textual: In doing so, he brought attention tu the fact that language
teaching had really only dealt with the first of these; ideational (i.e., referential
language use to express content) while the interpersonal function (i.e., use of language
to maintain social relations) and the textual function (1.e., to create situationally
relevant discourse) had largely been neglected.

During the 1980s, communicative competence became the buzzword of the
language teaching profession. What needed to he taught was no longer just linguistic
competence but also sociolinguistic competence, disconrse competence, and strategic
competence (Canale, 1983; Canale and Swain, 1980). With interactive communicative
language use as the eall of the day, communicative processes became as important
as linguistic product, and instruction became more learner-centered and less
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structurally driven. In a sociocognitive approach, learning is viewed not just it
terms of changes in individuals’ cognitive structures but also in terms of the social
structure of learners’ discourse and aclivity (Crook, 1994, p. 78). From this point of
view, cognitive and social dimensions overlap in a “dialectical, co-constitutive
relationship” (Nystrand, Greene, & Wiemelt, 1993, p. 300). Or as Holguist {1990)
puts it, “Discourse docs not reflect a situation, it is a gituation” (p. 63).

From this perspective, language instruction was viewed not just it terms of

providing comprehensible input, but rather as helping students enter into the kinds

of authentic social discourse situations and discouse communities that they would
later encounter outside the classroom. Some was this to be achieved through various
types of task-based learning, in which students engaged in authentic tasks and
projects (see for example Breen, 1987, Candlin, 1987; Long and Crookes, 1992;
Prabhu, 1987). Others emphasized content-based learning, in which students learned
]ﬁngumge and content simultaneously (e.g., Flowerdew, 1993; Snow, 1991).

In sociocognitive approaches, reading and writing came Lo be viewed as processes
embedded in particular sociocultural contexts. Reading instruction focused not only
on individual learning strategies bul also on helping learners become part of literate
communities throngh extensive discussion of readings and the linking of reading
and wriling (see for example Bernhardt, 1991; Eskey, 1993; Leki, 1993). Writing
instruction focused not only on the development of individual sirategies, but also on
learning appropriate ways to communicate to particular audiences. In the field of
English for Academic Purposes, for example, there has been a shift in emphasis
from expressive writing toward helping students to integrate themselves into
academic discourse communities through discussion: and analysia of the nature of
academic writing (e.g., Swales 1980). Literacy has been increasingly seen as a key
to developing not only language knowledge but also sociocultural and intercultural
competence.

Table 1.1 below summarizes the respective instructional foci commonly associated
with structural, cognitive, and sociocognitive approaches to language teaching.
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Raaie

Struetural

Cognitive

Sociocognitive

Wha are some key
scholars?

Leonard Bloomfield,
Charles Friez, Robert
Lado

Noam Chomsky,
Stephen Krashen

Dell Hymea, M.AJC
Halliday

How is Janguage
viewed?

As autonomous
structural system,

As a mentally
conatructed aystem.

As a social and
eognitive phenomenon.

How is language
understood to
devalap?

Through transmission
from competent users
internalization of
structures and habits
through repetition
and corrective
feedbaclk.

Through the operation
of innate cognilive
heuristica on language
input,

Through social
interaction and
assimilation of otheys
i speech.

What should be
foatered in
atudents?

Mastery of a
prescriptive norm,
imitation of modeled
discouse, with
minimal errors.

Ongoing development
of their interlanguage,
Ability to realize
their individual
communicative
PUrpoges.

Attention to form -
(including genre,
register, and atyle
variation) in contexts
of real languape use.

How is instruction
oriented?

Toward well-formed
languape products
(spuken or written).
Foeus on maatery of
diserete skills

Toward cognitive
processes involved in
the learning and use
of languagn. Foeus on
development of
alrategies tfor
communication and
learning '

Toward negotiation of
meaning through
collaborative
mteraction with
others. Creating a
discourse community
with authentic
communicative taska,

What is the |
primary unit of
analyais?

Isolated sentences.

Bentences as well as
conmected discourse.

Stretehes of connected
discoursae.

How are language
texts (spoken or
written) primarily
troated?

As displaya of
vocabulary and
grammar structures
to be emulatad,

Either as I input 4

for unconscious pro-
cessing or ag objects
of problem-solving and
hypothesis testing.

As communicative
acts (1 doing things
with words ).

Where is meaning
Iocated?

In utterances and
texta (to be exlracted
by listener or reader),

In the mind of the
learner (through
activation of
existing knowledge).

In the interaction
between interlocutors,
writers and readers;
eonstrained by
interpretive rules of
the relevant discourze
eommunity,

Table 1.1 Padagogical Foci in Structural, Cognitive, and Sociocognitive Frameworks
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3.8 Changing Nature of Computer Use in Langﬁage
Teaching :

It is within this shifting context of structural, cognitive, and sociocognitive
orientatione that we can understand changes in how computers have been used in
language teaching, and in particular, the role of network-based language teaching '
today. Interestingly, shifts in perspectives on language learning and teaching have
paralleled developments in technology from the mainframe to the personal to the
networked computer. As will be seen below, they also correspond roughly to three
metaphors of computer-based educational activities posited by Charles Crook (1996);
namely, a tutorial metaphor (computer-as-tutor), a construction metaphor (computer-
as-pupil), and a toolbox metaphor (computer-as-tool).

3.9 Structural Approaches to CALL

The earliest CALL programs, congisting of grammar and vocabulary tutorials,
drill and practice programs, and language testing instruments,-strictly followed the
computer-as-tutor model. Developed originally for mainframe computers in the 1960s
and 1970s, though still used in different variations today, these programs were
designed to provide immediate positive or negative feedback to learners on the
formal accuracy of their responses. This was consistent with the structuralist
approach which emphasized that repeated drilling on the same material wag
beneficial or even essential to learning. : .

As an example of a simple drill program, consider ‘MacFrancais® drill program.
The student selects the appropriate chapter, level, and number of desired chances.
A target French word sppears in the first line (here “habiter”) and the student types
in a translation in line two (“live”). The program does not accept this answer, however,
go it highlights the student’s initial response in line three, leaving line two blank
again. The student then types in the full infinitive “to live” in line two, which is
accepted, and the prompt then changes to the next word to be tested.

Drill programs of this type generally stirred little excitement among learners and
teachers, however, because they merely perpetuated existing instructional practices,
albeit in a repackaged form. Moreover, until recently, these programs tended to be
technically unsophisticated, generally allowing only one acceptable response per item.
These factors, combined with the rejection of purely behavioristic approaches to
language learning at both theoretical and pedagogical levels, as well as the development
of more sophisticated personal computers, propelled CALL into ita second generation.
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3.10 Cognitive Approaches to CALL

In line with cognitive/consiructivist views of learning, the next generation of
CALL programs tended to shift agency to the learner. In this model, learners construct
new knowledge through exploration of what Seymour Papert has described as
microworlds, which provide oppertunities for pml:r]ermsolvi:ng'and hypothesis-testing,
allowing learners to utilize their existing knowledge to develop new understandings.
Extending a tradition of thought popularized by John Dewey and Alfred Whitehead
that learning vceurs through creative action, Papert (1980) and his colleagues at the
M.LT. Media Laboratory flip the earlier computer-as-tutor metaphor on its head,
seeing computers as things to be controlled by, rather than controlling learners. The
computer provides tools and resources, but it is up to the learner to do something
with these in a simulated environment (e.g., in Papert’s Tartle Logo program, learners
program a turtle to carry out their instruclions).

A more recent and sophisticated application in this tradition is the multimedia
videodise program A La rencontre de Philippe (Furstenberg. Murray, Malone, and
Farman-Farmaian, 1993), developed by the Athena Language Learning Project at
the M.IT. Laboratory for Advanced Technology in the Humanities. Philippe is a
game for intermediate and advanced French learners that incorporates full motion
video, sound, graphics, and text, allowing learners to “walk around” and explore
simulated environments by following strect signs or floor. Filmed in Paris, the video
footage creates a sense of realiam, and the branching of the story lines maintains
the player’s iterest. To help language learners understand the sometimes challenging
apoken French, the program provides optional comprehension tools, such as
transcriptions of all audio segments and a glossary, as well as a video album that
includes samples of many of the language functions one would teach in &
communicative approach such as expressing feelings, saying hello and goodbye, and
using gestures appropriately. Students can easily create their own custom video
albums, which they store on their own computer diskettes.

This cognitive, constructivist generation of CALL was a significant advance over
earlier tutorial and drill programa. But by the early 1990s, many educators felt that
CALL was still failing to live up to ita full potential (Kenning and Kenning, 1990;
Pusack and Otto, 1990; Ruschoff, 1993). Critics pointed out that the computer was
being used in an ad hoe and disconnected fashion and thus was "making a greater
contribution to marginal rather than to central elements” of the language teaching
process (Kenning and Kenning, 1990, p. 50). Moreaver, as Crook (1996) pointa out,
computer activities based on either a tutor or pupil metaphor potentially distance
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the teacher from what students are doing individually and autonomously and can
thus compromise the collaborative nature of classroom learning. Despite the apparent
advantages of multimedia CALL, today’s computer programs are not yet intelligent
enough to be truly interactive. Although programs like philippe put the learner in
an active stance and provide an effective illusion of communicative interaction, the
learner nevertheless acts in a principally consultative mode within a closed system,
and does not engage in genuine negotiation of meaning. Computer programs that
are capable of evaluating the appropriateness of a user’s writing or speech, diagnosing
learner difficulties, and intelligently choosing among a range of communicative
response options are not expected to exist for quite some time. Thus while Intelligent
. CALL (Underwood, 1989) may he the next and ultimate usage of computers for
language learning, that phase remains a distant dream.

9.11 Sociocognitive Approaches to CALL

With sociocognitive approaches to CALL we move from learners’ interaction with
computers to interaction with other humans via the computer. The basia for this
new approach to CALL lies in both theoretical and technological developments.
Theoretically, there has been the broader emphasis on meaningful interaction in
authentic discourse communities. Technologically, there has been the development
of computer networking, which allows the computer to be used as a vehicle for
interactive human communication.

Many uses of networked computers fit into Crook's (1996) computer-as-toolkit
model, This metaphor emphasizes the role that LDmpuLEFE can playas mediational
tools that shape the ways we interact with the world (e.g., accessing and organizing
information through databases, spreadsheets, and word processors). Word processors,
for example, facilitate the invention, revision, and ediling processes of writing,
allowing quick, easy (and, reversible) reshaping of text. In the 1980s, John Higgins
developed as series of text reconstruction programs such as Storyboard and Double
Up, which allowed learners to manipulate texts in various ways. The purpose of
these programs was to allow the learner to reconatruct the original texts and, in the
process, to develop their own constructions of language. Hy‘pert[,xtual writing
aspistants such as Atajo (Dominguez, Noblitt, and Pet, 1994) and Systeme-D (Noblitt,
Pet, and Sola, 1992), and concordancers such as Micro Concord (Scott and Johns,
1993) have been valuable tools for helping learners fo use language with greater

lexical and syntactic appropriateness.
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Computer networking allows a powerful extension of the computer-as-tool, in
that it now facilitates access to other people as well as to information and data.
Computer networking in the language classroom stems from two important
technological (and social) developments : (1) computer-mediated communication
(CMC) and (2) globally-linked hypertext. :

CMC has existed in primitive form since the 1960s, but its use has became
widpapreaﬂ only in the last ten years. CMC allows language learners with network
access to communicate with other learners or speakers of the target language in
either asynchronous (not simultaneoua) or synchronons (simultaneous, in real time)
modes. Through tools such as electronic mail (e-rnail), which allows each participant
to compose messages whenever they choose, or Internet Relay Chat or MOOg; which
allow individuals all around the world to have a simultaneous conversation by
typing at their keyboards, CMC permits not only one-to-one communication, but
also one-to-many communication. It therefore allows a teacher or student to share
a message with a small group, the whole class, a partner class, or an international
discussion list invelving hundreds or thousands of people, Participants can share
not anly brief messages but also lengthy documents, thus Tacilitating collaborative
reading and writing.

Globally-linked hypertext and hypermedia, as represented in the World Wide
Web, represents a revolutionary new medium for organizing, linking, and accessing
information. Among its important features are (I) informational representation
through multilinear strands linked electronically, (2) integration of graphic, audio,
and andio- visual information together with texts, (3) rapid global access, and (4)
ease and low- cost of international publication. The World Wide Web offers an
adundance of informational resources whose utility for language learning is just
beginning to be tapped. Using the World Wide Web, students can search through
millions of files around the world within minutes to locate and access authentic
materials (e.g., newspaper and magazine' articles, radio broadeasts, short videos,
movie reviews, book excerpts) that correspond to their own personal interests. They
can also use the Web tv publish their texts or multimedia materials to share with
partner cldsses or with the general public. These features can facilitate an approach
to using technology in which authentic and creative communication is integrated
into all aspects of the course. Furthermore, the World Wide Web has tremendous
potential for creating and providing access to multiuser, interactive multimedia
environments, although so far there have been few development projects in this
area (see Chun and Plass, this volume).
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These new technologies do not only serve the new teachingllearning paradigms,
they also help shape the new paradigms. The very existence of networked computers
creates possibilities for new kinds of communication. Because these new forms of
communication are now so widespi'eud, it is imperative that language students be
exposed to them in the classroom. This is particularly important in English language
teaching, since so much international online communication is conducted in that
Janguage, but it is likely to become increasingly important in the teaching of other
languages as well, as cyberspace continues to become more multilingual. A pedagogy
of networked computers must therefore take a broad view, not only examining the
role of information technology in language learning, but also the role of language
learning in the information technology society. If our goal is to help students enter
inlo new authentic discourse communitios, and if those discourse communities are
increasingly located onling, then it seems appropriate to incorporate online activities
for their social utility as well as for their percoived particular pedagogical value.

Ty summarize, the computer can play multiple roles in language teaching, It
originated on the mainframe as a tutor that delivers language drills or skill practice.
With the advent of multimedia technology on the personal computer, it serves as a
space in which to explore and creatively influence mocroworlds. And with the
development of computer networks, it now serves as a medium of local and global
communication and a source of authentic materials. This multiplicity of roles has
taken CALL far beyond the early “alectronic workbook” variety of software that
dominated the second and foreign language marketplace for years and has opened
up new avenues in foreign language teaching. These trends are summarized in
Table 1.2 below.

/

and corrective
feedbaclk.

Structural Cognitive Sociocognitive
What 1s the To provide unlimited |To provide lanpuage |To provide alternative
principal role of | drill, practice, tutorial |input and analytical |contexts for social
compufers? . input explanation,

and inferential tasks,

interaction; to
facilitate access (o
exieling discourse
communities and the

creation of new ones,

Table 1.2 The Role of CALL in Structural, Copnitive, and Socioeopnitive Fra:_ﬁe-wnrks_
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3.12 Research on Network-Baﬁed Language Teaching
Brief Summaries

Just as the paradigms of CALL have changed, so has research on the role of
computers in the language classroom. Early CALL rescarch focused mostly on the
language performance of students who had used CALL programs, attempting to
determine whether those programs were superior to other methods for maximizing
structural accuracy.

The cognitive paradigm engendered research that looked at the development of
individual processes, strategies, and competencies, using measures such asg’
motivational surveys, observations, recordings of keystrokes, and think-aloud
prut_nculs. The sociocognitive paradigm and an emphasis on learning through
- computer networks have brought about a focus on the way that discourse and
discourse communities develop during use of computer networks,

Table 1.8 summarizes the implications for research methods of the various CALL
approaches. Research on network-based language teaching, while potentially

spanning all of these approaches, has so far been largely limited to structural poals |
and methods. ' '

Btructural Cognitive Sociocognitive
orientation product cognitive processes social and cognitive
; ; Procegses
methodology . |quantitative both quantitative and | principally qualitative -
; ' experimental-control | gualitative discourse analysis,
COTNpATIS0ns analysis of

sociocultural contoxt

principal kinds of |quantitiesfrequenciea think-aloud protocols, transcriplions of social

data of words, errors, questionnajres, interactions,
; structures computer-recorded ethnographic
data (e.g. keystrokes) |observations and
: intervicows

Table 1.3 Research Implications for Various CALL Approaches

As NBLT is an emerging area, the corpus of NBLT research includes few publizhed
studies that examine in depth the development of discourse and digcourse
communities in online environments. Those studies that have been published have
tended to focus on the most quantifiable and easily-measured aspects of online
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communication, For example, a number of studies (e.g., Kern, 1995; Sullivan and
Pratt, 1996; Warachauer, 1996) have quantitatively compared amount of participation
‘1 faco-to-face and computer-assisted discussion, and have found more balanced
participation among students (and between students and teacher) in the computer
mode. Other studies have attempted to quantify the language functions used in
- online communication; concluding to little surprise that learners use a variety of
functions ill computer-mediated commumnication (Chun, 1994; Warschauer, 1936).
Researchers have also quantitatively examined the linguistic features of online
discussion, finding that it is lexically and syntactically more complex than face-to-
face discussion (Warschauver, 1996). These are all examples of a product-oriented,
structuralist approach to NBLT research.

Attempts were made to expand the body of NBLT research into serveral important
areas that have been so far relatively neglected. These areas are context, interaction,
and multimedia networking.

The contexts in which networked-based teaching and learning occur have not, by
and large, been studied in sufficient depth. As Cee (1996) explains, digcourse
represents not just language bu “saying (writing)-doing-being-valuing-believing
combinations” (p. 127). To understand the full impact of new forms of interacting in
the lanpuage classroom, we must look beyond the texts of interaction to the broader
contextual dynamics that shape and are shaped by those texts. This entaile holistic,
qualitative research that goes beyond inventories of lingunistic features and attempta
to account for the way classroom cultures take shape over time. While a number of
educators have attempted to look at such phenonema, much of the published work
to date in this regard has consisted of informal reports by teachers of what they
have observed in their classes.

Carla Meskill and Kragsimira Ranglova in their research on the implementation
of new technology-enhanced EFL teaching in Bulgaria, show that the use of computer
networks was part of a broader reconceptualization of the language program that
resulted in a more “socio-collaborative” approach to learning. This is a sterling
example of the fact that technology is not just a machine, or even just the use of
a machine’ but rather a broad form of social organization. Mark Warschauer in his
study, present the results on an ethnographic study of four computer-intensive
language and writing clasges in Hawaii: two ESL classes, one indigenous language
class, and one English class (in which the majority of students were second language
learners). Warschauer’s study shows that the: particular implementation of network- '
based leaching is highly dependent on sociocultural context, including, but not limited
to, the attitudes and beliefs of the teacher. The study also illustrates the significance
of new conceptions of literacy when considering network-based teaching.
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The nature of interaction has been one of the most important areas of research
in second language learning (for a review, see Pica, 1994). It has been supgested
that computer-mediated communieation provides an ideal medium for students to
benefit from interaction, since the written nature of the discussion allows greater
opportunity to attend to and reflect on the form and content of the communication.
Yet most of the research on the linguistic nature of CMC hag focused on'mﬁnting
or eategorizing individual students’ comments rather than qualitatively analyzing
how and in what ways students actually negotiale meaning with each other.

Jill Pelletierri in her study uses a framework from Gass and Varonis to examine
task-based real-time computer interaction between adult learners of Spanish. By
analyzing the modifications that learners make in response to negotiation signals
as well as corrective feedback, she provides evidence that computer-mediated
interaction provides a ugeful mechanism for helping learners achieve higher levels
of metalinguistic awareness. Whereas Pelletierri uses frameworks developed from
oral interaction, Boyd Davis and Ralf Thiede uge frameworks derived from writing
research. They examine the interaction among 1.2 and L1 writers in asynchronous
computer conferences to investigate the nature and degree of language learners a

imitation and accommodation of writing atyles. Their linguistic analysia indicates
" that L2 students shifted their style in responsze to L1 interlocuters. :

Jean Schultz in her research focuses not so much on the linpuistic interaction
itself during electronic conferencing, but rather on its results, comparing how L2 |
learners make use of peer editing feedback which has been provided in computer-
mediated or oral discussion. The results indicate a complex  interrelationship of
students’ level, activity, and medium, rather than a simple conclusion of superiority
or inferiority for computer-mediated feedback. She concludes with thought-provoking
observations regarding the differences between written and oral communication. A
final area which has been insufficiently investigated to date is the particular impact |
of combining a variety of media in networked-based learning. This arca is so new
that almost no research has vet been published, Researchers examine this issue
from several angles: Dorothy Chun and Jan Plass examine concepts of networked
multimedia in light of theory and research in second language acquisition. They
then discuss criteria for the design of networked multimedia environments,
illustrating with a prototype project under development based on S8LA theory and
research. Heidi Shetzer and Mark Warschauer focus on the theme of new onling
literacies, providing a theoretical framework for how literacy and communication
practices change in onling and hypertextual environments. They also discuss
pedagogical implications of adopting an electronic literacy approach to language
teaching. Christoph Zahner, Agnes Fauverge, and Jan Wong conducted a pilot study
on the use of broadband audio and audio-visual conferencing to help college students
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learn French. Their study indicates the potential of audio-visual networking for
long-distance task-hased learning. These three approaches bring us full circle, back
to the issues of context and interaction, now redefined in terms of multimedia
environments,

3.13 Conclusion

Network-based language teaching does not represent a particular technique,
method, or approach, It is a constellation of ways by which students communicate
via computer networks and interpret and construct onling texts and multimedia
documents, all as part of a process of steadily-increasing engagement in new discourge
communities. How that engagement takes place depends on a number of factors,
including the nature of interaction via computer, the sociccultural context that
shapes that interaction, and the way that students communicate and learn in
multimedia modes. I :

And finally the biggest problem, I applying Shannon’s selective information -
measure to human information-processing was to establish meaningful probabilities
to be attached to the different possible signals or brain states concernad. After a
flourish of ‘applications of information theory in the behaviourial and biological
sciences, which underrated the difficulty of this requirement, it has come to be
recognised that information theory has more to offer to the sciences in terms of its .
qualitative conceptsthan of its gquantitative measures, though these can sometimes
be useful in setting up upper or lower limits in information-processing performance.
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3.156 Questions for practice

1

‘What is “Information”? Discuss the goal and scope of the Information
- Theory? ;

What does the term “Information” mean in Information Theory? Elaborate’
your answer with suitable examples.

What are the main thresholds of Infarmatfan_r Theory? Would you accept to
deploy Information Theory in language teaching?

What is the relationship between “Iﬂfm_-'matfon” and “Understanding™?

What are the possible approaches of Information Theory in education? What
do you know about the theory of multiple intelligences?

Write an essay on Network-Based Language Teaching?
Discuss the applicability of Information Theory in Language learning.

What is CALL? Discugs the Changing Nature of Computer Use in Language
Teaching.
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FUNCTIONAL ASPECTS OF LANGUAGE AND SEMIOTICS

3.16 Objectives

The emphasis in this module is to highlight especially the Saussurian concept of
Semiotics, its origin, development and its high applicability in different branches of
linguistics and allied disciplines. 1t discusses in detail the various types of
relationships that exist under the broad banner of semiotics. There are suitable
illustrations {o help the pupils understand the importance of semiotic symbolism.
There is an important conclusive portion on the relationzhip between Structuralism
and Post-structuralism.

3.17 Functional Aspects of Language

Introduction ; The ‘linguistic turn’ : Theoretical base :

In the 20th century leading to the 21st, Linguistics, the scientific study of language,
has seen a quite extraordinary expansion. The study of language has held a
tremendous fascination for some of the greatest thinkers of the century, notably
Ludwig Wittgenstein and Noam Chomsky, whose influence has been felt far beyond
linguisties, '

Much of the impetus for this interest in linguistics originated with the Swisa
linguist, Ferdinand de Saussure, from whose work (Course in Generil Linguistics,
his lectures published in 1915 after his death by two of his students) French theorists
developed ‘structuralism’, out of which (in part against which) grew ‘post-
structuralism’, both of which have placed enormous influence on language and both
-of which have had a formative influence on cultural studies. This emphasis on
language is often referred to as ‘the linguistic turn’ in philosophy.

What is language?

A language is a system of signs expressing ideas, and hence comparable, to
writing, symbolic rites, forms of politeness, and so on. The language itself is not a
function of the speaker. It is the product Paasively-.regist.eréd by the individual’s
parole. For example, K. Buhler proposed three functions of parole: 1, Representation
2. Appesl (to the listener) and 3. Expression (of the speaker). Roman Jakobson has
attempted to systematize the relations involved in communication and the
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corregpondence between the specific function determined by these different relations
and the functions whose manifestations are presented languages in various manners,
Function of language deals the meaning of an expression as an object connected
with it or corresponding to it. It would have been natural to use the word meaning,
on the analogy of other gerundival words, to stand for the act or process or function
of using word in meaningful manner,

To have an acceptable scientific basis of this ensemble of the components of
signification attached to an act of enunciation, one should stress the fundamental
characteristic of communication by language, i.e., interpersonal and réferlential
relations which are instituted there. The aim of contemporary linguists should be
to submit this order of phenomena which may be denominated information, to a
linguistic analysis: this fundamental in typical linguistic functione, that is in functionsa
engaging concoritant variations of the signifier and the signified. So the functions :
of language indicate the various aspects of meaning. It is needless to say that the
term ‘meaning’ covers the entire faculties and levels of expressions. Every unit of
a language containa such meaning to facilitate the ideas or the concepts of existing
physical or metaphysical world of a creative speaking subject. A creative speaking
subject has a few signs to communicate with other speaking subjects in a Bociety.
The occupation of these signs is not only to express some ideas but also to differentiate
one speaking subject from the other, The situation and, if one considers an act of .
communication which enters into a series, the context preceding this act, constitute
an important conditioning which determines largely the probability of repartition
of the elements presented in an utterance between what will both be linguistically
treated as an informative element and also as a nen-informative element, a simple
support for the apport (contribution) of information. '

Functional aspects at the levels of Syntax, SBemantics, and Pragmatica

Meyer (1986) on the interrelationship of the three levels of language: syntax (the
study of the internal relationships between signs and their méam’nga, semantics
(the study of the relationships, between signs and their meanings), and pragmatics
(the study of the relationships hetween signs and their users) assumed that theso

dimensions of language or speech cannot be isolated because functions and contexts = |

cannot be significantly defined and described apart from both semantic and
syntactical constituents. '

Pragmatism plays an important part in child language research. It approaches
an individual's systemn of speech acts as synergistic in nature-semantic in nature
and social in origin. In the case of an infant, the synergistic system can be described
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as a speech act system between the child and a caregiver through which he is able
to develop semantically in relation to his environment.

Larsen-Freeman (1980) noted that speakers demonstrate their knowledge of the
pragmatics of the language while communicating with others. For example, when
they address such a question as “How are you? (considered to be more formal than
“How's it going?”) to someone, they demonstrate their pragmatic competency described
below : ;

1. They are aware of the linguistic communicative function of opening a
conversation.

2. They are able to use a conversational opening appropriately in a particular
context (the listener is someone they presume to have a social status superior
to their own). '

3. They really mean “Ave you in good health?” rather than merely exchanging
a meaningless-greeting. i

Functional Categories in childrens’ communicative system :

Haliday (1973) pointed to six functional categories as descriptive factors
interpreting the child’s early communicative system: instrumental (I want), regulatory
(Do as I Tell You), interactional (Me and You), personal (Here I Come), heuristic (Tell
Me Why), and imaginative (Let's Pretend). According to Halliday, language is
understood as meaning potential, and the meaning potential that they are building
is a measure of what they can do with language. This semantic network is a
specification of language and a hypothesis about patterns of meaning. The linguistic
realization of patterns of behavior or social meaning is open ended. In the sociological
context, the extralinguistic elements are the behavior patterns that find expression
in language. Language functions in types of personal interaction (social) and types
of situations or setting (situational) in which language functions. The function of
the semantic network is to show how these social meanings are organized into
linguistic meanings. Social meanings or behavior patterns are gpecific to their contexts
or seftings. '

' Keenan and Klein (1975) pointed out five categories of response in the interaction.
between children: (a) basic acknowledgment or direct repetition, (b) affirmation or
explicit agreement, (c) denial or opposition, (d) matching or claiming to be performing
a mimilar aclion, (e) extension or new predication to previous spaakﬂrs topic.
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Garyey (1975) stated that when children learn to talk, they learn how to interact.
In their interaction they develop solicited and unsolicited queries, solicited queries
seek mutual rapport whereas unsolicited gueries seek mutual understanding.
According to Garvey (1975), children make use of the following functions by the age
- of five and half: (a) getting attention, (b) taking turns, (¢) maling relevant utterances,
(d) nomination and acknowledging topics, (e) ignoring and avoiding topics, (f) priming
topics, (g) requesting clarification.

Saussure’s vision of semiology : A new gscience

As this section deals with semiology (also known as semiotics, especially in the
USA) rather than linguistics, we shall not dwell on linguistics here, but we need to
l{mk at Saussure’s ideas as it was he who laid the foundation stone of semiology. It
was he in fact who coined the term (which he developed from the Greck word for
‘sign’), He used the word to describe a new science which he saw as ‘a science which
studies the life of gigns at the heart of social life’. (Sauasure (1971 (p.83). This new
science, he said, would teach us ‘what signs conasist of, what laws govern them’ As

he saw it, ]mg-mstwa would be but a part of the overarching science of aemmlng}r,
which would not limit itself to verbal signs unl},r

Communication and language

Many semiologists (or semioticians) when commenting on the media have used
vocabulary which might strike you as more appropriate to the study of literature.
Thus, for semioticians, a TV documentary, a radio play, a Michael Jakson song, a
poster at a bus stop are all texis. We users of these texts are referred to as readers.
Thus you will find Fiske and Hartley titling their book Reading Television and
Monaco calling his How Tb Read a Film. Similarly, some semioticians will tend o
talk about the vocabulary of film, the grammar of TV decumentaries and so on,
following threugh the analogy with language, though some commentators would
argue that it is fundamentally imposgsible to draw glib analogies bﬁtweerl language
and cinema or photography.

3.18 Semiotics : Saussure - the sign

If you haven't looked through the section on meaning, you may not be familiar
with the idea of denotation. You can take a look at it now, if you wish, but briefly
the idea is that a sign ‘denotes’ or ‘refers to’ something ‘out there in the real world'.
It supposes that words (let's stick with words for the time being) are labels attached
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to things much as labels might be stuck to artifacts in a museum. That seems a
pretty sensible idea at firat, perhaps - we can readily see how ‘London’, ‘Margaret
Thatcher’, ‘Michael Portillo’ denote things ‘out there’. But as soon as we get on to
‘city’, ‘womar’, ‘man’, things start to get a bit fuzzy. Which city, woman, man? And
when we get on to words like ‘ask’ or ‘tradition’, this simple sign —> thing
relationship starts to fall apart. As Wittgenstein puts it [the idea that the individual
words in language name objects] surrounds the workings of language with a haze
which makes clear vision impossible’ (Wittgenstein (1985:4)

Saussure tried to get around this problem by saying that ‘the linguistic sign does
not unite a thing and a name, but a concept and a sound image’ (see graphic).

(Saussure (1971) p. 98}
. ¥
ﬁm

If we consider printed language, then we could say that a sign consists of the ;
printed form of a word and a concept; if we consider a black and white photograph,
then the sign consists of a particular set of shapes/shades and a concept.
Structuralism (i.e. the philus:}phy' which derived later from Saussurean linguistics),
then, ‘brackets the referent’, in the current jargon. In other words, the thing referred
to (the referent) ia taken ouf of the sign — thing (referent) relationship and is
replaced by ‘concept’. Clearly, the ‘linguistic turn’ is strengthened by this, since any
notion of a reality extornal to language and concepts is de-emphasized.

3.19 Semiotics-Signifier—Signified

Saussure actually saw the division of the gign into sound image and concept as
a hit amhlgunus Yo he refined the idea by saying it might make things clearer if
we referred to the concept as the signified (signific) and the sound image as the
signifier (signifiant)-this idea is shown in the graphic, which attempts to show how
the signifier and signified combine into what we call a sign. It's worth taking a little
time to consider the graphic and its worth aakmg yourself as well whether you
think it makes good sense and whether it's very useful.
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One may say that the distinction between sound image (signifier) and concept
(signified) doeen’t got us very far forward in trying to figure out what we mean hy
‘meaning’. It is probably true. After all, it's no easier to say what the concept of ‘the’
or ‘of’ is than to say what thing those words correspond to. And, of course, I don't
know if the concepts ‘city’, ‘woman’, ‘man’ in your head are the same as those in
mine. As the British linguist, David Crystal, puts it ;

“Some words do have meanings which are relatively easy to conceptualise, but we
certainly do not have neat visual images corresponding to every word we say. Nor
is there any guarantee that a concept which might come to mind when [ yse the
word table is going to be the same as the one you the reader, might bring to mind.”
(Crystal, 1987).

@ _ SIGN

Saussure’s signifier ......... signified
graphical (sound image) (concept)
representation SEI;SS ur; 8

of the sign as preferre

terminology for

‘being made

up of a gound the component
i parts of the
mmage and a :

concept BIgM

While that’s quite correct, the fact remains that it also explains why Saussure’s
ideas took things forward. His notion of the sign places the emphasis on our individual
‘concepts’ corresponding to the sound images. Your mental picture of a car (indeed,
for all I know, not only a mental picture, but aleo a mental smell, mental noise or
whateyer) will not be the same ag mine, for a variety of reasons. (For a discussion
of some of those reasons, see the section on Meaning).

Saussure shifted the emphasis from the notion that there is some kind of ‘real
world’ out there to which we all refer in words which mean the same to all of us,
Fairly obviously, we in our language community have much of this real world in
commoen, otherwise we couldn’t communicate, but, for various remsons, the ‘real
-world’ which we articulate through our signs will be different for everyone of us. (It
is for this reason that Saussure saw semiology as a branch of social psychology.)
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3.20 Semiotics—Arbitrariness of the sign

Saussure stressed the arbitrariness of the sign as the first principle of semiology.
When we say something is ‘arbitrary’, we mean that there’s no good reason for it:
If you make an ‘arbitrary choice’ between two things, then you choose for no good
reagon; you probably don’t care which one you choose. By saying that signs are
arbitrary, Saussure was saying that there iz no good reason why we use the sequence
of sounds ‘sister’ to mean a female sibling. We could Just as well use ‘didi’, ‘bahen’,
‘hon'. For that matter, we could just as well use the sequence of sound; ‘brother’. Of
course, as he pointed out, we don't have any choice in the matter. If we want to talk
about female siblings in the English language, we can talk about female siblings’
or ‘sisters’ - and that’s all; there are no more options. :

Saussure saw language as being an ordered system of signs whose meanings are
_arrived at arbitrarily by a cultural convention. There is no necessary reason why
a pig should be called a pig. It doesn’t look sound or smell any more like the
sequence of sounds ‘p-i-g’ than a banana looks, smells, tastes or feels like the sequence
of sounds ‘banana’. It is only because we in our language group agree that it is
called a ‘pig’ thal that sequence of sounds refers to the animal in the real world. You
and your circle of friends could agree always to refer to pigs as ‘squerdlishes’ (just
- an insignificant word) if you want. As long as there is general agreement, that’s no
problem-—until you start talking about squerdlishes to people who don't share the -
same convention. ' :

3.21 Semiotices—Semiotics and culture

Saussure freely admits that when he is stressing the arbitrariness of the sign,
he is stressing something which is actually fairly obvious. As he sees it, though, the
problem is that people haven't paid enough attention to the implications of the fact
that sign-systems are arbitrary.

Since it 18 the case that the codes we use are the result of conventions arrived
at by the users of those codes, then it is reasonable to suppose that the values of
the users will in some way be incorporated into those codes. They will, for example,
have developed signs for those things they agree to be important, they will probably
have developed a whole array of signs to draw the distinctions between those things
which are of particular significance in their culture. In other words, you might
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reasonably eﬁpeut that the ideclogies prevalent in those cultures will have been
incorporated into the codes used : : '

“.‘reality’ is always encoded, or rather the only way we can perceive and make
sense of reality ia by the codes of our eulture. There may be an objective, empiricist
reality out there, but there is no universal, objective way of perceiving and making
gense of it. What passes for reality in any culture is the product of the eulture’s
codes, so ‘reality’ is always already encoded, it is never raw’. Fiske (1987 pp. 4-5)
Semiologista generally prefer the term ‘reader’ to ‘recciver’ (even of a painting,
photograph or film) and often use the term ‘text’ to ‘message’. This implies that
receiving a message (i.e. ‘reading a text’) is an active process of decoding and that,
that process is saﬁaﬂy and culfurally conditioned.

3.22 Semiotics—Paradigm & syntagm

One of Saugsure’s fundamental insights, then, was that sign-systems are arbitrary
syatems, a set of agreed conventions. Since there is no simple, natural sign=thing
relationship between sign systems and reality, it is we who are the active makers
of meanings. The sign-gystems (or codes) which we use provide us already with sets
of meanings (the ‘always alveady encoded’ reality which Fiske apeaks of). We activate
the meanings within the repertoire which the code offers us. :

Saussure points out that the value (valeur) of signa 18 culture-specific. The
French mouton may have the same meaning as the English sheep, but it does not
have the same valeur. Why? Because English has the terms mutton and sheep, a
distinction which is not available in French. He emphasizes that a sign gains its
valeur from its relation to other similar valeurs. Without such a relationship
signification would not exist.

Syntagm

This is a very useful insight in the analysis of signs. Language is linear: you
produce one sound after another; words follow one another, When we think of Bigns |
interlinked in this way (for example; in language, coming one after another:
she+can+go), then we are thinking of the in terms of what Saussure calls a syntagm, |
There is a syntagmatic relationship between them.
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Paradigm

However, at the same time as we produce these signs linked to one another in
time, we also do something which is outside that temporal sequence: we choose a
gign from a whole range of alternative signs. So, when a journalist writes :

IRA terrorists overran an army post in Londonderry in Northern Ireland
she chooses each sign from a range of alternatives. She could say :

JRA scant’, TRA active units’, TRA paramilitaries’, ‘IRA freedom fighters’; ‘TRA
lunatics’ i

(Irish Republican Army, IRA)

Ghe could refer to Londonderry as ‘Derry’, the mime more commonly used by
nationalists; she could refer to Northern Ireland as TNster’, the ‘Six Counties’, the
‘occupied counties’ ote.

When we look at this range of possiblities, we are examining a paradigm. We
are examining the paradigmatic relationship between signs. Not uncommonly,
ayntagm and paradigm may be conceived of as two axes :

Syntagmatic axis

b

A she can go
1 may come
You ‘ might - leave
% We should arrive ‘"
2 T IRA ' terroriats overran d
Eu freedom-fighters liberated
'_93-: guerrillas freed
H active units. attacked
b paramilitaries occupied
1 cowboy in jeans on rearing stallion
cowpir] : in cords on trotting mare
in chinos on galloping donkey
in shorts on standing Ass

111111'&.
The signs signify because of their ‘valeur, which derives from the relationship
between them. How can you say that repeat occurrences of the same word are in
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fact the same word? Saussure gives the example of calling a meeting to order by
shouting ‘Gentlemen! several times: there may be significant variations between
each of the pronunciations, at least as significant ‘as the differences used to
distinguish between two entirely different words and yet we perceive it as being the
same word. How come? The answer is that it is a relational identity which iz at
stake here. As an example of the sort of relationship we are talking about, Saussure
gives the example of two 8.45 pm expresses from Geneva to Paris, leaving at 24
hour intervals. For us, they are the same express we are talking about the same
entity when we refer to it, even though its carriages, locomotive and personnel are
probably quite different on the two occasions, But it is not such material identities
we refer to when we refer to the ‘.45 Geneva-Paris express’ ; rather it is the
relational identity given in the timetable—this is the 8.45 Geneva-Paris express
because it is not the 7.45 Geneva-Heidleberg express, the 8.45 Geneva Turin ete.
(Baussure (1971) pp. 151-2)

We can examine the synlagms and paradigms in any medium. In Advertising gs
Communication Gillian Dyer takes the example of a photographic sign, namely the
use of a stallion (wild horse) in a Marlboro (cigarette ad.) The paradigm from which
the stallion is drawn includes ponies, donkeys, dray horses, mules, mares, The
connofations of stallion rely, as Dyer puts it, on the reader’s cultural knowledge of
a system which can relate stallion to feelings of freedom, wide open prairies,
masculinity, virility, wildness, individuality, ete. Why were these choices made? What
is communicated by them? ; '

One way to examine the ideological closure suggested by the signa in the message
is to see how the message would differ if another were chosen from the relevant
paradigm. We would have to say, however, that it is not clear to us exactly how you
determine what signs belong within the paradigm. If mare, stallion, donkey part of
the paradigm, does fairground horse also belong to it? Ostrich? Llama? For that
matter, do chair and sofa also belong within the same paradigm?

3.23 Denotation v. connotation

If you have been through the unit on meaning, you'll be aware that what we are
concerned with here is the difference between what we referred to in that unit as
denotation and connotation. The phrases IRA terrorists’ and TRA freedom fighters’.
denote the same people, but they connote something guite different. (In faet,
Saussure used the term ‘associative relationship’ rather more than ‘paradigmatic
relationship~and that clearly suggests associations or connetations.) The sign wo
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choose to use gains much of its meaning, not so much from what it is, but what it
jsn't. Its meaning is determined by the rejection of all the other signs we have
chosen not to use. '

You may find it a little difficult to remember the difference between syntagm and
paradigm. Students sometimes find it a hit easier if they remember that:

@ the contents of your wardrode = paradigm

® what you are actually wearing = syntagm

Syntagmatic axis

W

A She can go
1 may ) core
You might " leave
% We should arrive
= * IRA terrorists overran
g freedom fighters liberated
-,E- guerrillas freed
H active units -attacked
B paramilitaries occupied
1 cowboy in jeans | on rearing stallion
cowgirl . in cords on trotting mare
' in chinos on galloping donkey
in shorts on standing a8s

mule

- As you can gee from the above pxample, a paradigm is a set of associated signs
which are all members of the same category. In language, the idea is fairly obvious,
but don't forget that semioticians see other sign systems as having the same features
as language. Thus, in TV the range of transitions between shots, cut, fade, dissolve,
wipe, fancy computer effects and g0 on conatitute a paradigm. The transition effect
which is chosen signifies through its opposition to the other signs in the paradigm.
Imagine, for example, those slow-motion, backlit, soft-focus shampoo ads which have
dissolves from one shet to another. What difference would it make if they had
straight jump-cute instead. The meaning of the sign would also be changed by the
genre. Imagine the same slow dissolves in a pacey Coke ad. '
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The par&ﬂig’mﬁi.ic analysis of a media text involves looking at the opposition
between the choicos which are actually made and those which could have been
made, This structuralist analysis of texts tends to focus on binary oppositions,

3.24 Semiotics—Icons, indexes, symbols

At about the same time as Saussure was developing. semiology, the American
philogopher C. 8. Peirce was developing semioties (as it tended to be known in the
US and is now generally known across the world).

Following Peirce, semiologists (of semioticians) often draw a distinction between
icons, indexes and symbols. i -

Icons

Icons are signs whese signifier bears a close resemblance to the thing they refer to.
Thus a photograph of me can be said to be highly iconic because it looks like me.
A road sign showing the sithouelte of a car and a motorbike is highly iconic becanse
the silhouettes look like a motorbike and a car A very few words (so-called
onomatopoeic words) are iconic, too, such as whisper, cuckoo, splash, crash.

Symbols

Most words, though, are symbolic signs. We have agreed that they shall mean
what they mean and there is no natural relationship between them and their
meanings, between the signifier and the signified.

In movies we would expoct to find iconic signs-the signifiera looking like what
they refer to. We find symbolic signs as well, though: for example when the picture °
goes wobbly before a flashback. Certainly the ‘real world’ doean’t go wobbly when
we remember a scene from the past, zo this device is an arbitrary device which
means ‘flashback’ because we have agreed that that’s what it means. The road sign
with the motorbike and car has, as we have Just seen, iconic elements, but it also
has symbolic elements: a white background with a red circle around it. These signify
‘something is forbidden’ simply because we have agreed that that is what they
mean. -

Indexes

In a sense, indexes lie between icons and symbols. An index is a sign whose
signifier we have learnt to associate with a particular signified. For example, il we
see someone walking down the street with a rolling gait, (manner of walking) we
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may associate the rolling gait with the concept of ‘sailor’. We may see smoke as an
index of ‘fire’. A thermometer is an index of ‘temperature’. Peirce gives the examples
of a weathercock, a barometer and a sundial.

In old movies, when they need to show the passing of time, they may typically
show the sheets bearing the days of the month being torn off a calendar—that is
jconic, because it looks like sheets being torn off a calendar; the numbers I, 2, 3ete,
the names January, February etc. are symbols-they are purely arbitrary; the whole
sequence is indexical of the passing of time—we associate the removal of the sheets
with the passing of time.

Don't think, though, that these three categories are mutually exclusive. A sign
could very well be all three at the same time. For example, TV uses all three at the
aame time-a shot of a man speaking (iconic), the words he uses {symbolic) and the
effect of what is filmed (indexical). '

Don’t think either that because a sign is icomic then it is in some way more
natural than any other sign. With any kind of sign, we always have to learn the
cultural comventions involved.

“Convention is necessary to the understanding of any sigm, however iconic or
indexical it is. We need to learn how to understand a photograph... Convention is
the social dimension of ‘signs... : it ig the agreement amongst the users about the
appropriate uses of and responses fo a sign.” Fiske (1982)

3.95 Semiotics—Signification : Signification and Ideology

Signs are not ‘value-free’

- If you have looked at the section on Semiology and Culture, then you will be
aware that a question fundamental to semiotics is the way that the values of our
culture {or sub-culture) are incorporated into the gign-systems we use. This is a
theme which recurs again and again in communication studies, as you can see from
the section on codes and ideology.

All such claims relate to the concept of idealogy, which you will find particularly
important in your study of the mass media. i
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3.26 Sign-systems and ‘cultural baggage’

If you've read through the previous sections on semiotics, you may recall Gilljan
Dyer’s reference to the ‘reader’s cultural knowledge of a gystem’, which allows the
reader to see the stallion in the Marlboro ad as gignifying freedom. Sociologist have
emphasised that language exists as a structured system of symbolic representations.
We do not live among and relate to physical vhjects and events. We live among and
rolate to systems of signs with meaning. We don’t sit on a complex structure of wood,
we sit on a stool. The fact that we refer to it as a STOOL means that it : is to be gat
an, is not a coffee table. In our interactions with others we don’t uee random gestures,
we gesture our courtesy, our pleasure, our incomprehension, our disgust. The ohjects
in our environment, the gestures and words we use derive their meanings from the
sign systems to which they belong.

‘The sign systems we use are nﬂt somehow given or natural. They are a
development of our culture and therefore carry cultural meanings and values, cultural
‘baggage’. They shape the consciousness of individuals, f‘urmmg us into social beings,

The French phﬂﬂsopher and paychoanalyst Julia Kristeva expressed it this way;
“What semiutus has discovered ... is that the law governing ... any social practice
lies in the fact that it signifies; i.e., it is articulated like a language.” (quoted in
Billington et al. (1991). . :

The important idea in what Kristeva says is that any social practices is ‘articulated
like a language’. Any social practice has meanings which arise from the code it uses.
Everything in our social life has the potential to mean. Not everything does mean.
Wearing clothes in our society doesn’t signify much in itself—though not wearing
them certainly does! But what clothes we wear-that’s a choice that signifies
something. In any institution, senior managers are immediately recognised by their
expensive pin-stripe suits, Communication Studies, Photography and Art & Design
lecturers are recognised by their lack of ties, departmental secretaries by their
stiletta (high) heels—and so on. In Algeria recently a young woman was shot by so-
called Islamic fundamentalista-her failure to wear the veil signifed her refusal to
accept Islamic law and Algerian men who do not wish to risk being seen as having
espoused European values would be well advised to wear an Islamic beard.

Since the codes we use are located within specific cultures, it should not be
gurprising that those codes express and support the social org.a,mzatmn of those
cultures. From this point of view there is no such thing as meaning which is

independent of the ideological and political positions within which language is used,
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Many analysts have drawn attention to the way that codes express and maintain
existing power relationships. The French sociologist, Bourdieu, for example, considers
" ihat ‘every linguistic exchange has the potential to be an act of power’ (1992). He
highlights the way that the close correspondence between sovial structures and
mental structures fulfils a political function. For him systems of symbols are not
merely systems of understanding, they are systems of domination.

Thus, signification is not neutral, value-free. Therefore, Marxist critics of literature
and the media have placed so much emphasis on the ‘politics of signification.’ If
discourse is not merely a reflection of reality, but actively constitutive of it, then
those who control the discourse control the reality. Therefore we have seen
underprivileged groups (women, blacks, workers or their supposed champions, the
Marxist intellectuals engaged in an assault on the dominant signifying practices.)
For example, 'Eagle’_cun describes Julia Kristeva's language as opposed to all fixed,
transcendental significations; and since the ideologies of modem male—

“dominted class-society rely on such fixed signs for their power {God, father,
state, order, property and so on), such literature becomes a kind of equivalent in the
realm of language to revolution in the sphere of politics”. Eagleton (1983: 188)

Roland Barthes & ‘second-order signification’

One of the most expert and elegant practitioners of semiology was the French
philosopher, Roland Barthes, whose style is immensely witty and incisive. His
masterly works cover the semiotics of subjects as diverse as the classics of French
Literature, pasta adverts, magazine photos, Citroen cars and wrestling, During the
couse of the development of structuralism, the ‘linguistic turn’ in philosephy,
anthropology, sociology and so on became so dominant that Barthes was prepared
to consider the reversal of ‘Saussure’s classification and consider that semiology is
a part of linguistics. Though Barthes did not take this as far as later post-
atructuralists were to develop the primacy of language, his underlying idea is that
gemiology itself is implicated within the significances with which language is laden.
Thus, there cannot be ‘method’ (semiological, scientifie, sociological, linguistic,
whatever), which can claim to be outside of the values, ironies and aporias of

language.

3.27 Connotation

Barthes draws an impurtanﬁ distinetion between what he refers to as different
orders of signification. The first order is, for example, the iconic sign where the
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photograph of the car means the car. In the second order of signification there is a
whole range of connofations. Barthes, in the ‘Rhetoric of the Image’ (1977) argues
that in photography the denoted (first-order) meaning is conveyed through the
mechanical process of reproduction, Connotative (second-order) meanings are
introduced by human intervention-lighting, puse, camera angle ete.

We immediately know tﬁat these fonts are “wrong’ :

Son of Dracula
GONE WITH THE WIND
Ye Olde Tea Shoppe

Computera Unlimited

But in what sense are they ‘wrong’? They are wrong because in our eulture those
fonts are not used in that way. When we look at connotations we are looking at the
activation of meanings deeply rooted in our culture.

L3

The connotations of signs become particularly important when we look at the use
ofsigns in advertising. A photograph of a car certainly refers to the gignified car in
the real wurld,'fbut it can also connote virility, freedom, wealth ete. An advert for an
expensive whisky shows the bottle together with crystal glasses on a table in front
of an open fire. At the back of the room, the shelves are full of leather-bound books.
These books do not simply signify books, they also connote a high level of education
and wealth. They are therefore signifiers of membership of a certain social class,
This is what is referred to as second-order signification.

Myth

Second-order signification, then, is what we have elsewhere referred to as
connotation. But it is also what Barthes refers to as myth. Barthes quotes in
Mythologies (1975) the example of a photograph on the cover of the magazine Paris
Match, 1t is of a black soldier wearing a French uniform. He is giving a
military salute and his eyes are pazing intently upward, no doubt at the French
tricolore flag. That, as Barthes says, is the meaning of the photo. That is the meaning
in terms of the first order of signification, that is what the photo denotes. But
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Barthes goes on to expls;in the further meaning of the photo. The further meaning,
the second order signification (connotation) must arise from the experiences we
have had and the associations (connotations) we have learnt to couple with signs.

1, wignifier 2. sipntied _-T
Langua
] 2 &g Il SIGNIFIED
WMYTH I SIGNTFIER
1T BIGH
phota of black | bleck roldicer
anlilier saluting | saluting French
Tonitos French Flag Flag
[eade) 3 sign 'GREAT TRENCH
_ BUMPER ALL
BIYTH HLACK BOLDIER SALUTING HER S0ONS
TRENCH FLAG! EQUAL ETC!
T SIGN

However, such connotations cannot be independent of the culture we live in and
within which our sign-systems operate. The sign of this particular soldier becomes
the signifier of the enltural values that he represents in the photograph. That takes
us into what Barthes refers to as myth. Under the eration of this myth, the sign
becomes a second-order signifier. The signified is: ‘France has a great empire; all her
gons, without distinction of eolour, serve faithfully under the French flag and that

‘there is no better answer to the critics of colonialism than this black’s zeal in

serving his supposed oppressors.’
Third-order signification

‘Third-order signification is a matter of the cultural meanings of signs. These
cultural meanings derive not from the sign itself, but from the way that society uses
and values the signifier and the signified.

We draw meanings from the stock of images, notions, concepts and myths which
are already available in the culture in a particular context and at a particular time:
that

Clearly, Barthes sees the photo as being much more than a signifier signifying
merely its signified, the black soldier saluting. He is concerned here with the
ideological import of the photograph. By 1deology we mean more or less what Barthes
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himself . prefers to refer to as a mythology: the sets of myths which operate as
organising structures within a culture, organising the meanings which we attach to
the signs. (1957)

In Barthes's view the function of myth is to legitimise bourgeois ideology. Its
function is to present to us a ‘reality’ which serves the interests of the bourgeoisie
in such a way that the values incorporated in that ‘reality’ appear to be guite
_natural, taken for granted, commun sense (allant de soi).

Practical work

In your practical work, semiotice should playa major role, particularly at the
stage where yon are analysing existing artifacts. Don’t simply take them at face
value; try to use semiotic analysis to explore below the surface of the signs. Say
many individuals in your society regularly read a particular magazine: take what
appears to be a typical double page spread-what are the signs in it? Linpuistic,
photographic, layout-look at them in terms of signifiers’ and ‘signifieds’. What is
denoted, what connoted? What myths are activated-myths of the subject under
discussion, myths of this readership?

3.28 Criticism of semiotics

Semiotics has been enormously influential in cultural studies. In holding out the
prospect of a scientific analysis of the full range of codes used in ‘mass’ culture,
‘popular’ culture, ‘consumer’ culture, ‘subcultures’ (depending on the commentator's
emphagis) semiotics was bound to appeal to cultural critics and anthropologiats. It
18 easy to see why a method which promised to explain language, film, TV, radio,
newspapers should have become so appealing. Certainly, in the masterly analysis of
a Roland Barthes, the sense thal one is witnesaing a series of revelations cannot be
avoided. But there are criticisms to be made of the semiotic method, however
-enjoyable Hartheaa (and however apparently pmfﬂundljr impenetrable others’)
wrilings may- be.

Perhaps the most serious objection, is that made by Don Slater, namely that the |
project undertaken by Saussure is to.

[describe] the internal sfructure of systems of meaning, and in answer to a
rather new kind of question, not ‘Why did she say that?”, Why are BMWs (a very
expensive car) a status symbol'? ‘Why in our society does technology connote
masculinity?, but rather ‘How does the structure of a sign system make possible,
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offer certain resources for, certain statements, meanings and associations, and in
reliable ways?, THow iz orderly and intelligible meaning sustained? (1997 : 141)

As Slater points out, however interesting such a project may be, it is not a project
of social explanation. Referring to an analysis by Judith Williamson (1970) of a
; perfumé advertisement, he points out that although the connection between a certain
kind of femininity represented by Catherine Deneuve and Chanel No. b (a famous
_perfume) may be ontologically. arbitrary (i.e. there is no necessary or natural
connection between them), the connection is certainly not socially arbitrary and we
cannot discern the ‘complex history of social aclions and motivations through which
they have been connected (patriarchy, commerce ete.) simply by examining the
connections of the formal elements within a text. As a result of semioticians’ attempts
to do just that, ‘the structure ia [ ... ] treated as a cause, an answer to a social why
question rather than a structural how question’.

Qut of such attempts grows what Slater terms ‘theoretical arrogance’, though it

remains unclear, as Slater points out, why the semioticians’ accounts of the deep

structure of texts should be any better, more reliable, more accurate or more scientific
than anyone else’s. Indeed, I do not myself note in Barthes’s readings of popular
cultural forms or in his reading of the French novelist Balzac anything which
strikes us as qualitatively different from, say, the conventional literary criticism we
were familiarized with at school. We have dealt with this ‘theoretical arrogance’
elsewhere, for example in the Marxist approach to the media or in the sections on
the New Audience Research and it strikes one as a serious and fundamental criticism.

More serious, though perhaps more academie, is the charge that semiotics was
on a hiding to nothing in the first place, since structuralism and post-structurahism
derive from a fundamental misunderstanding of the relationship between the
specialized study of linguistics and the more general philnauphinél conclusions which
could (or could not) legitimately be drawn from it. Infact, if one accepts Chomsaky's
view of structuralist linguistics, then the insights which it provides are essentially
very limited. According to Chomsky, Saussure’s insistence that the only proper
methods of linguistic analysis are gegmentation and classification means that his
method is inappropriate for discovering the deep structure of language. In Chomsky’s
view, ‘the careful and serious attempt to construct “discovery procedures”, those
techniques of segmentation and classification to which Saussure referred ... was a
failure-I think that is now generally understood.’ (1968). Chomsky also challenges
the assumption underlying semiotica that all-gocial actions are ‘structured like a
language’, as iz g0 often claimed. Commenting on the work of Levi-Strauss, the
French anthmpologist and major figure in the development of structuralism, he
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observes that in the study of kinship systems ‘nothing has been discovered that is
even roughly comparable to language in these domajns’. Whilst recognizing the
seriousness and thoughtfulness of Levi-Strauss’s endeavour, Chomsky does not ‘see
what conclusions can be reached from the study of his materials beyond the fact
that the savage mind attempts to impose some organization on the physical world-
that humans classify, if they perform any mental acts at all. Specifically, Le vi-
Strausa’s well-known critique of totemism seems to reduce to little more than this
conclusion.’ . :

For a thorough critique of slructuralist thought, please refer to Thomag Pavel's
masterly The Feud of Langunage which analyzes the structuralist and poat.-
structuralist enterprise in meticulous detail, though his contempt is often guite
evident for a method that ‘offered just that dash of formalism necessary to create
the impression of scientific rigour; moreover its simplicity permitted easy universal
application and freedom to modify the details at will’ (1989 : 132). He criticizes
Le'vi-Strauas for the ‘levity” with which he undertook to a]f}ply siructural linguistics
to the analysis of myth and Barthes for basing his narrative syntax on the work of
Hjelmslev who had never developed a syntax in the first place.

According to Pavel the obscurity of much writing in structuralism and post-
slructuralism is simply due o the discomfort the authors felt at being so ill-prepared
to confront the philosophical problems of lanpuage: ‘stylistic obscurity became the
mark of a scientific status that nohoby had either the competence or the courage to
doubt.’”

Finally, there is the guestion of the underlying assumption of lingnistic
determinism which underping much cultural studies research (see for example the
‘quotations in the section on codes and ideology). As we have seen above, it is argued
(oversimplifying somewhat) that we are prisoners of our language and other signifying
systems. Whether this argument can reasonable be sustained may be questionable
(See the section on the Sapir-Whort hypothesis.) Steven Pinker, building on Noam
Chomsky’s idea of ‘Cartesian linguistics’ (i.e. that the brain has language acquisition
device with an understanding of ‘universal grammar’ built into it at birth) Proposes
that the acquisition of language is an instinet. This has far-reaching consequence
: “Thinking of language as an instinct inverts the popular - wisdom, especially as it
has been passed down in the canon of the humanities and social sciences. Language
15 no more a cultural invention that is upright posture. It is not a manifestation of
a general capacity to use symbola: a three-year-old ... is a grammatieal genius, but
15 quite incompetent at the visual arts, religious iconography, traffic signs and the
other staples of the semiotics curriculum...
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... Once you begin to look at language not as the ineffable essence of human
uniqueness but as a biological adaptation of communicate information, it is no
longer tempting to see language as an insidious shaper of thought, and, we shall
gee, it is not.” Pinker 1994 : 18-19

Like Chomsky, Pinker argues that other, non-linguistic, signifying practices cannot
he considered to be ‘structured like a langnage’ and he does indeed preduce compél]_ing
evidence that some learning mechanisms appear to be developed for language itself
and not for the more general manipulation of aymbols. If we accept that, then the
whole semiotic project scems to be dead in the water. Further, if we accept that
language is an instinct, then, as Pinker argues, we must largely reject the notion
that language shapes our thought. Since much of cultural studies depends on an
acceptance of both of the propositions which Pinker rejects, then much of cultural
studies must surely be as dead. As Pinker puts it :

“Chomsky attacks what is still one of the foundations of twentieth-cenfury
inteleectual life—the ‘Stn_ndard Social Seience Model,” according to which the human
payche is moulded by the surrounding culture.” Pinlker) 994 @ 23.

It may _be_pnssihle to extend the argument from Cartesian linguistics to other a

pects of the human mind as well. As Chomsky puints out, a moment’s reflection
suggests that is rather curious that we don't suppose for a moment that the human
organism learns, as a result of experience, to aprout arma rather than wings so it’s
not immediately evident why we should suppose that mental capacities are not also
largely genetically determined. Although rejected by some, Chomsky's arguments in
favour of an innate universal grammar are widely accepted. So why should we not
guppose that the development of personality, behaviour patterns and cognitive
structure are similarly genetically determined? Chomsky refers back to Plato's
argument that we can’t pogsibly know everything we know aimply as the result of
experience. We must have some innate knowledge.

“To question that is about as sensible as to suppose that the growth of an embryo
to a chicken rather than a giraffe is determined by putritional inputs.” Chomsky
(1996 : 10).

Plato’s argument that much of what we know be remembered from a ‘prior
existence’ seems quiant (to must of us anyway), but Chomsky suggests, replace
‘prior existence’ by ‘genelic endowment’ and you have an explanation of innate
knowledge which is consonant with modern biology’s explanations. For example,
Pinker demonstrates convineingly that human beings are born with an instinct to
interpret space and spalial relationships, including the notion of the self-identity of
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an object. That is not, of course, to suggest that the environment and our experience
play no role. A child born with cataracts will remain blind if not operated on early
in life, even though the physical equipment to see remains intact; a child deprived
of language during her formative years will not acquire anything more communicative
than a kind of pidgin; a child born with perfect limbs will develop rickets if
malnourished. And there appears to be’ convineing evidence that a child who js
abused stands a good chance of becoming an abuser when an adult, a child deprived
of love will find it difficult to reciprocate affection ete, Nevertheless, if we accept the
proportion that the Chomskyian view of language acquisition may be extended to
other mental capacities such as personality and cognition, the radically relativist
rejection of any such notion as an essential human nature (a rejection generally
associated with postmodernist claims about alterity and the Other), than much of
postmodernism muat also appear questionable. Relerring to psycholinguist Jerry
Fodor’s attack on relativism, Pinker states : '

“For Fodor, a sentence perception module that delivers the speaker’s message
verhaﬁm, undistorted by the listener’s biases and expectations, emblematic of a
universally structured hufnan mind, the same in all places and times, that would
allow people to agree on what is just and true as a matter of ohjective reality rather
than of taste, custom and self-interest.” Pinker 1994 : 405).

As pinker readily confesses, its ‘a bit of a stretch to proceed from the identification
of language acquisitions device and universal grammar to such a far-reaching
proportion, but it looks to me as if cognitive and evolutionary paychology and
linguistics are heading in that direction, at worst no more speculatively that the
cultural theorists and a best a great deal more comprehensibly,

Pinker's evaluation of the seriousness of the challenge posed to the “Standard
Social Science Model's is strongly conveyed in the following passage on essentialism:

*...in modern academic life ‘essentialist” is just about the worst thing you can call
someone. In the sciences, essentialiam is tantamount to creationism. In the
humanities, the label implies that the person subscribes to insane beliefs such as
that the sexes are not socially constructed, there are universal emotions, a real
world exists, and so on. And in the social sciences, “essentialism’ has joined
‘redutionian’, ‘determinism’ and ‘reifiction’ as a term of abuse hurled at anyone who
fries to explain human thought and behaviour rather than redescribe it.” Pinker
1998:325-6
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- 3.29 Cnﬁclusiun . Viewed through the notion of
Structuralism and Post-structuralism

Semiotics or semiology ig an example of the school of social philogophy known as
structuralism, Indeed semiology may be seen as the paradigmatic form of
structuralism. The basic permise of structuralism is that societies and sociological -
] % FAL: i
cultural practices can be analysed, along the lines of a language, as signifving
systems. Thus we find structurahist methods aﬁp]ied not only in Saussure’s linguistics,
but also in Brathes' broader cultural critique, the anthropology of Claude Levi-
Strauss and the psychoanalysis of Jacques Lacan. In structuralism, the subject is
decentred, in other words the central focus on the individual in much social analysia
is replaced by focus on the sriructures, of which the individual is just another
element (see the section on the decentred self). :

In post-structuralism, of which the later works of Barthes are already a indication,
the decentring of the subject is taken further, to such an extent thart post-
structuralism may be seen as anti-humanist, and thus—at least potentially—opposed
to the great metanarratives of modernity. Ultimately, since in structuralism subject
and structure are closely interwined, an atfack on structure must also entail an
attack on the notion of the subject. '

I have written above that you should, in }*du_r practical work, ‘try to delve beneath
the swrface of the signs’. That is in fact a modernist position, a belief that there is
something behind signs and that if the media production of signs was used
responsibly and ‘truthfully’, then it could be used for the benefit of society. The
Marxist eritique of the media, for example, in analysing .the ideclogical framework
within which media messages are situated, presupposes that it 12 somehow possible
to see through distorted reprosentation to a reality beyond representation. The
Glasgow Media Group's work, for example, in comparing TV representation of
industrial disputes with other, supposedly more objective reports, assumes that it
ia possible to go beyond the televisual representation to some sort of truth about the
reality of those industrial disputes, Jirgen Habermas, in his theory of communicative
action, or in his presentation of his understanding of the public sphere, presumes
the possibility of undistorted communication. Barthes, however; in his later,
postructuralist phase, argued that language is not transparent. We can't look through
it to a reality behind the language. Though post-structuralism is, as the term implies,
in many ways a rejection of structuralism, it may also be seen as the logical
development of it. Remember that Saussure insisted that meaning resides, not. in
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a relationship between a signifier and its referent in the sense of some ‘thing out
there’ but between the signifier and its signified in the sense of a metal concept and
also through the relationship of arbitrary signs to one another. Thus, the Baussurean
. syatem already has within it a view of codes as self-referential systems.

Where the notion of the sign is concerned, the significant difference between
structuralism and post-structuralism is the privileging of the signifier in post-
structuralism, There is no simple correspondence between signifier and signified (or
referent). Lacan speaks of signifiers slipping and aliding and Derrida coined the
term ‘floating signifiers’ to refer to signifiers which have a no better than uncertain,
indeterminate relation to any possible extralinguistic reality. Oversimplifying,
structuralism tends to assume a ‘depth model'—in other words we can probe behind
a text to find the truth and in doing so somehow stand outside language, for example
using the ‘metalanguages’ of linguistie, sociological or philosophical analysis, In
contrast, post-structuralisn tends to place the emphasis on the activity of the reader
in a productive process of engaging with texts and the subjoct him/herself wha does
this engaging does not have any kind of stable identity and unified consciousness,
but is him/hersell structured by lanpuage (see the ection on decentred self). We can’t
stand outside language, there can be no metalangnage, or, in Derrida’s terms, ‘there
iz no outside of the text. No signifier is ever free of any other signifier, all linked
together in infinite semiosis. Thus no signification is ever closed. (In this conmection,
see also the section on postmodemism)
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3.31 Question Bank

1. What is language? Describe the functional aspects of language at the levels
. of Syntax, Semantics, and Pragmatics.

2. Elaborate Saussure’s notion of Signifier and Signified and illustrate your
answer with suitable examples of arbitrariness of signs.

3 What are the important roles of Signs in language as a system of human
communication?

4, Write shortly about the ‘Second-Order Signification’. How are connotations of
Signs interpreted from the goecial perspective?

5. What is the relationship between semiotics and culture?
6. Write short notes on the following :

{a) Denotation and Connotation

(b) Syntagmatic and Paradigmatic

(¢) Symbol-Index-Icon

(d) Myth

(g) Structuralism and Post-structuralism.
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PHILOSOPHY OF COMMUNICATION

Milinda : Reverend Sir, will you debate with me again?

Nagasena : If your majesty will debate as a acholar, yes, but if you will debate
as a king, no: : :

Milinda : How is it then that scholars debate?

Nagasena : When the scholar debaie one with the other, your majesty, thore is
summing up and unraveling, there is also defeat, and yet the scholars do not get
angry at it. Thus do the scholars debate, your majesty.

Milinda : And how do the kings debate?

~ Nagasena : When the kings debate, your majesty, they state a proposition, and
_ if anyone differs from them, they order his punishment saying “Inflict punishment
upon him.” Thus, your majesty, do the kings debate. '

~Milind Panho

This excerpt from Milind Panho reveals even a crucial fact of today’s
communication system—how do we communicate with each other without any
Manipulation or domination? In this connection, we will discuss Nyaya theory and
Habermag’s Philosophy of communication,

3.32 Objective

The main source is obviously the productive force of out technocratic society.
Keeping in mind this technical control of this productive force in a capitalist Bociety
through media, let us scrutinize the relatod sourcea which jeopardize rational
intersubjectivity : '

1. In an intersubjective (relationship between two subjects) position, if the
dialogue is controlled by the dominant “other”, the dialogue ends.

2. If the intersubjectivity ia controlled by the dominant, repressive or coercive
ingtitutions, the communication ends. Furthermore, if the inatitutiona
obyiously have a behavioural set up, the creative dialogue also ends.

In this state of affairs, the obvious guestion is, hew to restore m{'nmurﬁﬁatiﬂn
without manipulation. To describe the process of restoration of dialogue, I will cite
here suggestiona made by Indian Nyaya Theory, Habermas's theory of emancipatory
dialopues.
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3.38 Nyaya Theory of Debating

In this connection, one can compare thig theory of CC with Nyaya theory on
modes of debating or “Katha” (speech, discussion). Matilal (1985 : 9-22) had already
discussed in detail the family resemblance between Greek and Indian method of

“Dialectic’ or method of disputation. I attempt to set it within the Habermasian

eritical theory.

In the Nyaya theory, ‘Katha’, instead of monologue is, rather a dialopue between
vadi (propagator) and prativadi (refutor). There are three types of ‘Katha' according
to Nyaya Philosophy, viz. ‘Vada', jalpa’, ‘vitanda’.

“When two opposite parties dispute over their respective theses, in which each
of them {ries to prove his (sic) own thesis with reasons, each of the thesis iz called
vada.” (Dasgupta, 8. 1922/1976 : 360). Vada from the perspective of Critical Theory
of Habermas, is a “rational problem solving discourse” based on praman {proof) and
tarka (evidence and argument) with no interest of winning the dispute.. The only
purpose of this rational conversation (ukti-pratyukti) is ‘tattvanirnaya’ or
“Determination of ‘truth’ with no humiliation of the opponent”. Thus, it depends on
the mutual understanding between vadi-prativadi (the two debators), that triggers
the decision-making policy. “Vada” is also related to Caraka’s concept of “sandhya
sambhasa” (friendly and congenial debate). Only the seekers after truth
(tattvabubhutsu) can participate in this type of debating. :

On the otherhand, “Jalpa means a dispute in which disputants give wrangling
" .rejoinders in order to defeat their respective opponents.” (ibid) In this case, one of
the debaters must win and the winner may be determined by the judge or panel of
judges. Uddotkara mentioned that this type of debate needs the providing and
rebuttal “based upon equivocation (Chala) and parity of reasoning (jati) and censure
of all kinds” (Matilal, 1986 : 13) “Chala means the intentional misinterpretation of
the opponents’ argument for the purpose of defeating him (sie). Jati consist in the
drawing of contradictory conclusions, the raising of false issues or the like with
deliberate intention of defeating an opponent.” It leads to a manipulative discourse
generally found in popular interviews and chat shows.

Thirdly, “A Jalpa is called vitanda when it is only a deatructive criticiam which
seeks to refute opponents’ doctrine without seeking to establish or formulate any
new doctrine.” (Thid) It is, from the standpoint of critical theory, a latent or non-
latent strategic systematically distorted communication to manipulate others’
argument by using chala, jali etc. and there is no guestion of proving the counter-
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thesis. The Vitanda pervades today’s political discourse or language of competitive
advertisement.

3.34 Habermas’s Philosophy of Language

Chomsky and Habermas—two exponents of modern linguiatic philosophy, are
altogether polarized in their philosophy as Chomsky is solely focussing on human
essence and Habermas is concentrating on the sociological issues related to language.
A bridge may be built to connect the positions of these two scholars with a view to
' develop emancipatory theory of communicative praxis, where one can bring together
psycholinguistic theory of Chomsky and the social theory of praxis mainly developed
by Habermas. '

Both Chomslky and Ilabermas showed that the productive forces are the same in
both Industrial Capitalism and State Socialism. Habermas showed that, it ia only
the realm of productive relation (interaction), one must turn to establish emancipatory
practice by transforming/re-naturalizing social code. As the repregentation by external
nature is limited by the development of forces of production, the repression by
internal nature continues to exist without any scope of cultural/superstructural
change. This iz what is done by Friere, Illich, Boal in the field of education.

When speech is reduced to lahour in a technocratic society, determined by the
forces of Production, linguistic practice, is concealed or fixed/closed. We then have
a distorted communication. Habermas critically opposed and attacked this
“systematically distorted communication” in both scientific (as in the case of
vocabulary C of Orwellian Newspeak. Please see Orwell's novel “1984") and everyday
discourse (ag in the case of vocabulary A and B or Orwellian Newspeak). This
distortion reveals the relation of non-discursive formation of power with Externalized
laanguage or Speech act as well as Internalized Language.

The negation of this distorted communication leads to the establishment of a
social version of “ideal speaker-hearer relation”, free from all constraints of
behavioural manipulation and domination arising out of ideologies and neuroses
and thus this critical theory proposes “Communicative Competence” (dialogue without
domination or manipulation; henceforth CC), supplementing linguistic competence
of Chomsky. This emancipatory practice is related to enlightened discourse free
from domination which is proposed as “communicative Competence” by Habermas
in his eritical theory.
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In this ideal speech situation, only the force of better argument would decide the
issue. It is only achievable if all members of society would have equal chance of
participating in discussion. According to Habermas, “Communicative Competence”
is defined by the ideal speaker/hearer’s mastering of the Dialogue Constitutive
Universalg’ (DCU) irvespective of the actual restrictions under empirical conditions.”
Pure cognitive-instrumental thought is revealed in DCU, which presupposes
«Mutuality of understanding” between non-privileged non-onesided horizontal
existences of ideal speaker-hearer. Thus rationalization of discourse leads to
emancipation from distorted communication. This mutuality is to be understood as
“horizontal mutual aid” in the anarchist sense of the term. '

Through this practice negated Chomsky’s asocial linguistic competence, Chomsky’s
later work approved the necessity of (Habermasian?) “interaction free from
domination” as Chomsky argued, “The nature of Western systems of indoctrination
was not perceived by Orwell and it is typically not understood by dictators, who fail
to comprehend the utility for propaganda of a critical stance that incorporates the
bagic assumptions of official doctrine and thereby marginalizes authentic and rational
eritical dizcussion; which must be blocked”. (Chomsky, 1987 : 281).

Though Chomsky's emphasis here is on the manipulation and distortions of
disconrse created by authoritarian manipulation, the last line of the ahove mentioned
quotation foregrounds the necessity of rational and critical discussion, which is, as
I understand, related to Habermasian concept of emancipatory discourse, which is
blocked both by the forces of production as well as relation of production.
Emancipation is only possible when the constraints of both external (forces of
production related to instrumental action or labour, rational purposive action),
internal (social codes, communicative action, or norms or relation of production)
nature can be combated. Thus Habermas wrote : “Emancipation from the compulaion
of internal nature succeeds to the degree that institutions based on force are replaced
by an organization of social relations that is hound only to communication free from
domination. This does not occur directly through productive activity of struggling
class (including the critical activity of reflective gciences)” (1972 : 53).

Habermas, suggested a ‘transcendental place’ where ‘ideal speaker-hearers’ meet
together by negating the social space of symbolic order of behavioural manipulation.
Habermas named this transcendental space as “life-world”. The agreement made
hetween these speaker-hearer on the basis of intersubjective interaction free from
all types of coercive or ideclogical manipulation. Though Chomsky’s speaking subject
are transcendental subjects and devoid of the social space or life-world or habitat,
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Habermas may also be accused of being transcendental as Foucault pointed out
that every intersubjective discourse is subservient to the polities of power, Wellmer
also argued that “The concept of an ideal community of communication cancels the

constitutive plurality of sign-users in favour of s lransecendental aubject._ (Dews,
1987.: 223).

However, in an interview, Mitchal Fouccoult (1984) émphasized the importance
of discussion or the ‘game’ of reciprocal interaction or ‘serious play of questions and
answers'. By discarding the polemics, Foucopult foregrounded the serious game of
question-answers. This game is at a time “pleasant and difficult-in which each of
the two partners takes pains to use only the rights given him by the other and by
the accepted form of dialogue. “Whereas in polemic there is no such interrogations
and the polemicist tells the truth in the form of judgment and by virtue of the
authority she has conferred on her/himself. The polemic, in the present technical
society is pervaded by ‘Culture of critical discourse’, a context/situation-frec language
used by technical intelligensia, the servants of power (Gouldner, 1979) “Speech
becomes impersonal. Speakers hide behind their speech. Speech seems to be
disembodied. de-contexualized and self grounded.” One may also think of deploying
deconstructing technology in the realm of dialogue. In an intersubjective position,
as deconstructive technology reveals, x does not only reveal x's points only or ¥ is
only ¥'s points, but y's points may be immanent in x’s point of view and vice versa,’
This reciprocal inversion of perspectives give birth to a new paradigm of dialogue.

One may argue that critical theory of universal pragmatism (a la Habermas) (a)
ignores then lurality of sign-users and (b) constitutes an institutional framework
from transcendental or ideal speech situation (¢) chooses technical means (Like
Nyaya Theory) which may lead to philosopher—King’s subordination in decision-
making (i.e. does not evoke plural participation).

. From these perapectives, one may introduce heteroglossic (Bakhtin) Polylogue
that try to break at a time the repression hy_intiarns.l nature and power relation in
interaction. Instead of metaphoric two participants we must have many participants
involving in many polylogues. The Jaina philosophers may refer to this plurality of
truth-seeking logic as ‘anekanta’. This anekantavada (philosophy of many perspectives
or standpoints) evolves out of the revolt against the monistic absolutism of
Brahministic authoritarianism. According to this anekanta-Theory, the validation of
truth can be sorted out by different ways (nyaya) or standpointa. They introduced
the polylectics of syadvada which is synthesizes the different partial standpoints by
denying the metanarrative of absolute. Jaina affixed ‘may be' (Syad) to mere
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affirmation or negation or inexplicable phenomena. Thus it opens up a non-
predeterministic open-ended project to solve the problem of validity of argumentation.

This poly logical endeavour makes end of* both monologue and dialogue and
opens up an arena for equal participation of many truth seekers in a platform of
free and just society. Here no mpreasiun' can block the innate Language-faculty and
here infinite sets of sentences can be produced without interruption. In this theory,
only the Vada, no jalpa, nor vitanda, exiats in the interaction. Other manipulative
strategieg are abandoned to achieve polylogue through “anti-grammar = grammar”,
which will establish the “Linguistic Human Rights”. In this way, Vada is not only
Jimited to the technical discussion of Naiyayiks, but Vada is open fo all the social
human beings struggling against any form of manipulation.

This new grammar of tolerant rationality (opposed to violent technical rationality)
is in opposition with the model of prescriptive grammar and hence it is an Anti-
grammar, which is within the biology of speaking subjects and 18 not obstructed by
outside sociality or institutionalized prescription of grammar. As bowlers lile Kapﬂ
Dev or Walsh do not need to know the rules of Aerodynamics to swing the ball, so
also lanpuage-learners do not need to know the fragmented rules of grammar fo
distort the gestalt (whole-ness) effect of language as a whole.

Anti-grammar, which is equivalent to “oyammar” or byakaran (as it is misspelt
by most speakers of Bangla and this misspelling of byakaran is due to the actual
pronunciation: “bEkaron”). The purpose of choosing these misspellings is to attest
the perception of educants and to represent their consciousness, which 18 antithetical
to the existing form of grammar-education. This “anti-grammar = grammar’ comes
out from the deschooling, third/fourth theatre etc. The prefix (anti-) in "Anti-grammar
=-grammar” is borrowed from several anti-words like Anti-poetry, Anti-drama, Anti-
novel ete. which are frequently used in Post-Modern eontext of anti-establishment.
It is also worth mentioning that anti-grammar is nof new in the context of Bengal
as we have been fortunate enough to get non-sense writer like Sukumar Roy, who
established the notion of “I do not obey grammar” in his several writings.

3.36 Summary

Instead of summarization, the following excerpts from Ray's “Agantuk” is quoted
to make out the notion of “Philosophy of Communication”. One can analyze the
following discourse to understand the above discussion :

Ranjan . You must know that football is Bengalees' lifeblood! Foothall, and
one more thing-that you must miss in foreign.
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Monomohan :

Ranjan

Manomohan :

Ranjan

Monomohan ;

Ran,j':;m

Manomohan :

Sudhindra

Monomohan :

Ranjan

Monomohan :

What sort of thing that is?

: That's Bengali’s monopoly—you may say that it is Bengalee's

invention.

(After thinking for sometime) rasogolla?

: Addal adda by sitting in the park, by the side of the lake or in

coffeehouse-Bengalees cannot digest properly the daily rice without '
this! adda-made in Bengalll- '

Allow me to contradict you Mr, Rakshit—(standing up from sofa)—
you know, some 250 years ago there was Gymnasium in Greece?

: That means there was lot of physical exercise?

No, -not only physical-perhaps vou know Juvenal’s statement—we
read that in our school days-"Mens Sana in corpore Sang”™—

t A sound mind in a sound body!

Right—there was exercise of both the mind and body in Gymnasium.
In Athens’ Gymnasium, all the contemporary scholars Socrates, Plato,
and Alchebidies, of those days gathered together and seminars on
Philosophy, Politics, and Mathematics—all these are subjects for
discussions-dialogue—you can read it still today. What do you call
this stuff ?

: It's aleo a type of adda—

But at the highest level-no question of maligning or blaming othera—
no question of lip service! Of course [ do not reject Bengalee's adda—
there are examples of productive adda also-but what happens in
many cases—i.e. what happena in our time-now a day everything is

| nothing but a downtrodden twaddle! If Bengalee's adda has some

level Rabindranath should also have participated in adda-

- Excerupts from Satyajit Ray’s ‘Agantul’ (The Stranger)

3.36. Key Words

Intersubjectivity, Katha, Vada, jalpa, vitanda, forcea of production, relation of
production, Communicative Competence, Dialogue constitutive Univeraals, polylogues,
anekanta-Theory, anti-grammar = grammer.
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3.37. Question Bank

Long Questions

1. What are, according to Hahermas, the causes of authoritarian approximation
of interaction?

9. What is the solution, proposed by Habermas, for transcendending distorted
communication? Do you subscribe his views?

3. Describe the Nyaya Theory of deb.-ting?

Short Questions ‘
1. What is Communicative .Enmpetence?‘
2. Write a short note on “Katha”.

4. What is Anti-Grammar?
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CHOMSKYAN PERSPECTIVE AND SOCIOLOGY OF
COMMUNICATION

3.38 Chomskyan Perspective

.According to Chomsky, a normal human being can generate and interpret infinite
sets of sentences out of a finite set of words, A hypothetical physical organ, Chomsky
termed it as Language Acquisition Device (LAD), is responsible for this creative
speaking. It is the genetic endowment of every human being. For Chomsky, the
faculty of language is not at all a result of learning from the outside sociality—from
our society, we only learn finite set of arbitrary signs. '

~ Chomsky introduced a dmhotnm;;.r of internalized and externalized language
(henceforth IL and EL respectively), 1L approach considers language as an innate
syatem represented in the mind/brain of a particular individual, whereas EL approach
concentrates on the arbitrary manifestation and social use of language. The IL
approach presumes the existence of universal human nature. Chomsky mainly
concentrates on the IL to find out the formal structure of LAD, which is part of our
cognitive domain. For Chomsky, thus, Lingunistics means only "Biolinguiatics”, What
is missing in this enterprise is the “outside sociality”, which may be investigated
through EL-approach. To understand sociclogy of communication, we will start with
the cue given by Chomsky himself, i.e., we will switch over from Biolinguistica to
Socmhngumtms taking help from Chomsky himself :

“Of course one can design a restricted environment in which such control
and such patierns ... can be demonstrated, but there is no reason to suppose
that any more is learned about the range of human potentialities by such
methods than would be learned by observing humans in prison or an army—
or in many a schoolroom”. (1972 : 114)

On the basis of these statements we may now ask some crucial questions :
1. What is restricted environment?
2. What happens in this restricted environment?

From the above gquolation, it i clear that Chomsky talks about some institutes;
prison, army and schoolroom. These are restricted environments. Althusser, a
renowned French Sociologist, called prison and army as Repressive State Apparatuses

114



(RSA) and school as Ideological State Apparatuses (ISAJ. To Answer the guestion
No.2 and to understand the condition of Creative Speakers’ condition, we will depend
on different social theories. Thus, context free creative speaker will be treated as
context-sensitive speaker in the next section to meet our goal to understand sociology
of communication.

9.39 Sociology of Communication

What is noticeable in the present day Linguistics-scenario that the
Psycholinguistics is completely devoid so Sociolinguistics and Sociolinguistics is
completely out of touch with Sociology proper. On the other hand Syntax in the
name of autonomy of Core or Micro-Linguistics ipnores the Philosophy of
Psycholinguistics, which has a distinet goal to attain human cognitive domain.

Consider first the metanarrative of creative speaking subject ‘endowed with
universal grammar a la Noam Chomsky. The algorithmic ‘mind of the creative
speaking subject is explored via syntactic analysis. The crucial guestion arises here
is : Do we really have human-object in such a raw state without being constrained
or manipulated by the outside sociality ?

To answer such an odd question, let me begin with the formalization proposed
by Dasgupta (1988, 1993) to depict vividly the state of affairs evolving out of the
explosion of Generative Grammar, Sociolinguistics and Literary Criticism: '

“[|linguistics becomes a social science when we face the fact that speaker S of
a language L has in 8's brain-Constructed-as-a-mind not only I, an internal
representation of L that enables S to use L, but also something amounting to
E, an external representation which embodies S's awareness of the community’s
joint possession of I, as represented in I. My 1988 paper proposes that for
formal reasons 5 cannot construct or store a viable ‘society function’ capable
of mapping I onto. an imagined set of parallel I-representations, and that
i nstead 9 allows a non-formal image of L, an external repregentation of
discourse embodying L, to serve E. Thus E is the site where a peycho-socially
real image of L is posited and imagined.” (Dasgupta, 1993 : 51)

Thus our problems begin. It is clear from the quoted portion of the paragraph
that (I) is an untouched site where no question of peycho-social constraints can
penetrate. (I) is such an area of ideal transcendental ego or Cartesian cogito, whers
there is no hyphenated element like “psycho-social” properties (rather than “form”)
which can be posited or imagined as per modern science of enlightenment.
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Phenomenologically speaking, we found a divided s6lf in the S : one essence as
represented by (I) and another one is psycho-social existence.

In this atate of present post-industrial technological society, speaker-hearer are
reduced to consumer-producer or buyer-seller relation. Language is commoditized,
There 18 no question of institutionalized consumer-producer to be “ideal ” Instead of
“ideal” creative relationship between speakers-hearer, the pfnducer&mnsnmer
relation has become “real” due to the institutionalized masterly intervention of
ideology. The “ideal” situation inverses: the ‘ideal’ has become ‘real’ and ‘real’ has
become ‘apparent’. Thus the interplay between ‘ideal’ and ‘real’ creates a myth, The
position of L produced by the S is at a time “I'rue and unreal’ and at a time
‘percepiible and imperceptible’, In this myth of “ideal speaker-hearer” (which is an
inverted reality) the essential character of human being is missing, and on the
contrary the dehumanized existence of them is p}evailed. The Theory, the
metanarrative of creative apeaking subject collapses in the mastery of idenlogical
practices inauthentic falling existence of Dasein (the supposed authentic human
being) foregrounds veiling the authenticity. The power of creating infinite sets of
sentences ends, thus ends the opportunity of free dialogues.

The (I) in S is, as Barthes pointed out, thus deveid of his/her history, childhood
configuration and neurotic element. But if anyone tries to find the locus standi of
such S in the behavioural manipulatative world, she may find that the subjectification
of §s body is under the control of dispolifs. (1) or LAD, a physical organ cannot he -
imagined without accomodating a social interpretation of psyche, and that is missing
in the above formalization of watertight essence of (I) as such. According to this
proposed interpretation (I) of S, being contaminated by the outside sociality or
unweilt, is not something transcendental or something outside psychosocial E and
it ia equally viable to psyche-social properties, which may be abbreviated as v (psi)-
P. These y-P reasserts.that the being is always in the being-in-the-(social) world as
well as being-for-others.

Now the ontlogical problem of speaking subjects begins. Problems of learning
Theory (LT) for the organisam 0 in the Cognitive domain (D) is LT (O, D)) (Chomsky,
1976 : 18). This Theory can be regarded as function which has certain “input” (a
cognitive structure of some sort) (ibid :. 14). One may specifically reformulate LT (O,
D) by considering O as Humans (H) and D as Language(L). They one may investigate
LT(H, L) as L is strikingly different from non-humans.

But LT shows certain discrepancies as there is no place for outside soeialiﬁy and
its influence to the biological body of H. Therefore we need to reformulate LT by
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putting Social Constraints & within this theory. Thus, natural organism H is to be
reinterpreted as SH, which is a natural H bound by social constrains. This
reformulation, thus, is now represented as LT (8H, L). The output, then is not
infinite L, but finite L with repetitions, cliches, stereotypes and phatic communes
(conventions for cornmunication: good morning, hallo, namaskar ete.).

L]

A serious reader of this exposition may find the dffinity of these conjectures to
the Post-structuralist enterprise and may want to take a cue from Frankfurt Marxists.
And they may like to compare with the texts of Barthes, Foucault, Lacan or Kristeva,

Let me begin my discussion with Nietzsche. It is well known fact that Post-
structuralism in general is much influenced by Nietzschean doctrines. For Nietzsche,
due to the coercieve disciplinary technology of control and ‘normalization” (reader
may notice the Foucaldian rephrasing!) of the instincts are blocked: “ ...all instincts
that do mnot discharge themselves outwardly turn inward-this is what I call
internalization of man rat developed what was laler called his ‘soul” (1956 : 220,
emphasis added). Nietzsche's argument ia that this gives birth to a masochist
interpretation -of self that is resulled in the moral consciousness. My argument is
not only confined to the moral question of reflexive self, but the internalization (or
one may, if wishes, rephrase it in Freudian term as “repression”) of threat and
violence which disrupt the authenticated “soul” or innateness. Nietzsche also
mentioned the “repression” of the instinets which was later on explored by Freud
as Freud remarked.

“suffering comes from three quarters: from our own body....from the outer
world, which can rage against us with the most powerful and pitiless forces
of deatruction; and finally from our own relations with other men.” (1930 : 28)

This suffering is “obvious” “common knowledge” to us (Freud, ibid: 94) and it is

not an illusion which supposed be eradicated by technical intervention or inducing

"medicine. The different domains of state apparatures, school, prison, army,
' bureaucracy use behavioural technique to manipulate body-object.

From the critical Marxist standpoint the “ideal speaker-hearer” as proposed by
Chomsky may be interpreted by deploying Language-labour nexus in the capitalist
socicly. The obvious reason for mentioning Frankfurt Marxists' views here is to
rethink the link between two initiators of discourse, Freud and Marx's contribution
in this area. Both of them emphasized on the government of subject in and through
a series of social codes.
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From . this perspective, the free labour of creating infinite sets of sentences is
absent from the speaking subject as the non-ideal speaker-hearer speaks and hear
in alienation due to the pre-established linguistic functions controlled by stimulus-
response. That is, the speaking subjects are within the black box of behaviouristic
management which negates the ecstasy of creation. These speaker-hearer do not
speak for themselves, but they speak for the dominant other. The other control them
by means of state apparatus or dispotif or manipulate them by using behavioural
management. This institutional pressure blocks the physical organ for linguistic
creativity and without wiping off this pressure, scientist could not have the
opportunity to understand the structure of human mind via linguistic data, In the
behavioural universe, words and concepts tend to coincide, or rather the concepl
tends to be absorbed by the words. The word hecome cliche and cliche governs the
speech and writing. Interaction is deprived of the mediation, which are the stages
of the process of cognition and cognitive evaluation. Language is telescoped, condensed

and abridged (Marcuse, 1964), Intersubjectivity has become authoritatively ritualized

by repetitive use of language. These all are the result of technological rationality

translated in social behaviour which is a result of technological control and |
manipulation, The position of subject that is necessary for prediction is constructed |

in the interaction of somatic drives in unconscious by the contradictory outside
sociality. '

Barthes thinks it as a “scandal” as he brilliantly put it :

“When I myself was a public square, a sook ; through me passed words, tiny
syntagms. bits of formulae, and no sentence forned, as though at were the law
of such a language. This language at once very cultural and Very savage, was
above all l.Exi{:ﬂl, sporadic; .... This non-senitence was in no way something that
could not have acceded to the sentence, that might have been befors the
sentence; it was ; what is eternally, splendidly outside the sentence. Then
potentially all linguistics fell, linpuistics which believes only in the sentence
and always attributed an exerbitant dignity to predicative syntax (as the for
of logic, of a rationality) ; T recalled this scientific scandal...” Theory (Chomsky)
says that the sentence is potentially infinite (infinitely catalyzable), but practice
always obliges the sentence to end. '

Theory did not consider like science, suhjects body as a historical subject; for

it 18 at end of a very complex process combining biographical, historical,
sociological and neurotic elements (education, social clags, childhood
configuration, etc.)” (Barthes, 1975)

118



What is haunting to us is the proliferation of non-gentences in the L of present
day discourse, that is named by Barthes as Encritic Janguage that which is produced
and spread under the protection u[‘ power, institutionally distorted discourse :

“All the official institutions of language are recapturing mechanism: school,
gports, advertising, pulp novels pop songs, news, always repeat the same
structure, the same sense, often the same words. Stereotypes are a political
fact, the principal aspects of ideology.”

In connection with thie, one can compare Foucaull’s position regarding the
approximation of discourse by the coercive inatitutions. Quite contrary to the
Chomskian interest in the essence of human species, Foucault is more concerned
with the question : “how has the concept of human nature functioned in our society?”
Foucault is suspicious abgut the universal claims regarding the speaking subjects’
pssential characters. Not only he is concerned with the discourse on the concept of
essente or species character, but he is also concerned with the essence itsell in
question regarding the function it plays in the society. For Foucault, human body
and human essence are polarized. The one pole of bio-power ia the docile human
body and human essence are polarized, The one pole of bio-power is the docile
human body and the other pole is human species. The problerm of language as well
as the docile body is subject to different types of disciplinary technelogy which
establish rhythms, impose particular occupations, regulate cycles of repetitions.
Different institutions like workshops, school, prisons and hospitals, which manipulate
and control the body-object in the form of “disciplinary Technology” by conjoining
power and knowledge (dispotif), For Foucault, every education system is political
means of maintaining and modifying the appropriation of discourse. He is, therefore
concerned with the assujetissement, the subjection of individuals in society to some
suprapersonal disciplines and authority. In Foucault's term, it is “living by way nf
‘killing” by deploying the institutionalized disciplinary technology of anatomo/bio-
politics that comtrols the docile human body for this violent purpose.

Lot us now turn to psychoanalytic point of view or Kristova's semanalysis, where

meaning is conceived as a ‘signifying process rather than a sign systemn. Kristeva
remarked : :

“Within this process one might see the release and subsequent articulation of
the drives as constrained by the social code yet not reducible to the language
gystern as a genotext and as the gignifying system as it presents itself to
phenomenological intuition as a phenotext, describle in terms of structure, or
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of competence/performance ... The presence of genotext within the phenotexi is
indicated by ...a semiotic disposition,”

It is clear that Kristeva as a Psycholinguist, moving away from the notion of
stable subject as master of system introduced the notion of unstable subject who is
disrupted by the symbolic order of language as well as institutional order, splitting
out of the continuum of semiotic chora. This splitting or dividing points between
semiotic continuum any symbolic order, according to Kristeva, there is a thetic or
static or structuring stage'nf language. For Kristeva, handling only such thetic
structuring period of the speaking subject by deploying analytical grammatical
procedures that ﬂnll}’ handles the phenotext (rule-governed phenomenon) is
inadequate. Kristeva encompagsed this lack in her proposed gemanalysis, where she
dealt with language as a both drive-governed fact and something within the soeial
space. Thus Kristeva opened up an arena that is not confined to the “ideal speaker-
hearer” in a laboratory state, hut she proposed the presence of genotext (deviations)
within the phenotext,

3.40 Summary

To summarize, let us look at the Diagram-1 as given in Saussure’s posthumous
book. Let us first interpret these two speaking subjects following Chomsky. According
to Chomsky, these two idl_aal speaker-hearer are engaged here in creating and
comprehending infinite sets of sentences vut of finite seta of words. Chomsky told
us that there is a “physical organ” responsible for this creative activity, i.e. Language
Acquisition Device (LAD). Now I want to set these speaker-hearer in the social
world of behavioral manipulation. Diagram-2 shows the creator of Skinnerian black
box is himself within the black box full of uneasiness and discomfort. This is not a
“normal” position with enough space to stretch or be in an erect position. The spinal
cord has bent more than can be tolerated, This abnormality of positioning in a Bpace
of stimulus-response shows the defeat of the physique. This delimiting of physique
bara the subject.

3.41 Key Words

" Behaviourism, 1L and EL, 'Ifﬁﬂ, Phatic Commune, Phenotext, Genotext, Ideal
Speaking Subject, Psi-properties, Semiotic chora.
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3.42 Question Bank

Long Quea.tiuns

1. What is the condition of creative speaking subject in the context of restricted
environment? Discuss it with reference to different social theories.

2. What do you mean by Chomskian perspective of Language learning?

Short Questions
1. Distinguish between 1L and EL.
2. What iz LAD ?
3. What is Phenotext and Genotext?
4

. What iz Behaviourism 7
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4.0.

Objectives

In this Unit, we introduce you to the basic concepts in sociolinguistics, as they
apply to language-teaching. We would provide examples and situations to illustrate
the purposes of language in a society, and from these examples we would help you
to derive the underlying principles. '

By the end of this Unit, you will be able to—

*

*

*

Explain the relationship between langnage and society .

Apply the basic concepts in sociolinguistics in the analysis and evaluation of
language. I :

Define the concept linguistics and cultural relativity, and explain why it is
relevant in sociolinguistics. '

Explain what is meant by “ethnography of communication”, and carry out a
small survey.

4.1 Section I : Elementary Concepts in Sociolinguistics

Introduction

Let us consider the following facts :

*.

*
*

*

The Eskimo language has several words for snow, but we have few.
Female speakera of Mongolian may have different vowels from men.

A German living near Dutch frontier may understand a visitor from

_ Amsterdam more readily than one from Munich.

_‘Puah’ Englishmen drop the “r" in “can” and “c.ar", but posh New Yorkers

pronounce it.

An American visiting India, is startled by the way Bengalis greet each other
or open conversatinns—"Where are you going”? (Kothay Jachhen?)

® Can you explain these differences?

*

Well, such items are the raw materials of Sociolinguistics, the branch of
Linguistics which studies the links between language and society.

We can make a broad but fair generalization in stating that much of linguistics
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- in the past completely ignored the relationship between language and society. In
most cases this has been for very good reasons. Concentration on the "idiolect” the
speech of one person at one time in one style - was a necoss.ﬁr}r implication that lad
to several theoretical advances. However, language is very much a social phenomenon.

A study of language totally without reference to its gocial context inevitably
leads to the omission of some of the more complex and interesting aspects of language
and to the loss of opportunities for further theorctical progreas.

One of the main factors that has led to the growth of sociolinguistic research has
been the recognition of the importance of the fact, that language is a very changeable
phenomenon, and that this variability may have as much to do with society as with
language. A language is not a simple, gingle code used in the same manner by all
people in all situations, and linguistics has now arrived at a stage where it ig both
possible and beneficial to begin to tackle this complexity.

. In an introductory survey (Trudgill, 1988), Peter Trudgill has shown how class,

race, sex, religion, environment and region are among the factors which further
differences in and between languages, and how language may sometimes condition
“thought” and so, indirectly, “society”. He has defined sociolinguiatics in the following
words :

Sociolinguistics is that part of linguistics which is concerned with language as
a social and cultural phenomenon. It investigates the field of language and
society and has close connections with the social sciences, especially social
paychology, anthropology, human geography and sociology.

The study of attitudes to forma of language, that of ‘posh’ Englishmen dropping
the or’ in ‘car’, and ‘posh’ New Yorkers pronouncing it, is an example of the sort of
work carried out under the heading of the social paychology of language. The
study of Njamal Kinship terms and comparing them to those of Bengali, for instance,
15 a good example of Anthropological linguistics while the study of the way in

which dialects vary from one region to another, as from the Netherlands to Germany,
comes under geolinguistics.

Sociolinguistica also has close connection with the sociology of language, which
deals with the study of who speaks which language to whom, and how far these
findings could be applied to social, political and educational problems. This unit
introduces the study of language in its social context — language as spoken by ordinary
people in their everyday lives which are mainly concerned with answering guestion
of interest to linguistics, such as how and why language changes and how we can
improve our theories about the nature of language or language learning.
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If any abstract diagram can be drawn in order to illustrate where the
sociolinguistics of Non-Native language learning and using lies within the web of
academic interests, it might look something like Fig (1).

Sociology—the study
of every aspect of
human relationa/
Ethnomethodology
the influence of beliefs
and attitudes of human
behavionr social
Anthropology

Linguistics

The structure of
language in its sounds,
words and grammar and
the history of geneology
of languages.

Foreign Language
Teaching (Theory
and Practice) the
Application af
Linpuistic and
sociological theories
for educational
practices

Fig. 1 : The Sociolinguistics of Non-MNative language Learning in relation to academic fields,

Can you label the dotted area, and the shaded space within the dotted area?
Before you read on, give your own labels in those areas. Write them down on a piece
of paper, and then compare your labels with the ones given belaw:.

! The dotted area marks our fields of focus — Sociolinguistica. It
estabhshes the relationship between language and social structure, Janguage and
culture, the organisation of hngmsstms interaction, language-p]annmg, hi- and
multilingualism.

P
7

| The shaded area, which emerges where the circles of the disciplines
linguistica, sociology, ethnomethodology, sucial anthropology, and foreign language
teaching converge, marks our emphasis in this course — “the sociolinguistics of non-
native language learning in relation to aua&emic fields.” '

Among the themes of the shaded area are the social dynamics of speaking two
languages, as yet undereatimated classroom implications of the connections between
culture and language, the much guoted but not fully explained notion of
communicative competence in non-native language and the prowing legitimization
of social and regional non-native varieties of a language.
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4.1.1, Language and Social, Interaction

All societies, ever}rwhere} in the world, have rules about the way in which language
should be used in social interaction. Have you ever observed, however, that these
rules may vary between one society and another?

Check your progress 1

(i) Think about ¥our own experience on a lun_g journey. Imagine you are travelling
by train. What do you do, when you meet a co-passenger, whom you have never
met hefore?

(ii) Why do you behave in this way? Give reasons for your answer.
Notes : (a) Space iz given below for your answer.

-{b) Compare your answer with the one given at the end of this Unit (p.56)?

..............................................................................................................................................
...............................................................................................................................................
..............................................................................................................................................
..............................................................................................................................................
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...............................................................................................................................................

...............................................................................................................................................

...............................................................................................................................................

Railway compartment conversation are good examples of the sort of social firnction
that is often tulfilled by language. Language is not simply a means of communicating
information - about the weather or any other subject. It is also a very important
means of establishing and maintaining relationships with other people. Probably
the most important thing about the conversation between ourselves is not the
words we are using, but the fact we are talking at all,

In other countries, particularly is southern parts of England, Eng_]ishme:i never -
talk to each other in a train, They read newspapers or journals throughout the
journey. Of course, there are exceptions to this rule. I remember how an old lady
from Preston started a conversation and talked to me throughout my journey, from
Preston to London. She kept asking varions questions about India, how we respect
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our elders and take care of them, whether 1 was staying with my parents, how long
I had planned to stay in UK. etc. We had “established” a relationship, and we are
“maintaining” it through letters. e

Language also plays an important role in conveying information about the
gpeaker. Whenever we speak, we cannot avoid giving our listeners clues about our
origins and the sort of persons we are. Our aceent and our speech generally reflect
our attitude, our background, and what part of the country we come from.

In India, when we meet others from different states we can make out if he's from
south, or north, or east, or west, by his accent. In UK. as soon as we speak, even
by telephone, our listeners would mark our English as “Indian English”. If a speaker

“pays “lift”, he is using British-English, if he says “slevator”, he is using American
English. British can distinguish themselves from other L1 variations of English —
eg Canadian English, Australian English or American English, by certain clues.

According to Peter Trudgill. “These two aspects of language behaviour are very
important from a social point of view : first, the function of language in establishing
social relationship; and second, the role played by language in conveying information
about; the speaker. Both these aspects of linguistics hehaviour are reflections of the
fact that there is a close inter-relationship between language and society” (Trudgill,
1983). -

We shall concentrate for the moment on the second — the “clue bearing” role. In
seeking clues about our co-passengers, we make use of the way in which people from
different social and geographical backgrounds use different kinds of language. If the
second passenger comes from Ghittagonig, let us say, he would probably use the kind
of language spoken by the people of that part of Bangladesh. If he is a middle-class
businessman from Dhatrigram (business in Bengal Handloom), he will use the kind
of language associated with men of that type. :

Check Your Progress 2

Fill in the blanks

-------------------------------------------

..................................................................................................................................

.........................



(e) The second type, that of a businessman in Dhatrigram, is an example of.

Note : (a) Compare your answer with the one given at the end of this Unit

4.1.2, Language and Social Class

Let us think of this question for a moment - “What is the difference between a
dialect and an accent?”

Petor Trudgill has 'expiained the distinction in the following manner —

“The term dialect refers, strictly speaking, to difference between kinds of
language which are differences of vocabulary and grammar as well as
pronunciation. The term accent, on the other hand, refers solely to differences
of pronunciation, and it is often important to distinguish clearly between the
two” (Trudgill, 1983). :

This is particularly true in the context of English, in the case of a dialect known
as Standard English. In many important respect this dialect is different from
other English dialects, and some people may find it 3u_rpfising to see it referred to
ag a dialect at all. However, in so far as it differs grammatically and lexically from
other varieties of English, it is legitimate to consider it as a dialect,

Check Your Progress 3

1. “The term dialect can be used to apply to all varieties, not just to non-standard
varieties”, (Trudgill). Do you agree? ' !
Give reasons for.lynur ATISWET, /
Notes : (a) Space is given below for your answer.

(b) For this question, we haven’t grven any model answer, as it depends
purely on your views.' : :
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..............................................................................................................................................

Social-class dialecta :

If you are an ‘English-speaker you will be able to estimate the relative social
studies of the following speakers solely on the basis of the linguistic evidence given
here : ' '

‘Speaker A Speaker B
I done it yesterday. I did it yesterday.
He ain't got it He hasn’t got it. -
1t was here what said it. It was here that said it.

If you heard these speakers say thesc things you would guess that B was of a
higher sovcial statua than A. and you would almost certainly be right. How i3 it that
we are able to do this sort of thing?

The answer lies in the existence of varieties of lariguage which have come to be
called social class dialects. There are grammatical differences between the speech
of these two speakers which give us clues about their social backgrounds. It is also
probable, although this is not indicated on the referend page, that these difference
will be accompanied by phonetic and where logical difference-that is to #ay. there
are olse different social class accents,

The variely and diversity of language released to the social framework of its
speakers conslitute a central domain of sociolinguistics. “Linguistic diversity”, as an
aren of investigation is one of the primary objectives in sociolinguistics. The mast

_notable contemporary British research here has been that of Trudgill (1974) in his
Social Differentiation of English in Norwich and more recently Nilroy's (1980)
study of social networks seflected in Belfast English. Investigations in this sphere
are necessary to the non-native language learncra since they should be able to
recognize the social and regional forms of the language o be acyuired as well as
PUSSEEE an aAwWAreness of the beliefs and prejudices attached to the various forms if
le wishes to probably understand and use the non-native language. For instance,
il we go to Karnataka, and stay there for some years, We may learn a language, like
Kanarese, in Dharwar. Then we have to know these norms :
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Syntactic Features/ Brahmin Non-Brahmin
Morphemes Dharwar Bangalore Dharwar Bangalore
“it is" rdj ide: . ayti -l
“inside” olage alli aga aga
“infinitive affix” likke ok ak ak
“participate affix” 0 0 a ac
sit kut kot kunt kunt
reflective ko . ke - kont kont
(Table 1 : Regional and Caste Difference in) Kanarese

Check Your Progress 4
1. What can you deduce from this example?
Notes : (a) Write your answer in the space given below.

(b} Compare your answer with the one given at the end of the unit.

..............................................................................................................................................

..............................................................................................................................................
...............................................................................................................................................
..............................................................................................................................................
..............................................................................................................................................
..............................................................................................................................................
..............................................................................................................................................

...........................................................................................................................

Socio-class stratifieation is not universal, however. In the class-societies of the
English speaking world the social situation is much more fluid, and the linguistic
situation is therefore rather more complex, at least in certain respects, Social classes
are not clearly defined labeled entities, but simply groups of people with similar
economic characteristica. Movement up and down the social hierarchy is perfectly
possible. This made things much more difficult for the dialectologists. They
concentrated on the speech of rural informants and in particular on that of elderly
people of little education’ or travel experience.
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Barriers and distance appear to be relevant in both in social varieties and the
development of regional varieties. Dialectologists have found that regional dialect
boundaries often coincide with geographical barriers, such as mountains swamps
or rivers; for example, local dialect speakers in the areas of Britain north of the
viver Humber (between Lincolnshire and Yorkshire) atill have a monopthong in
words like house [‘hoose’ (hu's)], whereas speakers south of the river have had
some kind of (h9v's] type dipthong for several hundred years.

4.1.3. Language and Geography

As far as English is concerned, linguistics have known for a long time that
differences in dialects and accents are related to differences of social-class
backgrounds. In Britain, we can describe the situation today in the [ollowing, some
what simplified way. Dialects change gradually as one moves across the country
side. There exiats a whole series of different dialecta which gradually merge inlo one
another. This series is referred to as a geographical dialect continuum—a large
aumber of different but not usually distinct non-standard dialects connected by a
chain of similarity, but with the dialects at the either end of the chain being very
dissimilar. The figure below illustrates this situation as it effects the pronunciation
of one word, home. There are seven variants in the most localized variety.

Most MNew Broad-

Loca- | Edinburgh | Castel |Liverpool | Ford Dulbey | Norwich |London
lized

fhe:m/ Mhlem/f fomm/ fom? Haramy/ fom/ L mum

Table 2 : Local Accent pronunciation of home’ : illustration of
peographical dialect continuum,

Note : How the dislects on the either end of this continuum are very dissimilar.

When a linguistic innovation—a new word, a new pronunciation a new usage
occurs at.a particular place, it may subsequently apread to other areas, particularly
those nearest to it, so long as no serious barriers to communication intervene. If an
innovation started in London, we would expect to find that it later began to be used
in Cambridge before it found its way into the speech of Carlisle. It might take
longer to reach Belfast because of the Irish sea. This is an obvious point, and one
that does not apply only to language, or only to one nation. All technological and
behavioural innovations are subject to the same processes. When salwar kameezes
were becoming fashionable in Kolkata, studies showed that girls were: wearing
their kameezes shorter in Kolkata that they were in Kalna, where in turn, they
were shorter than those worn in Sahebganj.

Our Indian subcontinent is a good example, where one can explore these facts

and discover how linguistic innovations spread from one dialect into another adjacent
dialect on the geographical dialect continuum. Look at this map of India (p-19) and
imagine you are travelling from West Bengal right across the country towards
Gujarat.
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As you travel across the country, you will discover the gradual differences in
dialects. But the dialects in the district of Midnapore in West Bengal, particularly
around Dantan (1) merge with the dialects on the horder of Orissa noar Baripada
(2), in the Mayurbhanj District. If you listen to the language of. the people on the
border of these two districts, you would not be able to distinguish Oriya from
Bengali. You would hear a “mixed variety”. Similarly, the area around Dhanbad (3),
in Bihar, and the area around Asansol, (4) in West Bengal, merge into each other.

M

W E

. Burma

(- T3
e
e

A
oo

M Mandalay in Burma
Ajjal in Mizoram
Chittagong in Bangladesh
Khulna in Bangladesh
Dantan in WE,
Bw;ipuda in Origsa
Dhanbad in Bihar
Asansol in WB.
Ambikapur in ME
Indore in M.P
Porbondar (n Gujarat
Gulf of Kutch

0 =3 ToOw o BB e BB

An Imaginatine Experience : Travelling

A Geographical Dialect continuum

This is a puide map and it has no connection
or correciness of states or Ioternational
Boundaries.
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But as you travel westwards, you would find difficulty in understanding the
dialects. In the State of Madhya Pradesh itself, you will be able to understand
people at Ambikapur (5). in the district of Sarguja, better than those in Indore (6).
But you will have considerable difficulty in understanding the dialects at Porbandar
(7), or any of the dialects around the Gulf of Kutch (8), in Gujarat.

Similarly, if you travel Eastwards, you will be able to understand the people of
Khulna (K) in Bangladesh better than those at Chittagong (C). But you will face
difficulty in understanding the people at Aijal (A) in Mizoram or those at Mandalay
(W), in Ma}ramﬁﬂu i

Therefore this continuum illustrates a chain of interlinked intelligibility, and it
is called the “geographical dialect continuum”.

Consider the dialects in your state. Is it true that the dialects spoken on either
side of the district boundaries are extremely similai? In your next holiday, you could
make a trip to a district boundary and explore this phenomenon. Is it true that this
phenomenon worlks only in the case of rural dialects? Particular features of a dialect
can mix with another dialect and spread from person to person, group to group, and
eventually “travel” over very long distances. One of the most striking phonetic
similarities in both Indo-European languages and Dravidian languages, for instance
is presence in both families of retroflex consonants, illustrated below.

Note : The numbers are alphabets indicate the positions of these places, as shown
approximately in the map on page 43. :

Tamil/kodaifumbrella’
Dravidian lan E;rua pes

Coorg JkadifBite’

Indo-European languages : Bengali and Marathi/ghoa/horge’

Bengali and Hindi/ga:d Veart
Tahle 3 : Phonetie similaritics in pronouncing Retroflex consonants.

Another equally important consequence of travelling is the creation of new mixed.

languages, which arve used as lingua franca. A lingua franea is a language which.
iz used as a means of communication AMonNg people who have no native language
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in common. In India we hb;ve alternative lingua francas—Hindi and English, Hindi
iz nsed as a lingu_a franca in the Northern part of the country. It has the advantage
of being an indigenous language, but it has the disadvantage of benefiting only the
native speakers o the detriment of others, who have to learn it as a second language.
English is used mainly by educated speakers. An educated Bengali speaker would
cominunicate in English to an educated Tamil speaker, if neither knew the other's
language. But if one knows the other’s language, or they have a common indigenous
language they try to use that. I have heard an Assamese lady talking to an Oriya
lady in Bengali. Did you have any similar experience?

Problems of competing lingua francas in Malaysia have led the creation of a new
pidgin language—“Bazaar Malay” which is widely used.as a trading lingua franca,
and in informal situation. Malaysians, studying at the University of Essex, speak
in “Bazar Malay”, which has a mixture of Tamil, for example :

1. Bazaar Malay : Semalam Baya Ada Juga
(Yeaterday) =——— {have) ——> (algg) ———>
mari belankang dia tada
(here) (behind) (hefshe) {no/not)
Meaning : Yesterday I had come, but he was not at home.

‘2. Bazaar Malay : Ada wang kalu serua
(have) {(money) {if) {all)
baleh bill :

{can) {(brought)
Meaning : If you have money, you can buy anything.

3. Bazaar Malay : Saya punya anal juga
(I (own) (person) (also)
ada Santul sana kerja
(haye) name of (there) (working)t

place)

Meaning : I have a son, who is working at Santul,

We can note the words borrowed from Tamil, The word juga, meaning ‘also’, is
incorporated in sentences (1) and (8), The word belakang, meaning ‘behind’, is
incorporated in sentence (1). Instead of Standard Malay ;uka, Tamilians have
introduced kalu in sentence (2). The word Bana, meaning ‘there’ is incorporated in
sentence (3). Punya is borrowed from Sikh or Punjabi speakers in sentence (3).

In other sentences, you can note the borrowings from Chinese. Even the Chinese
structure and intonation patterns are borrowed in some sentences.
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A “Pidgin” is usually formed out of a “need” to communicate, specially when
people from different language backgrounds are thrown together, and have to
communicate with each other, in order “to survive”. But concomitant with an extension
in functions, for instance if a need is felt to write in that language as well, there
would be an obvious complication and expansion of language structure. When this
occurs, with an expanded vocabulary a wider range of synthetic possibilities, and an
increased stylistic repertoire, Creolization begins fo take place. For example,
Sranan is an English-creole spoken by several ten thousands of native speakers in
coastal areas of Surinam (Dutch Guiana) and is also widely used by others in the
area as a lingua franca.

Studies of Pidgins and Creoles (Hall, 1966 ; Hancock 1971, Hymes, 1971, Todd,
1974 Minhausler, 1986, Valkhoff, 1966) provide a particularly fascinating example
of the linguistic consequences that can follow from the gocial interaction in particular
social contexts of different social, ethnic and language groups.

Check Your Progress b

(i) What is the difference between a pidgin and a creole?

(ii) What do you understand by a Geugra'phicﬂ Dialect Continuum?
Notes @ (a) Write your answers in the space given below.

(b) Compare your answers with the one given at the end of the Unit.

----------------------------------------------------------------------------------------------------------------------------------------------
..............................................................................................................................................
..............................................................................................................................................
b e e R B AR R A A A A B AR R AR R T RS SR e S L AR AR
..............................................................................................................................................
...............................................................................................................................................
..............................................................................................................................................
..............................................................................................................................................
----------------------------------------------------------------------------------------------------------------------------------------------

...............................................................................................................................................
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4.2 Section II : The Cultural Dimension of Non-Native
Language and its Study :

Introduction
What is culture?

Write your own definition of culture, and then compare it with what is to follow.

In this section, the word culture is taken in the sense in which it is used by
Cultural Anthropologists, according to whom “Culture is something, that everybody
has”, in contrast with the “Culture”, which is found only in’ “Cultured Circles”—in
theatre, universities, and the like. The terms is used differently by different
anthropologists, but always refers to some “property” of a community especially
those which might distinguish it from their communities. We shall follow Ward
Goodenough in taking Culture as “Socially acquired knowledge” :

As I see it, a society’s culture consists of whatever it is one has to know or believe
in order to operate in a manner acceptable to its members culture being what
people have to learn as distinct from their biological heritage, must consist of the

end product of learning : knowledge, in a most penerai....sense of the term
{Goodenough, 1957 : 167)

As Goodenough points out, we must take knowledge here in a very broad BETIEE,
to include both : ; :
‘know how' (e.g. to tie knots}
EKnowledge

‘know that' (e.g. that one rupee rate
levys as much as 100 pl

One attraction of taking this’ view, widely accepted by anthropologists, is that it
will allow us to compare culture with language, '

Before you econtinue, try to answer the following questions :

(a) H culture is knowledge, it can exist only inside people’s heads, so there is a
problem of studying it ; how can one know what the cultural knowledge of
Mr. X is? ;

(b) How can one know what the culture of the community X is?

(¢) Does one need to examine the cultural knowledge of every member of the
community? L

Problems like these are familiar to the etudents of linguistics, of course, and the
solutions are much the same whether one is interested in Culture or in language.
Compare your answers to the above questions to the following flow charts :
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Flow-Chart 1 : Processes {o study Cultural Knuwledgﬁ

Observing Interviewing

l

People’s Natural
Behaviour in Groups

Drawing cﬁnclu,siuns ~ About their knowledge
about knowledge that Recording their responses
underlies behaviour

P

Conducting Experiments
e.g. time taken to do a task may
indicate complexity of knowledge
involved.

Asking various
question 'to individuala or
groups of people.

Self Analysis / What do I
believe in?

Problems in generalizations, that exist in the study of language are also found

in the study of culture.

Check Your Progress 5

(i) Enowledge included in a culture nee
in order to count. Justify, with examples.

d not be factually or objectively correct '

....................

..........................................................................................................................
..............................................................................................................................................

..............................................................................................................................................

..............................................................................................................................................
..............................................................................................................................................

..............................................................................................................................................



(ii) Define “anthropological linguistics.”

..............................................................................................................................................
..............................................................................................................................................
..............................................................................................................................................
..............................................................................................................................................
..............................................................................................................................................
..............................................................................................................................................

...............................................................................................................................................

..............................................................................................................................................

(b) Compare your answer with the one given at the end of this Unit.
4.2.1. Linguistics and Cultural Relativity

To what extent do languages and culture differ from one another? Are they cut
in the same mould reflecting a common. underlying ‘humanity’ or do they differ
arbitrarily and unrestrictly from one another, reflecting the fact that different people
live in very differen intellectual and physical worlds?

This is the question of relativity, which may be considered in relation—either
to language, or to non-linguistic aspects of culture or to the area of contact between
language and non-language in culture. The last of these relations is considered in
this form variety to variety, and whether there are any connections between
differences in meaning and in culture. '

The relationship between language and culture has long been an area of study
within Anthropology, one of the parent disciplines of sociology. To understand this
discipline, we have to tackle with this concept of Cultural Relativiam which gained
currency at the beginning of this century in the discipline. According to this concept
each culture presented a unique, coherent syatem that shaped and moulded
individuality in its own apecial way. It proved very influential, and over the VEnurs
was applied to language, which was seen as playing a central role in cultural life,

4.2.2. The Sapir—Whorf Hypothesis

This hypothesia iz named after the American linguistics Edward Sapir (1884-
1939) and Benjamin Leo Whorf (one of Sapir’s pupils; 1897-1941). Both Sapir and
Whorf worled extensively on American Indian languages and made important
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contributions to our knowledge of these languages and also to linguistic theory, This
theory states that a native speaker’s language sets up a series of categories which
act as a kind of grid through which he perceives the world, and which constrains
the way in which he categorizes and conceptualizes different phenomena.

An example will clarify the gituation

Let us consider the following sentences in English :
1. 1 see that it is new.

2. 1 soe that it is red.

3. [ hear that it is new.

4. 1 hear that it is red.

In a Red-Indian Language, Hopi, three different words [or that are used becaunse
three different types of “presentation by consciousness” are involved. In sentence 1,
the newness of the question is inferred by the speaker from a number of different
visual clues and from his past experience. In sentence 2, the redness of the object
is received in the speaker’s consciousness as the direct sense of a visual sense
stimulus. The processes are different and these differences are reflected in the
language.

Clan you find similar examples from your own language or any other Ianguage
that you know of ?

Spair often alluded to the close relationship between the vocabulary or lexicon
of a language and the cultural environment in which it evolves and in which it is
embedded : :

The understanding of a simple poem for instance, involves not merely an
understanding of the single words in their average significance, but a full
comprehension of the whole life of the community as it is mirrored in the words, or
ag it is suggested by their overtones. Even comparatively simple acts of perception
are very much more at the mercy of the social patterns called words than we might
suppose. We see and hear and otherwise experience very largely as we do because
the language habits of our community predispose certain choices of
interpretation.(Sapir, 1949 : 162).

Sapir’s comments can be illustrated by the following experimenta :
Activity I '

Which association are provoked by these words in your mind? Write words or
phrases in the columns given bellow :-'

139



Fig 8 Your Responses to Stimulus Words :

Moon - New Year's Day Marriage

Note : Please don’t proceed Lill you have answered the question. Give your
immediate response. Spend only two minutes in thinking.

Activity II

Find out from you friends (specially those from the different states of India) their
responses to the same stimulus words. Compare them with yours. You could write
to your friends abroad, if any.

If there is difficulty in corresponding with friends from different states or countries
immediately, don’t worry. Compare your responses to those of Japanese—American
Bilinguals from the study of Ervin-Tripp (1968 : 203), below (Fig. 2), They are the
responses of ten year olds’; you could ask ten year olds in your locality too,

Fig 4 : Japanese English Bi-linguals’ Responses to stimulus words.

Moon New Years' Day
Japanese English Japanese English
1. Moon viewing | 1. Sky 1. Pine decoration 1. New clothea
2. zebra grass 2. rocket 2. rice cake : 2. party
3. full moon 3. cloud 3. feaat 3. haliday
4. cloud 4. kirmono
5. seven spring hérhn
6. shuttle cock
7. Toot-warmer
8. fricnds
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L2 learners have
tang of the words from
assimilate possibly varying cultural co
to note how different a
as Activity 1 above was put

to smbibe, as the L1 speakers above have done, the individual
the customary situations in which they occur. They have to
nnotations of linguistic items. It is interesting .
ge-groups have different connotations. When a similar question
to a twelve year old girl and a sixty nine year old lady

(both Bengalees) the following responses emerged :

Fig. 6 : Compara

tive Study of Two Indians’ Responses to Stimulus words

"Moon” : 12 year

“Moon” : 69 year | “New year's “New year’s day: 69

old old Day” 12 yr. year old
old :

Tin - Tin! Lullaby song* New clothes | -Hal-khata®

Load shedding? | -Tagore’s song’ -Picnic -Puja?

Terrace® -Pumima® -Card _Greetings

Moon.lit dinner | -Jyotsna’ -Payesh!®

~ Tagore’s birth day!

-New year's
Reaolutions'

2

-Blessings

Foot Notee :

(1) The Adventures of Tin

appealed to
(2)

“Tin often have references to the moon, that has
this child.

This refers to the frequent pqurwéutﬁ in Kolkata, when one goes for a moon-

lit walk, sits in the varandah or goes up on the terrace.

(3) A view of the full-moon from the terrace.

(4)
(B)

In Bengali 1
This lady i8

ullaby songs, there are references fo the moon.

fond of a particular Tagore's song, that glorifies the full moon

“Chander hasi bandh bhengeche”.

(6) Full Moon's

Day is observed by this lady. She performs some rituals, has a

‘gpecial courge of vegetarian meal efe.

(7 This ia the

Bengali word for the glow and radiance in Nature all around

created by a Full-moon.

(8)

New Accounts are opened in variou

a shops on the New Year’s Day.
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(9) Special prayers are arranged in temples. shops and houses.
(10) Special sweet dish is prepared with rice. milk, sugar or Jaggery.

(11) Tagore’s Birthday also ig celebrated in the same month “Baisakh” often the
~ celebration being on the lst of Baisakh (usually 14th of April.)

(12) As in English New Year's day, on Bengali New Year's Day too “Resolutions”
are made.

As far as the word “Marriage” is concerned an American lady gave the
following responses, You could compare them with yours and with that of another
Indian lady.

] _ : Marriage

Americal Lady (Indian, Bengali) e
1. Bride in a special dress 1. Bride in a special dress (Banarasi)
2. Bride’s Maid ' 2. Groom in a special dress (Dhoti)
3. Best Man with groom 3. “Ful-Sajja” (a bed made of flowers)
4. Wedding-cake 4. “Sat-Panke Bandha”
5. Church 5. “Bashor Ghay”
6. Bride entering the church 6. Exchange of gariandg

father ’ '

7. Shuvo-Distri

Fig 6 : Comparative Study of Responses to stimulug word—"MARRIAGE"

The Indian view of marriage is very different from that of the American lady’s,
It will not be possible to explain all the rituals in our wedding ceremonies, in
English. even if full explanation and circumlocutions are allowed. Do you feel in the
same way? For ingtance. the scene that emerges from just one word “Sampradan”
would not be evoked if we say “The ritual. when the father hands over his daughter
to the bride-groom”. It is Very moving scene. and the guests who watch this ritual
cannot resist their tears either!

It would be rather incredible to imagine that speakers are unable to perceive
phenomena that have not been formalized in their language. But what should have
emerged from the above discussion is how language and culture are interdependent
and how language can express and reflect a particular “reality”.
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4.2.3. Classificatory System

The Sapir-Whorf hypothesis is concerned with the possibility that man's view of
his environment may be conditioned by his language. Less controversial is the one-
way relationship that operates in the opposite direction—the effect of society on
language, and the way in which environment is reflected in language.

For example, the classificatory systems existing in the physical environment
can often have an effect on the structure of the vocabulary. Whereas English has
only one word for enow (or two if we include sleet) Eskimo has several. The reason
for this is obvious. It 18 essential for Eskimo to be able to distinguish between fine
anow, dry snow, soft enow ete. English has to have an adjective to make these
distinctions, but in an Eskimo's language these distinctions are lexicalized—made
of individual words. In the same way the Sami (Lapp) language of northern
Seandinavia have many words associated with rein-deer, and Bedouin Arabic has
a large camel vocabulary. :

ﬁheck your Progress 7

(1) The Physical environment in which you live is surcly reflected in your
langiiage, normally in the structure of your words. Can you give two examples? The

landscapes around you may provide you with some clues. Study the landscape in
your own region,

Notes : (a) Space is given below for your answer.
(b) I have pmﬁdéd a few examples from the lanpuages that I know.

The 2ocial environment also has an effect on the structure of the vocabulary. This -
is the reason why anthropologists tend to be interested in this particular aspect of
the language: We can assume, for example, that the important kin-relationship in
vocabulary items, son, daughter, grandson, grand-daughter, brother, sister,
father, mother, husband, wife, grandfather, grandmother, uncle, aunt, cousin.

The English can talk of other relationship such as “elder son”, “maternal aunt”,
“great uncle” and “second cousin”, but the distinction between “maternal® and
“paternal aunt” is not important in their society, and is not reflected in the English .

lexicon. Compare these with your kinship system.

Aetivity III

Imagine the six months old baby in the family tree below. Describe all other
relationship, paternal and material from his point of view. Use the kinship terms of
your language, to [ill in the boxes, Compare them with English.
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Sometimes, you might come across similarities existmg between your kinship
terms with those of another. In the Australian aboriginal language, Njamal, for
example, mama signifies a smgle kinship relationship but which has to be translated
into English in different ways according to context : father, uncle, male cousin
of parent, etc.

In other words, the term is used for all males of thé same generation as the
“father”. For me, the most striking fact is that a number of Bengal words—Baba,
Mama, Kaka, Jathamosai, Pishemosai, Meshomosai can all be translated by
one Njamal term “Mama”. Clearly the distinction between father and father’s brother
cannot have the same importance in Njamal society as in our own or in West Bengal
toddy, in the small nuclear families.

But compare the Njamal term with joint-families in West Bengal, where all the
senior members including parents are addressed by all their children as “Babu™ as
Barobabu, Mejobabu, Sejobabu, (Father) (Father’s brother) (Father's next younger
brother) ete, and their wives are addressed as “Ma” Baroma, Mejoma, Sejoma
respectively i.e. Babu and Ma are used as common terms address all males and
females of the same generation as father and mother respectively. Barobabu's gon
makes no distinetion between his father and his uncles in the joint-family system.
We can read about such Kinship system in Sarat Chandra’s novels.

At the moment, in our families, social change has produced a wrrﬂspundmg
linguiatic change. Can you find examples?

This has happened in the case of the Russian language. If we compare the
Russian language, used in the middle of the last century with that used now, we can
- make the following changes :

Table : 4
Revolution in Russian Kinship system

1860 ; 1999
1. Shurin (Wife's brother) “brat zheny” (brother of wife)
2. novestka (brother's wife) ‘izhena barta” (wife of brother)

3. Yatrov (husband’s brother’s wife) disappeared / (by name only)

Compare Bengali Shala, Boudi, and Didi respectively for (1) (2) and (3). Do we
all use these address forms today?

In the Russian language distinctions that were formally lexicalized, because
they were important, are now referred to by means of phrases. The loas of importance
Df' these particular relationships, and the corresponding linguistic changes, are due
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to the fact that social changes in Russian have led to the rise of small nuclear
families. In 1860, Russians lived in large patriarchal extended family households
(like our joint families). Brother's wife, at that time part of the family, now nurfnajly
live in’ different households, As the significance of this status has been loat, s0 has
the relevant vocabulary items. If an elders brother’s wife is younger to his sister, she
is called by her name and not “boudi” today, but in 1850 even I would call her
“Boudi” and give her the same status as someone elder. Today, the significance of
this status is not the same as it was in 1860. Have you experienced any such
change in addressing your close relatives in your life?

Activity-IV -

Your Address—Forms in the Past | Changes in your Address—Forms today

Activity V

Could you summarise the main-points of section 1 and 2? Compare with our
"round-up” on the next page.

Round Up

The main purpose of the two previous sections was to clarify the terminology
relating to language and socicty, and the relations hetween cqliiure and thought,

In the first section, we tried to identify the purpuse of language in social
interaction. There is no simple answer, nor even a single complicated one, as speech
plays many different roles on different occasions. One source of complexity is due
to geographical mobility, and another source of. complexity is social class.

As for the relation between language and culture, we have introduced certain
terms like "Cultural Relativity” and “Sapir-Whrof Hypothesis”. Most of language is
contained within culture, so it would not be far from the truth to say that a society’s
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language is an aspect of its culture, The relation of language to culture is that of
part to whole. The area of overlap between language and culture consists of all
these parts of language which are learned by other people. However, we must allow
gome aspects not be learned in this way, just as some concepts are clearly not
learned from others. For instance, a baby learns the concept “vertical” before he
learns the name of it. Therefore language 18 not wholly contained within culture.

The figure below may help to clarify these relationa :
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Fig § : The relation belween thought, culture, language and spesch

The study of speech as part of social interaction has involved many different
disciplines, particularly sociolinguistics and anthropology. Each of these disciplines
brings in different range of questions and methods to bear on the study, and all can
learn a lot from others. The main methods are : '

* introspection
* participant observation
4 experimentation
One of the most important contributions has been hy anthropologists who are

engaged in ethnographic research and enthnography of communication, which is
described in the next section.

4.3. Section III : The Ethnography of Communication

What is ethnography ?

It is the study of the life and culture of a society or othnic gi'crup, especially by
personal observations. The related field of ethnology studies the comparison of the
culture of different societies of ethnic groups. '

In studies of language learning or in descriptions of how a langunage is used, the
_term ethnographic research is sometimes used to refer to the observation and
description of naturally eccurring language (e.g. between mother and child, bhetween
teacher and student, etc.)
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Therefore in ethnography of communication language in not studied is
isolation but within a social or cultural seeting. It is the study of the place of
language in culture and society. “Ethnography of communication” studies, for
example, how people in a particular group of community communicate with each
other and how the social relationship between these people affect the type of language
they use,

The concept of an enthnography of communication was advocated by the American
social anthropologist and linguist Dell Hymes and this approach is important in
~ sociolinguistics and Applied linguistics. Dell Hymes (1962) has argued that language
and speech have a special patterning that is socially determined and just like other
social organizations, politics, religion and economics, cannot be taken for granted as
somehow “given” or everywhere the same. The scientific focus on the factor involved
in speech behaviour such as the circumstances, the participants, their intentions,
the planning of their acts and how they deliver them, norms of interaction and the
linguistic varicties employed will lead to a richer understanding of the cultural
dimensions of language.

4.3.1. The norms governing speech

Skill in speaking depends on a variety of factors, including a knowledge of the
relevant rules governing speech. Such rules are of various types, dealing with different
aspects of speech, but all we can do here is to mention a few examples. The rules
chosen vary from one society to another, which makes it easier to see that there are
rules, but this.should not be taken to imply that all rules are similarly variable. We
shall call such rules NORMS because they define normal behaviour for the society
concerned, without being associated with any gpecific sanctions against those who
do not follow them. Brown and Levinson (1978)* contains an excellent discussion of
the complex interaction between norms and rationality as deferminants of speech.

First, there are norms governing the sheer quantity of speech that people produce,
varying from little to very much, Peter Gardner (1966)* did some field work in
south India, among a tribal people called the Puliya, describing their socialization
patterns. There iz no agriculture and no industry, and the society is neither
particularly cooperative nor particularly competitive. So children are led neither to
be particularly inter-dependent nor to be aggressively competitive with each other,
but simply to busy themselves with their own concerns in reasonable spatial
proximity. He observed that, by the time a man was forty, he particularly stopped
speaking altogether. He had no reason to speak. People there, infact, just didn’t talk
much and seldom seemed to find anything much to talk about and he saw this as '
a consequence of a particularly kind of socialization pattern.

We may contrast this society with one in Roti, a small island in Eastern Indonesia :
For a Rotinese the pleasure of life is talk—mnot simply an idle chatter that
passes time, but the more formal taking of sides in endlegs dispute, argument

148



and repartee or the rivaling of one another in eloguent and balanced phrases
on ceremonial occasions...lack of talk is an indication of distress. Rotinese
repeatedly explain that if their “hearts” arc confused or dejected, they keep
silent. Contrarily, to be invelved with someone requires active verbal encounter
(Fox, 1974)* |

Thure may hé problems when people from societies with different norms meet,
as shown by the following aneodote by Coulthard (1977), where other instances of
different norms relating to quantity of speech may also be found.

“An ethnographer describes staying with in-laws in Denmark and being joined by
an American friend, who, despite warningg, insisted on talking with American intensity,
until at 9 O'clock her in-laws retired to bed; they just couldn’t stand it any more.”

An Indian lady had a similar experience when she suddenly came across a school
friend of her (after 20 years) in the London-Metro. They talked in an excited manner,
nok reahzmﬁ; the impact they had created on the excessively quiet copassengers.
Suddenly, an ‘old English Lady came up to them and asked them “Why are you
guarrelling?”

In their excitement they might ghave talked “at once” at times, and talked very
loudly which are not the NORMS in a British society. Did you ever face such problema?

Of course, we all are aware of the fact that conversations are structured. An
obvious aspect of the structure of conversations is that they are based on the
principle of turn-taking, and are organized in such a way so as to ensure (in
principle) that only one speaker speaks at a time. There are also points in the
structure of a conversation where it is possible, and others, where it is not possible,
to interrupt a speaker. There are ‘rules’ too about how and when one is allowed to
introduce a new topic of conversation. There are even ‘rules’ about silence. It has
been said that in a conversation between two English speakers, a silence longer
than about four seconds is not allowed; which means that people become embarrassed
if nothing is said after that time-they feel obliged to say something, even if it is a
remark about the weather. Many of these “rules” can in fact be broken, but notice
how English usually acknowledge the fact if they do break them-

L

“I'm sorry to interrupt” :

- On a completely different topic®

- “To po back to what we were talking about before”.
- “Just let me think about thal in a minute”.

* References quoted on are sunr.ul:,r to highlight ressarch evidences pertainmg to the Ethnugraphy
of Communication. You need not necessarily go through them. However they are induded in the
Rooferences at the end of this Umit. )
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Are we aware of all our rules in speech? Do we follow all these ‘rules’? Or do we
acknowledge it in this way, if we do break them? Pausc for a while, and think.

Children usually do not know these rules at all. As we have mentioned neither
are these norms universal. During a brief converaation with her teacher for about
five minutes, a girl in Kalna, (a small sub-divisional town in West Bengal) called
some one in the strect, asked her brother to go to school, asked her sister to buy
some bread, did household cores like swapping the floor, all the while continuing the
thread of her conversation about her sick mother. :

4.8.2. Bequancing

We can also observe that conversations consist of structured sequences of
- different types of utterances. Sequencing in conversational analygis, shows the
relationship between utterances, that is which type of utterance may follow another
one. Sequencing is governed by rules know as sequencing rules, which may be
different for different languages or different varieties of the same language, In some
cases, the sequence of utterances is quite strictly regulated, as in greetings and
. leave-takings, and other Adjacency Pairs. An Adjacency Pair is a sequence of two
related utterances by two different speakers. The second utterance is always a
response to the first. In the following example, speaker A makes a complaint, and
speaker B replies with a denial : :

A : You left the light on
B : It wasnt me
Question-Answer, Invitation-Acceptance/Refusal are other examples. There are
exceptions to these rules as well, and skilled conversationalists usually understand
the implication in :
A : What are you doing tonight?
B : Why do you want to know?
Often, fhere 18 a range of possibilities depending on the situation, the topic, the
speakers and their intention at the moment.
Activity-VI
(a) State the structured seqliEnue of greeting—greeting between you and your
neighbour when you meet each other on the streets, on your way to worle
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(b} State the .Rtmcture.d sequence of Ledve-Taking between you and your -mother
when are leaving home for a long holiday
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..............................................................................................................................................

While doing this exercige, you might have experienced that greetings and farewells
-offer the clearest examples of structure in speech

Clompare your greetings and farewells, with the samples in Bengali :

(@) A : (Neighbour) ¥ ¥ (What's the news?)
: : /Ki KP'Ibour / . ;
G L | ] ~ (Hope everything is O.K.?
/52b bhalo to everyone is fine?)
TS giw=] ¢ (Are you going to college?)
/kDledy dz atitshy/ j
B () 531 o el (12  (Yes, Hope are well too?)
fhae apnt bPaloatfen/
(b) A(1) - Wi g Ma (I'm going T'll return soon)
: [ ma afi : ' L e
B (mother) AT | ‘j?f[ ! Tfﬁ | (Yes, come back fast! May
/efo durga durga/ goddess Durga be with you)
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If we compare these again to similar situations in an English society they would

be something like : i
(a) A : (Neighbour of X) Hi or A : Hello!
B :(X): Hil B : How nice to see you?
(b} B : (X) Bye, Mom! | A : (A kiss)
A ; (mother of X) ; Bye B : (A kiss)

Of course, even English greetings may vary enromously in their sincerity and
creativity. '

Taking sincerity first, there is an interesting distinction to be drawn between
greetings which express a proposition-(e.g.— “How nice to see You") and those which
do not (e.g.— “Hello!” Only prepositional greetings can be said to be insincere,
though, the non-propositional greetings may imply feelings, through intonation,
Non- propositional greetings tend to be fairly netural and short, simply recognizing
that an encounter (i.e. a piece of interaction) has started. Compare these Hindi
greetings—

(&) A: F B& 87 (how are you)
fkja hol hu 1/
B: &9, d® 8 - (0.K. I'm allright)
Mds thk hay
(b) A: TR W (It's a greeting showing respect)
(namaste dy i)
B: -9 THE meaning salutation to you St is the
Mmamaste/ honorific suffix) :

Check your Progress 8

(a) Compare your greetings with mine, and then mine with the examples of adjécﬁ_l_;ic;,r
pairs in English and Hindi. Can you locate the similarities? What are the differences?

Note : {a) Space is given below for your answer. A
N

(b) Check your answer with mine provided at the end of the Uni‘ﬁ'fl 3

B e R L T e e o () e
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Often the transference of rules and expectations from one language to another
could create confusion for the learners. Closings, in English conversations, often
pose special problems to those students who are non-fluent in the use of English.
They may entirely miss the intention behind preclosing moves like “Well, I puess
you have pgot lots of things to do”, and may have difficulty themselves, in easing
towards closings. “They may be too abrupt, as with a foreign student who ended a
telephone conversation in the following way ; ‘I have nothing more to say, so good
bye. (Richards and Schmidt, 1983).

I have already illustrated how a “greeting” to a friend, last seen twenty years
ago, was misunderstood by an English lady because of its intensity and verbosity.
The norms for how loudly and how much one talks differ in these two countries.
American and British often misunderstand Apache Indians, studied by K.H. Basso
(1970). Instead of using speech, inthe form of greetings, to assure each other that
relations are just as they were before the separation, they wait until they are sure
that relations really are the same before they speak to each other at all, at least
in situations where there iz reason to think that relation may have changed, as
when children return after a year in boarding school, Many British and American
parents might chatter hard with their children as seon as they come off the bus, but
Apache parents apparently wail and say nothing for up to fifty minutes while they
assess the effect of a year’s schooling on their children’s behaviour. Of course, like
others, Apachies claim that it is important for people to know how they stand in
relation to others before they gtart to talk. :

We can find similar situations in our society too, as illustrated in the gketches
below. Youngsters often touch the feet of elders, or even wash their feet as a form
of greeting. They talk only after the elders have settled down. Have you ever witnessed
or experienced these ritualistic moves in your behaviour with others? Are you able
to identify the relationshipa between the persons in the sketches? Once the respective
roles have emerged, the rest follows. Write the captions for the following sketches.
Both are examples of “"greetings” through "Non-verbal behaviour®.
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4.4. Let us Sum up

In this unit we have desecribed the elementary concepts in Sociolinguistics, here
are the main points :

(1)

(ii)

(iii)

(iv)

(v}

The

In social interaction, one of the main goals of talking is to present a picture
of oneszelf to others. Secondly our intention is: tn establish and maintain
relationships.

The variety andldiversity of language related to the social framework
constitute a central domain in Sociolinguistics.

Each culture presents a.unlique, coherent system that shapes and moulds
individuality in its own special way. Linguistic Relativity is a beliel which
was held by some schools that the way people view the world is determined
wholly or partly by the structure of their native language. As this hypothesis
was strongly put forward by Sapir and Whorf, it is called “Sapir-Whorf
hypothesis”.

The vocabulary employed to categorize phenomena such as Kinship, colour,
animals ete., are taken as a guide to the “reality” of the community. In this
respect, we have considered how social change brings about a language
change.

A new achool of research has dervelupeni,' led by Hymes, known as “the
ethnography of communication”, whose aim is the formulation of descriptive
theories of speaking as a cultural system. We have illustrated with the help
of “greetings” taken fmm various languages.

discipline sociolinguistics enjoys a dual heritage, deriving from both

Anthropology and sociology. Unlike the basic concept of the former, culture, the
latter focuses on society or aocial etructures. 12 speakers should be familiarized
with these sociocultural determinants of language which will lead them to a deeper

and m

ore satisfying level of comprehension and cornmunication in the target

community. We would be introducing some of these sociocultural determinants of
language in the next unit. Then we will turn to a few areas of sociological
sociolinguistics which provide general ingights for L2 learning and teaching.

Check
1.

your Progress : Mudél Answers

(i) You may have started talking about the weather, about the inconveniences
of travelling by train (specially in summer), about the destination, about
the delay in train’s departure etc.)

. (You may have included others on your list, it depends purely on your
experience. Ours is not exhaustive, but it is based on our experience).
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(i) We often behave in this way because—

(a) It is often quite embarrassing to be alone in company of someone
we are not acquainted with, and yet not speak to him/her,

(b) Bince we are all social beings, if no conversationa take i}lace the
atmosphere becomes strained.

{e) By talking about a neutral topic, such as the weather, it is poussible
to strike up a relationship with the other person without having to
say very much. ' '

(d) Sometimes, suhcﬁnsnicrusly, we are interested about the other Co-
pagsenger we want to know about them.

(e} We like to introduce ourselves, and help them to formulate an opinion
about us. (We hope this exercise made you think about the role of
conversations between strangers),

2. {a) Dialect
(b) Regional
{¢] Social

3. For this question, we haven’t given any.model answer, as it depends purely
on your ideas and views;

4. Caste-dialect differences tend to be relatively clear-cut. The first three
examples show that, although the Bangalore and Dharwar forms are the
same for the lower castes, the Brahmin caste has form which are not only
different from the other castes but are also different from each other in the
two towns. The higher caste forms are more localized than the lower caste
forms. The second three examples show that there is more similarity with
social than geographical groups-social distance is more differentiating than
geographical distance.

4.5 Check Your Progress : 5 Model Answers

5. (i) A Pidgin is a language which develops as a contact language when
groups of people who speak different languages come into contact with
each other. It has a limited vocabulary and a very reduced grammatical
structure. Both the vocabulary and the structures expand when the
pidgin is used for a long period of time. This process of expansion is.
known as ‘creolization’, and the language thus formed becomes a ‘Creole’.
It becomes the native language of a group of speakers. Creoles are
classified according to the language from which most of the vocabulary
iz derived e.g. English based Creole.
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(ii) A Geographical Dialect Continoum is a chain ol adjacent varieties,
which are mulually intelligible, bul pairs taken (rom opposite cnds of
the chain are not. One sueh continuum is aaid to streteh from Amsterdam
through Germany to Vienna, and another from Pairs to the south of
ltaly. In India, one extends from Kashmir to Kanyakumari i.e; North to
Soulth and one from Kolkata to Ahmedabad-East to West.

6. (i)  Some people think that strenuous exercise shortens life and others think
the opposite, but =0 long as we can show that each view is learned
sncially, that i from other people, they both eount as items of ealture
(You could give other examples).

(ii) " Anthropological linguistics is a branch of linguistics which studies the
relationship between language and cullure in a :rur’r;:‘rlunii:.;g.rl e.g. its
“traditions, beliefs, and family structure. For example, anthropological
linguisties have studied the ways in which relationship within the family
are expressed in difterent cultures (kinship terminology), and they have
studied how people communicate with one another at certain socinl and
cultural events, e.g. ccremonics, rituals, meetings, and then relaled this

to the overal structurc of the particular community.

7. For example, the Beﬁgali language has many shades of green. All these ar
lexicalized : :

“Yellow green”

“Green yellow”

“Forest green”
“Sap green”

“Bea green”

“Spring grean" _
The English names of these are taken from the Crayons, manufactured hy

Binny & Smith Inc. Easton PA 18042 made in USA.

The Bengali worda of these shades often have references to plants, e.g. “Green-
yvellow” shades has a reference to banana—sapling (Please sec the illustrations om
the greenery of peaceful SBantiniketan of various shades of green)
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The Bengalia label fresh water, as one substance salt wgter as another, likewise,
fresh water fish is categorized in one category, salt water fish. in another. They are
fond of fishes—and have a variety of food-items made of fish.

The mica mina area of Andhra Pradesh has various words for the deseription of
“rocks”. '

8. Similarities :

(1) It ig reasonable to assume that every language includes a range of forms for
use as greetings and another for farewells, in view of the tmpnrtanoe of
“entries” into pieces of interaction and “exit”.

(2) A greeting is needed to show that the relation which existed at the end of
the last encounter is still unchanged.

(3) A farewell is needed in order to sum up the effect of the encounter upon the
relationship and show what the partlﬂpar‘:t.s may expect of one another
when they next meet,

(4) Relations between the participants in some pieces of interaction are of the
. preatest interest to the participants themselves. They establish “mutual
relations” by greetings,

. (5) Farewells give a mutual reassurance that relations are unchanged,
Differences : .
(1) Greetings and Farewells may vary in their sincerity and creativity.

(2) English Greetings sound like “phatic communion” ie. it is not intended to
seek or convey information but has the gocial funetion of establishing or
maintaining social contact. Such expressions provide further examples :

A How are you?
B : Nice day, isn't it?

(3) Bengali preetings aound like conversalion—openings, although they are phatic.
communion as well. When I was asked whether I was going to college, my
neighbour was not curious about my activities, Foreigners often misunderstand
these implications, and feel that one is interfering in one’s privacy. For example,
an American Lady was offended when an Indian lady asked her “what have

 you eaten for lunch?” Surely, the latter was nol inlerested in her culinary
hahita.

{(Perhaps, you have discovered somoe more similarities and differences?)
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4.6 Assignments

Vou could choose any five of the following ten short questiorig, Answer in about
200-250 words each : ;

i

10.

Define “Sociolinguisties” in your own words, How is it related to Sociology
and Anthropology? ]

Which two aspects of language hehaviour are very important from a social
point of view? Give examples from real life situations. '

Whal is the difference between dialect and accent? Ilustrate.
Give an account of social class dialects.

Explain Sapir-Whorl' Hypothesis. Do you agree that L2 learners have to
assimilate possibly varying cultural connotations of linguistic items?

Why is it important to know the linguistic and cultural classificatory systems?

“The ethnography of speaking” is intereated in the different ways communities
structure and organize their verbal activities. Nlustrate your answer.

Examine this dialogue :
A : There’s a call for you?
B : I'm buay in the kitchen

Is this ‘Sequence’ coherent” How do you know? Who are the participanta?
Whal are their intentions? Describe the planning of their acts and how they
deliver them. What does this example reveal about “sequencing™

A Cerman living near Dulch frontier may understand a visitor from
Amsterdam more readily than one from Munich, why? Explain in detail.

“It is normal among English speakers for the person giving the answer to
apeak first in telephone conversations, There is nothing inevitable about

. this, though, Justify why there is nothing inevitable about this.

4.7.

Surveys/Projects

Please carry out anyone of the following surveys and wrile a report, not more
than 40 pages. :

1.

Review (some of) the literature in the area of the ethnography of speaking
and give an account of what you believe might be the relevance of this work
in language teaching situalions with which you are familiar.
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2. One of the Goals of talking is to present a picture of oneself to others,
Scollon and Scollon (1983) point out that English Speakers typically present
a positive display of their own abilities and achievements. In contrast, in the
Athabaskan system, it is considered inappropriate to display oneself in a
positive light or to talk too directly about the future.

Carry out a survey, listening to group-discussions, and give a report about
the norm existing in your sociely.

3. Observe the different types of greetings and leave-fakings, What decides
the form of greeting or farewell. The answer clearly varies very much from
language to language, and from society to society, but certain general patterns
have emerged. You could take into consideration-

(a) the sheer length of the greeting

(It iz generally proportional to the length of the time since the last
meeting. Prove this statement).

(b) the importance of the relationship
‘(ie. a friend will receive a longer greeting than a mere acquaintance)
(¢) ‘the lack of greetings
(i.e. when people approach strangers to ask for information)
(d) verbal and n_nn-verhal_ behaviour
(e) Relation-markers
(f) Strueture-markers

(g} Content-markers

4. Most people want to present to the world and image of congiderateness, '
because this is most likely to make them popular, and this turns speech into
a highly co-operative activity, where everyone tries hard to help everybody
else maintain their personal images. i

Obgerve group-discussions of your colleagues, or group activities of your students,
and record the different roles that they scem to be adopting during the group
process,

As the group task proceeds, you are asked to note down at regular intervals the
particular role a group member seems to he 'adupﬁng within a period of the
group’s work. You will be looking out for FOUR main types of role which 'an:,r
member may be taking within the group,
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These four types of role are as follows :

LEADER Trying to direct and control the group, making sure his/her

ideas are followed, the main judge of other people’s suggestions.

HARMONISER Trying to keep things running emoothly; encouraging other’s

contributions; secking agreement between members; reducing
possible conflicts or confusions.

BLOCKER Trying to resist other’s suggestions; being important with what

he/she sees as time wasting or fussing abouf, holding the group
back from reaching discussions.

FOLLOWER Trying to be non-commital and rarely participating; being carried

along by the rest of the group; very rarely initiating and only
oceasionally responding to others’ ideas,

Dbﬁﬂrv ation Procedure :

s A1)

Once your group has started their task, quietly attend to their dizcussion
for a few minutes until you become familiar with the atmosphere within

“ the group. During this time, listen carefully to each participant. Wrzte the

name of each group member on th.xs chart :

Mames

Role

Ohaerved

At 2-3

minute

intervals

Primary role !

Now observe the person whose name is in the first column on your

~ chart. Observe all the members gradually and closely for not less than 2

(i1}
(i1i)

- minutes and upto around 3 minutes. Once you have a good idea of which of

the four roles that person seems to be adopting, write their role in the
column beneath their name.

Repeat this procedure with every member of your group.

Return to the first person you observed and repeat the whole procedure so
that you observe and record roles of every person about four times during
their work. If anyone has changed his role, be ready to ngte the different role.
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(iv) After the discussion is over, or your group has completed their task, make
your deductions. A person’s primary role will be one which they were
adopting more than half of your observation. For example, if you observed
each person four times and one person was acting as leader in three out of
four observations, his primary role was LEADER. If a person adopted different
roles in different occasions you will write “DIVERSE” as his primary role.

(v) Write about your own reactions, problems, and views regardmg this mini

ethnographic research based on your personal observation. How would
you analyse yourself as an observer?

4.8 Supplementary Reading

Hyms, D. 1974. Foundations in Sociolinguistics : Philadelphia : University of
Pennsylvania Preas.

Pride, J.B. and J. Holmes, (eds). 1972. Socmimgmstrfs Hdrmﬂndswurth
- Harmondsworth : Penguin.

Saville-Troike, M. 1982. The Ethnography of Communication : An Introduction,
Oxford : Basil Blackwell.

Trudgill, P. 1975. Account, dialect and the school. London : Edward Arnold,
Trudgill, P. 1983. Sociolinguistics. Harmondsworth : Penguin,
Turner, R. (ed) 1870. Ethnomethodology. Harmondsworth : Penguin.

4.9. Glossary

accent —a particular way of speaking which tells the listener gomething about the
speaker’s background e.g. an American accent.

adjacency pair —a sequence of two related uti:erances by two differnt speakers e.p.
offer—Decline.

anthrupulugy science of man, especially of the beginnings, development, customs
and beliefs of mankind,

anthropological linguistics — a branch of linguistics which studies the relatmnahlp

between language and culture in a cummumt_v e.g. its traditions, values, family
structure.

bilingual —a person who knows and uses two languages.

communicative competence — the ability not only to apply the grammatical rules of
a language in order to form grammatically correct sentences but also to know
when and where to use these sentences and to whom.
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Creole - a Pidgin language which has been expanded in vocabulary and structure,
and has acquired natlive speakers.

Creolization — the process by which a Pidgin becomes a Creole. Creolization involves
the expansion of the vocabulary and the grammatical system.

cultural relativiem — the theory that a culture can only be understood on its own
terms. This mesns that standards, attitudes and beliefs from one culture
should not be used in the study or description of another culture. According
to this theory there are no universal cultural beliefs or values, or these are not
regarded as important. '

culture — the total set of beliefs, attitudes, customs, behaviour, social habits, etc. of
the members of a particular society. '

dialect - a variety of a language, spoken in one part of a country (regional dialect),
or by people belonging to a particular sovial class (social dialect) which is
different in some words, grammar, or pronunciation from other forms of the
same language.

dialectolopist — person who studies dialectology
dialectology — the study of the regional variations of a language.
discipline — branch of knowledge, subject of instruction.

ethnography — the study of the life and culture of a society or ethnic group, especially
by personal observation.

eth.nngraph},r of communication — the study of the place of language in culture and
society. Language is not studied in isolation but within a social and cultural
setting.

ethnomethodology —a branch of sociology which studies how people organize and
understand the activities of ordinary life. Ethnomethodologists have studied
such things as relationships between children and adults, interviews, telephone
conversation, and turn-taking in conversation.

foreign language teaching — teaching of a language which is not the native language
in a country, which is not used as a medium of instruction, nor as a language
of communication within the country.

geographical dialect continuum —a chain of adjacent varietics which are mutually
intelligible but pairs taken from the opposite ends of the chain are not.

lexical word — word which refers to a thing, quality, state or action and which have
meaning when the words are used alone, :
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lexis — the vocabl_:lhrj,r of a language in contrast to ité grammar.

lingua franca — a language that is used for communication between different groups
of people, each speaking a different language. The lingua franca could he
internationally used language of communication, (e.g. English), it could be a
native language of one of the groups (e.g. Bengali, in India) or it could. be a
mixture of two or more language (a pidgin)

linguistic relativity —a belief that the way people view the world is determined
wholly or partly by the structure of their native language.

linguistics — the study of lﬁngmage as a system of human communication,

non-nalive varieties of English — term used for varieties of Engiish used in countries.
where English is a second language such as Indian English, Singapore
English.

non-verbal communication — communication without the use of words, this could be
done through gestures of signa.

Norm — that which is considered as appropriate in speech or writing for a particular
gituation or purpose within a particular group or community.

pidgin — a language which is linguistically simplified, mixed and restricted, used in
limited contact situations between people who have no common language.

retroflex consonants —{:unﬁunants formed by curling the tip of the tongue back and
bringing it into contact with the back of the alveolar ridge (e.g.Hindi/ga;dl)

second language — il is a language which is not a native language in a country, but
it is widely used as a medium of instruction, in education and in communication,
in Government. It is widely used by the people alongside another language or
languages.

sequencing - relationship between one utterance and another.

sociolinguistics —the study of language in relation to social factors, that is, social
class, educational level type of education, age, sex, ethnic origin, etc. Miero-
sociolinguistice deals with inter personal communication such as speech
acts, apeech events, sequencing of utterances, and also investigations regarding
varieties of language Macro-Sociolinguistics deals with the study of language
cheice in bilingual or multi-lingual communities, language planning, language
attitudes ete. (In unit 1, we have discussed some hap’ccts of mierg
sociolinguistics).

sociology — acience of the nature and growth of society.
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standard variety —a variety of a language which has the highest status in a
" community or nation and which is usually based on the speech and writing
of educated native speakers of the language.

turn-taking in conversation —the roles of speakers and listeners change constantly.
The person who speaks first becomes the listener as soon as the person
addressed takes his turn in the conversation by beginning to speak.

Note : If you are looking for a particular word or term and it is not included in this
list, you could look up a dictionary. If it is not included in the dictionary either,
and is a technical term, then please consult this source :

Richards, Jack and John Plait and Heidi Weber, 1985. Longman Dictionary
of Applied Linguistics, Essex, Longman, I have referred mostly to this book.
(Ir yuu still have problems, please write to mel)
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5.0. Objectives

After going through this unit, you will become familiar with

@ the scope and nature of psycholinguistics

@ the main concerns of psycholinguistics

@ some of the views and controversies in the discipline

@ the way people understand and produce language
6.1. Introduction

The study and practice of psycholinguistics is the concern of both linguists and
psychologists. Both come under the category of social scientists. As such they operate
by forming and testing hypotheses about various aspects of language knowledge
and language use. They do so on the basis and evidence of linguistic data which
they collect. But there is an important difference between the two groups.
Psychologists test their hypotheses through carvefully controlled experiments while
linguists check their hypothesis against spontaneous utterances.

- There is another fundamental difference as well. This is one of approach and is
related to the relationship, between language and cognition. Many linguists, including
Chomsky, believe that linguistic ability in man is distinct from other congnitive
systems, This belief is guided by two assumptions : (1) The structure oflanguage can-
be studied independently from how the structure is used for communication, and (2)
sentence-level syntactic structure forms the core of the linguistic system. So it is
believed that principles that control the system will also be the basis for models of
language processing and language acquisition (as we shall see later, this claim is
not tenable). '

Psychologisis on the other hand are reluctant to assign such a eentral role to the
linguiatic system or grammar. They believe that language processing and language
acquisition can be understood within the same frame work as other cognitive
processes. '

6.1.1. Scope and Definition of Psycholinguistics

One way of defining psycholinguistics is to consider it, along with sociolinguistics,
as a branch of applied linguistics. Even then, it is difficult to define it precisely,
except indicating broadly that it is concerned with exploring the nature of the
relationship between language and mind. This is so because of two reasons : (1) firat
of all, psycholinguistics deal with a large number of areas, and (2) secondly, it docs

not yet have a unified theory which can integrate the various activities it deals
with. This diversity will become clearer if we study the diagram in Fig 1.1 below.
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Linguistics

¥ Neu rulngy

[1 Psychology

@ Sociclogy

Psychology

Fig 1.1 showing the relationship of psycholinguistics with other disciplines.

The scope of psycholinguistics thus extends over other disciplines as set out below
1) Related to iianguage learning First language learning

paychology ~2 gign language second language learning

ii) Related fo Titructure of the brain and language

Neurology - animal and human language

iii) Related to im:] gualism' language
Sociology » and culture

In this unit we will deal briefly with the relationship between the brain and
language ability, language development and second language learning. Bilingualism
will be dealt with in unit 2. 1 '

5.1.2. The Main Concerns of Psycholinguistics

In order to understand the scope of psycholinguistics more fully, we need to con sider
how human beings utilise language. For communicating through language, human
beings engage in two bagic activities : speaking and listening, There are mental
activities which hold elues to the very nature of the human mind. When people speak,
they put ideas into words, “talking about perceptions, feelings and intentions they
want other people to grasp.” In listening, they turn words into ideas, “trying to
reconstruct the perceptions, feelings and intentions they were meant to grasp.” In this
gense, speaking is encoding of messages or meanings which listening is decoding.
However, speaking and listening are more than that. They are the tools people use for
other activities ; to convey facts, ask for favours, make promises, receive information
and so on. So these common place activities are actually very complex ones,
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Psycholinguistics is thus concerned with three broad questions

1) By what mental processes do peaple comprehend and remember what they
hear (language comprehension) ?

2) By what mental processes do people come to say what they say {Ianguage
production) ?

3) What processes do children go through in learning to cumprehend and
produce their first language (language development) ?

Other related questions that are explored are
4) how do people store and retrieve information relaing to words and meanings?

6) what path do second language learners follow to comprehend and produce
the second language?

6) Is second language learning like the first language acquisition?
7) How does the ‘process’ of reading take place? -
8) How do bilinguals function with their two languages?
9) How are thought and language related?
10) What is the structure of the mind?
11) Why does language have the structuré it does?

Obviously, such questions have generated a lot of research and this in turn has
led to att&mpta to formulate problems in researchable terms.

5.2, Hiatury' and Development of Psycholinguistics

Paycholinguistics as a dmclplme is of a fairly recent origin, but it has shown a
rapid growth and quite a vast body of research. Two summer seminars held in the
U.S.A. in 1951 and 19563, brought together paychologists, structural linguists and
proponents of information theory. The aim was to define a common field of research.
As a consequence, the new discipline of psycholinguistics was named and defined.

8.2.1 The Firat Phase : Language as code

At this point of time, psychology was primarily represented by theories of learning.
Learning was seen as the study of stimular-response (S-R) relationships; language
learning was seen as verbal behaviour, a habit formation brought about hy mimiery
and memorization (refer to Audiolingual method in earlier unita). Structural
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linguistics was characterized by the distributionalist method of Bloomfield and
Harris. But it was information theory whmh not only provided a large number of
new concepts, but also provided a theoretical framework for the fusion of the two
disciplines. Psycholinguistics was defined as dealing “directly with the processes of
encoding and decoding as they relate states of messages to states of communication.”

‘In this approach, langnage is seen as a “code”, a set of possible gignals and a
particular sequence of signals constitutes a “message”. Messages, coded in this way,
are transmitted via a “channel”, As you have seen in the unit on information theory,
information can be guantified and measured. (There is a mathematical formula for
this, but we will not burden you with it). Messages usually contain "redundancy”,
that is, they provide more information than is strictly necessary. An example will
make this clear. Take the English sentence “Three books are on the table”, In this
sentence the concept of plurality cccurs in three places: (1) use of the word “three”
(more than one), (2) plural marker & in books, (3) the verb ‘are’. Redundancy
reduces the likelihood of error in the reception of messages in cage there is some
loss of information during the transmission through a channel. Redundancy is
related to the probability of the appearance of a signal.

Another important concept is the notion of channel capacity : how much
information can be transmitted in a given unit of time,

In this early phase of psycholinguistics, research studies focussed on two main
themes : (1) whether the units identified by linguista had psychological reality
(specially in perception), and (2) the effects of the probabilistic structure of the
linguistic code (frequency of units, redundancy, sequential dependence etc.) on the
' performance of subjects in task of identification, recall and anticipation.

5.2.2. The Second Phase : Language as Grammar

In the earlier section the first phase in the development of psychotinguistics has
been described. Within a few years researchers encountered difficulties resulting
from the position taken. First of all, though a language exhibits statistical properties
(e.g. unequal frequency of units, differing probability of occurrence of units etc), it
ia quite likely that these properties result from regularities of a diffirent kind.
Chomsky demonstrated that there are more satisfactory theeretical models.

Secondly, Shaunon's information theory is a theory of transmission of information.
But by the mid-fifties, machines were developed which could process information.

From these two developments began the second phase of psycholinguistics.
Chomsky’s gyntue structures (1957) and J.A Miller’s work became so influential that
during the 1960s generative and transformational grammar became the almost
exclusive basiz of works in psycholinguistics.
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Pgycholinguistic research initially tried to prove the psychological validity of
Chomeky's descriptions. The formal rules for the generation of utterances were
interpreted as paychological operations and research was undertaken to confirm this,

Chomsky’s work influenced the study of language acquisition by children. Quite
a lot of work was done to establish “grammars’ of children’s language, where various
stages were identified and shown to progressively came to resemble adult grammar,

Other experimental work focussed on the psychological reality of transformations,
specially in the form of deri vational theory of complexity. This holds that ease or

- difficulty of processing a sentence is related to its transformational complexity.

5.2.3 The Third Phase : Present Day Trends

From 1970 onwards, psycholinguistics started to react against the domination of
generative linguistics. This reaction took two forms. Firat, some psycholinguists atill
accepted Chomsky's description of the structure of language as the most satisfactory
one, but focussed on the study of psychological procedures for the discovery and
implementation of this structure. Secondly, other researchers refused to consider
linguistic theory as the basis of their enquiry and tried to establish a psychological
model of the language user. :

In this unit we shall try to show the dead-end that the second-phase research
reached, and try to give you some idea of the kind of paychological models that have
been proposed. :

5.3 Some Issues in Psycholinguistics

We have already come across a number of issues which have influenced the
perspective adopted for study and research in psycholinpuistics. One of these is
whether grammar is central in psycholinguistic investigations. Some of the others
are : (1) does psycholinguistics deal with the knowledge of language ar does it also
consider language use as its domain? (2) does transformational generative grammar
represent psychological reality, (3) is language ability innate ? ]

5.8.1. Is Language Ability Innate?

According to Chomsky, the linguistic competence of human beings is due to the
existence of an innale language knowledge or language acquisition device LAD.
This innate knowledge is not functional or operational till some experience from the
world interacts with it. The experience is an essential element in the acquisition of
knowledge. Its role is not to form or shape knowledge but to activate the innate but
latent knowledge. Thus LAD provides a person with a particular grammar (lexis
and sets of rules) when he is exposed to the data of a particulars language. LAD
provides (a) the basic ideas for forming the particular rules and particular lexical
items of any grammar and b) the operational means by which such outcomes are
achieved,
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Chomsky postulates three classes of innate ideas for LAd : substantive ideas,formal
ideas and what D. Steinberg calls constructive ideas. Substantive ideas are those
which appear in relations or are manipulated by operations, that is, phonetic, syntactic
and semantic features. Formal ideas are those which express relations or
_manipulations, e.g. the Base rule and Transformational rule functions. In Base
rules, a rule like 8 — NP + VP, 8, NP and VP are substantive ideas while the
relationship of . iR irmmseee e Ay 18 Ehe fopmal ides. The
combination of substantwe and formal ideas provide the basis for the construction
of any grammar of a language.

The third class of innate ideas, the constructive, enable the mind to {:pnsﬁ'uct a
particular grammar using the substantive and formal innate ideas, when provided
with a particular language data.

. Chomsky presents a number of arguments to support his LAD theory, also referred
o as Universal Grammar (UG). However, there are counter arpuments as well, and
not everybody accepts the innateness oflanguage ability in human beings.

5.9.2. Does grammar represent psychological reality?

This really means whether models of grammar can also be models for the
processing of language. It would appear that Chomsky claims this. This claim was
explored in studies concerned with the derivational complexity of sentences and the
time taken to process them, usually for understanding. However, it was found that
the complexity of processing depends more on the meaning of the sentence and
‘conditions of use than on its derivational history. In pracessing language, a listener
certainly constructs an organized representation of a senlence. But there are
indications that such organizations are semantic in nature rather than syntactic. In
that case it is not possible to establish the psychological reality of syntactic and
transformational rules.

[You will notice that we have not given any detailed account of the large body
of experimental work done in psycholinguistics, but only referrred to some of the
conclusions that have been reached].

5.4. Is there a biological basis for language ?

15. H. Lenneberg, in his book Biological Foundations of Language [196’?} pointed
out that the slightly -unusual features shown by the human brain and the vocal
tract can be viewed as a partial adaptation of the body to the production of language.
Human teeth, lips, mouth, tongue and the Iai';-,rnx differ from the corresponding
organs of other primates and seem to be peared to speech. The lungs of human
_ beings and its breathing mechanism appear to be “biologically organized” for speech.
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5.4.1., Language and the brain

Fig 1.2. below explains language procesging by a sepaker and a listener. This is
the ‘speech chain’ proposed by Denes and Pinsons (1963) '

Brain ! Brain
S Sensory. nerves 'k‘

. e Ear Bensory nerves

Speaker —p sound waves === Ligtener

Feed back

Fig. 1.2. Bhowing the speech chain.

Two human beings, one ‘the speaker’ and the other ‘the listener’, are involved in
this act. The ‘speaker’ delivers sound waves and the Tistener’ receives it, In this act
three stages are involved—

1. Linguistic level : The formation of the message. The listener receives the
message through the ear and sends it through sensory nerves to the
brain. Then the message is encoded in the brain. This process recurs in
the speaker’s brain from the feedback of his /her own speech for
maintaining good control of articulatory targets.

2. Physiological level : The brain monitors the vocal muscles to produce
speech sounds through the motor nerves in the speaker. The message is
sent to the brain for encoding via sensory nerves.

3. Acoustic level : The sound waves are the main linkage between fhe speaker
and the listener. This is the only level which exists outside the speaker
and the listener. - ' :

The human brain is divided into a lower section, the brain stem and a higher
section, the cerebrum. The brain stem keeps the body alive by controlling breathing
and other vital functions. The cerebrum, the higher section, is not essential for
life : its purpose seems to be to integrate the human being with its environment.
This is the part of the brain where language is likely to be urganized.

The cerebrum is divided into two halves, the cerebral hemispheres, the left and
the right, which are linked to one another. The left hemisphere controls the right
side of the body and the right hemisphere the left side. Various methods for testing
which hemisphere controls speech, have shown that the majority of normal human
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beings, perhaps about 90 percent, have speech located primarily in the left
hemisphere. A further interesting discovery is that the location of speech centres in
the left hemisphere seems to be linked to right handedness.

Thia localization or lateralization of language in one half of the brain seems to
be a definite biological characleristic of the human race. This brain as:,rmﬁletw
develops gradually. From about the age of 2 onwards, one hemisphere becomes
progressively dominant. Lenneberg has suggested that the process may continue till
adoleseence, though other people like Krashen maintain that the process stabilizes
much earlier. This issue i8 important because lateralization may be linked to what
has been called a “eritical period” for language acquisition. This is the time when
children seem to be optimally equipped for acquiring language. If this is true, it has
important implicationa for teaching languages in school.

b.4.2. Parts of the brain

Various methods of investigation, mainly observalion and experiments, have
provided certain clear outline of facts relating to language. First of all, it is possible
to distingnish the area of the brain which is involved in the actual articulation of
apeech. This is located in the cerebrum, the front part of the brain, also known as
the “primary somatic motor area.” It controls all voluntary bodily movements,
including hands and mouth: Fig. 1.3. shows the major components of the brains, The
cerebrum is the front part while cerebellum is located at the back of the brain. In
figs 1.4. and 1.5 you will see other portions of the cerebrum marked. In Fig. 1.4 you
will also see that the primary somatic area is situated just in front of a crack or
“fissure” Tunning down from the top of the brain. The control for different parts of
the body works upside down : control of the fect and legs is noar the top of the head,
and control of the face and mouth is further down.

———Cerebrum

Cerebellum

—Brainstem

——Spinal cord

Fig. 1.4. The Brain and the components of the central nervous system.
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Fig 1.4. Showing areaa of the brain controlling volantary movement (Aircheson @ 1983)

But the section of the brain involved in the articulation of speech seem to be
quite distinct from areas involved in its planning and eomprehension. Where are
these areas? This ia where experts disagree. However, two areas seem to be
particularly relevant : (1) the neighbourhood of Brocas area (in front of and just
above the left ear) and (2) the area around and under the left ear, known as
Wernicke’s area. In Fig 1.5. below, the shaded area marked 1 shows the Broca’s area
and the shaded area marked 2 indicates Wernicke’s area. '

IFig 1.6. Showing Broca’s and Wernicke's areas.
(Aitcheson : 1983)

These areas are important for speech comprehension and production. It has been
found that damage to Broca’s area often hinders speech production and damage to
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Wernicke's are a frequently destroy speech comprehension. Fig. 1.6 below provides
a schematic view of the lanpuage area of the left hemisphere.

Language and the brain

arcuate fasciculus
fibers for

repetition

Broca's area
speech planning
and output;
aspecta of syntax

Written mput

anditory input Procassor

pProcessor Wernicke's area
speech comprehension

Fig. 1.6. A schematic, view of the language area of the left hemisphere.

In addition to these, there are probably deeper interconnections below the grey
matter of the brain, about which little is known, Some neurologists believe that
inter connections are as important as the areas themselves and claim that major
speech defects occur when these interconnections are severed.

5.4.8. Speech impairments as evidence

Speech impairment of various kinds (different types of aphasia) due to head
injuries, provide evidence of the link between speech and the brain. We have not
enumerated the various speech problems that oceur in speech impaired subjects. So
we will mention just a few of these : stuttering, pauses, repetition of one word only,
grammatical words left out, lack of naming ability, creating non-words, phonemic
substitution, associated lexical item replacement, nonfluent spontancous speech
ete—all related to speech production; failing to understand simple syntactic
rolationships, inability to understand meaning, inability to comprehend abstract
words ele,~ all related to the comprehension of speech.

5.4.4, Lateralization of the brain
In this subsection you will be told about some of the functions of the left and the
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right hemispheres of the brain. The left hemisphere ia known as “analytic” while the
right hemisphere is "creative”. The list below will tell you how the two hemispheres
ghare different functions.

Left Hemisphere Right Hemisphere
1. Analytical taﬂks. 1. Perception
2. Categorization 2. Matching of global patterns
3. Calculations 3. Bpacial Orientation
4. Logical organization 4, Greatj'.ve. sensibility
5. Information sequencing 6. Musical patterns
6. Complex motor function 6. Emotional expressions
7. Language 7. Face recognition

This separation of the two hemispheres according to lunctions is known as
“lateralization”, _

Two points need to be noted. In young children if the left hemisphere is damaged,
the right hemisphere can take over the language function of the left hemisphere,
Secondly, though syntactic and semantic correlations are processed in the left
hemisphere, single lexical items seem to be processed in the right. Further,
interpretation of metaphors, understanding of discourse, telling a story, understanding
of ambiguous sentences and production of intonation patterns in sentences —all
seem to be controlled by the right hemisphere. '

' 5.5. Language Processing

Language processing refers to the way people understand and produce language
for use. Psycholinguistics is interested in finding ouf exactly what people do when
they understand, produce and use language in real life. This means building up a
maodel of the processes and units through which the processes operate. So far, the
attempts have been tenlative and exploratory. General indications are available,
but details of the processes as yel have not been del'muvnl_v established. In the
following sectiona an overall view of such ﬁndmgﬁ will be provided.

5.5.1 Comprehensgion

In earlier sections you have seen that syntactic and transformational rules do
not represent psychological reality and hence cannot be used for a model of languages
processing. As a consequence, psycholinguists turned to pragmatics for a
characterization of what language is. The advantage is that within this approach
langiage can be seen to'be linked to the context and situation of its use and hence
language utilization can also be accounted for, { '
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@ Language ae Pragmatice

From the pragmatic point of view, language is seen to consist of speech acts or
functions, propositional content and thematic structure. These are all units of meaning,
and are expressed through syntactic structures of one kind or another.

Speech acts refer to the function of sentences in use. Examples of speech funetions
are promising, apologising, thanking, asserting, commanding ete. To understand
what somebody saya, the listener should be able to recognize these functions.
Propositional content refers to the ideas around which a speech act is built. A
sentence is a combination of the various propositions it expresses. A proposition
typically consists of a verbal unit plus one or more nouns. For example, the sentence
John is a bachelor can be represented as the proposition Bachelor (x). Fig 1.7 below
shows some basic types of propositions. '

SIMPLE SENTENCES SENTENCES WITH PROPOSITIONAL
' VARIABLES FUNCTIONS

1. dJohn walks . x walks Walk (=)

2. John is handgﬂmu x 18 handsome Handsome (x)

3. John is a bachelor % iz a bachelor .Bachelnr tx)

4, John hit Bill x hit y ' Hit (x, y)

. dJohn ig in Paris | xlsiny In (x, ¥)

6. John gave Fido to Many x gave y to z | Give (x, y, 2)

Fig 1.7. Showing six aimple sentences and their corresponding propositional functions.

Of the six prupnsjtidnal functions, walk (x), Handsome (x) and Bachelor (x) are
all one- place functions, Hit (x, y) and In (x, y) are both two place functions and Give
(%, v, 2) i8 a three- plak:e function. In Enplish some functions are expressed as verbs,
some as adjectives, some as prepositions and some as nouns.

Thematic structure of messages refer to what the listener does and does not
know, so that speakers can supply what listeners do not know. And this is the
reason why listeners listen. In English thematic structure has three main functions;
(1) to convey given (= known) and new information; (2) provide subject and predicate,
and (3) supply a frame and insert. Some examplea will make this clear. Take the
sentence. ' :
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It was the rain that destrayed the crops.

Here it is known that crops have been destroyed. But what destroyed the crops?
Tll'm new information is the rain. Sentences signal the new information by the use .
of stress, with the greatest emphasis and the highest piteh.

When people talk, they have something they want to talk about and something
they want to say about it. These functions are conveyed by the subject and the
predicate.

Take the sentences

a) The police canght the thief
~b) The thief was caught by the police

When speakers use a), they are talking about the police and what they did. When
they use b), they are talking about the thief and what happened to him. Subject and
predicate are thus important for carrying out the purposes of a conversation. They
allow the participants to keep track of what each other is talking about at all times.
These have another purpose too. It is quite conceivable that listeners would store
the fact in one way given sentence a) and another way given h). In most sentences,
the subject is the given information while the predicate provides the new.

When speakers place a particular phrase at the beginning of a sentence, they are
deliberalely frying to orient their listeners toward a particular area of knowledge.
opeakers then use the nest of the sentence to nurrow down what they are h*}ﬁng
to say. For this reason the first phrase is called a frame and the rest of the sentence
an insert for that frame, .e.g.

On the film set, Mrs Fields was delightful.
Hardly ever did Mr Fields crack a smile.

In the simpliest sentences the frame coincides with the subject and is part of the
given information.

So far we have talked about sentences. However day to day use of language
continues after one sentence. People engage in conversations, stories, gossip and
jokes which consist of a succession of sentences in a highly organized social activity.
Stories, jokes and essays have structure, ao does even the most trivial conversation.
In fact, speech acts and thematic structure make sense only within the larger
framework of discourse. It is the nature of discourse which determines which speech
acts are appropriate, and what should be piven information, subject and frame in
each utterance.

® Processes of Comprehension

If this 1s the nature of language use, how does one make sense of it ? Clark and
Clark (1977) propose the use of two processes for comprehension : (1) the construclive
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process and (2) the utilizations process. In general terms, with the help of the
- construction process, listeners construct a hierarchical arrangement of propositions
and interpret the message, perhaps utilizing clues from the syntactic approach.
The utilization process refers to the listener’s mental processes in utilizing a
sentence as the speaker intended. Inference and problem sul\rmg are central to the
utilization procesa. Behind this lies the Co-operative principle, the fact that apeakers
and listeners co-operate with each other. For a start, listeners have to infer what
specch act is being performed. Is the speaker asserting something, making a request,
asking a question, making a promise or what? The answer can often be inferred
directly but some times have to be inferred indirectly. There are then other problems
to be salved : what doea the piven information refer to? What are the pre-suppositions?
Do | know the answer the guestioner wants? How should I express the answer ?
How can I accomplish the goal bei ng requested?

s Some Problems

Doing all these bring in several problems. The first one is of memory. Since there
iz a limit to the capacity ofthe memory, too much information (e.g. a very long or a
complicated sentence) makes language processing diffienlt, The content and accuracy
of what we remember is influenced by the type of language used, the way we
listened to it and the way we are trying to produce it, e.g. verbatim or not.

5.5.2, Lanpuage Processing : Production

Speaking is fundamentally an instrifmental act. Speakers talk in order to have
some effect on their listeners. They assent things to change their astate of know-
ledge. They ask questions to get them to provide information. They request things
to get them to do things for them. They promise, bet, warn, exclaim, joke in order
to affect them in other ways. Speakers begin with the intention of affecting their
listeners in a particular way and select the appropriate speech act fo bring about
the desired effect or outcome.

Language production or speaking thus appears to involve two types of activity:
planning and execution. Speakers first plan what they want to say based on what
they want their listeners to do. Then they put their plan into action. How do they
plan? Briefly speaking, the process seems to be a top-to-bottom one; beginning with
the most general agpect and then proliferating down to the most specific one. The
process may look like this :

(1) Discourse plans : Speakers have io demde what kind of discourse they are
participating in : a conversation, telling a story, giving instr uctions, making a promise
on what? As each kind of discourse has a different structure, utterances have to fit
in order to contribute to the discourse.

(9) Sentence plans : Selecting the discourse along with the intention to send the
right message, speakers must decide on the speech act, organize the message and
decide on the given and new information.
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(3) Constituent plans : Once the global characteristics of a gentence has been
decided upon, speakers can begin to plan the constituents. For this the right words,
phrases or idioms have to be selected and put in the right. order,

(4) Arvticulatory programme : As specific words are chosen, they must be integrated
into a programme which will assign the appropriate stress and intonation patterns,

(9) Articulation : This is done through step no 4, resulting in audible sounds, the
speech the speaker intended to produce, while doing all these, the speakers also
need to select the level of familiarity and formality based on Jjudgements of social
factors. '

In this section you have seen how language is processed both for comprehension
and production. One question arises here : are comprehension and production totally .
different? It would appear that the two processes are partially the same and partially
different. '

5.6. Language Development

Peycholinguistics is interested in two kinds of language development : (1) the
acquisition of the first language by children and (2) the acquisition of a second
language by children, adolescents and adults.

5.6.1, How do Children Learn their First Languages?

Twu types of explanation have been put forward to account for the nature of
language acquisition. Aitcheson calls them the content approach and the process
approach, Chomsky’s proposal is the content approach. He believes that children
some how know that all sentences have a deep and a surface structure. Thia
knowledge enables them to infer abstract deep structures which are not visible on
the surface.

However, subsequent research has demonstrated that children have relatively
little advance knowledge about their first language. The alternative is a “process
approach which suggests that children have in built puzzle-solving equipment which
enables them to process the linguistic data they come across. Whichever approach
g taken by a child, the result would be more or less the same. However, some
studies have found that Chomsky's claims can not be supported,

The fact remains that we do know what kind of stages a child passes through
in his language acquisition, but we still do not know how the child makes a transition
from one stage to the other

A number of ways have been suggested in which people think children learn
language. One of these is imitation or mimicking. Others are overt connection of
form by adults. It has also been sugpeated that “motherese” or the way mothers talk
to their children help them to learn. ]

Research suggests that imitation and overt connection of form does not have
much effect on children’s learning. However parents’ talk seems to be impnr-tant
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since it provides a rich environment. Parent talk is highly grammatmal and simplified
and relates to what is happening in the immediate environment and concrete
referents. Adults also tend to use higher pitch, slower speech, repeats or paraphrases,
more pauses and more distructive stress. Such exagger ations highlight and focus on
important constituents, helping the child to remember these more easily. Expansions
also help the child in the same way.

Initially children seem to use words and phrases hnlaphrastmdliy, then use them -
in known environments and then try them out in new contexts. They also seem to
use some kind of rule or regularization in handling grammatical forms. (e.g. gold,
sheeps etce). '

Prior to uttering speech sounds infants make a variety of snunds like vooing,
erying and gurgling, later children begin to babble, that is repeat consonant-vowel
combinations. From babbling infants move on to utter their first word. At this point
some of the sounds nsed in his language have to be learnt. Such sounds are acquired
in a front to back order, with /p/ /b //t//d /! m/ preceding /k/,/ g/

At the speech phase, one-word utterances oceur first. Naming of objects ie one of
the first uses to which children put-words. However children also use there same
words to express complex thoughts involving these objects.

Noxt comes two or three-word ntterances, around two years of age, when children
become aware that adding more words improve their communication. At this point
of time a child uses his utterances for a variety of purposes, displaying a whole set
of complexity of semantic relations, Function words such as articles, propnsltmns
and conjunctions show a low incidence of occurrence. Nouns, verbg, and adjectives
mainly appear in the utterances, This is known as the telegraphic stage. The word-
order in the child’s utterance is close to that of the EpEE.'Ch of the mature speake.r

o.g. my cup rather than cup my.

When the child begins to produce larger utterances, function words, infleefions
and complex syntactic structures begin to appear. With the production of longer
utterances, simple structures are manipulated to produce more complex ones.
Pronominalization, guestion and negation begin to be acquired.

By five years of age, most children are able to produce most of the essential
structures of their language. Passives and other complex structures are acquir ed
later.

5.6.2. Second Language Acquisition

How do second language learners learn a second language? You will learn about
this in Module 4. Tn this section it will be pointed out that second languages can
be learnt oulside the classroom or inside a clagsroom. This difference in the learnmg

confext may lead to a significant dl[TE.lEI'iEE in how much has been learnt ami whaf:'
has been learnt.
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There is also the question whother children are better in learning a second
language or do adults learn better? There is no doubt that children are better in
pronunciation, but adults may do better in gprammar and vocabulary acquisition,

Also, there are good and bad learners of a second language.

9.7. Let’s Sum up

In this unit we have dealt with the scope and definition of paycholinguistics, its
concerns, issues within the discipline, the relationship between languape and the
brain, processes of language comprehension and production and language
development in the child.’

~ 8.8. Glossary

Aphasia : a type of language disorder resulting from brain damage
Dyslexia : problems with reading

5.9. Questions for Comprehension

What does psycholinguistics deal with?

How will you define psycholinguistics ? .

What is the relationship between the brain and language use?
Which areas of the brain are responsible for language? In what way?

oo o

Briefly describe the various phases in the development of psycholinguistics
as a discipline. :

What do you understand by “language processing” ?
How is language comprehended?
How is language produced?

© ® >

What is pragmatics?

10. What does language impairment tell us about language?

‘11. What are speech acts?

12. What iz thematic organization?

13. What do you understand by “propositional content” ?

14. What part dees memory play in language comprehension?

15. What characteristics does the two and three-word phases of child language

have? .
16. What processes do children use for learning the first language?
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6.0 Objectives

The aim of this unit is to give you some idea of

® Whal bilingualism is

@ In what contexts bi- or multi-lingualism oceurs

® Various types of bilingualism

@ BSome theoretical issues related to the conceptualization and analysis of
bilingualism.

@ What the implications are for the teaching and learning English as a second
language in India. -

6.1. Introduction

6.1.1 Basic concepts

Bilingualism or the ability to use more than one ianguage has been in fact a
part of human lust-ury ever since it began to be recorded. With the tremendous
increage in population coupled with an increasing inter -cultural and international
intercourse, bilingualism i1z more apparent today than ever belore. According fo
Mackey (1968 :555) bilingualism is not a phenomenon of language; it iz a
characteristics of its use. It is not a phenomenon of the code but of the message It
does not belong to the domain of “language” but of “Parole”.

If language can be identified with the group which uses it then bilingualism can
be identified with the individual. His functional use of two languages presupposes
the existence of two different language communities but it should not be mistaken
as the prevalence of a bilingual community. The bilingual community can be identified
as a mutually dependant collection of individuals who have reasons for being
bilingual. According to Miller (1984) bilingual communities can be defined along
several dimensions. It should be borne in mind that the dimensions are not mere
labels for innumerable opposites, for example atable at one pole and unatable at the
other pole, but are continua where any given community might be characterized by
its relative position on the continuum between two extremes. Another point for
congideration is that these dimensions do not operate independently, but typically
form a complex of interacting variables.

Different monolingual communities, which may be prone to contact can also
contribute to the emergence of bilingualism. For example, most socicties have at
least some contact with other communities for the purpose of trade, conquest,
consultation and so forth, and as a result they must communicate their desires and
needs to one another. Such communication is usually carried out by the group of
individuals conversant in the languages of both the communities. Bilinguals thuas,
share the linguistic systems of both the speech communities and can be considered
membera of two cultural communities according to the degr:ae of participation in the
two separate spheres of activity.
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6.1.2. The origins of Bilingualism

Bilingualism has always been associated with the notion of contact. Contact between
two communities, especially if the two communities speak two distinctly different
languages or even two different dialects, requires a suitable medinm for subsequent
interaction and eventually the situation is just appropriate for the development of
bilingualism. We are all familiar with the periods of bilingualism as a result of the
movements of peoples during the great invasions which helped bring about the fall
of the Roman Empire; the mass European migrations to the Americas between the
1880%s and the 1920’s and the resultant bilingual immigrant communities. In recent
times we have seen, thousands of displaced persons, refugees and prisoners of WaT,
who had to become biolinguals to survive. In prison camps and in the subsequent
post-war refugee areas set up in Europe by the United Nations and the International
Refugee Organizations, people speaking many different tonpues found themselves
grouped together and soon realized that they were unable to communicate among
themselves or with the authorities without a rudimentary knowledge of German in
addition to their own language. Later, may of these people had to learn still another
language in order to be able to work in the country to which they had migrated.

The events of history can modify the facts of geography, as far as bilingualiam
is concerned. Historical events result in the changing of national frontiers and
political groupings. Political federalism has encouraged the bilingualism of Malaysia.
Yugoslavia and the USSR by accepting the permanence of minorities within ita
boundaries. In turn the State assumes the responsibility of maintaining a stable
bilingualism for these groups. It may not be efficient and economical under these
conditions, to sustain a language; but national and political values may nevertheless -
require its preservation. This has been the case for Eire in Ireland and Hebrew in
lerael. Bilingualism has been an important fact of life for a large cross section of
the population throughout the history of the British Isles. Succeasive movements of
European peoples have seen the emergence and also the development of British
culture through out the centuries, cach ethnic group interacting with the group
which went before and contributing to the process of cultural and linguistic change.
The English langnage today i a living testimony to this process. The Angles, the
daxons, the Vikings and the Normans all helped to shape its development and
continue to exert an influence on its present form (Alladina Edwards 1991).

6.1.3. Bilingualism in the Indian Context

In the Indian context mainly due to active bilingualism of Indian languages and
English among educated classes during the past few decades, various slyles and
expressions have been supplemented in the stock of Indian languages, to qualify

. them for new roles introducing the concept of a saleable commodity (Bandyopadhyay
1991). This has also had its influence on various important reference works like
grammars, dictionaries, translations, glossaries, and other teaching materials that
have been published. Bayers (1986) states that “India is one of the world’s oldest

~multilingual societies which is made more complex due to ethnic, socio-political,
economic and religious diversity”. In India we have huge cross sections of ethnic
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groups ranging from the most backward to the most modern civilized groups with
unlimited opportunities for interactions between the most diverse of cultures, Bayers
(1986) adds that “in modern technological societies circumstances necessitate larger
extensive group interaction at various levels of behaviour. India is no exception to
this”. Ramakrishna Reddy (1987) states that bi/multilingualism i a predominant
characteristic in the Indian situation, and it ig obvious that there are numerous cases
of inter influences between the large number of major and minor languages belonging
to the three major language families in India, namely Indo-Aryan, Dravidian and
Munda. Not only is there interaction between the various major languages like Bengali,
Hindi, Oriya, Telugu and Tamil but also interaction between one or more of the major
languages in question with some of remote, lesser known or even unknown minor
tribal languages such as Kuvi, Konda, Pengpo, Parengi, Savara, Gutob-Gadaba and
Manda. It is also because of the diffusion of systems over centuries of cohabitation
that the three linguistic families have developed the structural iso-morphism which
iz manifest in various spheres of linguistic interaction in India even today.

. Pandit (1972) emphasizes that one of the significant features of multilingualism
ia the existence of stable bilingual or multilingnal communities, According to him
people in large metropolitan centers or district towns maintain their language identity
for generations despite their ‘minority’ status. In their domestic settings they speak
their own language and also during such other dealings where the speakers of
‘minority’ languages come in contact with each other. They apeak the majority
language in other contexts.

To reiterate what Pandit (1972) said, Rangila (1986) adds that bi/multilingual
communities are stable in Indian situations because people in general get accepted
aince there ia a cultural identity and homogeneity among them in spite of language
and other differences. Pattanayak in an editorial comment in Lal (1986) refutes the
notion of India, especially agricultural India, being a static suciety saying that, “contrary
to the belief that pre-dominantly agricultural India was a static gociety before modem
times, India has always been in ferment because of dynamic encounters of people
speaking different languages belonging to different ethnicities and practising different
religions. Respect for the ‘different’ permitted each group to retain its cultural
distinctiveness and yet establish linkages either by being bilingnal, developing a
pidgin or adopting a language of wider communication. In all cases languages in
contact had to give up some of their angularities and adopt features of the other,
leading to convergence which has resulted in India being considered a single linguistic
area.

- 6.2. Bilingualism : Some Theoretical Considerations

Bilingualism i an important practical and theoretical problem. According to
Paivio and Begg (1981) its practical importance stems [rom the fact that many of
the world citizens speak more than one.language. They do g0 -becausge they live in
countries that are made of diverse linguistic groups or that border on countries
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with different languages. They add that whatever its origins, bilingualism possesses
important social problems, ranging from language based social conflicts to the
practical problem of providing educational opportunities in one or more languages.
The social problems in turn raise theoretical questions about second language
acquisition and the social psychology of bilingualism. In addition, the mere fact of
possessing two or more language repertoires poses interesting puzzles regarding
the nature of the underlying memory system, thought processes, productive efficiency
and the like. :

From the view point of linguistics, bilingualism is of considerable interost because
of its important role in the determination of historical changes in language systemsa.
When speakers of different languages come into contact for extended periods of
time, significant changes in one or both of the language systems involved, invariably
result. The emergence of middle English as a result of the Norman invasion of
England is a well known example. '

Gumperz (1971) explores the multilingual setting in a village called Kupwar
where the languages of a Dravidian family [Kannada and Telugu] and the members
of the Indo-Aryan branch of the Indo-European family [Marathi and Urdu] are in
constant contact. He is of the opinion that the Kupwar varieties have processes of
reduction and convergence suggestive of pidginisation and creolisation. Because of
the interference that normally oceurs hetween first and second languages within
the individual, the bilingual speaker plays a significant role in this regard,

Bilingualiam affects much more than the languages involved, however, and social
scientists the world over are exploring may facets of its effects on the individual and
the society. At the paychological level there are several key issues: [a] relative
proficiency in two languages and its effects on one's intellectual functioning, [b]
belonging to two language communities and the resultant effect on one’s personality
and sense of identity and, [¢] the effects of bilingualism on one’s perception in
determining one's social interaction with others. Sociolinguistics concentrates on
the linguistic organization of a society and language variation interposed by the
presence of more than one language in a society and the resultant interactive
discourse, the social, cultural, psychological and economic values that determine the
-norms of such interaction, falls clearly within this domain,

Before an adequate theory of hilingualism can evolve, an ever widening scope of
sociological faclors must be included to explain bilingual speech and language
behaviour. A more promising approach is the study of functional language
development, i.e., the use of language for new roles. Such analysis is best carried
out by examining language samples for various categories, their occurrences within
or across groups, and their generalisability to other populations.

6.3. Some Definitions of Bilingualism

The concept of bilingual classification :

The term bi/multilingualism owns open-ended-semantics. The different definitions
lo explain the term bilingualism will clearly show the diverged conceptualization,
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Some of the thoughts put forward by different scholars through time can help us
understand the phenomenon of bil multilingualism.

The dilernma of whether [a] relative proficieney or [b] native-like control of two
or more languages is to be considered bilingualism makes it difficult for the linguist
to decide which of the two concepta would be more appropriate in oftering a definition
of bilingualism. Bloomfield (1933) seems to contradict his own concepts. Initially for
him a specialist bilingual is one who displays a native-like control of his two
languages and he concludes his statement in a tentative fashion by terming it as
a relative degree of ability. Bloomfield (1933 : 566) wrote : “in....cages..where ...
perfect foreign language learning is not accompanied by loss of the native language
it resulta in bilingualiam, native-like control of two languages. After early childhood
fow people have enough muscular and nervous freedom or enough opportunity and
leisure to reach perfection in a foreign language; yet bilingualism of this kind is
commoner than one might suppose, both incases of those of our immigrants and as
result of travel, toreign study or similar association. Of course one cannot define a
degree of perfection at which a good foreign speaker becomes a bilingual : the
distinetion is relative”. Mackey (1968] on the other hand szeems to emphaeize two
factors, (a) degree of bilinpualism as being relative and (b) the existence of two or
more languages qualify one as a bilingual. Stressing the concept of relativity Mackey
{1968 : 5565) states, "it seems obvious that if we are to study the phenomenon of
bilingualism we are forced to consider it as something entirely relative. We must
more over include the use of not only two languages but also of a number of -
languages. We shall therefore consider hilingnalism as the alternate use of two or
more languages, by the same individual”. In a more cautious approach Mackey
(1968 : 555) adds, “the point at which a speaker of a second language becomes
bilingual. is either arbitrary or imposgible to determine. Secondly not all native
speakers are equally perceptive and not all have the same richness of vocabulary
or versatility or structure. Thirdly, absolute mastery of two languages is very rare”.

This cautious view expressed by Mackey is justified in the seénse that with the
available quantification technigques, determining the degree of bilinpualism or
language dominance is very difficult. To categorically and factually state the actual
status of the bilingual also keeping in mind the constrainis of such evaluatory
techniques is well nigh impossible. Mackey (1956) had also expressed the opinion
that bilingual language use must first be studied in an attempt to stabilize the
theoretical basis defining bilingualism. He also hoped that such studies would
perhaps help one to approach the problem of the degree of hilingual proficiency
more realistically and with greater accuracy. Oksaar (1972) in his earlier works also
approached the aspect of bilinpual competence with a note of caution. He was in’
favour of combining qualitative methods with quantitative ones if research on the
competence of bilinguals was to justifiably manifest how natural languages actually
function. Mackey (1968) was in favour of a bilingual classification system which
includes the following features:

1. Number of languages involved : in specifying the number of languages involved
or used, Mackey further extends the study of bilingualism to encompass
multilingualism or plurilingualism.
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2. Type of language use : This division includes languages used and the
relationship between them. These may be dialects of the same language,
languages of the same family or genetically unrelated languages.

Influence of one language over another : This includes phonetie and phonemic

influences, lexical influences determined with compatibility, structural
function, class size and frequency.

=3

4. Vacillation : Bilingual proficiency is not static and a speaker may change his
proficiency of either language. Speakers sometimes prefer to speak one
language rather than the other at certain times in their lives.

6. Degree of proficiency : Proficiency may fall anywhere on a continuum from
native-like mastery of two languages to incomplete mastery of two languages.
Most scales existing today measure only certain types of linguistic skills in
gpecific areas of language.

Kachru (1965) conceptualises bilingualiam as existing on a cline or continuum
with a zero point at one end of the cline representing competence in one language or
monolingualism, and the other extreme representing ambilingualism or native like
control of two languages. Like Mackey, Kachru feels that the theoretical basis of
bilingualism needs to be stabilized. But what would be difficult to decide iz how one
would award the points and what would be the criteria on which this rating justification
would be sought to place an individual on a particular point on the scale of continuum.
Most of the definitions discussed so far are rather generally conceptualized with Very
little information on the functional aspect. The gradations in the communicative
elements in bilingual usage are also not known through them. Mac Namara (1967)
takes a much more lenient view of bilingualism. According to him the possession of
at least one of the language skills, listening, speaking, reading or writing in a second
language even to a minimal degree, is enough to term one as a bilingual. He argues
that bilingualism must be viewed as existing on a continuum or a series of continua,
which vary amongst individuals along a variety of dimensiong. This view is shared to
some extent by Fishman (1966) who terms the concept of ideal mastery of the languages
concerned as unrealistic. He is of the opinion that if bilingualiam is to be defined as
equal and advanced mastery as being analogous with the categorization of ‘genius”
with ‘intelligence’ or for that matter if oric were to define health as equivalent to a
complete absence of any dysfunction then such classification would exclude most of
the natural bilingual population of the world, leaving only a few teachers and
translators to qualify as bilinguals. Fishman suggests an alternative set of parameters
to examine bilingual qualification which will be discussed later in the same section.

One of the important distinctions in the area of bilingualism is Fishman's (1966)
distinction between societal and individual bilingualism. In the study of societal
bilingualism, the linguistic forces present in a community, their inter-relationshipe,
the synchronization between political, economie, social, educative and cultural forces
and languages are accounted for. The basic assumption for this field of enquiry is
that in complex stratified societies many social differences are lanpuage linked.
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Kijolseth (1978) states that. “..language plays an important role in the differential
social distribution of positive and negative social values both of a material and
symbolic nature”. Fasold (1984 : 8) adds, ‘at the individual level multilingualiam
serves as an interactional resource for the multilingual apeaker. Typically,
multilingual societies tend to assign different tasks to different languages or language
varieties’. Here the question of domain comes in and especially in a multilingual
society like India the role of the domain is very complex and here it is actually the
individual who from his multilingual experience backed by his command over two
or more languages ia in a position to decide ‘which' language in his linguistic
repertoire would be strategically advantageous to use in ‘what’ situation. As
Southworth (1976: 224) says, “bilingunals develop functions of linguistic heterogeneity
which [potentially at least] go beyond the expressive poasibilities available in a
single code”.

Fishman (1967) argues hilinguals be examined in terms of dominance
confipurations which are derived from the measurement of bilingual performance in
terms of simultaneous interaction of (a) media-speaking, reading and writing; (b)
role comprehension, production of an inner speech; (c) formality levels—intimate,
casual and formal levels, and (d) the domains of bilingual interaction, work, home,
achool, church, government, and other settings. It is also important to mention here
that any rescarch aimed at establishing a matrix of this nature should alzo think
in terme of building up a network in terms of the respondents reference to
authenticate his claimed language behaviour. It should be noted that bilingual
performance in the aforementioned areas ia rarely, if ever, equal, due to a person's
personal history and place within the social hierarchy, but dominance configurations
gerve as a scheme for the analysis of bilingual lanpuage use. In the Indian context
Fasold (1984) talks about the lack of clear lines of demarcation among some of the
Indo-Aryan languages and Khuhchandani (1977 ; 40) calls it ‘fluidity’ “A speaker
may control a verbal repertoire which makes him a native speaker of a range of
speech that is labeled with more than one dialect name. Much of what is called
‘bilingualism’ in India is more of a matter of inherent variability than of
codeswitching”. [Fasold 1984:23] Pandit [1979) has provided an interesting insight
into the stable hifmultilingualism so common in India; he emphasizes that linguistic
competence is often restricted to the minimum usapge required in specific settings.
Milroy [1987 : 185] from the point of view of researchers says that, “The enhanced
conaciousness which bilinguals have of competence in two separate codesa makes it
feasible for researchers to ask speakers to report actual behaviour, in addition to
observing it themselves. The choice then seems to be between questionnaires which
attempt to discover situational factors controlling language choice, and the ‘language
diary’ which is a record of a speaker’s choives over a given period. Milroy [1987 :
187] adds, “As a consequence of....... difficulties of direct access to the speaker’s
knowledge of langnage use, much self report by bilinguals ia mntradmted by
observation of actual behaviour”. A small example of such a situation arose when
I was ‘asking one of my respondents as to what language he used, to converse with
hia brother, to which he replied without hesitation that it was obviously Bengali.
Immediately we were interrupted by a phone call and my respondent spoke to the
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caller for more than five minutes in a mixture of Dakhini and English. At the end
of the call he quipped almost spontaneously, “that was my brother”, Therefore the
difficulty associated with any self-report method of data collection, quite distinet
from the effect of stereotyping, is that people generally do not have a clear awareness
of which aspects of their language use are of interest to the linguist, or for that
matter bilinpuals do not veaually seem to remember which language was used in a
particular exchange. Sometimes they feel that projecting themselves as parochial
and as language preservationists, would be more in line with the researcher’s
expectations. : o !
Mackey [1979 : 458] has the following suggestion if we are to evolve a general
and unified theory of bilingualism. “If we are to succeed in our ohjectives of effoctively
describing and measuring bilingualism we must altempt to elaborate common
categories and common or related types of representation of the same phenomena
to describe such inherent differences as may exist between the unilingual, the
differences among the bilinguals themselves, the infer-personal and inter-group

relations among and between bilinguals and unilinguals”.

In conclusion, description of bilingualism are varied and extend along a continuunm
from the strong Bloornfieldian version of ideal mastery of two languages to that of
Halliday (Halliday and Stevens [1964]) who considers monolingual speakers as
bilinguals since their ‘language behaviours’ are very similar. As one proceeds from
the strong version to the weak version of bilingualism, there is an ever widening
scope of sociolinguistic factors that are seen as crucial to the evolution of an adequate
description of bilingualism, Current sociolinguistic thinking is that an adequate
description of bilingualism must take into account the sociological context in which
bilingualism exists arid also the speech communities’ norms for language use in
various domains in contrast to the norms of actual usage, by the bilingual reapondents
in any given situation,

In India there is always a need to study the ever fermenting situation because
of the linguistic heterogeneity which in turn creates a dynamic situation where
people speaking different languages, not to mention the numerous dialects, belonging
to different ethnicities and practicing different religions come into contact with each
other. Secularism and respect for the ‘different’, created an environment whereby
each group was allowed Lo retain its cullural distincti veness and yet establish a
linkage either by being innovative in their bilingual pursuits or adopting a language
of wider communication. :

6.4. Kinds of bilingualism : with reference to their
applicability in certain situations in the Indian context

Introduction

According to Bell [1983 : 118] “Multi-code usage is normal 1ir_igu_iat1c behaviour
whether it be intra-or inter-language switching and, in rather simplistic terms, it
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might be better to think of the bilingual, not as an oddity but as an ordinary
individual, whose repertvire happens to contain codes which, in others would be
labeled as separate languages. However, put in this way, the notion of bilingnaliam
vanishes in the triviality of recognising that all speakers adopt varying styles to
suit varying purposes—a truism which is hardly calculated, in itself, to advance our
understanding of language use”. The monitoring of bilingual activity is not always
dependent on the individual but could also be doctored by the society in guestion,
sometimes out of necessity and sometimes accidentally. There can never be universal
factors to try and view bilingualism as just a uniform one-to-one correspondence,
either in the ability to speak two or more languages with equal dexterity, or ‘lovking
at it just as varying degrees of linpuistic proficiency in the two or more languages
of the bilinpual. I have made an attempt here to describe the various kinds of
bi lingualism and also looked for corresponding examples from Indian languages
wherever applicable. Phol [1965 : 343-79] did a systematic classification of different
kinds of bilingualism.
Some of his widely recognised types of bilingualism are as follows :

6.4.1. Horizontal Bilingualism

Thia iz found in situations where two distinct lanpuages have an equivalent
status in the official, cultural and family life of groups of speakers, Fx. Fleming in
Brussels [using Dutch and French] the Catalans [using Catalan and Spanish] and
GQue'be’equois in certain areas [using French and English]

An important example in the Indian context is the relationship between Hindi -
and Urdu. Both share substantially the same phonological and grammatical syatem.
Howover their writing systems are different. Their historical and eultural statuses
are different and to a large extent they have a partially distinctive prose style.
Though they have distinctive scripts and Hindi has a Sanskrit based vocabulary
while the Urdu vocabulary is Perso-Arabic based, in many societies in India where
the two languages are spoken side by side they share a more or less equivalent
status in official and socio-cultural spheres of linguistic activity. Many writers dealing
with the sociolinguistics of India tend to emphasize the similarities hetween Hindi
and Urdu and refer to Hindi-Urdu [for example Kachru and Bhatia 1978;
Khubchandani 1977, 1978]. On the other hand when we refer to the English-Hindi
gituation we see that like most newly independent states, India was left with a
colonial lanpguage, as a language of the government. The English elitist dominant
groups were firm about continuing with English as the language of the govemment
but nationalista on the other hand were in favour of an indigenous Indian langnage
being adopted as the national language. Though Hindi qualified as the most likely
candidate by virtue of it being spoken by a vast majority in India, there were a lot
of problems in trying to phase out English. Opposition was mainly from Tamil Nadu
in the south of India and Bengal in the east. Both claimed that they had literary
traditions as rich as Hindi’s and in the minds of their speakers, had as much right
to be ‘national’ languages as Hindi did. The distribution of Hindi is also uneven in
India; from over 96% in the Hindi speaking states in the north to less than 1% in
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places like Tamil Nadu in the south. The technical vocabulary of Hindi had to be
further developed and upgraded before it was in a position to totally take command
for all official purposes. A fifteen year deadline. which was set for the complete
replacement of English with Hindi, expired in 1965, Among other reasons due to the
continued opposition to Hindi in the south, it was politically not poszible to make
the changeover, A law was passed in 1967 allowing the use of both Hindi and
English for all official purposes and the situation still exists. Besides in official
circles, English along with Hindi is also the language of not only the elitist but also
the language of the educated urban middle class, as (Gouldner [1979] terms them,
the ‘technical intelligentia’) in all socioeultural spheres of linguistic activity, The
hasts on the ‘morning show’ of ‘Doordarshan’ the official television broadcast,
systematically alternate between Hindi and English in popular fashion but the
strong undercurrents of official protocol are well manifest.

6.4.2. Vertical Bilingualism

In this type of bilingualism, a standard language with a distinet but related
dialect is used by the same speaker. The most accepted term for this type of situation
18 diglossia. Walloon Belgium [Walloon and French], Germanic Switzerland
[Sohwyzertutach and German] and Bali [Balinese and Indonesian] are cited as
some examples for this type of language situation. [Baetens, Beardsmore, 1982).

In India we have Tamil, which aptly suits the definition of diglossia as given by
Ferguson [1969], has two varieties viz, the spoken [low] variety and the literary
lhigh] variety. Karunakaran [1988] says that if one goes deeply into the Tamil
language one could easily identify the use of a third variety. This variety is
represented as a modern literary variety or standard spoken variety with functional
significance like the other two. He also goes to the extent of referring to the Tamil
situation as of today as being triglossic. A case of double-neated digloasia in Khalapur
has been reported by Gumperz [1964]. The Khalapur diglossic community can be
placed on a continuum from the super [high] oratorical style of village Hindi to the
super [low] ‘moti boli’ variety of the Khalapur vernacular. According to Fasold [1990]
within the high and the low varieties can be distingunished a higher and lower low
and a higher and lower high, which appear in form and function, to be microcosms
of the larger diglossic contrast. The situation as Fasold [1990] terms as ‘two little
diglossias’ within the ‘big diglossia’ is illustrated below: [incorporated from Fasold
1990: 47] f

h Oratorical atyle
........... Hindi........... H
1 Conversational style
Sat boli
h sirsroven BB APUT, oo s e I
1 - Mati boli

Fig. 2. Doublé-nested diglossia in Khalapur, India
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As Ferguson [1972 : 282] (cited in Fasold 1990 : 43) himself points out, speakers
of regional dialects of some languages frequently use their local dialect and the
standard language in ways that parallel the diglossic distribution. What is crucial
for Ferguson is that no segment of the community nses H in ordinary conversation.
In the standard-with dialects situation, the standard is often similar to the variety
of a certain region or social group [e.g. Tehran Person Kolkata Bengali, chalit bhasha
and sadhu bhasha] which ia used in ordinary conversation more or less naturally

by members of the group and as a super-posed variety by others’. (Ferguson 1972 :
245)

6.4.3. Non-fluent bilingualism

Segalowltz and Gatbonton (1977) conducted studies on non-fluent bilinguals on
Francophone and Anglophone second language users in Quebec. They defined a
Non-fluent bilingual as a second language user who possess sufficient skill with a
language for successful bagic communication but who is perceived by others and by
himself as not possessing native like control of the language. They claim that in
many if not most regions of the world where second language users are found, non-
fluent speakers outnumber the fluent bilinguals.

6.4.4. Diagonal bilingualism

When a group of speakers who adopt a genetically unrelated standard language
within their dialect or non-standard language they are called as diagonal bilinguals
and the practice is called diagonal bilingualism. A part of the minority Bengali
community, especially the isolated pockets of early Bengali settlers in Becunderabad,
contribute to this form of bilingualism through their third generation speakers
whose language resembles the Standard Colloguial Bengali spoken in Caleutta and
therefore can be said to speak in actuality, a dialect of Bengali, have incorporated
to a large extent the regional language i.e. Telugu intv their language. I have to
gtress here that this does not hold good for the majority of the Bengalia in Hyderabad
and Secunderabad. Other examples are German Belgiun (low German and French)
and Maori communities in New Zealand (Maori and English).

6.4.5. Functional bilingualism

Thie can be viewed in two ways; that is the minimalist and the maximalist
interpretation. Under the first interpretation, a person can be called hilingual if he
carries out a restricted set of activities in a second language with perhaps only a
small variety of grammatical rules and a limited lexis. E.g. Airline pilots in
conversation with airport control lower personnel, and the French of ‘haute cuisin’
for people in the catering industry. Beardsmore [1982] The cost effectiveness of
achieving this limited goal arouses interest among scholars in the promotion of
languages for special purposes and the creafion of specialised working groups and
journals to investigate this field (Gorosch 1978). The maximalist interpretation is
widely recognised and it covers a wide range of activities and capacities in two
langnages. Here the bilingual is able to conduct all of his activities in a given dual
linguistic environment satisfactorily; there is no reference to norms prescribed in
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this interpretation. The bilingual speaker may use a deviant pattern [in the level
of phonology, morphology and in some cases syntax] different to the monoglot
© reference group. Interference in phonology, morphology, lexia and syntax may be a
common phenomenon in the speech of the bilinguals, Adult bilinguals who have
learnt a second language may fall under this functional category.

6.4.6. Reoceptive bilingualism

This is a kind of functional bilingualism in which the bilingual person underatands
~a second language in either its spoken or written form or both but does not necessarily
speak or write it, Alternatively this is called Passive bilingualism. But this iz not
more apt singe in any language, decoding activity implies active neurological processes
where the mind is filtering and organising the stimuli it receives into meaningful
patterns. This type of receptive bilingualism pgains its strength in teaching
programmes because of its manifest advantages in time investment. In certain
cireumstances receptive abilities in reading and comprehension are even used to
foster cross- lingual communication among people who speak and write only in
theirfrrst language, Beardsmore [1981],

6.4.7. Productive bilingualism

In this type of bilingualism the speakers not only understand but also speak and
possibly write in two or more languages, Most of the foreign language teaching
programmes are aimed at productive bilingualism. Some productive bilinguals are
able to speak and understand two languages with almost equal dexterity but are
unable to write in the two languages. This is true of the Bengali minority in
Hyderabad. They have no opportunity for formal education in Bengali, and formal
education in Telugu is not compulsory especially if the Bengali children in particular
go to English medium schools. Therefore there is practically no scope outside the
formal education system for these children to develop either Bengali or Telugu
writing skill. In isolated cases parents of such children teach them to write in
Bengali during the summer vacations, but once the pressures of normal schooling
get underway the newly acquired writing skills are almost forgotten before the next
summer vacation comes along. On the other hand receptive bilingualism may also
be restricted to oral/aural skills. In many parts of the world productive bilingnalism
_i8 a common practice. But it need not imply biliteracy.

PRODUCTIVE BILINGUALISM

Languape skills
- Listening Comprehension L1 L2011 L2L1 L2 L1 L2 L1

" Reading L1 L2Li L2 L1 L2 L2
Oral production : I1L2L1 L2 L1112 L1 L2 L2
Written production L1L211
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RECEPTIVE BILINGUALISM
Lanpuage skills

Listening Comprehension 5 0 =) SO 1) O I 1 S s
Reading . Ll L2 Ll 7 TRt | ' L2
Oral production L1 L1 L1 L1 L1
Written production L1 Ll

Fig: 8 Bilingual ability patterns across the four language skills

6.4.8. Symmetrical bilingualism

Thia denotes the equal competence in both the languages of the bilingual.
Asymmetrical bilingualism coincides with the different types of receptive bilingualism.
This is essential to describe the abilily of the foreign language learner who has
obtained the lanpuape via a standardized model. But these speakers may find it
difficult to understand the nalive speakers. This is a temporary situation and
adjustments can be made. :

So far the definitions cover only the relative nature of bilingualism. What is not
explained is to what extent need an individual have command over one of the four
skilla to be able to qualify as a bilingual. Diebold (1961) clarified thia aspeect by
deseribing the pre-bilingual state by incipient bilingualism, It is observed that
receplive bilingualism precedes productive ability in the basic language skills. The
pre-bilingnal state can lead to receptive or productive skills that depend on learning
opportunities, amount of exposure to the second language and motivation to progress
in its acquisition. On the other hand the bilingual whose ability to function in a
second language increases with its use is in a position of Ascendant bilingualism. -
At the same time if for some reason he no longer uses one of his two languages for
a period of time and begins to feel some difficulty in comprehension or expression
he is in a state of Recessive bilingualism Beardsmore [1982],

A typical example of the latter type is the school learner of a foreign language
who initially atiains considerable sldll but may gradually lose the abilily in later
years, due to the lack of learning exposure.

Lambert in his hilingual studies of 1974 added a new dimension in additive
bilingualism, In addition to first language, the second language brings to the speaker
a set of cognitive and social abilities which do not negatively affect thoge that have
been acquired in the firat language. Lewis (1976) recorded this kind of bilingualism
right down the ages from the time of the ancient Romans who considered the knowledge
of Greek and Lalin as an essential feature of the civi lised vitizen, to contemporary
Singapore where Mandarin and English are given complementary status.

6.4.9. Subtractive bilingualism

This is the opposite of the above kind in which the second language is acquired at
the expense of the first language, which has a more prestigious and sacio ¢conomieally
higher status. This type of bilingualism is wmmun among ethoolinguistic minority
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communitics in many regions in India. The early settlers among the Bengali minority
in Secunderabad who live in areas dominated by Telugu speaking inhabitants have
compromised with the situation where the dominant language i.e. Telugu forms an
acvtive part of their linguistic repertoire at the cost of their own mother tongue ie.
Bengali. In the Tamil- Kuraba situation Karunakaran [1983] has identified fifteen
grammatical categories in which there is convergence towards the majority language,
Tamil. At the lexical level one could find a number of items of the majority language
finding place in the nonnal linguistic behaviour of the minority speakers Karunakaran
[1983] adds that in the Tamil situation minority language groupa heavily make uge
of Tamil features. There are some minority language groups like the Telugus who
migrated to Tamil Nadu centuries ago who have completely identified themselyves
with the majority language speakers. For some of them Telupu is no more their
mother tongue. They have completely shifted their loyalty and identity towards Tamil,
the regional language. At the other extreme end we have semilingualism, a result of
the above situations, where initially there is a determined shift and a subsequently
shift to total loss of the mother tongue. Minority language communities in Tamil
Nadu belonging to the Dravidian group; Kannada, Malayalam and Telugu and the
Indo-Aryan group; Saurashtri and Marathi have shown signs of either shift towards
Tamil or total loss Karunakaran [1983]. Lal [1986] states that the Tamil spoken by
the Tamil lyengars has taken into ils system many features from Kannada which
results in a minimal intelligibility to a Tamil speaker from Tamil Nadu. Although
Fishman (1964) called the attention to language maintenance and shift as phenomena
worthy of study nearly twenty years ago, the topic has mspired relatively few studies,
Gal [1979] and Dorian [1981] as cited in Fasold (1990 : 218) are the first widely
available monograph-length investigations of language shift in a specific community,
According to Fasold [1990:213], “Language shift is sometimes referred to, somewhat
dramatically, as language death. Language death oceurs when a community shifta to
a new language lotally so that the old language is no longer used”.

6.4.10. Simultaneous bilingualism among pre-school-age children

Titone [1972] argues that two languages can be acquired from the onset of
language development. The optimum age for the introduction of early bilingualism
- would be between 4-5 years, This is particularly very significant when the parents
themselves are unable to provide the necessary input. The imitative capacities of
the child at this period are in the state of highest development and receptivity to
socialisation via verbal communication is also high. Titone in the same study
summarises the arguments for eerly bilingualism by saying that there is a very
high motivation amongst young children to communicate and who at the same time
enjoy playing with language and at the same time are less inhibited that older
learners in the manipulation of sounds, words, structures ete. Young children perceive
with tremendous sengitivity the highly nuanced differences in sounds, which coupled
with their imitative capacities lead to the ready assimilation of distinctive differences
hetween languages which might escape the attention of the older learner.
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6.4.11. Compound/coordinate/subordinate bilinguals

Distinctiona that are central to the topic of the assegement of bilingualism are
the Compound/Coordinate/Subordinate bilingual classification. While these terms
have fallen into disuse in linguistics in recent years they have been revived in the
field of bilingual education in relation to language assessment. The above mentioned
classifications are used to distinguish among three types of bilingnalism that may
result from different language-learning-contexts. Weinreich [1953] A compound
bilingual is thought to have one merged meaning system; there is only one meaning
and two lexical representations, one for each language. For example for a compound
bilingual in English and Spanish the lexical representations ook’ and libro would
have the same semantic meaning. In Hyderabad Bengali the word mandu and osud
meaning ‘medicine’ have the same semantic meaning.

The Coordinate bilingual on the other hand, has two separate semantic meaning
systems for representation and meaning in each language. In the case of the bilingual
English/Spanish speaker, there are two meanings and two representalions in
coexisting systema. The linguistic signs have different representations because each
Janguage was learnt in a different context for example language’ A’ was acquired at
home and langoage ‘B’ at school. -

Subordinate bilingualism is said to arise when one language is used as a vehicle
to learn a second. The semantic system that results from this indirect method of
language learning consists of referents of the signe in the language being learned
that are not actual entitles but equivalent signs of the naive language. For example
the word ‘libro’ ia not the actual object but rather the referent for the English word
‘book’. '

Weinreich's (1953) description of Compound-Coordinate bilingunals was expanded
by Osgood and Sebeck (1954) to distinguish psychological processing patterns in
bilingual speakers and listeners. Osgood’s explanation is the same as that of
Weinreich’s with the exception that Osgood sees the two concepts ag having
psychological reality in that they are stored differently in the speaker-listener’s
nervous system.

Ervin and Osgood (1954) have made some observations of the importance of the
language acquisition context arid the interdependent status of the hilinguals of two
languages. After Weinreich's (1953) suggestion, Erwin and Osgood type hilinguals
are treated as either compound bilinguals or coordinate bilinguals, with the
distinction entirely dependent on how they acquired the two languages. Compound
bilinguals acquired language in settings in which both languages were used
interchangeably. As a result, compound bilinguals attribute identical meanings to
the words and phrases that correspond in their two languages systems. Thus one
can expect a kind of fusion of the two meaning systems as a simple function of the
fact that both languages were learned in the same setting, For-example, a second
generation immigrant in Hyderabad might learn ghar meaning ‘house’ as the word
for his or her domicile in Bengali conversation but illu as the Telugu word word for
the same object in Telugu conversation.
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In fact, the acquisition of a second language in a typical traditional school setting
can be classed as a compound bilingual setting. Here the student may learn—and
traditionally often has, the second language through the medium ofthe first: This
may be true of areas where children have the privilege of going to a school where
their mother tongue is the medium of instruction or at least one of the languages
he learns and can opt for, side by side, with the other language.

6.5, Same Questions and Issues

But what happens when it is a minority group like the Bengalis of Hyderabad
whose languages not represented in any school in that region, because of its minority
status and subsequently does not meet the constitutional gpecification, and also
becauge it was not possible for the minority Bengali populace to muster up enough
initiative or acl in unison to start even one Bengali medium schodl? The Benglah
speaking child becomes more and more dependent on the second language and
aquiring this may be as unique as his acquisition of his mother tongue. At the same
time one must remember that the classroom setting does not always provide the
rich variation that a language in ita normal setting does.

Even if the second language is presented so as to reproduce or approximate the
first language acquisition setting, the setting is limited and to some degree hampered—
already having been assigned a frame of reference by the first and native language.
The Bengali minority may be grouped under the class of eoordinate bilinguals whe
acquire their languages in separate contexts with diferent linguisite settings
populated by speakers of only one of the two languages. '

As a result of this the meaning-systems of the two languages are somewhat
distinet.

Compound Bilingualism, on the other hand appears to have assimilated hoth
languages in essentially the same settings and probably with the same interlocutors.”
Ift his is the case then some degree of fusion will have taken place with a minimal
difference between symbols in the two systems. Essentially the same environment
15 labeled by two separate systems, and the two systems bear a fare degree of
resemblance to each other in the way in which they were initially constructed, An

‘example of this situation is a bilingual home in which parents and family switch
indiscriminately between one language and the other. This of course has its own
repercussgions on the children in the family. And this is especially true of the bilingnal
child with Bengali as his 1.1, and whose mother tongue is not well acquired due to
these constant retroactive and proactive switchinga from one language to the other.
The end result is anybody’s guess. The child may be a confused bilingual with a
high percentage of interference in his mother-tongue and the intermittent switchings
existing in the speech of his parents are bound to modulate his language acqui&i_tiﬂh
pattern and it is this bilingual child who needs to be explored and who turn out to
be a bilingual with a different set of norma governing his language behaviour.
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6.6. Implications for the teaching of English in India

When an Indian child leams English in school, he learns it in addition to one or
more languages that he already possesses, In this sense he is on his way to becoming
a bilingual. But the crucial question is : what do the research in and insights from
the study of bilingualism have to offer to Enghsh language teaching?

When English is taught, it is neceasary to determine at the outset which or how
many of the four skills of listening , speaking, reading and writing the learner needs
to acquire, to what level of proficiency and for what purpose (s) on use.

In India, English is usually used in domains or areas where the first or the
dominant language is not used, e.g. for computers, medical tranacriptions, call centres
and the like. The uses then have to be cultivated through English, This indicates
that teaching or learning English through the mother-tongue may be counter
productive. This is also a case for developing English for specific purposes, the
content and function being determined by a suitable “needs analysis” of the particular
domain or area, The degree of proficiency expected within a particular skill wall
then be determined by the demands of the specific use within a specific domain.

6.7. Let’s sum up

In this unit we have considered the definitions of bilingualism, attempts to
characterize it, some theoretical issues related to its specification, various types of
bilingualism and its implications for the teaching of English aa a second language
in India. '

6.8. Review Questions

1. What is the appropriate meaning of the term “Bilingualism™? Does it specify
¢ any linguistic condition of human society? Then what is the specific condition

of a hilingual society?
* 2. Define the term “Bilingualism”. What are the general features of bilingualism?
3. Describe the concept “Bilingualism” in the context of the Indzan mu1t1lmgua] -
situation.

4. Write a s.hurt note on Compound/Coordinate/Subordinate h]lmgual
i classification. What are the differences between B:lmguallsm and -
Multilingualism?

5. What are the basic differences between Diglossic and Bilingual situation of
a Speech Community? Which of them is spontaneous for adaptation in
childhood?

6. What are the different kinds of ]Jl]l]lb"lla]lﬁl'ﬂ as e]abnratud by Phol?

7. What implications can the study and analysis of bilingualism have for the
teaching of English as a second language in India?
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Unit 7 (3 Second Language Acquisition
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7.29 Increase Interaction

7.30 Increase Thinking/Study Skills

7.81 Use a student’s native 'language to increase comprehensibility

7.2 Examples of Instructional Strategies Linked to Appropriate Lanpguage
Acquisition Stages _

7.33 Ten Things the Mainstream Teacher Can Do Today To Improve
Ingtruction for ELL Students

7.0 Introduction : What is Second Language Acquisition (SLA)?

Definition of SLA (as endorsed by the ICoSLA Forum); SLA is a theoretical and
experimental field of study which, like first language acquisition studies, looks at,
and seeks to understand the phenomenon of language development, in this case
the acquisilion of second languages. iy

The term, “second” includes “foreign” and “third”, “fourth” (ete.). Since the early
nineteen seventies, SLA researchers have been attempting to describe and explain
the behavior and developing systems of children and adults learning a new language.

The dominant aim behind this research is to extend our understanding of the
complex processes and mechanisms that drive language acquisition.

7.1 The Intérnatinnal Commission on SLA : (ICoSLA)

This Scientific Commission has been set up to fill a gap. That is, there exists no
single, official, worldwide association that deals exclusively with second language
acquisition (SLA) as an independent field of research (see below for description).
There are only organisations that either: : :
@ have an applied focus of interest connected with language learning and
language teaching ' :

or :

® do indeed focus on SLA but are associated with a particular country or

continent. i :

There being no world association, ICoSLA is designed to act as a single point of
reference for all major internalivnal SLA activities and to provide various useful
internet links for SLA researchers and people and institutions wishing to find oub
more about this field for whatever reason. ) '

The commission acts a forum and currently includes representatives from:
1. the major relevant scientific associations :
2. past and f‘urthcurning international conference committees
3. editorial boards of major SLA journals

Points for ongoing discussion will include a range of issues from raising the
awareness of SLA as a discipline worldwide to the acereditation of academic courses.
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7.2 Understanding : Investigating SLA Phenomena

Investigators in the field of SLA are trying to unravel the mysteries of language
acquisition, in this case, the acquisition of non-native languages.

SLA investigators, like their colleagues in first langunage acquisition research,
base their investigations on previous theoretical and experimental studies. These
studies may be carried out within their own field (SLA) as well as outside SLA, in
varions branches of theoretical and experimental paychology, theoretical linguistics
and sociolinguistics. By virtue of the fact that language itself is complex, SLA has
become a hrnadly—hnsed field and it now involves, for instance:

® studying the complex pragmatic interactions between learners, and between
learners and native speakers

® examining how non-native language ability develops, fata‘::uhzea and undergoes
attrition (forgetting, loss)

® carrying out a highly technical aﬁalysia and interpretation of all aspects of
learner language with the help of, amongst other things, current linguistic
theory. ;

@ developing theories that are specific to the ficld of SLA and which aim to
account for the many facets of non-native behaviour,

@ testing hypotheses to explain second language behavior using standard
experimental techniques as well as also tELhI]lquEﬁ apecially developed for
SLA purposes.

7.8 Helping : Applications of SLA Research

As indicated above, the goal of SLA is to understand how learners learn, i.e. the
provesses underlying non-native language acquisition.. It is, therefore, not the same
as research into language teaching. However, despite the fact that SLA is focused:
on second language development as a phenomenon in its own right (and not on
how it is deliberately facilitated, the firm hope is often voiced by people, even from
within the SLA research community, that SLA findings will contribute towards the
construction of a much more scientific basis for language instruction. Helping
learners to learn does not require an understanding of SLA phenomena. However,
applied research based on such understanding should be much more efficient and
effective. Applied linguists whose particular interest is in facilitating the language
learning process should find ways of interpreting relevant SLA research in ways
that will benefit the language teacher.

SLA, in this light, should become an essential point oi reference for :
® those involved in educational activities
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® researchers lﬁulcing at how to facilitate the learning process

® official bodies, e.g. boards of education and ministries reapdnsih}e for
influencing 1 and 2

To have a better understanding of second language acquisition and its theoretical

implications, it is important for us to do a quick review of existing theories and the
processes involved in first language acquisition.

7.4 Language Acquisition : Theory and process

This section covers the area of language acquisition. In broad strokes, it can be
broken down into lwo parts. The first reviews general notions of how language
acquisition proceeds. That is, it reviews theoretical positions that people have staked
out regarding the acquisition process. The second part will focus more closely on
particular landmarks in the acquisition process-landmarks that seem to be reached
by all people regardless of the language being acquired,

7.5 Language as Innate

One of the themes that we have returned to numerous times throughout the
course is that language is, as stated by many researchers rather concisely, an
instinet, The idea is that humans are genetically predisposed to learn language
(though as we have seen, this does not mean weare predisposed to learn any
particular language). If we want to say that language is an instinet, however, it is
important that we draw up a set of criteria regarding what we mean when we eall
something an instinct. Basically, saying that something is an instinct is a way of
saying that something is an innate behaviour; a biclogically controlled behaviour.
This is different, for example, from saying that something is a learned behaviour,
like driving a car or playing the clarinet. Brie Lenneberg has drawn up a set of
criteria for determining whether something is ‘a biologically determined behavior':

1. The behavior emerges before it seems necessary.
2. Its appearance is not the result of a conscious decision.

3. Its emergence ig not triggered by external events (though the surrounding
environment must be sufficiently rich for it to develop adequately).

4. Direct teaching and intensive practice have relatively little effect.

5. There ia a regular sequence of “milestones” as the behavior develops, and
these can usually be correlated with age and other aspects of development.

6. There is likely to be a critical period.

Language development in humans seems to exhibit these properties, some of
which we shall look at a little more closely below. Briefly, let us note why.
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The behaviour emerges before it seems necessary. Language does appear
to emerge before it is necessary to the extent that we begin to develop and
use it before we need it to fend for ourselves, i.e. while our every need is still
being taken care of by our primary caregiver(s).

Ite appearance is not the resulf of a conscioug decigion. Children don't
decide to start acquiring language. Language simply develops in them.
Compare this to deciding whether or not o join the track team, or deciding
whether or not to take an elective, or deciding whether or not to learn golf.

Its emergence is not triggered by external events (though the
surrounding environment must be sufficiently riech for it to develop
adequately). What this means is that language does not emerge because adults
suddenly decide that it is time for “language school” or organized “language
play sessions”. The only thing necessary is that kids live in a world of language.
‘What I said in class, 1 think, is that we can think of it metaphorically as if
weare born ready to sing and need simply to be exposed to the song.

Direct teaching and intensive practice have relatively little effeet.
This is true. Correcting children and drilling them on grammar won't make
them learn language any faster. Compare this to say, piano lessons. Without
the drills and intense lessons, it is very difficult to learn to play the piano.

There is & regular sequence of “milestones” as the behaviour develops,
and these can usually be correlated with age and other aspects of development.
We will ook at this more closely, but in broad strokes, this is true. Kids
acquire language systematically, and cross the same basic milestones at roughly
the same Lime regardless of the language that they are speaking.

There is likely to be a critical period. This means that there is likely to
be a period during which language acquisition is possible and after which
language acquisition becomes highly unlikely, if not impossible. The idea is
basically that there is a window of opportunity for language acquisition. This
notion ig generally accepted in onc form or another by most linguists, though
there is much debate regarding the issue. Your book notes that there are
thought to be two critical periods. The first is hypothesized to last from birth
to about two years old. During this time, it is hypothesized that if the child
is not exposed to language at all, the child will never be able to gain “native”
mastery of a language, The idea is that during the first couple of years of life,
the language acquisition process has particular consequences for brain
development and if the period is missed, the brain will neveir develop the
same structnres later. The second “critical period” has more o do with the
iasue of second language acquisition. Here, the basic idea is that after puberty,
it is imposgible (or nearly impossible) o learn a second language with “native”
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mastery. This is why, for example, that second language learners never seem
to shed their accents.

Hard, definitive evidence for the critical period hypothesis is hard to come by.
Why? Well, imagine how well suggesting an experiment in which babies were
isolated at birth for 1, 2, 3, 4, 5, 6, 7, 8, 9, 10 ... years would go over with human
subjects committees on campuses and in other research centers around the world.
But there have been some eases in which children have been discovered aftep long
periods of linguistic isolation. Firatly, (1) the case of Genie who was igolated until
she was roughly 14; and (2) the case of Isabelle who was isolated from spoken
language (though may have heen exposed fo sign language) until the age of six and
a half. Genie was never able to acquire language with anything even resembling
the fluency that native speakers exhibit. By contrast, Isabelle caught up to her
peers within about two years. Though these cases are not definitive evidence, they
are suggestive and have been taken as evidence that there is a critical period. Noto
that Isabelle’s case would seem to go against the idea that there ia a first critical
period that ends at two years, unless, of course, she was exposed to sign language
and thus underwent the kind of brain development that is hypothesized to oecur
during that stage. Your book is not clear on all the details here, but the gquestion
would be an important one to agk. One final note that doss seem to support at least
the second crifical period hypothesis is that young children do not seem to have
great problems acquiring multiple languages if they are brought up in a bilingual
or even trilingual environment. This contrasts with the difficulty that adult language
learners have when trying to acquire a second language, even if they are immersed
in the language that they are trying to learn. This difference is predicted by the
critical period hypothesis, but is somewhat of a mystery if we don’t assume that
there is a critical period for language acquisition that ends sometime around puberty.

7.6 Theories of Language Acquisition

We previewed the possibilities by saying that language is an instinct and not a
learned skill like playing the piano or riding a bicyele. But how do children agguire
language? There ave three general approaches to the problem, ie. three general
theories of language acquisition. These aro :

@ Tmitation Theory :

@ Reinforcement Theory

® The Active Conatruction of a Grammar Theory ;

Which one do you think is the best? Given that we started the course talking
about how grammar emerges in children, i.e. how children scem to be hard wired
to be little grammar building devices, you probably can guess that the one weare
going to argue in favour of is the Active Construction view. But letus briefly consider
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each so that we can get a sense of how each model views the prnbieﬁ and what
each model predicts.

7.7 Imitation Theory

Imitation theory basically says that children learn grammar by memorizing the
words and sentences of théir language. Before attacking this view, let's make sure
we recognize that language acquisition must involve a lot of memorizing. There’s
simply no way to get around this problem, Clearly, children must hear the words
(or see the signs) of their language in order to go about committing them to their
mental dictionaries, and clearly English children learn English because they are
getting English input, but memorizing alone is not adequate. Here are some problems
with the imitation perspective:

® Children produce many things not in the adult grammar (like ‘nana’
for banana), i.e. they produce things not produced by adults. Some people
might say that this is simply a consequence of the difficulty of learning how
to speak and not a problem for the imitation theory Speech is a complex
activity requiring great muscular coordination, and little kids are simply
inept at production, but they may still be simply memorizing. Maybe, but the
problems don’t end here.

® Children make consistent errors that cannoft be attributed to
mispronunciation and which still are not ever heard in the adult
- grammar. Children make errors like saying “goed” instead of “went” or
“drawed” instead of “drew”. These errors are important. Why? Because they
indicate that the child cannot simply be memorizing all of the words in her
or his language. Adults don't make these errors! If children are merely
imitating, we have no explanation for this. One c:xplématiun ia that kids are
building a grammar, not simply memaorizing, and that such errors are
indications that the children are applying a past tense “rule” to irrepular
vérbs that they have not yet committed Lo memory as exceptions to the
normal pattern. This is a good approach, but it doesn't square with imitatio
theory. ; : ;

@ Children can produce and understand novel sentences. It's the infinite
use of finite means issue which iz addressed in the context of child language
acquisition. If' imitation is right, we would predict that kids would not produce
sentences they had not already heard. If we assume that children are
constructing grammars, however, we would expect them to do this. They acquire
the “rules” of their syntax and thus have a powerful device for producing
novel sentences according to the general syntactic rules of their prammar.
Back to the problem, then, for imitation theory. It is simply puzzling why
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children should have this capacity if language acquisition boils down simply
to memorization of input. Kids should not be able to produce sentences not
explicitly received as input.

7.8 Reinforcement Theory

The basic idea here is that children learn to speak like adults because they are
tauglit to do so by being-praised and otherwise rewarded for doing things right. At
the same time, they are helped because parentz “correct” them when they make
mistakes. There are two major flaws in this theory.

® Strangely enough, parents actually don’t seem to correct children’s grarmmar
as much as we might think, and they don’t praise them for using proper adult !
grammatical constructions either. What parents (or other caretakers) do seem
to do is praise children for being truthful. So, your book points out that if a
child uses a well formed sentence such as “the dog wants to eat”, parents tend
to correct the child in a way that the sentence is not true, as in “no Jimmy,
the dog doesn’t want to eat. It just ate.” But if children are truthful but
produce sentences that are ungrammatical in the adult grammar, such as
“Nancy goed to school yesterday,” parents often respond, “yes, she did® without
bothering to correct the incorrect “goed”.

® This ian’t to say that parents never attempt to correct their children’s grammar.
But, even when they do, there is little evidence that this has any great effect
on the language development of the child. Often times, children gesm
determined to continue to produce incorrect forms despite correction from
adults. And when adults insist on trying to make the child “do it right”, more
often that not everyone involved has a frustrating time.

The bottom line ig this. If reinforcement theory is really at the root of language
acquisition, why does it seem to a) not even be what parents do most of the time,
and b) hardly effective, if effective at all, when used for correction?

7.9 The Active Construction of a Grammar Theory

This brings us te our third (and preferred) candidate. This theory maintains
that children “invent” the rules of grammar for themselves. Now, this is not to say
that the grammar that they “invent” isn’t based on the language around them. But,
the crucial point is this. Only this approach explains how children do things like
produce incorrect past tense forms such as “goed” or © hitted”, or how they generate |
novel sentences that they have never heard, or why they seem almost impervious
to correction from adults.
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Coming back to the question of forms such as “goed”, the issue is actually doubly
interesting. Why? Because kids seem actually to acquire some irregular past tense
forms and use them pretty early. Then, they often seem to “lose” them, coming out
with things like “goed”. And then, after a while, they start nsing the correct form
again. What's happening? This is what seems to be the case. At first, the child does
memorize a form like “went”, by learning it and associating it with some activity
and committing it to her or his lexicon. Then, however, the child’s grammar gets to
a point where a regular “rule” of past tense formalion is solidified. Al this point,
the child over generalizes and applies the rule to the word “go” to get “goed” and
thia regular pattern overwhelms the irregular form. Finally, the child realizes that
“went” is an exception to the past tense rule and again modifies her or his grammar
accordingly by marking “go” as a verb that doesn't undergo the regular process of
past tense formation and by reactivating “went” as the past form. Note that imitation
and reinforcement have a tough time accounting for this type of phenomenon.
Basically, in fact, they can't. '

Finally, think about how this approach makes Creolization seem natural and
ﬁxpﬁﬂtﬂﬂ: Think about children growing up with speakers of a pidgin language as
their primary carctakers and thus as their primary source of linguistic input. If
- children are hard wired to be grammar builders, Creolization makes perfect sense.
They develop a grammar out of the language input they have around them. If
imitation theory is right, however, then we expect that Creolization should never
happen. Children should simply acquire the Pidgin they are exposed to by repeating
what they hear. ;

7.10 Important Aspects of Acquisition

In this section, we'll cover some general aspects of phonetic/phonological,
morphological, syntactic, and semantic development in child language acquisifion.

7.11 Phonetic acquisition

One of the first noticeable aspects of language acquisition is development in the
phonetic realm. We know from our digcussion of phonelogy in general that learning
a language must involve learning to make sense of the speech signal by figuring
out, for example, what the phonemes of one’s language are and how these phonemes
are realized as allophones in different contexts. This task is actually just the tip off
he iceberg, but it is important to recognize that the child must develop a phonological
grammar from the data that she or he is exposed to. Acquisition starts very ‘early.
Babies actually vocalize right from the time they are born, especially by CTying.
Within a couple of weeks, babies produce vocalizations that are limited to gurgling
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and cooing. This gurgling and cooing gradually changes into what linguists call the
babbling stage at about six months of agle.

7.12 Babbling

The stage when babies produce non-meaningful sequences of consonants and
vowels. These are most often in the form of CV syllables repeated over and over,
such as [mama) and so forth. In a way, the babbling stage can be thought of aa a
period of time in which the baby is practising the difficult sequences of coordinated .
gestures jaw and tongue and velum movement, along with voicing control) that are
necessary for normal speech production. These seem easy to us, because we are
grown up (at least some of us!) and have already acquired our language and speak
with ease, but the gestures necessary for speech production are, in fact, quite intri-
cate. At the babbling stage, there is no clear association of sound and mearing on
the part of the baby. That is, the baby doesn’t seem to be saying or trying to say
particular “words”. What is interesting to note is that at the babbling stage the baby
does seem to be picking up on the rhythm and intonation of the language that it
is acquiring. '

7.13 Phonological acquisition

Babbling gives way to a stage in which words do emerge. When babies come out.
with their first words, there appears to be a link between sound and meaning that
is missing at the babbling stage. This happens at around 18 months of age. Babies
seem at this point not to be aware of phoneme level differences in words. That is,
- they seem to memorize single words as chunks and not pay much attention to
phonemic differences. So, the word for “bottle” might be both “ba” and “da”. In adult
speech, [b] and [d] are allophones of different phonemes and can be found in many
minimal pairs. Babies aren’t aware of this at first. They haven’t developed a gram-
mar that makes this distinction at this point,

Babies proceed from this initial “first words” stage to a stage in which they begin
to develop an awareness of phonemic contrasts, i.e. of the important differences
signaled by [b] as opposed to [d] in a language such as English. So, they begin to
acquire particular sounds. Interestingly, they don’t get all their sounds at once.
- Some sounds are more difficult to master than others. Bilabial sounds like [m] and
[p] are among the first sounds mastered. Congonants lile [1] and [r], which have a
large number of phonetic similarities, are the most difficult to magter. In fact, some
children have persistent problems in English with their [1] and [r] sounds well into
childhood. In terms of syllable: structure, consonant clusters are harder to master
than simpler CV syllables, and children thus acquire CV structures before they get
clusters such as [str] or even [st].
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Another thing children tend to do is shorten longer words. Examples are when
they say ‘nana’ instead of ‘banana’ or ‘tato’ instead of ‘potate’. What's interesting is
that these deletions arent random. Kids don' just shorten any word in any way.
What gets deleted is an unstressed syllable that immediately precedes, a stressed
vowel. It is as though the baby has cued in on the stressed and most important
syllable of the word and so starts the word off with that. In fact, many English
words have this pattern, where the main atress falls on the first syllable. (For
example, all of the words in the last sentence have stress on the first syllablel)
What's interesting is that although babies don’t have the grammar of the adult,
they are developing a grammar simultaneously. It's not simply that they are
incompetent and can’t say ‘banana’. Rather, they vary from adult speech in a
systematic way. This again pmnt&. to support for the “Active DnmtmLtmn of a

Grammar” theory. -

7.14 Morphological and Syntactic Acquisition

. At the same time that kids are busy acquiring phonemic distinctions and working
hard on their consonant clusters, they are also acquiring morphology and syntax.
At the one-word stage that we referred to above, the first words a child utters ape
usually familiar objects or people in their world. Pretty soon they also start to pick
up on activities and come up with words like verbs and other important concepts,
such as “mine” and “gimme”. (Isn't it interesting how some of the core properties of
human nature emerge right away!!) Anyway, from a syntactic perspective, the one
word stage is called the holophrastic stage.

7.15 Holophrastic stage

The expression ‘holophrastic stage' is used in order to refer to the fact that at this
stage children use a single word to express a whole sentence-like meaning. Basically,
the idea is that they are making one-word sentences. We know they are making
sentences and not just naming things, because they often use sentence intonation
to show that they are asking a question or expressing surprise. This is not to say
that they have the exact intonational patterns of an adult at this point, but they:
do often seem to be expressing or attempting to convey sentence -t_t,rpe meaning in
their one word utterances.

After the one word or holophrastic stage, children enter the Two-Word stage. This
stage tends to combine important words with erucial semantic relationships. Your
book lists a bunch of examples:

® apent + action = baby sleep
® action + agent = kick rbeﬂl
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action + locative = 81t chair (locative means something that
locates an action or entity)

entity + locative = teddy bed
puasesalur + possedsion = Mommy book
entity + attribute = block red
demonstrative + entity = this shoe

Note that at this stage, the grammar is not the same as the adult grammar (this
is a problem, remember, for imitation theory. How come children go through this
stage if they don't get such sentences as input?) However, even though the word
order isn't the same as the adult grammar, it is relatively consistent. And they
control their intonation patterns more. This iz more evidence for the active
construction position. Here we have a picture of little kids as little grammar builders.
The grammar may be simple at this point, but it still looks like a grammar and not
like chaos. The two word stage, as you can see from the examples, has the feeling
of being telegraphic. Babies go through this gtage sometime between 18 and 24
months, depending on when they begin the one word stage,

After the two word stage, there isn't really a three word stage. Babies’ speech is
still telegraphic, but as time goes by, they gradually start to move beyond just using
content words (like nouns and adjective and verbs without the inflected endings)
and begin to acquire function morphemes like inflectional affixes. Apain, these
affixes seemn to be acquired in a regular fashion, with some appearing before others
in case after case. For example, in English speaking children, the progressive suffix®
-ing, as in “go-ing” appears much earlier than the 3rd person -s suffix, as in [walk-
s]. The big picture is that thia regular order of acquisition of function across English
speaking children (children of other languages exhibit similar effects in their
development) speaks well for the Active Construction of a Grammar theory.

We focus on three aspects of morphological and syntactic development that are
useful to review. These are, the development of plurals, of negatwes and of
interrogatives. Here are big points to bear in mind.

Plurals. The plural suffix is acquired pretty early on in the game. But, as is the
casge in the acquizition of the past, children go through a period when they regularize
irregular plural formas, in essence, overgeneralizing the use of the regular plural.
Why is this important? Again, it points to the fact that kids are acquiring language
through building a grammar, not through simple rote memorization. Again, this is
evidence for the Active Construction position. :

Negatives. The acqi sition of negatives also shows evidence of grammar building
in children. First, children juat seem to glap ne down in front of a sentence to negate
it, as in “Ne I drink juice”’. Anybody who has ever been around children, in fact,
knows that the word “no” appears with alarming frequency in their speech. Anyway,
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they start refining things by inserting negative words in their sentences, as in “baby
no sleep” or “baby can’t drink”. But, at this point, they don’t seem to be conscious
of the fact that “don’t” is actually morphologically complex, consisting of a contraction
of “do” + “not”. The same goes for things like “can’t” and “won’t”. We know this
because the auxiliary verbs “can” and “will" and “de” aren’t acquired until later on!
Over time, children refine their use of negation, gradually closing in on the adult
grammar. One of the last things to be perfected in the use of words like “anybody”
and “anything” in sentences like “T don't want anything” which are often realized as
“I don't want something” in children's speech.

Interrogatives. Acquiring interrogates is also a systematic business that scems
to proceed through some regular stages. At first, children seem to ask questions by
making use of rising intonation, e.g. more milk?, Mommy go?, ete... At the' age of
three, children begin to use auxiliaries in yes-no questions, and they put them in
the right order, e.g. "can I have more?” But, at this peint, they still don't show adult
order in Wh-questiona. They generally use regular declarative order after the Wh-
word, as in “Mommy, why you are mad?” instead of "Mommy, why are you mad?”
This is interesting, because at this point they have undergone a rapid growth in
vocabulary and are in control of the word order inversion necessary for yes-no
questions. 5o, what doea this point to? Once again, we see that kids are poing
through stages of grammar development. They are not simply imitating what they
hear. If this were so they would not go through a stage where they use the Wh-word
at the beginning of the question but fail to invert the subject and the auxiliary verb-
something that we know they can do since they do this in yes-no questions.

7.16 Semantic Acquisition

We'll end our discussion of child language aequisition with some quick notes on
gemantic acguisition. Of course, when children hear a word for the first time, they
have no idea what it means. 2

The literature on how children acquire meanings is actually quite extensive and
various theorics have generated debate for years. But, we do know that children
bagically have to make guesses aboul what words mean (remember that they have
to do thiz while they are also working on the task of identifying individual words
in the apeech stream). They make their gueases from being exposed to words that
are used in particular contexts. A common case ia that a child is exposed, for
cxample, to a poodle in the street and sees mommy or daddy point to it and say
“doggie”. Well, even if the kid associates "doggie” with that object, there are a
number of routes that the child can logically take. The child might see a squirrel
and say, “doggie”, clearly having taken the word “doggie” to mean something more
general that it does in the adult grammar. Or, the child might see a dog, say a
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labrador, and not say anything, failing to associate the word “doggie” with anything
beyond poodle-ness. This trial and error process seemsa to be how children acquire
word meanings. Though it might seem cumbersome, it is a fact that children tend
tu have a vocabulary of about 14,000 words by the time they are six! Did you think
that a six year old had that large of a vocabulary?
The two concepts that Tve illustrated for you with the “doggic” example have
names. OUne is called overgeneralization, while the other is called underextension.
Overgeneralizationg, Overgeneralizations are cascs in which a child gives a
word a broad range of meaning that it has in the adult grammar. Se, in our example
above, the child incorrectly generalized the word “doggie” to include squirrels and
perhaps other furry animals that make up part of his or her world. Your book gives
the example of a child who overgeneralized the word “fly” to include specks of dirt,
dust, small insects, and bread crumbs. What is important to note here ia that
overgeneralization is not simply random. Children overgeneralize along reasonable
semantic grounds. The kid who overgeneralized “Mly" was certainly keying in on the
importance of size. All of the things are similar, speck-like entities:
~ Underextensions. Underextensions have the opposite effect. In this case, it
might help to think of them as cascs in which the child is being overly cautious, The
child associates a word with a smaller set of meaninga or ohjects than it has in the
adult grammar. I like the case that your book notes of the child who called a hall
a ball only when it was under the sofa. One of the explanations for underextension
‘hat people have proposed is that children, especially very young ones around two
years old, can't really tell the difference between inherent properties of things and
accidental ones. In the case of calling a ball a ball only when it is under the sofa,
the child is [@iling to realize that being under the sofa has nothing to do with the
inherent “ball-ness” of the ball. Being under the sofa is an accident, i.e. not a quality
of the ball at all. Older children do exhibit underextension as well, especially when
dealing with a new item thal may or may not be a member of a category whose
boundaries are nol overly clear. Bo, if I point to an olive and say “That's a fruit”, you
may not agree. You've essentially underextended the word “fruit” since an olive is,
indeed, a fruit. 1 had this experience when I was learning Spanish. For me, as an
English speaker, I don't generally include inasects in the category of “animals”. 1
realized that this wasn't true of Spanish when a friend of mine once discovered a
rather large beetle lounging in his hair and jumped up sereaming “Un animal!® OF
course, I started looking around for a large rat, mostly due to the look of pure terror
on his face, For him, beetles and other ingects enter into the category ‘animal’. Far
me, they didn’t. Moral of the story,..that's a case of underextension which in this
case took place in my acquisition of the word “animal” in Spanish. So, 1 now have
one “animal” in my English lexicon and a different one in my Spanish lexicon.
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7 17 Overview of Second Language Acquisition Theory

An understanding of second language acquisition can improve the ability of
mainstream teachers to serve the culturally and linguistically diverze students in
their classrooms (Fillmore & Snow, 2002; Hamayan, 1990). While significant
professional development is necessary to gain a full understanding of second language
acquisition theory, some key concepls can be quickly understood and applied in the
classroom. '

Current theories of second language acquisition are bazed on years of research
in a wide variety of fields, including linguistics, paychology, saciology, anthropology,
and neurolinguistics (Freeman & Freeman, 2001).

One concept endorsed by most current theorists is that of a continuum of
learning—that is, predictable and sequential stages of language development, in
which the learner progresses from no knowledge of the new language to a level of
competency closely resembling that of a native speaker. These theories have resulted
in the identification of several distinet stages of second language development.
These stages are most often identified as:

- 7.18 Stage I : The Silent/Receptive or Preproduction Stage

This stage can last from 10 hours to six months. Students often have up to 500
“receptive” words (words they can understand, but may not be comfortable using)
and can understand new words that are made comprehensible to them. This stage
often involves a “silent period” during which students may not speak, but can
respond using a variety of strategies including pointing to an ohject, picture, or
person; performing an act, such as standing up or closing a door; gesturing or
nodding; or responding with a simple “yes” or “no.” Teachers should not, force students
to speak until they are ready to do so.

7.19 Stage II : The Early Production Stage

The early production stage can last an additional six months after the initial
stage. Students have usually developed close to 1,000 receptive/active words (that
is, words they are able to understand and use). During this stage students can
" ugually speak in one- or two-word phrases, and can demonstrate comprehension of
new material by giving short answers to simple yes/mo, either/or, or who/what/where
guestions. '

7.20 Stage III : The Speech Emergence Stage

This stage can last up to ancther year. Students have usually developed
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approximately 3,000 words and can use short phrases m\rd simple sentences to
communicate. Students begin to use dialogue and can ask simple questions, such as
“Can I go to the restroom?” and are also able to answer -simple questions. Students
may produce longer sentences, but often with grammatical errors that can interfere
with their communication. '

.21 Stage IV : The Intermediate Language Pmﬁciency Stage

Intermediate proficiency may take up to another year aftor specch emergence, .
Students have typically developed close to 6,000 words and are beginning to make
complex atatements, state opinions, ask for clarification, share their thoughts, and
speak at greater length. :

7.22 Stage V : The Advanced Languag'e Proficiency Stag;

Gaining advanced proficiency in a second language can typically take from five
to seven years. By this atage students have developed some apecialized content-area
vocabulary and can participate fully in grade-level classroom activities if given
occasional extra support. Students can speak English using grammar and vocabulary
comparable to that of same-age native spoakers. ;

Understanding that students are going through a predictable and sequential
serics of developmental stages helps teachers predict and accept a student’s current |
stage, while modifying their instruction to encourage progression to the next stage.
(For examples of instructional strategies explicitly tied to languageé acquisition stages,
gee this table)

A concepl, endorsed by most language acquisition theorisis is Stephen Krashen’s
“comprehensible input” hypothesis, (Please vefer to Section 6.0 for detailed
discussion.) For instance, a preschool child already understands the phrase “Get
your crayon.” By slightly altering the phrase to “Get my crayons,” the teacher can
provide an appropriate linguistic and cognitive challenge— offering new information
that builds off prior knowledge and is thorefore comprehensible (Sowers, 2000),
Providing consistent, comprehensible input requires a constant familiarity with the
ability level of students in order to provide a level of “input” that is just beyond
their current level.

Research by Merrill Swain and others has extended this concept to include -
“comprehensible output.” According to several studies, providing learners with
opportunities to use the language and skills they have acquired, at a level in which
they are competent, is almost as important as giving students the appropriate level
of input (Pica et al,, 1989, 1996; Swain & Lapkin, 1995). :

Another theory that has directly influenced eclassroom instruction is Jim
Cummina’s distinction belween two types of language: basic interpersonal
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communmatmna skills (BICS) and cognitive academic language proficiency
(CALP). Research has shown that the average student can develop conversational
fluency within two to five years, but that developing fluency in more technical,
academic language can take from four to seven years depending on many variahles
such as language proficiency level, age and time of arrival at school, level of academic
proficiency in the native language, and the degree of support for achieving academic -
proficiency (Cummins, 1981, 1996; Hakuta, Butler, & Witt, 2000; Thomas & Collier,
1997). ;

Later, Cummins expanded this cnncﬂpi. to include two distinct types of
communication, depending on the context in which it oceurs:

@ Context-embedded communication provides several communicative
supports to the listener or reader, such as objects, gestures, or vocal inflections,
which help make the information comprehensible. Examples are a one-to-one

social conversation with physical gestures, or storytelling activities that lI'lLludEl
visual props.

® Context-reduced communication provides fewer communicative clues to
support understanding. Examples are a phone conversation, which provides
no visual clues, or a note left on a refrigerator.

dimilarly, Cumminsg distinguished between the dlffcrent cognitive demands
that communication can place on the learner:

@ Cognitively undemanding communication requires a minimal amount of
abstract or critical thinking. Examples are a conversation on the playground,.
or gsimple yes/no questions in the classroom.

® Cognitively demanding communication, which requires a learner to analyze
and synthesize mfnrmatmn quickly and contains abstract or specialized
concepts. Examples are academic content lessons, such as a social studies
lecture, a ‘math lesson, or a multiple-choice test.

Understanding these theories can help teachers develop appropriate inatructional
strategies and assessments that guide students along a continuum of language
development, from cognitively undemanding, context-embedded curricula, to
cognitively demanding, context-reduced curricula (Robson, 1995).

A basic knowledge of language acquisition theories is extremely useful for
mainstream classroom feachers and dirvectly influences their ability to provide
appropriate content-area inslruction to ESL students. It is especially important in
those schools or districts where limited resources result in little or no instructional
support in a student’s native language. In these “sink-or-swim” situations, a committed
-mainstream teacher with a clear understanding of language acquisition can make
all the difference.
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7.23 Stephen Krashen’s Theury of Second Language
Acquisition

“Language acquisition dees not reguire extensive use of ronscious grammatical
rules, and does not require tedious drill” Stephen Krashen

“Acquisition requires meaningful interaction in the target language - natural
communication - in which speakers are concerned not with the form of their
ulterances but with the messages they are conveying and understandmg Stephen
Krashen

"The best methods are therefore those that Eupply mmprehenmble input’ in low
anxiety situations, containing messages that students really want to hear, These
methods do not force early production in the second language, but allow students
to produce when they are ‘ready’, recognizing that improvement ¢omes from supplying '
communicative and comprehensible input, and not frcrm forcing and correcting
production.” Stephen Krashen

“In the real world, conversations with sympathetlc native speakers who are
willing to help the acquirer understand are very helpful.” Stephen Krashen

7.24 Introduction

Stephen Krashen (University of Southern California) is an expert in the field of
linguistics, apecializing in theories of language acquisitinn. and development. Much
of his recent rescarch has involved the study of non-English and bilingual language
acquisition. During the past 20 years, he has published well over 100 books and
articles and has been invited to deliver over 300 lectures at universities throughout
the United States and Canada.

This is a brief description of Krashen's widely known and well accepted theory
of aecond language acquisition, which has had a large impact in all areas of second
language research and teaching since the 1980s.

7.25 Déacriptiun of Krashen’s Theory of Second Language
Acquisition

Krashen’s theory of gecond language acquisition consists of five main hypotheses:
® the Acquisition-Learning hypothesis,

® the Monitor hypothesis,

® the Natural Order hypothesis,

® the Input hypothesis,

® and the Affective Filter hypothesis.

The Acquisition-Learning distinction is the most fundamental of all the
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hypotheses in Krashen's theory and the most widely known among linguists and
language practitioners.

‘According to Krashen there are two independent systems of second language’
performance: ‘the acquired system’ and ‘the learned system’. The ‘acquired system’
or ‘acquisition’ is the product of a subconscious process very similar to the process
children underge when they acquire their first language. It requires meaningful
interaction in the target language - natural communication - in which speakers are
comecentrated not in the form of their utterances, but in the communicative act.

The ‘learned system’ or ‘learning’ is the product of formal instruction and it
comprises a conscious process which results in conscious knowledge ‘aboutl the
language, for example knowledge of grammar rules. According to Krashen Ylearning’
is less important than ‘acquisition’. (Veja o texto ao lado e tambem outra pagina em
portugues sobre Aeguisition/Leaming). L 1)

" The Monitor hypothesis encapsulates the relationship between acquisition and
learning and defines the role of grammar. According te Krashen, the acquisition
system is the ullerance initiator, while the learning system performs the role of the
‘monitor’ or the ‘editor’. The ‘monitor’ acts in a planning, editing and correcting
function when three specific conditions are met: that is, the second language learner
has sufficient time at his’her disposal, hefshe focuses on form or thinks about
correctness, and hefshe knows the rale.

It appears that the role of conscious learning is somewhat limited in second
language performance. According to Kraghen, the rale of the mi nitor is - or should
be - minor, being used only to correct deviations from ‘normal’ spﬂ(}(:h. and to give
speech a more ‘polished’ appearance. '

Krashen also suggests that there is individual variation among langnage learners
with regard to ‘monitor’ use. He distinguishes those learners that use the ‘monitor’
all the time I[dver—usurs}; those learners who have not learned or who prefer not to
use their conscious knowledge (under-users); and those learnera that fise the ‘monitor’
appropriately (optimal users). An evaluation of the person’s psychological profile
can help to determine to what group they Eﬂlung. Usually extroverts are  under-
users, while introverts and perfectionists are over-users. Lack of self-confidence is
frequently related to the over-use of the ‘monitor”.

The WNatural Order hypothesis is based on research findings (Dulay & Burt,
1974; Fathman, 1975; Makine, 1980 cited in Krashen, 1987) which suggested that
the acquisition of grammatical structures follows a “natural order’ which is
predictable. for a given language, some grammatical structures tend to be acquired
carly while others late. This order seemed to be independent of the learners’ age,
L1 background, conditions of exposure, and although the agreement between
individual acquirers was not always 100% in the studies, there were statistically
significant similarities that reinforced the existence of a Natural Ovder of language
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acquisition. Krashen however points out that the implication of the natural order
hypothesis is not that a language program syllabus should be based on the order
found in the studies. In fact, he rejects prammatical sequencing when the poal is
langnage acquisition, '

The Input hypothesis is Krashen's attempt to explain how the learner acquires
a second language. In other words, this hypothesis is Krashen's explanation of how
second language acquisition takes place. So, the Input hypothesis is only concerned
with ‘acquisition’, not ‘learning’. According to this hypothesis, the learner improves
and progresses along the ‘natural order’ when he/she receives second language
‘input’ that is one step beyond his/her current stage of linguistic competence. For
example, if a learner iz at a stage T, then acquisition takes place when he/she s
exposed to ‘Comprehensible Input’ that belongs to level 4 + 1f. Since not all of the
learnera can be at the same level of linguistic competence at the same time, Krashen
suggests that natural communicative input is the key to designing a ayllabus,
ensuring in this way that each learncr will receive some i + V input that is
appropriate for his/her current stage of linguistic competence,

Finally, the fifth hypothesis, the Affective Filter hypothesis, embodies Krashn
8 view that a number of ‘affective variables’ play a facilitative, but non-causal, role
in second language aequisition. These variables include: motivation, self-confidence
and anxiety. Krashen claims that learners with high motivation, self-confidence, a
good self-image, and a low level of anxiety are better equipped for success in second
language acquisition. Low motivation, low self-esteem, and dehilitating anxiety can
combine to ‘raise’ the affective filter and form a ‘mental block’ that preventa
comprehensible input from being used for acquisition, In other words, when the
filter is ‘up’ it impedes language acquisition, On the other hand, positive affect is
necessary, but not sufficient on its own, for acquisition to take place

7.26 The Role of Grammar in Krashen's View

According to Krashen, the study of the structure of the language can have géneral
educational advantages and values that high schools and colleges may want to

include in their language programa. It should be clear, however, that examining

irregularity, formulating rules and teaching complex facts about the target language
18 not language teaching, but rather is “language appreciation” or linguistics.

The only instance in which the teaching of grammar can result in language
acquisition (and proficiency) is when the students are interested in the subject and
the target language is used as a medium of instruction. Very often, when this
occurs, both teachers and students are convinced that the study of formal grammar
is essential for second language acquisition, and the teacher is skillful enough to
present explanations in the target language so that the students underatand. In
other words, the teacher talle meets the requirements for comprehensible input and
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perhaps with the students’ participation the classroom becomes an environment
suitable for acquisition. Also, the filter is low in regard to the language of explanation,
as the studentsl conscious efforts are usually on the subject matter, on what is
being talked about, and not the medium,

This is a subtle point. In cffect, both teachers and students are deceiving
themselves, They believe that it is the subject matter itself, the study of grammar,
that is responaible for the students’ progress, but in reality their progress is coming
from the medium and not the message. Any subject matter that held their intereat
would do just as well. :

7.27 General Principles for teaching ELL Students

Language acquisition theories have highlighted four key principles that can be
directly applied to the mainstream classroom. These principles are important for all

students, but are of particular importance to English language learners (Jameson,
1998).

7.28 Inecrease Comprehensibility

Drawing from Krashen's theory of comprehensible input, this principle involves
the ways in which teachers can make content more understandable to their students.
With early to intermediate language learners, these include providing many nonverbal
clues such as pictures, ohjects, demonstrations, pestures, and intonation cues, As
competency develops, other strategies include building from language that is already
understood, using praphic organizers, hands-on learning opportunities, and
cooperative or peer tutoring techniques.

7.29 Increase Interaction

Drawing from Swain’s emphasis on comprehensible output, a number of strategies
have been developed that increase students’ opportunities to use their language
gkills in direct communication and for the purpose of “negotiating meaning” in real-
life situations. These include cooperative learning, study buddies, project-baged
learning, and one-to-one teacher/student interactions,

7.30 Increase Thinking/Study Skills

Drawing from Cummins’s theories of academic language and cognitively
- demanding communication, these strategies suggest ways to develop more advanced,
higher order thinking skills as a student’s competency increases. Chamot and
(PMalley (1994) developed the Cognitive Academic Lang ge Learning Approach
(CALLA) mentioned above to bridge the gap between Cumming's theories and actual
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classroom strategies. These include asking students higher order thinking queations
(e.g., What would happen if..?), modeling “thinking language” by thinking aloud,
explicitly teaching and reinforcing study skills and test-taking skills, and holding
high expectations for all students.

7.31Use a student’s native language to increase:
comprehensibility

Drawing from several different theories, including Erashen and Cummins, thia
principle also draws on a wealth of current research that has shown the advantage
of incorporating a student’s native language into their instruction (Berman, Minicucei,
MeLaughlin, Nelson, & Woodworth, 1995; Lucas and Katz, 1994; Pease-Alvarez, Garcia
& Espinosa, 1991; Thomas & Collier 1997). Thomas and Collier, for example, in their
study of school effectiveness for language minority students, note that first-language
support “explains the most variance in etudent achievement and is the most powerful
influence on [ELL] students’ long term academic suceess” (p. 64). As mentioned in our
section on instructional methods and models, using a student’s native language as a
support can be seen as both a general method or as any of a number of specific
strategiea, Many of the strategies we list below include, implicitly or explicitly, the use
of a student’s native language to increase his or her understanding.

7.32 Examples of instructional strategies linked to
appropriate language acquisition stages

The chart on the following page is adapted [rom the Oregon Department of
Education publication The.English Language Learners’ Program Guide (n.d.). Bach
. of the five stages of second language acquisition is linked to appmpﬂate and specific
inatructional strategies. :

Silent/Receptive Early Speech Intermediate
Stage 1 Production Emergence [Advanced
Stage II Stage III Proficiency
Stages IV & V
Use of visual aids | Engage students |Conduct group SAponsor student
and gestures in charades and | discusgions panel discussgions
linguistic on the thematic
guessing games topics®
‘Blow speech Do role-playing Use skits for Have students
emphasizing key activities dramatic identify a social
words interaction issue and defend

their position™
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Do not force oral
production

Write key words

* on the board with
students copying
them as they are
presented

Use pictures and
manipulatives to
help illustrate
concepts

Use mullimedia
language role
modela

Use interactive
dialogue journals

Encourage choral
readings

Use Total Physical
Responge (TPR)
techniques

Present openended
sentences

Promote open
dialogues

Conduct student
interviews with
the guidelines
written out

Use charts, tables,
graphs, and other
conceptual visuals

Use newspaper
ads and other
mainstream
materials to
encourage

language
interaction®

Encourage _
partner and trio
readings

Have student fill
out froms and
applications®

Assign writing
compositions

Have students
write descriptions
of visuals and
propa

Use musie, TV, and
radio with class
activities

Show filmstrips
and videos with
cooperative groups
scripting the
visuals '

Encourage solo
readings with
interactive
comprehension
checks®

Promote critical
analysis and
evaluation of
pertinent issues

Assign writing
tasks that involve
writing, rewriting,
editing, critiquing
written examples®

Encourage critical
interpretation of
stories, legends,
and poetry*

Have students
design questions,
directions, and
aclivities for
others to follow.

Encourage
appropriate story

telling

* Tt is important to structure activities that are both age- and liguistically appropriate.
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7.33 Ten things the mainstream teacher can do today '
to improve instruction for ELL students

These tips were adapted from the Help! They Don’t Speak Ehglish Starter Kit for
- Primary Teachers (1998) (developed by the Region IV and Region XIV Comprehensive -
Centers, the Center for Applied Linguistics, and ESCORT, a national resource center
dedicated to improving the educational opportunities for migrant children) and
from Integrating Ianguage and Content Instruction: Strategies and Techniques (1991)
by Dehorah Short of the Center for Applied Lingnistics.

1. Enunciate clearly, but do not raise your voice. Add gestures, point directly to
objects, or draw pictures when appropriate. !
2. Write clearly, legibly, and in print—many ELL students have difficulty reading
. cursive.
3. Develop and maintain routines. Use clear and consistent sipgnals for ¢lassroom
instructions. : :

4. Repeat information and review frequently. If a student does not underatand,
try rephraging or paraphrasing in shorter sentences and simpler syntax. Check
often for understanding, but do not ask “Do you understand?” Instead, have
students demonstrate their learning in order to show comprehension.

5. Try to avoid idioms and slang words. g

6. Present new information in the context of known information.

7. Announce the lesson’s objectives and activities; and list instructions step-hy-
step. \

8. Present information in a variety of ways.

9. Provide frequent summations of the salient points of a lesson, and always
emphasize key vocabulary words.

10. Recognize student success overtly and frequently. But, also be aware that in
some cultures overt, individual praise is considered inappropriate and can
therefore be embarrassing or confusing to the student.

Summing up :

In thig unit we have defined Second Language Acquisition. We have looked at the
various applications of SLA research. We have also reviewed the various theories of
language acquisition. This is followed by an overview of second language acquisition
theory and the five stages of acquisition. There is an elaborate account of Krashen's
Theory and ite relevance in SLA. There is also a note on the general principles on
teaching ELL students. Finally there are some important guidelines for instructional
strategies linked to appropriate language acquisition stages and also ten things the
mainstream teacher can do today to improve instruction for ELL students.
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Review questions
1. What are the various applications of Second Language Acquisition research?
2. What are the various theories of language acquisition?
3. What are the five stages of second language acquisition?
4. What is the relevance of Krashen's Theory in second ]anguagel acyuisition?
&

. List in detail, the general principles for teaching ELL students.
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Unit 8 O Child Language Acquisition

8.0.
8.1.
8.2.
8.3.
8.4,
8.b.
8.6.
8.1.
8.8.
8.9.

Objectives

Introduction

Uniqueness of language acquisition in human beings
Stapes of language acquisition

The critical period

The acquisition process

The theoretical eipluration of language acquisition
Let us sum up

Review questions

Glossary

8.10. Bibliography

8.0. Objectives

- At the end of this unit you will —

(1)
(2)
(3)
4)

(5)
(6)

(7

(8)
(9

have an understanding of how children learn a language
have an idea of the stages of first language acquisition
know how researchers study children’s language acquisition

understand how Chomsky’s view of acquisition based on a theory of innateness
differs from Piaget's and Skinner’s

have an idea of the critical period for language acquisition _

be familiar with some stages of language development proposed by linguists
and paychologists studying child language acquisition

be able to relate notions such as Universal Grammar’, ‘Speech Act’, ‘Discourse’
with the issues of language acquisition _

be able to read articles in the field in the original in future

be able to observe children acquiring their first language in natural
surroundings.

8.1. Introduction

In your module I unit 3, you have read about the field of cognitive science and
how the scientists of that field try to understand the human mind and brain. This
unit will expose you to the study of one important aspect of the development of
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human mind, that is how a language is acquired. Looking back at your childhood,
can you really recall how you learnt to speak your native language? Notice that we
can pinpoint events such as when we learnt to wear our shoes by ourselves, when
we learnt to eat without anyone’s help or when we learnt to ride a cycle. Either of
our parents might have helped us doing these things. In addition, since all of us
generally speak the language of our parents, they must have helped us learning our
first language, But interestingly, one cannot remember when one’s mother taught
one the tense system or the number system or the rules of guestion formation in the
firat language, which we gencrally call the mother tongue. These are not remembered
as important moments of our childhood because there were no such distinet moments’
. It is true that our parents did not teach us the items of our fivat language one by
one, nor did they clearly plan what to teach us when and how. Yet, isn’t it fascinating
to think that we learnt the language perfectly as we grew up? In fact, what happened
was that there was a subtle, perhaps intuitive teaching process that neither we nor
our parents were clearly aware of. We began by imitating what we heard from our
parents. We said them as best we could, repeating them as random phrases. Our
parents, on the other hand, either encouraged us or discouraged us in response to
our performance as language users. They encouraged and rewarded us by responding
positively or by complimenting us as and when we constructed correct phrases, They
* discouraged us when we made speech erors; they did so by not responding or by
correcting our errors. As we grew up, the negative responses were less and positive
responses were more. The cognitive process of learning one's mother ‘tongue
_through natural means from the environment is called languge acquisition,
it starts at a zero level and reaches a point of saturation when competence is achieved.

8.2. Uniqueness of language acquisition in human beings

When we think of first language acquisition, what catches our attention is the
speed and accuracy with which it takes place. By the time a child is nearly ready
for going to achool, (s)he is a skillful language user. (Sthe shows mastery over all
modules of language organisation. (S)he does it in a very sophisticated way, without
formal and overt instructions. No social, cultural or economic factors can curb a
child’s mastery over the firat languge. The child would acquire it if histher physiology
of speech making allows it if (s)he lives in a linguistic environment i.e. if he/she is
able to speal and hear and if hefshe has people to talk to. The fact that a child
acquires a language acqurately in a short time and without nstructions, has been
a major evidence for theorists who propose that human infants (in contrast to other
animals) have an innate ability to acquire a language, This ability is usn:ta]jl},r called
the language faculty.

Let us think about what a child needs to acquire the first language. Look
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at the following points and try to matech your experience and observation of
your/someone else’s learning the first language:

> psysiological ability to send and receive . sound signals in the language >
interction with the other speakers of the language to use that ability

If we suppose that the child is born with a language faculty, we must remember
that it is only a potential ability; it needs to be activated. And that activation is done
by the factors mentioned above. The linguistic input from the environment works in
a very significant way in the activation process of the language faculty.

It is unique of human beings that all normal children develop language at an
approximately same time. They do that despite the peculiarities of their cultural
environment. Just as there is time for the other biological abilities {such as standing,
walking, lifting things ete) to develop, there is a achedule for lanpuage acquisition
of the child also. This schedule works in stages, which researchers have seen, is
largely universal, despite the diversity of world languapes. To give an example,
Iinglish languge and Santali language may be different in their phonology and syntax
but an English child and a Santali child would learn things of their respective
]anguages following the same achedule. At a given stage, say, at the age of 30 months
or 80, both the children would show similar level of development in thir own languages.
In other words, there is a step by step development which children follow in acquiring
- their first languge. These steps are also relatéd to the maturation of the child’s brain
and its growing capacities of monitoring the motor akills. We are poing to discuss
certain stages of language acquisition below,

8.3. Stages of language acquisition

All human children can learn at least one language system. You must have noticed
that no child start speaking a language one fine morning. They go through a series
of stages whon learning their native language. There is a phase when they just utter
sounds without any meaning dttached to them and then, in the next phase, they are
able to speak words from the first language. The first phase can be called a pre-
linguistic phase and it has two distinet stages: cooing and babbling. The second
phase beging the linguistic development in children and in this phase the speech is
telegraphic in nature, i.e. there are words put together without the accurate gyntactic
devices joining them. In this second phase, they firat use one word expressions and
then two-word expressions. After that, they can produce expressions of more than
two words. Combining the two phases, then, there are altogether five distinct stages
in the schedule of children's acquisition of language. These stages that are discussed
below determine a biologically organised schedule.
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Stage one : Cooing

In the first few weeks after their birth, children mostly cry. Have you ever thought
why it is so that all children cry when they come to the earth, and why is it that
the parents and doctors panic if a child takes time to start crying? It is because
crying gives an exercise to the lungs and vocal cords. And, you must know it by now
(from your units on Phonetics), how important it is to prepare the lungs and the
vocal cords to produce speech sounds for the rest of the life. '

The first stage towards language development is cooing when all children sound
alike, no matter where they live or what their native language is. At this stage, they
produce the first recognizable speech sounds. It has been noticed that among
consonants, they produce the velar sounds [k] and [g] and among vowels, they
produce the high vowels [i] and [u] at this stage. This stage spans roughly between
three to six months of age. '

Stage two: Babbling

The stage two starts ronghly at the age of six months. This is when the child is
able to sit up. During this stage, the indistinctive coos talke on the sounds of the
vowels of the child's native language. At this point, the children begin to sound
differently and they are now on their way to learning .to speak their specific native
language. This stage is called babbling. At this stage, a child is able to produce
different vowels and some consonants such as the plosives and nasals. They can also
combine sounds into single syllables (of CV structure) and duplicate them in strings
of three or so, such as /ma-ma-ma/ or /da-da-da/. Though the parents feel excited
that the child is trying to call the mother, the actual case is not .pﬂsﬁihl}' 80, At a later
stage of babbling, say roughly by nine months or so, which coincides with their
ability to stand, they can attach imtonation patterns to the combinations of consonants
and vowels, :

Stage three : one-word utterances

By the age between twelve and eighteen months, children can produce many
single unit uterrances which are recognised as words of the mother tongue. When
children are ready to produce full words, they generally begin by producing one-word
utterances consisting of nouns. These nouns usually refer to the everyday objects in
the child’s environment such as, milk, eat, cup ete.

Stage four: two-word utterances

By the age between eighteen to twenty months, children progress to two-word
utterances, usually consisting of a noun-verb combination. This stage begins when
their range of vocabulary extends beyond 650 words.

i
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Stage five : telegraphic speech .
As the children grow, by the age between two and three years, they become more

" advanced in their first language acquisition. At this stage, they produce longer

utterances, consisting of three or more words. Children usually add adjectives to
their utterances, and then finally adverbs. The noticeable feature of this speech is
that it shows variation in word forms. They can properly use the regular inflections

. of nouns and verbs. owever the ability to contruct phrases is yet to show up and

what they produce is a atring of lexical elements such as brother want ball, cat drink
milk, this my doll ete. Of course, they clearly develop some sense of sentence structure
and word order at this stage. The child’s voeabulary starts to expand rapidly by the
age of 30 months (i.e. two and half years) and it is arouond the time when the child
slarts running and jumping. By the age of three years the vocsbulary contains
hundreds of words and the prﬂnunmatmn gounds close to the adult speech.

It may sound very simple to ‘rLEld but it is really difficult to determine these
stages. What is told in this subsection is based on a lot of research in the field of
child language acquisition. Also note that there is often variation among children in
terms of the age in which™ specific features of these stages appear. That is why it
is customary to say expressions such as ‘by the age of two years' rather than being
specific adying ‘at the age of... .

8.4. The critical .perind

It is a fact that all human children can learn at least one language system. They
go through a series of stages as discussed above when learning their native languag{:
Scientists believe that there may be a critieal period for first language acquisition.
This means that there is a ® time limit during which the child must be exposed to
language if he/she is to acquire language naturally. A famous case study which lends
support to the critical period theory is the case of a young girl called Genie. Genie
was locked in a small closet-like room at the age of 18 months by her achizophrenie
father. Ier mother was blind and was also abused by the father, so she was unable
to help Genie. After her father died, Genie was finally freed from the closet. She was
13 years old.

When Genie was first locked in the closet, she was just beginning to acquire
language. After that she was not exposed to the language. She had no language
akills when released at the age of 13. Genie's tragic case supports the hypothesis
that language acquisition may be limited to a critical period. As an adult, Genie's
language development was quite immature. She produced mostly nouns, some verbs,
but few adjectives or adverbs. Her utterances usually consisted of no more than
three words. Even after intensive language training and psyc.hntherapyf Genie hag
not been abie to acqmle normal lanpuage skills,
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The relevant questions here are :

Why is there a critical period for learning language? How long is that critical
period 7

The critical period ia thought to be related to brain plasticily and lateralization.
Plasticity refers to how flexible the brain is in learning various functions.
Lateralization refers to the apecializations of the two sides, or hemispheres, of the
brain. Scientists believe that the critical period for first language acquisition ends
gomewhere between the ages of 4 and 12. At this age, the brain appears to lose its
plasticity for learning language. In addition, specialized language behaviora become
controlled primarily by the left hemisphere of the brain. In theory, if a child is not
exposed to languape during the critical period, he/she will never be able to acquire
it normally.

The explanation for Genie's inability to learn a languge is that she was not
exposed to language during the critical period. She was not spoken to. She did not
learn how to form words and to combine those words into sentences. When she was
released from the closet at the age of 13, her brain had lost its ability to learn a
natural language.

For more information on cr ltiEEﬂ permd refer to your Paper II, Module 4, Unit 3,
(part 2).

8.5, The acquisition process

As the child grows up, the linguistic repertoire expands towards achievement of
competence, We often tend to think that the child is ‘taught’ the languge. But this
approach seems to underestimate the real cognitive task performed by the child in
learning the langugae. Most of the children are not given any instructions as to how
to speak the language. The only thing given to the child is evidence, positive and
negative; L.e. (slhe is told if a particular construction said by him/her ia right or
wrong. No one gives him/her instructions such as place the subject of the sentence
firat and then the verb which should be followed by the object or complement ete.
The child’s production of linguistic items is a matter of trial and error - to see what
works and what does not. It is net possible that the child learns only by imitating
or parrotting. If it was so, then the child would not be able to create any new
gentence. In the remaining part of this subsection we would sce how the child
develops the sub-systems of morphology, syntax and semantics which are parts of
histher Linguistic system.

Morphology : The child goes beyond the telegraphic speech by the age of three®
yoars. At this time hefshe is able to incorporate the inflectcaal morphemes into the
speech produced. This means (s)he learns the grammatical functions of nouns and
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verbs. In case of English children, the first one in this series is the “ing’ form in the
constructions such as cat sitting, mummy reading book, dad going office ete. The
next in order is the set of regular plurals with *-&' form. At this stage children often
indulge in a process called ‘overgeneralisation’ by using the *-s' ending indiseriminately

- with all nouns. Thus froms such as foots (for *feet’ ) , mans (for ‘men’ ) are produced.

It has been noticed that even if they are corrected with the correct forms, in
constructing quantifying expressions” they tend to go back to the same process and
produce expressions such as three mens or two feets. In case of verbal inflections,
interestingly, the irregular forms such as *wentr and *came’are learnt {irst, probably
because of their frequency of use and their ready availability as words. After that,
the regular past tense forms start appearing and the child learns the use of forms
such as walked or played. At this stage, again, the child makes some
overgeneralisations such as goed and corned . By the age of four, the child works out
the system of plural forms and knows by then which one is regular and which one
is iirégular, At the final stage of learning the morphology, the child masters the
system of using *-s" with the verbs preceded by third person singular subjects. They
first learn the use of *-g" with the repular verbs such as comes, looks, then with the
auxiliaries i.e. does, has, Though this is the peneral sequence, there are lots of
variations among individual children. We must remermber that the child does not
learn morphology in isolation, but side by side with syntax and semantics. The-most
important point to remember here is that the child does not learn it by imitation,
but learns it by constant trial and error supported by negative and positive feedback.

Syntax: Regarding child langugage acquisition, the subsystem of syntax ‘also
confirms that children do not learn sentence making by imitating parents’ speech.
They use their language faculty to process syntactie data (made available to them
in the form of phrases, claunses and sentences) and understand their internal
organisation by hypothesis formation and hypothesis testing. Here also; they pet
negative and positive evidence _i"mm adult speakers for and against correct and
wrong constructions respectively. In the acquisition of syntax, despite a wide range
of variability, researchers have been able to identify three (overlapping) stages:

Stage one: 18 to 26 months,

Stago two: 22 to 30 months

Stage three: 24 to 40 months.

These stages may vary, because different children proceed at different paces.

In forming questions, the first stage involves two procedurcs. One is to add a wh-
word in the beginning of an expression, such as Where Kitty? or Where horse go! The

. -other procedure is to add a rising intonation to a statement-like expression, such as

Sit chair! or See ball! In the second stage, expressions of more complex nature can
be found, though the strategy of rising intonation continues. The use of Wh-forms
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is more in the second stage. Some of the typical examples are the following : What
book name? Why you smiling? You want eat? Notice that in both these stages, the
other deviced of question formation namely the use of auxiliaries and the change of
position of subject and verb are absent. Still children can communicate with the help
of wh-words and rising intonations in asking questions. In the third stage, the
subject verb inversion starts to appear but the wh-forme do not undergo similar
inversions. Even when the children start going to school, the required inversions in
wh-expressions are absent. Sometimes the distribution of auxiliary is not accurate
or there are redundancies. Some of the examples of this stage are the following: Can
I have a piece? Did I caught it? Why Kitty cant stand up? How that opened? etc.
Beyond the third stage, children start making their syntax of question formation
accurate by mastering the intricate rules of transformation.

In the case of negalives, in the first stage, the child seems to take a strategy that
‘no’ or ‘not’ should be added in the beginning of an expression. (Sthe constructs
expressions such as: not a teddy Jbear, no eat, no sit here etc. In the second stage,
the child learns the use of auxiliaries supporting the neagitives. (S)he also learns to
place the neagative before the verb rather than in the beginning of the expression.
The expressions produced at this stage are: You can’t dance, I don't know ete. In the
third stage, some of the second stage expressions persist but most of the first stage
expessions disappear. The child also learns the consolidated use of ‘won’t’ and ‘didn’t’.
However, sometimes the presence of past tense in ‘didn't' is overlooked and expreasions
such as T didn’t caught it’ are constructed. It has been observed that children use
their own rules of negative formation and for quite some time uses expressions like

‘Nobody don't like me'. This is probably because their logical sense takes more time
to ta'ke shape.

HSemantica : As grown ups, all of us have the experience of being embarrassed
by our parents when they retell the anecdotes of how we used words when we were
picking them up at the early stage of our languge acquisition. Every child in the
early stapes uses same words for referring to a large number of items, In the one-
word stage (discussed in subsection 4.2.3.) many children use their limited stock of
words to refer to a large number of objects which are unrelated. For example, the
sound sequence ‘how-wow’ starts with indicating ‘dog’ but it may be used to refer to
cats, horses or cows. In other words, it is used for the generic animal rather thatn
ttic specific ‘dog’. This process of extention of reference is called ‘overextension’
and it is 8 common semantic pattern of early learner’s speech. The children overextend
the meaning of a word on the basis of similarities of shape, sound and size. In the
same way, the word ‘ball’ is extended to all kinds of round objects ranging from a
lampshed to the moon. The word ‘apple’ also hae been observed to have undergone
similar overextension of meaning to refer to other round objects.
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Another interesting observation of children’s acquisition of semantica ig that i:he:,r
acquire the antonyms rather late. The distinction between the pair of words such as
‘more’ and ‘less’, ‘before’ and ‘after’, buy’ and ‘sell’ is learnt much later in childhood.

It is generally assumed that by the age of five, the child completes acquiring a
congiderably great part of his’her moether tongue. (5)he is then in a good position to
start to learn another language, a foreign or a second languge. The question often
addressed theoretically is that why is learning a second language so difficult, ospecially
when a child can do the mosat of learning in the mother tongue all by himselffherself.
Thig igsue has been discussed in other units in. detail. We ghall see now how child
language acquisition has been approached by different theorists.

8.6. The theoretical exploration of child language acquisition

- Today, language acquisition is one of the major fopics in cognitive science. Every
theory of cognition has tried to explore it. The fact that all normal humans speak and
that nonhuman animals don't showa-that language is essentially a human trait, The
ability to use language cretively is something that distinguishes humans from the
other animals. Language is a storage and transmitter of our thoughts. Hence thought
that is transmitted and the language that transmits must be closely interrelated. And
the interaction is quite complex in nature when we think of it as a well-knit system.
Still, learning a first language is something every normal child does very successfully,
in a time span of a few years. He does it naturally, without the need for formal lessons.
Children’s acquisition of language has received so much of academic attention because
language 18 in the core of our being human and development of the language faculty
is central to our growing up as normal human beings.

The scientific study of language acquisition began in the late 1950 ‘s, around the
same time when cognitive science as a branch of study was consolidating. The
simultaneous. development of language acquisition study and cognitive science was
not a mere coincidence. Noam Chomsky's review of Skinner’s Verbal Behavior
(Chomsky, 1969) brought in fresh ideas to both the fields. At that time, being under
the overall impact of behiaviouriam, the Anglo-American natural science, social science,
and philosophy came to a virtual concensus about the following:

a. The mind consisted of sensorimotor abilities plas a few simple laws of learning;
b. language must be learned .

¢. Thinking must be a form of verbal behavior

d. Verbal behavior as an expression of thought, can he ohserved éxterﬁally.

Chomsky argued that language acquisition can falsify these beliefs in a single
gtroke: children learn languages that are governed by highly subtle and abstract
principles. Moreover, they do so without explicit instruction from anybody. They do
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not get any other clues from the environment to the nature of such principles.
It indicates that language acquisition depends on an innate and species-specific
{unique to humans) module that is distinct from general intelligence. In last five
_decades, most of the debate in the field of language acquisition has attempted to test
this set of ideas. We shall discuss below some theories of lanpuage acquisition.

Most of the theories that we present here may be considered in both LI (mother
tongue) and L2 (second or foreign language) acquisition contexts. Remember that
language acquisition theories have been influenced eapecially by linguistic and
psychological schopls of thought. Different sclolars have given relatively changing
weights on different factors in approaching the acquisition process. We will see how
it was done as we get to know about them. '

E._E.l. Skinner’s verbal behaviour

B.F. Skinner developed his theory supported by confirming experiments on operant
conditioning. He published his studies in The Behaviour of Organisms 1938, Science
and Human Behaviour 1953 and Verbal Behaviour 1957, These laid the theoretical
foundation for his work on®™* ‘programmed learning’, a new educational technology.

Behavioristic view of language acquisition claims that language development is
the result of a set of habits, This view has normally been influenced by the general
theory of learning described by the psychologist John B. Watson in 1923, and termed
behaviorism. Behaviorism denies the nativist position that knowledge of language is
innate, becanse they find it irrational and unscientific. According to them, Knowledge
ia the product of interaction with the environment through stimulus - response
interaction. The process of stimulus (ST) - response (RE) learning works as follows.

An event in the environment {(the unconditioned stimulus, or usm brings out an
unconditioned response (URE) from an organiam capable of learning.

That response is then followed by another event appealing to the erganism: That
ia, the organism’s response is positively reinforced (PRE). '
If the sequence UST —> URE —> PRE recurs a sufficient number of times, the

organism will learn how to associate its response to the stimulus with the
reinforcement. (CST).

 This will consequently cause the organism to give the same response when it
confronts with the same stimulus.

In this way, the response becomes a conditioned response (CRE) . The most
difficult part of the behavioristic view is perhaps the idea that all leaning, whether
verbal (language) or non-verhal (general learning) takes place by means of the same
underlying process, that is through forming habits, in 1957, B.F. Skinner produced
a behavioriat acwunL of language acqmsmun in which lingnistic utterances served
as CST and CRE. -
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When language acquisition is taken into consideration, Skinner’s theory claims
that both first language and second language acquirers receive linguistic input from
speakers in their environment, and positive reinforcement for their correct repetitions
and imitations. As mentioned ahove, the children acquire the language relatively
casily when language learners’ responses are reinforced positively.

These claims are strictly eriticized in Chomsky’s “A Review of B.F. Skinner's Verhal
Behavior” (1959). Chomsky asserts that there is “neither empirical evidence nor any
known argument to support any specific claim about the relative importance of feedback
from the environment”. Therefore, it would be unwise to claim that the sequence
UST —> URE —> PRE and imitation can account for the process of language acquisition.
Moreovor, the theory overlooks the speaker (internal) factors in this process,

In brief, Skinner’'s view of language acquisition i a popular example of the nurturist
ideas, Behaviorism, was passively accepted by the influential Bloomfieldian
structuralist school of linguistics and produced some well-known applications in the
field of foreign/second language teaching - for instance, the Audiolingual Method or
the Army Method. The theory sees the language learner as a tabula rasa with no
built-in knowledge. The theory and the resulting teaching methods failed due to the
fact that imitation and simple S-R connections only cannot explain acquisition and
provide a sound basis for language teaching methodology,

8.6.2. ?ygatﬂky’ 8 Zone of Proximal Development

Lev Semymovich Vygotsky was a Russian psychologist. He studied conscious human
behavior which led him to investigate the role that language plays in human behavior.

: Vygotsky's point of view was that social interaction plays an important role in

the learning process. He emphazed on the role of *shared language’ in the
development of thought and language. The term ‘shared language’ refers to social
interaction. It and can be best elucidated through the notion of *zone of proximal
deﬁelnpment’{EPD}, ccording to Vygolsky (1962; p.10), there are two developmental ;
levels which determine the learning process. They are: egocentricity and
interaction. One can look at what children do on their own and what they can do
while working with others. They mostly choose to remain silent or speak less on
their own when they are alone. Thus they have legs egocentric speech. However,
they prefer to speak to other children when they play games with them and they
have more egocentric speech. The difference between these two types- of development
forms has been called the Zone of Proximal Development. This zone refers to the
distance belween two factors: (a) the actual developmental level and (b) the level of
potential development. The actual developmental level is determined by independent
problem solving and the level of potential development is determined through problem
solving under guidance from adults or in cooperation with more capable friends of
the child.
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The first thing that children do is to develop concepts by talking to adults, Then
they solve the problems they face on their own. In other words, children first need
to be exposed to social interaction that will” eventually enable them build their
inner resources. Zone of Proximal Development, an idea developed by Vyéﬂt&ky over
one hundred years ago, falls within a socio-cultural context. Regarding its educational
applicability, it secks to define the process through which students cffectively learn
in cooperation with a teacher. A student’s Zone of Proximal Development, or ZPD,
is defined as the student’s range of ability with and without assistance from a
teacher or a more capable peer. On the one end of the range is the student’s ability
level without assistance. On the other end of the range is the student’s ability level
with assistance. :

Vygotsky contends that language is the key to all development and words play a
central part not only in the development of thought but in the growth of cognition
as a whole. Within this framework, child language development, what we call
acquisition, can be viewed as the result of social interaction.

8.6.3. Piaget’ 8 View of Language Acquisition

Jean Piaget was a biclogist and a psychologist, his ideas have been influential in
the field of firat and second language acquisition studies. He studied the overall
behavioral development in the human infant, His theory of development in children
has striking implications as regards language acquisition. Piaget was one of those
paychologists who think that language acquisition is a case of general human learning.
He has not suggested, however, that the develnpmenl': is not innate, but only that
there is no specific language module. Piaget's view was that the development (i.e.,
language acquisition) resulta mainly from external factors or social
interactions.

Piaget outlined the course of intellectual development as follows:

a, “The sensorimotor stage: | from ages 0to 2 | understanding the
environment
b. The preoperational stagé: from ages 2 to 7 understanding the
symbala
¢. The concrete operational from ages 7 to 11 mental tasks and
stage ! language use
d. The formal operational from the age 11 dealing with abstraction
stage ! onwards
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Piaget observed, that the pre-linguistic stage (birth to one year) is a determining
period in the development of sensory-motor intelligence, when children are forming
a sense of their physical identity in relation to the environment. Piaget, unlike
Vygotsky, believes that egocentric speech on its oWwn serves no function in language
development.

8.6.4. Cognitive Theory

Cognitive theory is based on the work of psychologists. Piaget’s work is based on
the idea that children can learn things when they are developmentally ready to do
so since learning follows development. This can be regarded as a starting point of
the cognitivist ideas. Cognitive psychologists emphasized the importance of three
things: meaning, knowing and understanding. According to them, meaning plays
an important role in human learning. ‘Learning’ is a meaningful process of “relating
new events or items o already existing cognitive concepts.” (Brown, TLD. 1987; p.
47) ; and it is thought to involve internal representations that guide performance.
In the case of language acquisition, these representations are based on language
system and involve procedures for selecting appropriate vocabulary, grammatical
rules, and pragmatic conventions governing language use, ]

Cognitive psychologists see second lanpuage acquisition, on the other hand, as the
“building up of knowledge systems that can eventually be called automatically for
speaking and understanding” (Lightbown and Spada, 1993; p.25). Language learning,
in this sense, is a wholistic process and not analysable as stimulus-response
associations. Language learners pay attention to any aspect of the language that
they are attempting to understand and produce. Then, step by step, they become
able to use cer'l:a_in parts of their knowledge through experience and practice.

-In short, the cognitivists claim that language acquisition can he automatically
attained. However it is not clear how it will be automatized. And what 1] structures
can be automatized through practice in L2 and what structures can be transferred
to L2 are not clearly accounted for.

The cognitive theory emphasizes that language development should be viewed
within the framework of how the learner discover the meaning capacity of language
by taking part in communication. Del Hymes' description of communicative competence
(Brown, 1987; p. 201; Ellisl986; p.2569), for instance, reflects the principles of the
Discourse Theory. Communicative competence includes knowledge of the following:

1. grammar and vocabulary,

2. knowledge of rules of speaking,

3. knowledge of how to use and respond to different types of speech acts
4. soevial conventions. :
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These abilities taken together determine the knowledge of how to use language
appropriately:

8.6.5. The Discourse Theory

The Discourse Theory has resulted from a theory of language use. The discourse
theorists believe that language acquisition will successfully take place when language
learners “know” how and when to use the language in various settings and when
they have successfully “cognized” various forms of competence such as prammatical
competence (lexis, morphoelogy, syntax and phonology) and pragmatic competence
(e.g., speech acts). A language learner needs to “know” conversational strategies to
acquire the language. Halliday (cited in lllis, 1985: 259), for example, conducted a
study on his own son's first lanpuage acquisition experience and asserted that basic
language functions arise out of interpersonal uses and social interaction.

Based on the ideas above, first language acquisition notion of the theory is that
children accomplish actions in the world and develop rules of language
structure and nse. Accordingly, in the case of L2 acquisition, language learners are
encouraged fo deal with accomplishing actions, which are thought to help them
acquire the target language. The Communicative Language Teaching or CLT is the
best known example of such a theory. In the communicative classes, - students are
expected to learn by doing things. It is called diacovery learning. The students are
expected to aequire the lanpuage through the PPP principle. The three Ps stand fur
presentation, practice and production.

The Discourge Theory has drawbacks also. It overemphasizes the role of external
factors in the process of langnage acquisition and gives little importance to internal
learner strategies (i.e., innate processes). Some think that the Discourse Theory is
similar to the behavioristic view of language ac¢quisition in that environmental factors
and input (or positive stimulus) are at the very center in attempting to explicate the
acquisition process. The Discourse Theory is of course more sophisticated than the
Skinner’s views in accounting for the complex structure of communication. Yet it
overemphasizes the role of “knowledge of competence and functions” in acquiring a
language, and hence fails to notice universal principles that guide language acquisition. -

8.5/6. The Bpeech Act Theory

The Speech Act Theory was developed by philosopher J.L.Austin. This theory
holds that saying something is a way of doing something. In speech -act theory, two
kinds of meaning are seen in uiterances. The first is the prepositional meaning
and the second is the illocutionary meaning. The former refers Lo the basic literal
meaning of the utterance conveyed by the particular words or structures. The latter
refers to the “effect” the apoken or written text has on the listener or reader. For
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instance the utterances including ‘threatening’ or ‘apologizing’ might have
‘presupposition’ or ‘implicature’ effects that listeners strive to figure out. It is, of
course, normal for someone to use these utterances in his native language. The
problem is how propositions and implicatures are acquired in the first and second
language. It is debatable whether a formal instruction environment help the learners
acquire them. It may just create an environment where learners know only * about’
them. In that case the question would be, Can it be labeled ‘acquisition?

8.6.7. Universal Grammar Theory

Among theories of language acquisition, Universal Grammar (UQ®) has recently
gained wider- acceptance and popularity. It attempis to clarify the relatively quick
acquisition of the first languge on the basis of ‘minimum exposure’ to external input.
The ‘logical problem’ of language acquisition, according to UG proponents, is that
language learning would be impossible without ‘universal language-specific knowledge’
(Cook, 1991; p.1563-4). The main reason behind this argument is the in;iut data.
According to Cook, Language input is the evidence out of which the learner constructs
knowledge of language - what goes inte the brain. Such evidence can be either
positive or negative. The positive evidence of the position of words in a few sentencea
the learner hears is sufficient to show him/her the rules of a language. This view
supports that the external input per se may® not account for language acquisition
because the inpul is poor and defficient.

Similarly, the Chomskyan view holds that the input is poor and deficient in two
Ways.

First, the input is claimed to be ‘degenerate’ because it is damaged by perfnrmaﬁm
features such as slips, hesitations or false starts. Accordingly, it is suggested that the
input is not an adequate base for language learning,

Second, the input is devoid of grammar corrections. This means that the input
does not normally contain ‘negative evidence’, the knowledge from which the learner
could exerciae what ia not possible in a given language.

UG has generated valuable predictions about the course of interlanguage and
the influence of the first lanpuage. Alse, it has provided invaluable information
regarding L2 teaching as to how L2 teachers (or educational linguists) should present
vocabulary items and how they should view grammar. As Cook (1991;p58) sayas, UG
showa us that language teaching should deal with how vocabulary should be taught,
not as tokens with isolated meanings but as items that play an important part in the
sentence, showing what structures and words they may go with in the sentence. The
UG theory should, therefore, be studied in detail so as to endow us with a more
educational and pedagogical basis for first language.
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g._'}'. Let us sum up

In this unit, we touk up the issue of how children learn a language. We restricted
our discussion to the aspects of first languge acquisition. In the introduction, we
tried to define what languge acquisition is. We emphasised on the naturalness ie,
the absence of formal instructions in the process of acquiring a language from the
environment. We then discussed the uniqueness of language acquisition in human
beings and said that language faculty, a potential ability to learn a language naturally’
ig innate in human beings and it distinguishes them [rom the other animals on thia
planet. After that, we took up the issue of acquisition schedule and presented the
stages that are followed by children in general in the acquisition process. The issue
of critical period was also discussed to emphasize on the point that children’s ability
to learn a language is manifested best upto a certain age. The discussion then
preceded to the acquisition process, taking up the modules of morphology, syntax
and semantics to show how each of them takes shape in the early stages of language
acquisition. In the last section, we had a brief survey of how different theorists
approached the issue of language acquisition.

8.8. Review Questions

1. What is first language acquisition?
2. Why is language faculty considered as uniquely human?

3. What do you understand as the ‘achedule’ of first lanpuape acquisition? What
are the differents stages in this schedule?

4, What is ‘critical period’?

o

. What are the basic stages in _acquiﬂitiﬂn of morphology, syntax and semantics
of acqguisition of English as a firat language?

. What iz ‘verbal behaviour'? How is it developed?

. What is ZPD?

. What is the the course of intellectual development outlined by Piaget?
. How is cognitive theory different from discourse theory?

10. How do the theorista of UG approach the nation of input?

e =1 on

8.9. Glossary

Acquisition: The process of picking up a language without formal instruetions.
- Competence: The knowledge of a language as a system of structures and rules
and its use.

Behaviourism: An approach based on the assumption that learning is a process
of habit formation.
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Discourse: Language used in a real situation for real purposes of interaction
through spoken and written mode. :

Input: The language gained from exposure which is available to the brain for
processing, :

~ Interaction: Communication between people invelving the use of language.

Inonation: The rise and fall of voice used to indicate the functions of an utterrance.

Speech Act: Doing something through language for example: announcing
something, getting help, requesting ete.

Syntax: The grammatical arrangement of words in a sentence.

Universal Grammar: Properties inherent in the human mind matching the basic
principles that apply to all languages.

Utterance: A complete unit of language used for communicative purposes.
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9.0. Objectives

In this Unit, we shall continue from what was discussed in the last unit in this
module (Module 4, Unit 2). In Unit 2, we looked at the role of first language and the
interlanguage stage that the learner goes iﬁhruugh to become a proficient second
language user. We also looked at the personal factors which influence SLA. In this
Unit, we shall consider the general factors related to Second Language Acquistion.

“At the end of the Unit, you should be able to discuss the fu}_lumﬁg.

@ The overall effects of the general factors which contribute to second language
acguisition. : :
® Age as a crucial factor of SLA
® The role of attitude and aptitude of the individual learners to acquire a second
language
® The different cognitive styles of learning which the learners utilize for acquiring
- a second language
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Language Learning Language Acquisition
1. -Implicit and subconscious 1. Explicit and conscious _ ‘
i 2 .Meauing‘ful interaction with the | 2. Controlled interaction with the
target situation - informal situation target language - formal situations
3. Focus on the meaning conveyed. d. Focus on form and meaning.
4. Error correction and explicit 4. Importance for error correction and
teaching of rulea are not relevant presentation of explicit rules.
5. Encourages modification of 6. Encourages correct mental represn-
utterances. : tation of linguistic generalisations.
6, Uses intutive uﬁderﬂtanding of | 6. Uses grammatical rules.
Grammar.
7. Depends on attitude. 1. Depends on aptitude.
8. Stable order of acquisition. Gl =g, Simplefmmnplex order of language.

® The reasons for motivation to learn/ acquire a ‘new’ language

® The effects of the personality of the individual learners on second language
acguisition, : '

® The role of intelligence when learners acquire a langnage

@ The scope of learner strategios and its atages of application in SLA

® The general characteristics of a good sccond langnage learner.

9.1. Introduction

In this Unit, we will identify and understand how the general factors influence
Second Language Acquisition. Before we do that may be you will like to refresh your
memory on what is commonly understood as ‘Second Language Acquisition’. According
to Rod Ellis (1985:6), Second Language Acquisition (SLA) refers to ‘the subconscious
processes by which a language other than the mether tongue is learnt in a natural
or-a tutored setling’. In other words, SLA is the process by which a child or an adult
acquires a new language -after or along with the first language (which is often the
mother tongue). Though acquisition and learning are treated as the same, there are
some fundemental differences between the two which ean be summarised as follows:

This distinction is clearly discussed in the Monitor Theory proposed by Stephen
Krashen. He hypothesises that adults have two independent systems for developing
ability in a second language - the subconscions language acquisition and the conscious

language learning systems , which are interrelated. If you feel interested to read

more , consult the book Second Language Acquistion and Second Language Learning
by Stephen Krashen (1981).
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In this Unit however, we will not discuss further on the differences in acquistion
and learning. It is however important that you keep this distinction in mind as you
read through the Unit. Now, lets get back to what we are to dl&.&:uss in this Unit -
the general factors related to SLA.

9.2. General factors related to SLA

Research studies have shown that difference in the general factors like age,
learning style,aptitude, motivation, personality and intellizence effect both the
proficiency level of the learners and the ability to respond to an individual task.
There is, however, more empirical evidence needed to understand about how the
difference in general factors influences the route of SLA development in both children
and adults. The gencral factors like aptitude, attitude or motivation have complex
sets of features which occur in overlapping behavioural traits which makes it difficult
to quantify them. As mentioned earlier, in this unit we will focus on the general
factors which influence SLA.

Let’s look at each factor more closely.

9.2.1. Age and SLA

The effects of age on the route of SLA could vary from the effects of age on the
rate or success of SLA. Over .the years there has been E:mphas:s on both these
approaches to understand the effect of age on SLA.

ﬁge does not seem to alter the route of acquisition. Investigation of Baily etal.
(1974), Fathmen (1975), Gazden et.al. (1975) showed that adults acquire the same
set of grammatical morphemes in the same order as children. It is seen that learners
aeem Lo process hinguistic data in the same way irrespective of how old they are. Fur
further details, refer to Bod Eilis (1995),

The rate and success of of SLA however seem to be strongly influenced by the age
of the learner. If learners of different ages are matched according to the amount of
time they have been Expusﬂd to L2, it is seen that the older learners reach higher
levels of proficiency. Research however (Snnw and Hoefhagel-Holilee1978) shows
that although adults outperform children, adolescents learn faster. Tt appears that
although age improves the language learning capacity of an individual, the
performance may be the highest during adolescence after that the performance
declines. (See section on Critical Period Hypothesis.) It is velevant for the acquisition
of morphology and syntax of a language; the difference is not so noticeable for
pronunciation. However it-is also seen that though longer exposure to L2 may lead
to greater success this is restricted to the overall improvement in communicative
ability rather than grammatical and phonological accuracy (Hatch 1983a).
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There are some factors we need to look in detail to understand the child adult
difference in L2 acquisition.

1.Critigal Period Hypothesis. The Critical Period Hypothesis states that there
ia a period in every individual when language acquisition takes place naturally and
effortlessly. According to Penfield and Roberts (1959) the first ten years of life is the
optimum age for language acquisition. During this period, the brain retains plasticity,
but this gradually fades away with the onset of puberty. This iz due to the
lateralisation of the language function. What do you think is meant by lateralisation?
To make it simpler, the nemological capacity for understanding and producing
langnage which involves both hemispheres of the brain, gradually gets concentrated
only in the left hemigphere in most people. This causes difficulty to learn a language
for older learners.

2.Another factor which can influence learning is cerebral dominance, Lennebery
(1967) found that injuries to the right hemiaphere cause more language problems in
children than in adults. He found that adults who underwent surgery in the left
hemisphere had total language losa which was not evident for children. Adults tend
to have permanent linguistic impedimeat in such cases, unlike children who quickly
regained their language ability. It was also seen that logs of plasticity affected only
pronunciation and not any other levels of language. This was then explained as
multiple eritical periods (Selinger 1978) that an individual goes through in life. The
process of lateralisation and concentration of language function to specific areas is
perhaps a gradual one. Different aspects of language arve learn better at different
stages in the process. More empirical research findings are needed to establish the
link between cerebral dominance and age differences in learners. :

3. Cogniiive factors:
One difference for the child-adult distinction is Piaget’s theory of Tormal operations’
. According to Piaget, around puberty, many adolescents pass through a development
stage called formal operations’ (See Inhalder and Piaget 1968), during which he/ghe
reflects on the on the rules that he possesses and on his thoughts. He is able to
develop general solutions to problems and has the ability to comprehend language
‘as a formal system. An adolescent ia able to ‘pick up’langnage like g child as well
as supplement this proceéss by conscious study. In other words, older children develop
the meta awareness about the language by consciously studying the linguistic rules.
They apply these rules when they use the langnage. There is therefore a different
orientation to language of children and older learners.
Differences in the aflective states of young and older learners could also influence
how the learner relates and and responds easily to the foreign lanpuage culture.
" Young children are seen to adapt more easily in a new socio-cultural context becanse
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. they are less culture bound than adults (Burn 1980b) . However, let us understand
that thiz does not necessarily mean children are more rapid learners. Research
shows (Neufeld 1978) that all learners have an innate ability to acquire functional
vocabulary and a basic mastery over pronunciation and grammatical rules. Children
however are more motivated to handle complex grammatical structures and different
language styles. ;

Let’s look at the findings related to age and SLA again.

a.The starting age does not affect the route of SLA. Though there cuuld be
differences in the acquisition order, these are not due to age.

b. The starting age affects the rate of S8LA. Adolescent learners are faster learners
than children and adults especially for grammar and vocabulary, if given the same
exposure to the language. However there is no noticeable dlffﬁrunce where
pronunciation is concerned.

¢: Both the number of years of exposure and the starting age affects the level of
success. More exposure to the language improves the overall communicative fluency
of the learners but the starting age defermines the level of accuracy achieved,
particularly in pronunciation. It is also seen that although young children only learn
at the same rate or are slower than the older learners , they are more likely to go
further.

d. Adults acquire primary levels (except pronunciation) more rapidly than children
because of their preater cognitive abilities.j"dults achieve greater overall
communication ability both due to exposure to language and due to proficiency
developed through peer group interaction. : :

e.Affective factors and difference in language environment of children and adults
may result in the differentlin success attained by children and adults.

9.2.2. Aptitude, Attitude and SLA

Aptitude is often defined in terms of tests that are used to measure it. (e.g. Caroll
and Sapon’s Modern Language Aptitude Tést 1959). Aptitude tests, however, do not
measure exactly the same behaviour. However, in general, they seek to measure the
ability of learners to discriminate the meaningful sounds of a language to associate
sounds with the written symbols and to identify grammatical regularltlea of a langnage
(Ellis 1986: 112).

Caroll and Sapon 1959 identified three major components of aptitude. They
are the following: : :

a. Phonetic coding ability : abili.t:.' to perceive and memorize new sounds.

b. Grammatical sensitivity : ability to demonstrate awarenesa of the Bg,rntactmal
patterning of sentences.
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* ¢. Inductive ability : ability to notice and identify similarities and differences
in grammatical form and meshing. (Ellis: 1985: 112)

Aptitude is thus related to conseious learning. It is also seen that there is a clear
relationship between acores on aptitude tests to performance of the individual in
monitored test situations.

Attitude: Attitude refers to the acquirer’s orientation towards the targut language
and to personality factors. It relates directly to acquisition and indir ectly to conscious
learning, It is seen that the right attitude is needed to encourage intake and the uze
of useful input for language acquisition. Duley and Burt ( 1977) states the need for
the acquirer to be ‘open’ to input by monitoring one’s socio-affective filter.,

Let us lock at how the socio-affective filter works. Performers with high and
strong filters will acquire less of the language they are exposed to as less input is
taken in by them. If there is a ‘low affective filter’, as in children, the language
acquisition process is more stable and permanent. If you are interested to learn
more about the empirical studies done on the role of attitude and aptitude in SLA,
refer to Second Language Acquisition and Second Language Learning by Stephen D.
Krashen (1981).

Now that we have defined attitude and aptitude, let us look at the pedagogical
implications in second language acquisition process. It is seen that attitudinal and
motivational factors are perhaps more important than aptitude to enable second
“language acquisition. An environment which facilitates low affective filter is needed
to promote real language use through the sufficient intake and output of L2, (Intake
here refers to the language one is exposed to and output the language the person
is capable of producing as a result of the input and intake.

9.2.3. Understanding cognitive styles in BLA

What do we mean by cognitive style? Spend a few minutes and write ;,ruur
thoughts on the cognitive atyles.

Cognitive style is
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Now read on..

Cognitive style may be defined as the manner in which we ‘perceive,
conceplualise, organize and recall information’ (Ellis 1985: 114) Research has shown
interesting evidence that each person has more or less a consistent mode of cognitive
functioning. Cognitive style can range from field dependence to field independence
as part of a continuum like thia:

Field dependence ' Field independence

Individuals vary in the extent to which they are tuned towards dependencs or
independence. There is no conclusive evidence as to which style facilitates learning
better.

It 13 likely that field independence will lead to greater auccess in classroom learning
while field dependence will promote naturalistic SLA. This is because the field
dependent learner will use greater social skills to get more frequent input from
native like speakers. In the classroom, on the other hand, the ability to analyse the
formal rules of a language will be treated as more imporiant.

Leta look at the features of field dependence and field independence in the chart
below (Bits 1985: 115) to understand aboul cognitive styles better.

Field dependence : Field independence

® Perzonal orientation to an extemal @ IiIl]]EI‘EDI]EI;l orientation to an internal
frame of reference to process frame of reference to process
information. information. i

@ Holistic approach to task where field | ® Analytic approach to task where field
is scen as a whole. is seen in terms of component parts.

@ Dependent view derived from others. | ® Independent sense of identity and
; views.

® Bocially sensitive greater skill in | ® Not so socially sensitive.
interpersonal and social -
relationships.

@ Greater skills in interpersonal and | @ Less skilled in interpersonal/social
sucial relationships. -relationships. '

Table No. 1 ' : (Adapted from Ellis 1986 : 115)
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Spend the next few minutes to think about your cognitive style. Are you field
dependent or field independent or somewhere in between? What are the features
mentioned in Table no 1 that you can relate to?

Write your answer in the apace given below.

Review guestions ;

a What is meant by cognitive style? Write your answer baged on your own views
and the reading done in

b What do you think are the advantages of being feld dﬂpendent in learning a
gsecond language? :

¢ Discuss the merits of being field independent in your cognitive style in a
formal classroom setting where L2 is taught. )

9.2.4 Types of motivation

What do we mean by ‘motivation’? You, for instance, are motivated to join the
MA in ELT through the Open mode, inspite of many personal inconveniences you
may have to face. That's a high level of motivation. It is commonly understood that
a person’s behaviour is governed by certain needs and interests which influence how
the individual actually performs. Motivation and attitude (which we discussed in
2.44.2.2.) are therefore crucial factors which influence second language acquisition.
What is then motivation in ELT ? Think about it and write your response in the
space given bel—::nw L

Motivation m. ELT is

In simple terms, motivation can be defined as the incentive, the need or the desire
that the learner feels to learn a second language, Different research scholars (Brown
1981, Gardner and Lambert 1972) have tried to classify motivation based on their
empirical study findings. Here, we shall look at a summary of these classifications.
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Motivation can be divided into five types based on the findings of research
- ptudies.

These are:

a.Instrumental motivation:The motivation derived by the desire to achieve
proficiency in a new language for utilitarian purposes. (Getting a job, joining a
course ete.) ;

b.Integrative motivation .The motivation obtained by the desire to achieve
proficiency in a new language in order to participate in the life of the community
that speaks the langnape (¢.g. When a Bengali woman marries a Telugu man and
tries to learn Telugu.) ’

¢.Global motivation.'Motivation of a general kind to the goal of Iearmug a second
language i.e. picking uj-languages for ita own sake.

d. Situational motivation: The motivation which varies according t-{) the situation
{(formal or informal) in which learning takes place e.g. in the classroom or at a
restaurant. '

e.Task motivation: The motivation for performing a particular learning task,
e.g: to fill up an application form.

Studies have shown that most successful learners are those who have both talent
and a high level of motivation for learning. It is also seen that the level and type
of motivation i strongly influenced by the social context in which learning takes
place. We do not however know clearly whether it is motivation that produces
successful learning or it is successful learning that enhances motivation. Some studies
(Mac Namara, 1973) shows that it is the need to get meaning across and the pleaaum
experienced when this is achieved that motivates SLA.

Lete do a task now.
Q. Spend some time and think about how you will help learners to improve their

motivation to learn a second language. Write down any three steps to you will take
to make them feel motivated.

Class:

No. of studenta:

Medium of instruction:

Steps that will be taken to improve motivation for SLA in students:

1,

2.
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Review Questiona:

1. Define motivation in ELT.

2. What are the different kinds of motivation? Give an example for each, Give a
different example from the one given in the lesson.

3. What is the kind of motivation you have to learn a new language?

9.2.5. Role of personality in SLA

'Personality is generally seen as an agprogate of the personal traits of an
individual. When we ask questions like — “Is Anita an extrovert or introvert?
Impulsive or reflective? Authoritarian or submissive? Gregarious or quiet? - we are
referring to the personality of Anita. The answera that we get will give us some idea
about the personality of Anita. Such personal characteristics along with other features
thus malke up the personalily.

How would you define your own personality? Stop reading and write
down your thoughts.

My personality traits are:

Research studies have looked at the role of self-confidence, capacity to emphasise,
the degree of logicality or the tendency to analyze in relation to language learning.
Two measures of self-confidence are anxiety level and extroversion.

It has been suggested that extroverted learners find it easier to make contact
with other users of L2 and therefore oblain more input. In fact, as Krashen (1981)
argues, a person with an outgoing personality may contribute to ‘acquisition’.

Self-confident people have the advantage of not fearing rejection as much as
individuals with high anxiety level. Thus they are likely to expose themselves to
repeated learning situations and do so repeatedly they have less personal turmoil
than those who are self-conscious.

Let us now look at empathy.
Empathy ia the capacity for understanding and experiencing another’s feelings

and ideas. Tt is also seen that learners with authoritative disposition are not as
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successful in learning a second language as these with leas authoritative personalities.
It 15 also seen that empathy as a factor which influences second lanpuage acquisition
is better understood through communication tasks than linguistic manipulation tasks.
Research shows that more analytical tendencies appear in the acquisition of
metalinguistic skilla through conscious learning while the field dependent person
acquires communication skilla through subconscious learning.

9.2.6. Intelligence and its effects in SLA

Intelligence is the term used to refer to one's ability to master and use a whole
range of academic skills. It is more the capacity rather than the contents of the mind
(Mc Donough 1981: 126). It is this underlying ability to learn rather than the actual
knowledge that is measured by intelligence tests. Intelligence is however not an
_ essential factor in either L1 or L2 acquisition, when a language is acquired naturally,

Intellipence may influence the acquisition of some skills associated with SLA (for
example, those utilized when second langtiage is learnt in a formal setting) but it is
not likely to inflnence the acquisition of say, oral fluency skills. This is because in
a natural second language acquisition situation, the L2 knowledge is developed
through learning how to communicate in the target language. Research has also
shown that the effects of intellipence are limited to the rate and success of SLA, but
there is no evidence that intelligence affects the route of acquisition as is evident in
spontaneous language use. ;

9.3. Learner strategies and its stages

In this section, we will briefly look at internal process which account for how
learners handle input and how and how learners use the L2 resources to produce
messages in L2. Learners have usually two lypes of L2 knowledge,

a. Declarative and
b. Procedural (Faerch and Kasper 1983h)

]]e-::larativa. knowledge consists of internalized rules of the second language
and memorised chunks of langnage. It is about knowing that’ of the language.

Procedural knowledge, on the other hand, consists of strategies and procedures
employed by the learner to process L2 data for acquisition and for use. Is the
difference between the two clear to you? Read the above paragraph again and make
sure you understand it well.

Procedural knowledge can be further divided into social strategies and cognifive
strategies. The social strategies allow the learmer to manage interactions in L2 -
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either in face-to-face contacts or L2 texts. For eg. when the learner joins a group who
speaka L2, the individual uses a few chosen words to understand the communicative
message and relies on help from others when there is a communication difficulty. *
Cognitive strategies used under procedural knowledge comprises of various mental
processes involved in learning and using the knowledge of L2. When a learner uses
L2, the process involved in using L2 knowledge consists of the following:

a. Production and Reception stratepies
b. Communication strategies.

The Production and Reception strategies are employed to use the existing L2
knowledge efficiently and clearly with minimum effort. The Communication strategies
occur when the speaker is not able to communicate his original communicative goal
in the way he/she planned. As a vesult, the individual is forced to reduce the goal
or to locate alternative means to express it.

It must be clear to you by now that language use is made of both production and
receptive strategies which operates when the learner utilizes easily and subeonsciously
the resources available to him /her. The communication strategies operate when the
learners need to compensate for inadequate means with greater conscious ufi"urt.

Both native and non-native speakers use these stratepics. What distinguishes the

learners from non-native speakers is the frequency in which it is used (Ellis 1986 :
166). : '

Lets sum that information into a table ( seeTable no : 2 ), so £hat you understand
it clearly. ]

Research studies have enabled further classification of Communication
strategies into two categaoriea:

a. Reduction strategies
b. Achievement atrategies.

While reduction strategies are used to avoid a second language use problem,
achievement strategies are used overcome the problem. Reduction strategies are
further divided into formal and firnctional strategies while achievement strategies
get categorized into compensatory and retrieval strategies, There are sill limited
empirical studies on how communication strategies work, but there is sufficient
.evidence to suggest that their use is influenced by the L2 learner’s proficiency level,
the nature of the problem source, the learner’s personality and the learning situation.
There is still further need to clearly understand the effect communicative stratégiea
have on linguistic development. ' :
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L2 knowledge

l
I : |

Procedural knowledge Declarative knowlegde
(strategics used for acquisition| ( L2 rules and chunla
and the use of L2) of language)
Social strategies _ Cognitive strategies (processes
(devices used for managing involved in learning and using
interaction in 12) ' the L2 knowledge)
1 |

For using L2 For learning L2
(devices for using the L2 (devices for internalising L2
knowledge) knowledge)
Production/ Reception strategies Communicative strategics
(for using exisiting resourses (for compensating for

| automatically) : - inadequate resources)

Table no .2 (Adapted from The Types ofL.2 Knowledge Ellis 1985: 165)

In general, it can be stated that the use of communication strategies is to enable
the L2 learner to use the appropriate fright form to say what he/she wants.
Communication strategies help to expand the resources available to the L2 learner,

for the main idea is to “ keep the channel open” (Ellis 1985: 187).

It is however also argued that the successful use of communication strategies
may prevent acquisition. A learner may become very skillful in making up for lack
of linguistic knowledge by the use of varied communication strategies when it assists
the acquisition process - aid the acquisition of lexis (vocabulary) than grammar. All
these issues may have important pedagogical implications in the 1.2 classruums
which the teacher needs to reflect upon.

Review Questionas:
. Lets do a task now :
Q. Rajesh Sharma who studied in +2 level (vernacular medium of instruction) has
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got admission for M.A. in English in one of the prestigious University in the city. The
medium of instruction is in the University is English.Comment on the dgj‘f‘epeﬂt
types of learner sf:rategiea that the learner has to use in order to

® introduce himself to his classmates in English

® understand lectures gfv&n by teachers in English .

® discuss a topic with a firiend (in English) . : _
® present a seminar paper in English at a National Seminar in the Department.

@ Complete the chart given below and discuss it in the Contact pmgraﬁme_

Situation Learner strategies used

Q. Draw a table showing the classification of the different learner
strategies that can be used during language learning.

9.4. Defining the good second Iangu'age learner;

Now that you have read about all the factors which influence second language
learning, what according to you are the qualities of a good second language learner?
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Spend some time thinking about it and write any three qualities you think a good -
sccond language learner should possess.

Three qualities a good language learner should possess are :

There have been several attempts to specify the qualities of a good language
learner (Rubin 1975, Naiman etal 1978). Based on these Rod Ellis( 1986) has drawn
up a comprehensive list on the characteristics of good language learning which are
given below. You c¢ould also check to see how many of these qualities you or your

students possess.

According to Rod Ellis, the good language learner will:

1.

5

be able to respond to the group dynamics of the learning situation so as not

" to develop negative anxiety and inhibition.

seeks oul all opportunities to use the target language.

makes maximum use of the opportunities to practice listening to and responding
to speech in L2 addressed to him and others,

supplement learning that derives from direct contact with the speakers of L2
be an adolescent or adult rather than a child to acquire the early stages of
grammaltical development.

pussess sufficient analytical skills to perceive, categorise and store linguistic
features of L2 and to monitor errors,

possess a strong reason for learning the L2 and alao t::- develop a strong
motivation to do communicative tasks.

be prepared to experiment by taking risks even if makes the learner appear

foolish.
be capable to adapt to different learning conditions.

These are qualities which the language learner may aspire for whether in formal
or informal settings. If all the above mentioned is true, it predicts that above all the.
“good language learner” is an acguirer, who first of all is able to obtain sufficient intake
in the second language, and second, has a low affective filter to enable him to utilize
this input for language acquisition. The good language learner may or may not be a
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conscious learner. Ifhe is, he is an “optimal Monitor user”. We would therefore not be
surprised to see above average or superior language aptitude in such a performer.

Data from Naimon et al. (1978) support these generalizations, They suryeyed
thirty-four “good language learners”, and found that immersion and motivation were
the most frequent responses to the guestion of what factors influenced successfinl
second language acquisition. Further, they reported that “there is some evidence in
the interview... that those subjects who learned a language in the country of the
target language, though frequently combined with self-study, usually acquired it
successfully” (p. 34). This conclusion ia similar to that reached by Carroll (1967), in
his study of college foreign language majors, as well as in other studies(Krashen,
1976a; Chapters).

The good language learners in Naimon et.al. (1978) agreed that the study of
grammar alone wus not enough: “Several interviewees, who had achieved high marks
in their language courses at school. now attached little slg'mﬁcanee to this aspent of
success” (p34).

‘Thug the mixture of formal and informal experience with the second language
appeared to be the most popular approach. Good language learners/acquirers must
do more than just be present in informal and formal environments, However, it
appears to be the case that they ‘go out and get’ intake and have a low enough filter
to utilize it for language acquisition while amny of them consciously learn (12/34 in
Naimon et.al. indicated that conscious rules were useful for them; in Wesche 1977,
6/11 said the same thing), they appeared to be optimal monitor users, using learning
as a supplement to aeguisition in certain conditions.

9.5. Let us sum up

In this unit, a distinction was drawn between acquisition and learning. The unit
then looked at the overall effects of the general factors of second language acquisition.
It was noted that ape does not seem to alter the route of acguisition. The rate and
success of SLA, however, seem to be influenced by the age of the learner. Longer
exposure to L2 seem to enhance the communication ability but not grammatical and
phonological accuraey. In order to understand the child and adult differences in SLA,
the concepts of critical period hypothesis, cerebral dominance, cognitive and affective
factors were discussed. Research scem to show that adults acquire primary levels of
acquisition faster than children due to their cognitive ability. The unit also looked
at aptitude and attitude and their influence on SLA. Cognitive styles can range from
field dependence to field independence. However, there is no conclusive evidence as
to which style facilitates learning better. Motivation 15 also an important factor
which influences SLA-whether it is instrumental, integrative, global, situational or
tagk based. Role of personality, empathy and intelligence was also discussed in
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relation to SLA. Tt is seen that pevple with an outgoing personality contributes more
to acguisition. The effects of intelligence are limited to the rate and success of 8L.A
and there is no clear evidence that it affects the route of acquisition. The unit also
looked at the different learner strategies that a learner of second language needs to
expose oneself to. Understanding the different factors which influence SLA helps in
understanding the characteristics of a good language learner which was discussed in
gome detail in the unit. ' ;

9.6. Review questions

1. Distinguish between acquisition and learning of a language.

2. Discusa the role of age in SLA. Give examples to illustrate the child/adult
differences.

What is critical period hypothesis ?

How does cerebral dominance influence learning?
What is the role of Piaget's ‘formal operations’ in SLA?
How do the affective factors influence SLA?
Distinguish between aptitude and attitude.

How &u aptitude and attitude of learners effect SLA?

Write short notes on;

© ®'a @ oo

a, Cognitive style and SLA
b. Motivation in SLA
c. Role of personality in SLA
10. How does the intelligence of the learner affect SLA?
11. What is the difference between declarative knowledge and procedural
knowledge?
12. Explain with the help of a diagram (table) the different types of cognitive
' strategies that can be used in SLA.
13. What are the qualitics of a good language learner according to Rod Ellis (1986)?

9.7. Glossary

Acquisition : the internalisation of rules and formulas to be used to communicate
in the 1.2,

Acquisition device : a nativist notion; a device containing the possible grammatical
forms of a language - a device which directs the acquigition process

Aptitude. (distinguished from ‘inlﬁe]ligence’} the specific ability that a learner has
for learning a second language.
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Attitudes. a set of beliefs possessed by the learners, about the target language
culture, their own culture, about the teacher and the learning conditions.

Competence: constituted of internalised rules of the target languge which are
organized into a system. , '

Comprehensible input: the type and extent of lanpuape that the learners are
exposed to. and can understand.

Feedback: acts such as correction, acknowledgement, request for clarification or
paraphrase done in response to the learners’ effort to communicate.

Filter: a barrier between the actual extent of language that a learner is expﬂsed
to and the extent (s}he attends to.

Fossilization : a point where an L2 learner may stop learning any more despite
the fact that his'her set of internalized rules is different from the actual set of rules
in the target languge.

Input : apoken or written form of language that the learner is exposed to in order
to determine the rules of target language.

Interlanguage : systematic knowledge of a second language which is independent
of both the learners I.1 and L2.

Learning : internalization of rules and fnrmulas whlch are used to communicate
in a second language.

Motivation : the learner’s overall goal or orientation to learn a second language.

Route of development: a number of transitional states en route to acqulrmg the
target language rules.

Transfer . the process of using knnwledge nf the first language in learnmg a
second language,

Universal Grammar : the properties inherent in the human mind, cnnsmtmg of
universal principles of language structure and rule formation.

9.8. Books recommended for further reading for this unit:

Rod Ellis, 1986. Understanding Second Language Acquisition. OUP.

Stephen D. Crashen, 1981. Secund'Languge Acquisition and Second Langnage
Learning.

Duley, Burtand Krashen, 1982. Language Two.

Braindi, S.M. 1999. The Acquisition of Second Language Syntax

Spolsky 1989. Conditions for Second Language Learning,

Agnihotri et al. 1998. Social Psyt‘:_hulﬂgidal Perspectives on Second Language Learning.
Prabhu, N.S. 1987. Second Language Pedagopy.
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