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INTRODUCTION

In addition to Linguistics, whose relevance to the discipline of
language teaching has already been well established, other disciplines,
that have significant contributions to make to language teaching, are
cultural anthropology, psychology, sociology, and pedagogy. Each
language has some special characteristics of its own and it is these
characteristics to which a learner whether a speaker of a foreign
tongue or the other tongue has to be exposed. It is these characteris-
tics which require a thorough planning of the language teaching
materials with insight and imagination so that thesc could be trans-
ferred across geographical and cultural boundaries in their true spir.lts.
To meet this challenge the task of the planner of the language teaching
materials becomes all the more important and difficult. Many people
view the task of language learning as a problem; but in fact it is not.
The language lcarning presents solutions to many a problem provided
itis donc in right spirit and has been based on a good teaching
material. In fact the change that is anticipated in the language
behaviour of the learner of an other tongue is roughly the differences
between the structure of his source language (SL) and culture and 1¥lat
of the target language (TL) and culture. The language learning
involves the development of the skills : receptive, productive, rcpro-
ductive, and scIf teaching. Any material intended for language
teaching/learning should bear in mind the fact that its sole aim is to
develop these skills in such a coordinated fashion as to inclucate the
new linguistic habits in the learner gradually.

So far, by and large the language teachers have paid less atten-
tion to What in comparision to How (the teaching methods). TlllS
fact has been taken up quite seriously by the programme instruction
in language teaching. An examination of texts available for other
tongue teaching reveals the discrepancies between the linguistically
oriented approach to language teaching and its application in the pre-
paration of other tongue teaching materials.

Language learning is started under a controlled situation with
controlled material and demands for tight restraint from the learner
and teacher both on one hand and the teaching material on the other.
This is why ‘one step a time’ is emphasized time and again. In the



following lines I shall try to outline in brief few salient points that
have to be specified and/or kept in mind while planning the prepara-
tion of language teaching materials. These points will sketch a broad
outline which with little adjustments can be used for any TL, may it
be a foreign tongue or other tonguc—cognate and non-cognate or
both. The following diagram presents the different types of TLs.

Target Language
l

¥ ¥
Mother tongue Other tongue
Alien tonguc Non-Alien tongue
¥ ¢
Cognate Non-Cognate
Language. Language

1. The Learner :

Since the language teaching materials are need based and geared
to the requirements of the learner, no efficient planning with eftective
desired results can be possible unless our learner is defined. In other
words, the planner should know the specific use to which the learner
intends to put the knowledge of the language. The trade, profession,
age-group and educational background and the like will have to be taken
into consideration before any planning is done in detail. This will also
affect to some extent the selection and gradation of material in order
of preferences. A homogeneous group of lcarners—linguistically and/
or otherwise can be handled more efficiently and with better results
with one set of teaching material than a hetrogencous group.

2. The Time :

The language learning has to be done in a specific period of time
hence the planning of the material and teaching method involved have
to be geared to the achievemen of the terminal bchaviour in most
effective way. This calls for package material which should be self-
sustained anfl opcn ended and which should provide the basic and
salient lingI{lSth dimensions to the learner. The time factor should be
spelled out I very specific terms such as Clock Hours since terms
such as One year course; Basic course or Intermediate course do not
specify as to how many contact hours would be required for teaching
a particular course. The planning of the material calls for these speci-
fications in terms of the availability of time for teaching/learning be-
cause the selection and also grading are affected by the time factor.

(ii)



3. The Terminal Behaviour :

Each teaching material has a goal in mind and it tries to impart
language skills according to this goal. Hence the amount of the skills
of (i) Reception, (ii) Production, (iii) Reporduction, (iv) Comprehen-
sion, (v) Speaking, (vi) Reading, (vii) Writing etc. to be achieved
should be fixed as the goal of the package materials. The language is
more of a skill subject rather than content subject. Hence the teaching
of skills cannot be ignored. Our aim is to teach how to use language
correctly to achieve desired result in a social seatting, and not to teach
about the language. This explains why all the (teaching) materials and
the language teachers always emphasize on the four main skills—
LISTENING, SPEAKING, READING AND WRITING. The
learner’s performance, so far these skills are concerned, is of utmost
importance from the viewpoint of the terminal behaviour. How much
of the lingustic dimensions and in what type of social settings is to be
achieved by the learner, and the proficiency that the learner will have
after completing the material in terms of the operation of
the target language hasto be spccified in clear terms. Thf
terminal behaviour or geoal should be defined and decided in terms oe
the linguistic, social and topical setting and/or dimensions. The plan-
ner of the language teaching material or the teacher, in defining
the terminal behaviour, must be satisfied about what topics and to what
range of social types he wants his learners to be able to communicate
with,

4. The Curriculum :

Once the terminal behaviour is defined and time specified, the
ways and steps have to be worked out to achieve it in such a fashion
that the learner’s interest be sustained throughout and movement from
one step to another could be made gradual and less conspicuous. In
preparing the curriculam selection of jtems, their proper sequencing
and grading from different angles with reference to our learner’s
group and their requirements has to be done. The preparation of curri-
Cul}lm will require emphasis and concentration on the following
points :(—

- Teaching Points : In view »f the behavioural target and limited
time the specific teaching point in (i) Phonology (ii) Writing system
(i) Grammar, (iv) Vocabulary and (v) Stylistics should be fixed for
cach language. The content analysis helps in working out the details
of each lesson. The content analysis presents in detail the table

(iii )



of contents which could be followed in devising and writing the
materials.

Grading : The grading should be done in such a way that one
step could automatically prepare a background for and lead to the
next one.

5. Source Language : .

A source language or filter language Is the mother tongue of the
learner or any other language that the learner uses on par with the
mother tongue and which he uses as the medium of learning. The
learner is always conditioned by his habits of SL. SLis L-1if we
call the TL L-2. The teaching points in TL have to be listed on the
basis of the details of linguistic components in the SL. A thorough
linguistic (contrastive) analysis from language teaching point of view
of the SL and TL reveals many interesting facts about them. These
facts have to be arranged in such a way that the learner can develop a
habit for the TL almost exactly the same way as he has for the SL.

To handle problems arising out of the SL it is ideal to have
separate teaching material for each L-1 group but sometimes one set
of teaching material could be used for a group of language (cognate
language) where the drills will be problem oriented and will differ in
details for each group. Further, separate Work Book for each L-1
group is required. The work book exercises will be prepared with
specific SL teaching point in view so that the interference of SL could
be minimized and checked.

Constructive Analysis -

Similarities and dissimilarities between two languages (SL and
TL) can be establjshed by contrastive analysis for which adequate
linguistic descriptions of the SL (L-1 ofthe learner) and the TL are
required. A carefu] comparison of the systems of the two languages,
step by step, will furnish relevent points for contrastive analysis and
the finding can be incorported in the teaching material. The data thus
col]ec_ted on the basis of the contrastive analysis is the most significant
contribution a linguist cap make to language teaching and material
productions because they pinpoint the teaching points. The contras-
tive features in phonology, grammar as well as writing system and
vocabulaty can be prepared for guide line work. If the outline for
contrastive phonology is to be prepared, the comparision on phonoe-
mic level will also be required.

If the TL is a cognate language the comparison of vocabulary
items such as : (i) Words with common origin and same spelling but
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with diﬁerCHCei ) in Hiﬂdl ‘instrUctiOD’, in Marathi
‘Punishmey;, '™ Meaning Jike Siksa i

(i) w, eaning but spelt
. or, . isin., and same m g
differenty |; su:,lth. c;?n:ic?n O:g;?/;ra in Marathi. Second can be
listed ap a2 1n Hindi an

d tal] t in the proper context.

Slmﬂar comparisons in the writing system of the SL and TL

will also 1 . ackage material.
6. Test a we'ffome thing for planning the packag

p i : re its effectiveness to the
learners ; fzr ttehaighullxg material ,egﬁintg hZI;SUtO be “tested at different
St'a‘ges. The I‘) o tl}el has to lay down certain entrance con-
ditions gq that :Cg n}a't?na of an the achievement in the TL could
l'{e mmore or 8, unijf, qms}t'lr?nts are necessary for two specific reasor}s :
O so find ° ¢ levzrlncl)-f ﬂf: learners and their aptitude for learning

new langy, . £ isition or learning
] : .. r rate of acquisition
at differen; " and (ij) to measure thei

. - .
‘ 8es and jtg cumulative result in the. achlcY ement of th
ferminal behav,‘om resulting in the learner’s proficiency in the TL.

test 1 Ap idea] teaching material provides the cliim’e;;:nt tkl;'ncclilsi r?gf
.28 a in kage material. The te
materia] de tegra] part of the packag

: S uage
L S With the language which is to be tested. The lang ai-
1> built of g, 45, intonations, stress morphemes, words and arrang

having Jinguistic and cultural meanings. The tests
(po (0 fing out (i) hofv muj:h of the language one actually .knows
(froﬁciency tests) (ii) how much one can learn (Prognastic test),
i) h‘ow Much o0 has Iear‘ned (Achievement test), and (iv) how much
I'émains tqo be Iearned (Diagnostic test).

6.2 Entrancc test or pretest is always necessary to know the
leve] of the learper before he is initiated to the learning -through
the Materia] , hand. This will be wuseful in measuring the
learner’s aChievemems properly and correctly at the completion of the
course. Thjg kind of teg is known as Placement-test as ‘wcll. The
Pre-test coulq pe based on the terminal behaviour which is the. sum-
total of the different teaching objectives defined and fixed in the
curriculum, énsure the effectiveness of a particular part or
teaching point of the teaching mater ial, different types of test are
administereq (i) An acquisition test, should be given after each teach-
ing point to find out whether the teaching point is learnt properl?'.
If the desireq Tesult is not obtained there is either some loop-hole in

ments of v,
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the material or method or the learner. This has to be overcome by
either improving the material/method or taking the learner back to-
the same teaching point again. (ii) A Retention test is administered
several weeks after a teaching point has been taught to find out the
rate of the retention of the teaching points already learnt.

7. Drills :

Each lesson—each teaching point introduced through some kind
of text, has to be substantiated in ample measure by different kinds of
drills. The drills improve the skill of the learner abundantly and
make the learning more automatic. Drills are devised for each com-
ponent of the language for improvement of each skill of the learner.
Through the drills phonology-discrimination, recognition and repro-
duction; grammar-structure patterns,their expension and transforma-
tion, vocabulary—usc and structural categorization, memorization etc-
as well as the overall comprehension and reproduction, composition
are easily taught. Drills are of varied types suchas recognition,
repetition substitution transformation, expension, agrcement, responsc,
chain etc. They are equally important for the learning and develop-
ment of different skills.

8. Work Book :

Work book contains take-home exercises for the learners. Itis
devised in accordance with the teaching points fixed for and followed
in the material. These exercises are devised for giving more practice
and comprehension of the teaching points. The learncrs are expected
to attempt these exercises as and when the particular teaching point
is introduced in the class. The exercises help in the retention of
what has already been acquisitioned. The tcacher is ecxpected to
check these exercises regularly so that the ratc of comprehension and
retention of the teaching points could be watched properly.

9, Teacher’s Manual :

The teaching material is meant for the teacher. Since the
planner of the material and the teacher are two different persons
there should be proper communjcation between the two. The teacher’s
manual established this communijcation between the two. The active
dialogue between the planner of the teaching maternflls and tgachers.
centres arounfi the main theme of dos and don'ts regarding the
material’s use In the class on one hand and bringing out the specific
teaching points In the coptext of the L-1 of the learner on the other.
The teacher’s manual iS asort of jnstruction book meant for the
teacher alone. On the one hang it explains to the teacher how to
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handle the material properly and on thc other it trains him as well..
It explains to him the rationale behind the details of the teaching
points, their sequencing and grading. Therc should be different
teacher’s manuals for teachers of different L-1 gioups. The teacher’s.
manual chalks out a programme for each lesson and each step therein,
which has to be followed rigidly by the teacher. Tt also tells him,
pointing out the similarities and dissimilarities between the SL, and
TL, how a particular teaching point has to bc explained and.
introduced.

The tcacher's manual warns the tcacher against so many things.
and insists on him to follow the formula of ‘one step a time’. It also
provides some relevant information to the teacher about the linguistic:
component and dimensions of the TL which isnot needed for the-
student at that particular step.

10 . Writing Book :

While planning a package teaching matcrial the question of’
teaching script cannot be ingored. For teaching the script the symbol
can be classified cither on the basis of increasing difficulty of strokes
starting with those with similar appearance or on the similarity of sha--
pes with the symbols of the SL. This helps in speedy learning of the:
script. There should be a coordination between phonological teaching
points and the script teaching points as far as possible. This helps in
giving a visual concrete shape to the abstract sound system that the:
learner lcarns. In tcaching the script the movement of strokes,
proportion and shaping should be taught properly from the initial
stage itself. The writing book can provide from these things in a
scquence already worked out on the basis of the results derived from the:
analysis. Once all the symbols are introduced, they could be classified

and put at onc place in the same order in which they appear in sys--
tem of the TL.

In teaching the script two things have to be separated and
taught. They are (i) the writing system, (ii) the calligraphy. The
writ ing book provides ample practice in both making the learncr well-
conversant with the system as a whole. It is advisable to put.
some specimens of hand-writinigs of different people depicting diffe-
rent dimensions of the calligraphy, towards the cnd of the book. It
will train the learner in reading the handwritings of different pco-
ple and also teach in to pick up one of the many specimens as his.
mode.
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11. Audio-Visual Aids :

The effectiveness of the audio visual aids (AV aids) has becn

well established for language teaching. Its extensive use all over the
world for language teaching has proved beyond doubt that these aids
enhance the learning rate. The AV aids supplement the classroom
teaching. Tapes and linguaphone records can be used for impro-
ving the skills of reception, production, reproduction and compre-
hension. It is very useful for teaching the phonological discrimina-
tion, correct reading, correct accent and intonation as well as compre-
hension at later stages. It helps in training the ear and tongue both.
The visual aids can be used for teaching writing system, grammatical
concepts (number, gender, action, quality ctc.) and cultural nuances of
the TL. Language cannot be detached from the culture. The cultural
concepts involved in part of the language being exposed can be explain-
ed through the visual aids such as flash cards, still picture slides, film
strips, charts, ctc. effectively and economically. The AV aids toge-
ther with proper synchronization and handling can yield amazing resu-

Its. The text book can also have picture to explain certain objects,
actions and concepts.

_Thc preparation of teaching tapes and records calls for certain
tef:}.mlcal kpgw-how and methods. The main thing is a tape script-de-
tailing out different steps needed for recording a particular text-drill or

-other \j/isc‘ The tape script should not be different from the teaching
material.

12. Try Out :
To test the effectivenass of

i i the languagz teaching material and
to evaluate its qualities it is a]y,

. ays desirable that a tryout of the mate-
rials be conducted with the proposed group of the learners before it is
set for a massive and final use, The try-out ensures the adequacy
and usefulness of the materia] 14 achieve the desired goal and at the
same time Spots Out the weak points and strong points of the material.
Try-out should be conducted in fujlje. all the aspects and compo-
nents of the package material shoyld pe put to test in the ideal situa-
tion. The plannc.r/wruer of the material should take note of each and
every detail and INcorporate the findings of the try-out in revising
and finalizing the material, Tpe try-out will reveal the following

facts :(—
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(@)
(b)

(©
(d)

O]

()
(2

(h)

)
(k)

)

Is the content relevant to the needs of the learner ?

Does it contain sufficient vocabulary and structure-patterns
to lead the learner to his desired goal ?

Is the material valid linguistically and otherwise ?

Does it sustain the interest of the student throughout and
give him real satisfaction of learning ?

Are the teaching objectives and teaching points so arranged
that it does not tire the student ?

Are all the relevant teaching points covered properly ?

Can it be used in desired fashion and yield the desired
results ?

All the linguistic dimensions—fixed in the curriculum and
thought to be basic for the learner—covered properly ?

Have the social and topical dimensions—the stylistic Regis-
ters and situations—been fully exploited to place the learner
at the take-off point ?

Is the desired aim of the package material fully achieved ?
Can it provide the learner with adequte vocabulary and
structures for his specific use ?

Can it explain in full the structural relationship adequately
and effectively to the learner ?

(m) Can the package be used as a self-contained complete unit ?

)

Can it provide the learner with impetus to follow up his
linguistic interests in future ?

13. Approach :

Our approach should be monolingual from the very beginning

and avoid as far as possible the use of the filter language. The less
the use of the SL the better it is for the learner since he will be forced
to follow it up. Even listening learner since he will be forced to follow
it up. Even listening to certain expressions time and again will condi-
tion the learner’s ears. This approach should be followed in classroom
as well as in the language laboratory—hence in the material. When it
Eomes(;(o explaining the grammar points, if any, only then the SL can

e used.
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14. Appendix :

There should be two appendices to the teaching material :
(i) Glossary, (ii) Reference grammar. (i) The glossary is very essential
for a package material. In the glossary all the vocables with
"fhci.r references could be listed with their meanings in the SL at the
initial stage and gradually switched to TL making it also monolingual,
'for. the rcj.ady reference of the learners. (ii) Although the grammar
‘pomts will be covered and explained, if necessary, along with each
lesson, a reference grammar of the TL at the end could present the
‘grammatical aspects and points covered in the teaching material in nut
-shell thh.cross references to the text part. This will help the learner
1o get a picture of the linguistic dimensions that he has covered and
Tearnt and it will also act as a handy reference manual for him.

o Our aim shoulq be to teach the colloquial standard form of the
TL i. ¢. how two native speakers of the TL speak it amongst them-

.f;‘a:jes. In preparing thtf teaching material and using it in the classroom
should always be given utmost importance. Whatever we do in

lénguage tea'ching material and session should have bearing on the TL
-directly but it should not be about the TL

| The present volume is an outcome of a Seminar on Language
Teaching and Material Production organised by the Kendriya Hindi
Sansthan, Agra. T hope the volume will, to some extent fulfill the
longself need of a handy reference materie’xl on the topic.

Dr. Amar Bahadur Singh
Professor & Incharge
Kendriya Hindi Sansthan

Republic Day. 1983
P Y: Gauwahati
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AUDIO—VISUAL AIDS
Amar Bahadur Singh

Preliminaries

The rapid advancement in science and technology has brought
people of different linguistic and ethnic backgrounds more closer to
cach other than ever before. This has indirectly made it imperative
to understand each other in greater depth and details to understand
each other’s political set up, and cultural patterns and patterns of social
behaviours as well as the idecological norms and technological achieve-
ments,  This pressing demand has brought to the forefront the
relative importanace of the medium of communication—the medium
of social intercourse and emotional expression. Language, undoubt-
edly, is the most effective medium of communication in inter and
intrasocial and political groups. This kind of growing demand has
made the language learning and language teaching of foreign tongue
or other tongue almost indispensabl: in modern times. To achieve
this goal different efficient and quick methods of language teaching
(foreign and other both) each competing with the other in its
efficiency and achievement results—have been evolved : keeping in
view the specific use to which the language is to be put to.

Although the success of language learning depends on the
combination of several factors—the method, the teaching materials,
the teacher and the learner as well as the available teaching aids, the
protoagonists of different methods go to th: extent of claiming
the method used to be the cause of the success or failure of language
learning. On the other hand there is a view that it is the learner
who counts most. They feel that if there is‘a will to learn, the
method is not all that important. There is still another view which
holds that any method can yield desirable results provided it is placed
in the hands of a good teacher. The methods are simply instru-
ments in the hands of the teacher. It has often been found that
pupils of good teachers take less time to remember the materials
presented in the class. Hence the language learning may be viewed



2]
as a cumulatiy )
There a: effect of the different factors involved in it.
foreign langua Z more- than a dozen different teaching methods of
£¢ teaching prevelent in modern times. W. F. Macky

(1965 : 137 .
teaching 57) €Numerates following fifteen methods of language

; :lr:ll:: Dlr.eCt Method 2. The Natural Method
Psychological Method 4. The Phonetic Method

6.

8.

5. T ;
: Tﬂe Reading Method The Grammar Method
. ¢ Translatiop Method The  Grammar-Transla-
9. ) tion Method.
" ;;e Electic Method 10. The Unit Method
. Mc:ethoga Dguage Control 12. The Mimicry Memoriza-
tion Method

13.  The Practijc
Method

The Duya] Languagc Method.

e fi
widesgeadur\}:rznf: z S :‘In addition to these methods there are less
Method, the Convye UCI.] as the Situation Method, the Simplification
tory Method, the B Tsational Method, the Film Method, the Labora-

3S1C Method, not to mention the hundreds of
methods named after their auth’ors’ (p- 157)

In addition tqo these th .
System and ere are two more methods : The Micro-
wave oY Programm p b ¢
he last ten years or g4 ed Methods that become very common in
the h functions a . Bemdes, the Structural Linguistic Approach,
‘-Nm'c tly is ve S the basis for most of these methods, directly, or
indiree g,thod fgrrpuch there. T, judge the effectiveness of a partj-
oula? mthod c:]iﬂ”e;ts SUPeriority over the other or to find out how
on® m‘:nethods Asilfrom the other jt js necessary to have a total view
of the ort of. Sel tc?ching and/or teaching materials must have
me = n and so ~<fion, some sort of Gradation, some Ssort of
Repetenoe four in;e SOTt of Presentation. 2. Mackey (1965-157),
hese A~ tics thn erent characterjstics and it is through these
characterls " at one can discover how one method differs
m the O lcr- The selecti0n of one method over the other one
cpeﬂds to a farge extent op yp, aim of the learning as well.

e-Theory 14. The Cognate Method
15.

d
ing a i .
Learnlng forelgn ]angUage means acqulrlng new Sct Of

Jipguistic habits, and teaching it g pe based on this reality. The
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amount of the contact the student is to have with the target language
must be sufficient for him to form new linguistic habits. The foreign
language teacher is expected to know the language as well as about
the language in order to teach it properly, although he is supposed
to teach the language and not about the language. Linguistic science
in modern times has made a very worthwhile contribution to the
understanding of the language and this has a great impact on foreign
language teaching. Almost all the methods of language teaching
are making use of the findings of the linguistic science coupled with
the so-called sound pedagogical concepts. To achieve the desired
effective result in shortest time and to provide more contact to the
student with the target language and the culture of the target langu-
age the audio-visual aids are used extensively in foreign language
teaching. Tbe importance of the audio-visual aids in the teaching of
anguage has come to the fore in the recent years. It supplements
the class-room teaching and provides more opportunity to the learner
to be able to do automatic production of the new language patterns.
It helps the student through each step of the learning process —from
memorization to full control of the graded materials with the aid of
(i) pictures whose purpose is to specify the context. Thus providing
as natural a social and cultural setting to the learner as could be
possible in an alien environment, and (ii) the recorded lessons whose
purpose is to provide more opportunity for direct contact with the
spoken form of the language, thus making learning process more
live and accurate and training the ear and tongue both.

The purpose of this paper is to discuss the role and importance
of audio-visual aids in foreign language teaching and evaluate them
in the light of modern methods of language teaching and also to
discuss whether they can replace the teacher or help him, as well as
to see to what extent the learning process can be speeded up.

1T
The aids

The essential feature of a spoken language course is that it is
designed in such a way as to achieve both rational understanding
and automatic production of the patterns of the new language,
In the traditional course where student is given the gram-
mar rules and a few examples of their application and left to
himself to master them as best as he can, ina spoken language
course attempt is made to lead the student with proper quidance
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qll’ough each step of the learning process. The automatic produc-
tion and responses can be a cquired only by constant repetition of
the teaching materials, The language is more of a Skill Subject
rather than a Contens Subject,this is why in a language course
emphasis is always laid on the four main skills—LISTENING
SPEAKING, READING and WRITING. This leads us to con-
clude that much of the language learning turns out to be a cumula-
Five memorization process geared to the behavioral targets of
imparting the skills of Reception, Production, Comprehension and
Reproduction. Acquisition of these skills, is of utmost importance
for the learner. The use of audio-visual aids in teaching of these
skills of a foreign language has been extensively acclaimed as a most
effective measure all over the world where the Audio aids are com-
parable to the use of books in the teaching ofa reading knowledge
and that of the Visual aid is comparable to the liviag context of the
social and linguistic situation of the target language. The visual
aids provide the proper and correct situation of the language use
and also explains the meaning of the objects and actions.as well as
the different nuances of the target language without 1the 1nte.rfer.ence
or mediation of the filter language. By the use of the audio-visual
aids the effectiveness of the learning is jncreased since i1t .helps the
learner to assimilate the language contents in a more meaningful yet
interesting manner. Through the appeal to €y¢ and ear .the aids
provide a systematic improvement of xnowledge and skill of the
target language.  The audio-visual aids in the classroom of a foreign
language substitute the actual experience that cannot be had other-
wise. Although it js best to learn the language by direct experience
and live contact but sjpce such possibilities are limited to a certain
extent in the classroom this experience is supplemented by the audio-
visual aids and thejr proper co-ordination with the class-room
teaching.

The Audio Aids (RecOrdings)

The audiq aids-recordings_are used in foreign language tegch-
ing for imparting as wej| 5 improving the skills of KReception,
production, Conllprehension and Reproduction. These are very
effective in teacl_lm.g the phonological discrimination, identification,
correct pronunCIatlop, accent and intonation and compel}ension at
later stage. It provides the student an opportunity to be in contact
with the spoken language beyond the time spent with the teacher
in the contact hour. It complements the work of the teacher. This
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mechanical device can never replace the teacher but it cin i.clp
him in the teaching process and the students in the learning
process. Itis to be remembered that all the materials con-
tained on recordings are first introduced in the class by the teacher in
the contact hour. Very few drills on the recordings for aural
comprehension and oral response are unfamiliar or fresh to the
student. These drills are however based on the materials. already
introduced by the teacher in the contact hour.

The language recordings are not only useful but are perhpas
becoming indispensable a tool in foreign language classes. Sometimes
these classes consist of twenty to thirty students making it quite
unwieldy for a single instructor to handle it and give the class
sufficient time for oral practice. Most of the time, it is not easy to
find competent native drill masters to assist the instructor who
normally is a trained professional linguist and conducts the class
with the help of these drill masters. The adequate learning of automa-
tic responses calls for constant repetition of the materials. The mecha-
nical device helps in the process and maintains uniformity in the
quality of the oral presentation of the materials. The learning of
new linguistic habit requires high motivation of and active participa-
tion by the student. The audio device provides ample opportunity.for
this participation since it allows for active listening and immediate
repetition by the student. The student can compare his performance
with that of the teacher and improve his deficiencies there itself. The
audio devices present the text in the most natural fashion at normal
speed. It thus fulfils one of the basic objectives of the foreign
language learning by providing the chance to acquire a reasonably
accurate pronunciation, a good speaking knowledge and practice an
good auditory comprehension of the target language. Thus it trains
and conditions the Ear and Tongue both. The student is all
by himself in the language laboratory unaffected by any outside
hindrance and disturbance. The tongue twisters and jawbreaking
sounds can well be practiced and mastered over to the utmost
approximation of the ideal mastery, that is a native speaker like
mastery. There is a very low percentage of those foreigners who
really acquire a native like fluency and mastery of an alien tongue,
although the language teacher begins his task with the assumption thflt
his aim is to give the student native likemastery and fluency. The au'dlo
devices support the teacher’s contention and strive for this native
like mastery and fluency.
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The audio devices can further be used for other purposes
namely as an aural review of the material covered in the class
or as a supplementary material to more gifted student. These can
be used for mere aural comprehension of the speech pattern of diffe-
rent individuals belonging to the foreign language community.

In foreign language teaching there is always an affort to teach
the linguistic dimensions in the context of the social dimensions,
hence this kind of supplementary recordings expose the learner to 3
wider group of the language community and thus provide him witp
an opportunity to experience the language use in a broader context,
He is, thus, made aware of the functional variety of the target lan-
guage as it is spoken by the different members of the language
community.

The Visual Aids

Visual aids-in a very loose scnse-are indispedsable in the teaching
process. Reading books, writing something, using the blackboarq,
drawing diagrams and pictures using the maps and charts are
some of the visual aids that are used constantly in the class-room by
when one talks about the visual aids in the context of foreign lan.
guage teaching, one is very specific about the type of visual aid ang
one variably means some type of pictorial presentation that could
make the learning simpler, quicker and more meaningful. The role
function and utility of varjous visual aids in language teaching is
determined by their proper characteristies and co-ordination with the
teaching materials and process. Pictures—wall pictures, charts and
others (given in the book along with the text), still film slides,
film strips aud motion pictures are the main visual aids employed in
the foreign language teaching. The purpose of these visual aids is to
specify the context in which the Janguage is used and pin point the
meaning. ) The visual ajdg bring to the fore the Social Context of the
Janguage 10 determining and explaining the meaning and help j,

roviding automatic comprepension and production of the spoken
janguasge w;thouF the Mmediation of the filter language. These aidg
rovide more PriMary stimy|yg thap translation in the filter language,
They depict and present the actual scenes upon Which the conversa.
tjons Of language 1essons, the spydents are learning, are based. Thug
racticing a s'entence the teacher need not resort to the filter ]anguage
to pfonde stimulus to the stydent to produce and master the sentence
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instead he draws a picture or projects a slide or portion of the film
strip depicting the social context and objects and actions involved
in the sentence. This combination of the content of the sentence
and picture tells the student what the sentence actually means. This
explanation is more meaningful, more real and more lasting than the
one provided by the translation in the filter language. The words-
objects and actions both as well as the situations of the foreign langu-
age are related directly to the objective world rather than to other
words in the filter language and situations become more meaningful
and real than the explanation provided by the filter language. The
presentation of the materials with the help of visual aids does not
allow the learner to carry any of the previous mental associations
with the filter language that sometimes complicate the learning
process. The translations and explanations do .not convey the cul-
ture of the target language nor are able to represent the nuances and
the genuis of the foreign language. The visual aids, thus esta-
blish a direct contact between the learner and the language-the soeial
context of the language as well as the linguistics dimensions. These
could be, very effectively utilised to teach the writing system, gram-
matical concepts, cultural background, lexical items and the range
of meaning. They can become an effective aid to the classroom
teaching and take the bulk of the burden of explanation and trans-
lation off the shoulders of the teacher.

They lighten the teacher’s burden and restrict him to teach
more of the language and not about the language. They cannot
substitute the teacher but can make the Teaching more cffective.

Combination of the two (AUDIO-VISUAL AIDS)

Although the actual learning is done by the student alone the
use of audio-visual aids helps the student and teacher further in their
effort.  Foreign language lcarning means learning of new linguistic
habits, new sounds and sound combinations and patterns, new lingui-
stic patterns, new linguistic contexts, new linguistic concepts, new
linguistic culture, new social context, and new sociolinguistic values.
All these call for the learning of the new language in its totality.
The foreign language courses are devised in such a way as to lead
the learner to this goal step by step by coordinating each step with the
following one and restricting the objective to a single entity in each
step.  Although the objective in each step is limited and well defined



8|

and effort directed towards the achievement of this objective the
total view of the language learning is never lost sight of.

The audio-visual aids help in imparting this totality when the
sound and signs, oral and visual aspects_of the language are co-ordina-
ted with precision and propriety. Let me make my point clear. Once
the material is presented in the class orally, I insist on oral presen-
tation so that the previous association of the student with the written
symbols corresponding to that of his source language if any, do not
complicate the learning and the book does not disturb his concentra-
tion thus obstructing the total active participation from the side of
the student—the student can be taken to the lab and made to listen to
and repeat the same materials for oral/aural mastery. The content
of the material—the objects, actions, linguistic meanings and social-
cultural contexts—could be shown to him through slides or filmstrips
synchronized with the materials step by step- This will break the
monotony and provide them the meaningful situations which the
teacher is not able to provide in the classroom otherwise and also

save the student from the sufferings of listening to a tired teacher
again and again.

This Wwill supplement the classroom teaching and reduce the
involvement of the native drill master for oral practice and that of
the teacher for providing translation and explanations in the filter
language. The materials does need the teacher for its oral presenta-
tion in the classroom and supervision and observation of the stu-
dent’s performance and achievements in the 1ab session or audio-
visual aid session. In this kind of situation what matters most is how
well the audio and visual portions are synchronized to produce desir-
ed effects and to make the learning automatic and natural,

I

DEVICES
The Teaching Machineg

The use of teaching machines does the same sort of thing
although it presumes that the ai0r part of the learning can be done
by the student on his own without the pbysical interference of the
teacher. The COUISeS meant fo; tpe teaching machines are different
than those used otherwise, Here the teaching points are well
defined to fix the teaching objective for each unit. The



| 9

mnaterial is supposed to be self contained. A .particular pattern
is presented first which has to be memorized a:nd through
different processes of substitution, addition, transformation etc. the
-expension and perputation of the pattern is presented. There are
cues and answers provided to check the learners performance. The
learner is supposed to follow the instructions given for each. pattern
.and each answer. If the answer is incorrect there is instruction to go

back to particular step in the unit again and so forth.

Teaching machines of this kind are making use of programmed
.materials Where every teaching point, objective target and terminal
bebaviour of the programme is Well defined, student follows the book
for each programme and uses the machine. The teachirg machines,
‘with programmed teaching materials presented through frames can
work as a good substitute for the teacher provided the frames are
good and tested every time. But here again the teacher is needed
‘to check the progress of the learner and efticacy of the programme.
He is supposed to improve the programme or alter it for each indivi-
.dual student. The teaching machines do make use of the audio-
-visual aid but are not effective to teach the language in its totality, i.e.
they can teach the discrimination-the recognition, differenciation and
reproduction of items, can teach the patterns-grammatical patterns but
-are of little use to teach the communication, conversation, composi-
tion etc. that is the use of thse patterns in a living situation. In other
‘'words they can teach the linguistic dimensions fully well but lack in
teaching the social dimensions. They call for entirely specialized
materials yet cannot form the new linguistic habit and provide the
learner with the living and natural contact with the language. They
do help in cutting down the learning time for good students, thus
.enabling them to learn more than the rest of the class.

Most of the teaching machines are meant for individual use
-and may not be competent to handle the whole class. One such
machine is P. I. P. Programmed Individual Presentation which is
portable. It helps the student more than anything else to learp
through the self raught teaching material. QOther machines also are
‘most effective for individual learning but whether they can be used
in the classroom for collective learning and whether they can replace
the teacher in the contact hour is very doubtful. They aid the clasg.
room teaching for individual mastery of the materials already Present
-ed in the classroom and enhance his learning. )
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The Television

In recent years the television is being extensively used for langu-
age teaching in general. It is being used for the foreign languages
as well and is one of the most interesting new developments for fore-
1gn language teaching. In the television classrooms all the students
get the same opportunity to see the lips, hand and other gestures of
tl_Je teacher which helps them in proper imitation and comprehen-
sion. Since the television lesson is the result of a combination of
specific skills of several members of the television teaching staff, the
theory and presentation both can have the ideal combination. It
helps in’ teaching the large group of foreign language students in the
same school or various classes in different schools in same or different
part (s) of the country where efficient and trained foreign language
teachers whether native or with native like fluency are not easily
available, and supplements the deficiencies of the teacher.

One disadvantage of the television class is that student is never
able to identify himself with a living class but only with the studio
class. If the situation is preserved as natural as required in a regular
Class, the student can make typical responses erroneous as well as
correct.  The errors will perpetuate since there is seldom any chance
to detect and correct them. This is possible only by a teacher 1':.4 a
class room. The television course will be an enrichment or effective
supplement to what has already been presented in the contact class
by the teacher. The teacher is necessary for the follow up lessons,
checking the home-work and so on. The teacher is necessary for
the drill sessions, conversation sessions, test sessions for whicha
smaller group is needed. By combining the televised lessons and the
classroom lesson the foreign language teaching can be made ‘more
interesting and fruitful in more than one ways. The student in the
televised lesson gets to hear the speech patterns of different
personalities other than the teacher of the contact class. The new
medium of instruction helps sustaining their interest 10 the whole :])f
the programme. The learner sees an action going on Wwhere the
unfamiliar sounds and sentences of the foreign language look strange
in the beginning but gradually by intuition and inference C?f.taln
meanings and expressions become clear to him. Tbrough re-petltlons
his perception is increased and refined. The constant practlce. helps
him achieve satisfactory level of performance. Whereas in the
silent films, still slides and other visual devices, unless synchrq-
nized with the recorded material and used silently, the audi-
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tory impactis lost and oral contrcl of the elicited response is.
not possible and auditory sense of the student is not putto any
advantage, in the television lessons and sound motion pictures the
auditory sense of the student is well taken advantage of and oral
repetition of the presented materials is well guided.

The Radio

In television lessons and motion pictures there is a live situation
which the student can perceive and it is stimulating to the student for
putting efforts to understand the meaning through the context. The
radio lessons arc dull and monotonous and do not provide any room
for active participation of the student. The whole of the learning
process is to be done by the student and teacher on the radio presents
new items and their explanation. It does not provide any oppor-
tunity to the student for feeling to be really in the process. It tries
to train the auditory process but there is no way to check, control
and correct the students response nor can it guide his oral control.
The entire course cannot be handled on the radio and a spoken
course on the radio is not very effective. Theradio lessons can
also be cordinated with the classroom teaching but the process here
will be different. In the teaching machines, there is more control
of the teacher whereas on the radio there is none at all. The whole
teaching becomes one way action without leaving any room for the

active participation of the student. Only few very highly motivated
students can learn a course in its entirety. FEach and every sound
and sentence, word and phrase of the the foreign language in absence
of any other device banks on the mediation of the filter language for
bringing home the meanings and expressions. The linguistic dimen-
sions of the foreign language can be taken care of, to some extent,
by the filter language but the social dimensions, the culture of the
language, its genius and nuances can in no way be fully taken care c.>f
by the filter language. Hence it can be said that although the radio
teaching assumes the role of a classroom teaching but it lacks the
liveliness that the presence of the teacher in the actual classroom
situation provides and cannot replace the classroom teaching at :‘1“-

It fails to impart the skill of speaking—production and reproduction

both, and does not control the learning of the skills of Reading and

writing either.

Significance

From the perceding discussion of aids and devices following
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points emerge :

. (1) The audio-visual aids are becom'ng more and more popular
in the foreign language teaching.

(2) They supplement the classroom teaching very effectively
and enhance the learning rate, ‘

skill (3) They significantly contribute the learning of language
-skills.

(4) They help in urderstanding and assimilating the meaning
of the target language.

(5) They present and explain in as natural a way as possible,

in an artificial situation, the linguistic and social dimensions of the
target language.

(6) They provic_ie ample cue to the learning of the content part
of the lauguage without too much interference or mediation of the
filter language.

(7) They train the student for aural and oral responses.

(8) They help in building the new linguistic habit.

(9? They lighten the burden of the teacher and help in sustain-
ing the interest of the learner throughout the learning process.

(10) They provide sufficient stimuls for motivating the learner.

(11) They help in handling the larger class in more manageable
way without hampering the learning speed.

(12) Some devices encourage the individual learning and thus
.do not make the good students suffer because of the slow ones.

(13) The_y Provide means to the slow learner to pick up the
Jesson by spending more time in private

(14) They help in retaining ¢ne uniformity in the quality of
the presented lesson.

(15) They provide a chanc i f other speakers
of the anguage than the teache: to hear the voices O

(16) The material presented i the class with the help of visual
aids can be treated aural-oral homework on the records in the labora-

tory.
(17) The laboratories With projectors become more effective

for the aural-oral drills.
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(18) The visual aids provide cue and stimulus for freer conver-
sations and review conversations.

Necessity

The necessity of audio-visual aids in foreign language teaching
cannot be ignored and denied. The use of language labs and visual
aids has improved not only the quality of teaching materials but also-
the quality of teaching and learning. It has given rise for natural
sequencing, grading and logical presentation of the teaching
materials on one hand and thoughtful planning of the classtoom
teaching on the other.,

As said earlier, language learning means forming new linguis-
tic habits and mastering the skills of listening, speaking, reading,
writing as well as comprehension and reproduction. For increasing
the pace in mastering these skill these aids are inevitable. This is
the reason why one always refers to package material which means
the material supplemented with the audiovisual aids. The visual aids
Dot only clearly explain the linguistic as well as social concepts
involved in the language lesson but make these concepts very clear
in the mind of the learner, the teacher, with the help of these
aids, need not present cxplanations and descriptions for linguis-
tic and extra-linguistic features and save his time and energy as well
as that of the learner for dcvoting it to other aspects of the teaching.
Utility

Monolingual approach to foreign language teaching i. e.
teaching through the target language is supposed to be the ideal one
where the learner js made to hear and to listen to the alien language
constantly. Even short and useful expressions for instructions are
kept in the target language. The audio-visual aids are a great
help in the monolingual approach where repetition on the part
of the machine in the lab and repetition on the part of the
student and representing the context and situation on the part of the
visual aids-say slides, film strips etc. become an asset to the learning
process and increase the motivation. Asa supplement to the class-
room teaching and as an aid to the teacher the aids help the student

to learn the language without being aware of such things as grammar
and syntax.

Auditory materials are among the best means for extending and
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enriching the learner’s language experience. The main funf:tion of
the language laboratory is to take over those aspects of drill-work
that are repetetive, mechanical and do mnot absolutely require the
presence of a live teacher constantly. The teacher is needed only
when the new batch of material is first introduced in the class. The
visual material either with sound track or co-ordinated with the
tecorded material helps explaining the material culture of the
foreign language. These aids are valuable adjuncts to the langu-
age learning-process and if used properly to supplement the class-
room teaching they contribute to the learner’s fundamental need,
the need of internalizing the habits of the target language and incor-
porating them into his own behaviour.

Application

It is worthwhile to consider how the audio-visual aids can be
put to active use in the learning of foreign language. In the class-
room the spoken form of the language, say the conversation, is intro-
duced by the teacher. First the teacher presents the conversation,
once or twice and projects the film or slide and the class listens to
him and looks at the slides. To make it more lively and interesting
and look natural the conversation can be dramatized. The student just
listens to the teacher and conditions his ears by listening to the
stange and new sounds, and sentences and tries to assimilate the mean
ing with the context of the slides, Then the teacher reads it again
and asks the class to repeat after him and view the slide or the film.
Here the order of presentatiop js sentence, build ups of the sentence
and sentence each being dope twice, and keeping the slide film
static until the process is completed. The film or the slide is projec-
ted and corresponding sentence is pronounced by the teacher simul-
taneously. The teacher leads the class step by steps to figure out the
relationship between the sound apd action, the sentence and the
slide or the portion of the pictyre. By viewing the film repeatedly
any hearing the conversation each time the student gets an under-
standing of the scene and meaning of the conversation from this
kind of presentation of the situation and conversation in co-ordi-

nation.  This is followed by the ayral-oral practice from the records
in the language .lab. Later the language patterns are practiced
through short review conversations and pattern drills s}nmulated by
slides or films. For the Ieview conversations and the drills the class
can be divided into smaller groups supervised by a mative drill
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master. In the Whole of thijs process no written text is used by the
student.

The text is used only when the student is able to comprehend
and use the sentences of a specific unit or lesson. Once the student
has aural-oral facility he is injtiated to the script and reading. The
grammar is taught only when the grammatical forms have already

been learned in context and that oo in form of explaining a parti
<ular pattern.

To illustrate the whole procedure let us considerfthe first conver-
sation of Conversational Hindi Urdu by John Gumperz, June Rumery,

C. M. Naim, A. B. Singh given below, which is meant to beused
along with the audio-visual aids.

1. HAATT & T FAT
2. FAIF, AT F

3. warET H15T QIR |

4. #Mfaa

5. qa @y

6. wgw : EER T

7. & 7B § |

8 aga Ay g1

9. T oY § g |

10. T+ : Fyaar & ?

11. waAqTT : yax g

12, #fad, ow J7 @y |
13. Fga HIST |

14. a7 : qg wm & ?

15. waamT: qfiaT g A18 |

16. 7+ : gl w1 19 747 § ?
17. AT TEHT IV TF 147 § |

18. amgw: =BT, &Y QNI [T |
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19. qF 3T
20. ®AFET : ga &t ffsad
21, qTgH ¢ :{Eﬂ'%‘]’qﬁgl

The Conversation

The conversation depicts a fruit shop in Aligarh where a
foreigner wants to buy some fruits. It presents a natural sequence
introducing more frequent, short and colloquial sentences. The
conversation is short and has twenty one lines or sentences, cach one
not having more than maximum five words (if we include a7, st etc.
as words). The first two lines present, the situation Wwhere the
action takes place, i.e. the caption of the conversation. The conver-
sation is purposely broken into four convenient and manageable
parts where the title lines make the first part. This breaking up of
the conversation is done for easy memorization.

The visual aid for the conversation

The conversation is accompanied by slides or film strip prepared
with the help of the slides. The first slide preseats a foreigner
engaged in natural conversation with a fruit seller sitting in a  typical
fruit shop. The second slide presents a long shot of the Aligarh
market, that brings home the correct understanding of typical
Indian market where vegetable and fruit shops are located along
with other shops. The long shot of Aligarh market presents the
cultural setting and pattern, depciting in most natural way the custo-
mary scenes of peddlers, pavement store keepers, cyclists, pedestrians
well dressed and shabbily dressed people or bare.bodied persons
along with other usual features of an Indian market in a middle class,
cite. Other slides depict the appropriate scences in accordance Wwith
the conversation Each action and/or object is shot in close ups when
it is emphasized in the conversation, thus giving the student a clear
understanding of social as wel] as linguistic content of the conversa-
tion and relations between the linguistic form and social situation,
This is why, this as well as other conversational situations in Conver-
sational Hindi-Urdu Were acted out by an Indian and a foreigner and
photographed on location in India. Attempt has been made to
correspond, virtually, every sentence in cach of the conversations to
a colour slide which attempts to convery vividly and graphically the
social situation, the participants and to some extent the impression
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to be conveyed by the speakers. The theme of each conversation
is thus developed visually and it has become possible to establish a
direct co-relation between the speech forms and visual images. The
student looking at the picture sequence can often quess the meaning
of the utterance with a minimum reliance on the filter language.

The Presentation
This is how the conversation is to be presented in the class : -

.

1. When this conversation is presented in the class by the
Hindi-Urdu teacher the students are asked to keep their books closed.

They are supposed to be looking either at the instructor or at the
slides.

2. While the slides are shown in the classroom, the instructor
gives the conversation line by line in a natural conversational style.
He is not supposed to slow down his speed or make it unnatural for
the benefit of the students. The ideal situation for presenting the
conversation is to dramatize it with the help of two native speakers.
The class is supposed to listen to the conversation and look at the
slide at the same time.

3. The slides are shown again and the instructor gives each
line twice, each time giving pause for the class to repeat after him.

. 4. The slides are shown again and the instructor gives each
line twice, each build up twice and the line twice again and each
time he gives a pause and allows the class to repeat after him. The
build up is from the end word by word or phrase by phrase.

5. The slides are shown the fourth time, the instructor gives
each line and the class repeats after him and then tries to understand
the meaning and translate it in the filter language. Some sentences
are recognised easily and immediately while others might need the
translation of few vocabulary items.

6. The students are encouraged to make a guess of the
meaning of the sentence with clue provided by the teacher, situation
and context.

7. TInstructor gives the correct colloquial translation of the
whole sentence. '

8. Imstructor gives the Hindi sentences several times, allowing
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the class to repeat after him. Here he can present the conversation in
parts if felt necessary. The slides are not shown this time.

9. The class is taken to the language laboratory for oral-aural
practice and internizing the conversation.

10. He divides the class into groups making each group to act
the whole conversation or part of it While the other group listens
to it.

The drills in phonology and grammar are done in class and
practiced in the laboratory under the supervision of the teacher or
drill master. When a particular objective is thus fully presented, the
relevant explanations are provided by the teacher in the filter langu-
age. The medium of short instructions on tapes and in classroom js
in the Hindi-Urdu with little reliance on the filter language. The

medium of explanation is gradually shifted to Hindi-Urdu in due
course of time.

VI

Concluding Remarks

From the preceding discussions it becomes clear that the
mechanical .aids in language teaching are of great importance from
both the points—(i) the learning of the language skills and the lingy.
istic dimensions and (ji) the meaning-linguistic and social both of the
text presented in the classroom. With these mechanical aids—the
audio-visu?.l aidS-every student in the class is able to get active langy-
age practice throughoyt the learning period. In the language labo.
ratory wh.ich is used mycp, more than the visual aid, it is possible tq
provide dlﬂ'ere.nt levels of learning and to adjust the rate of progregg
to the Capacily of cach jearper. Thus the 800d students-the fast
Jearners-do DOt l0ose thejr jnterest because Of the slow pace of learn-
ing of the other_ Students. The teachers, after few hours continuous
teaching are tired, but the machine does not tire. The student can
practice the lc§son ip his free periods or after school hours. There is
no room for digression ang the jaboratory makes the audio approach
easy and natural. Because of the machines, the shy students do not
feel self-conscious. The laboratory provides the model voice and
provides them with chance to Jisten to voices other than the teacher

as WC“-
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The language laboratory and thg visual aids can be useq for
conducting different types of tests to evaluate the Progress .and achieve-
‘ment of the students. The laboratory has more wider .use in the whole
process because aim of the spoken lgnguage course is to make the
learner speak like a native speaker in all respect.

The aids, as a supplement to teac'her :a’n.d clas§room teaching
are indispensable for inculcating the linguistic habit qfa foreign
‘language. They cannot replace the teacher or reduce the importance
of the teacher, For this kind of package materials, the text and the
‘lay out for preparing the audio visugl parts of it requires a pre-

planning defining each and every step in full. I have glsewhere talked
about these things in some detail and the present- topic does not cajj
for any discussion on that point i.c. preparation of tape script ang

-notes for visual part.
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COMMENTS ON THE PAPER OF
DR. AMAR BAHADUR SINGH

ON AUDIO—VISUAL AIDS.

L. N. Mittal

One would agree with the author that the language is more of
a ‘skill subject’ rather than a ‘content-subject’’. The fact is more
explicit in a second-language-learning situation. Therefore, the
author has rightly emphasised on the use of A. V. aidsin foreign
language teaching.

The paper is divided into several sections. After reading the
long paper one may be disappointed in the sense that one would
have thought that the author would have dealt with the application
of the various audio-visual aids in (second) language teaching
programmes rather than the importance of A. V. aids in language
teaching. We, of course, all know that A. V. aids play a singificant
part in Janguage teaching and training programmes.

Audio-aids are now, extensively, used in second language
teaching by the way of language laboratories. But language labo-
ratories may also be of different types such as AAC, AA or AP.
Therefore, the use of LL (language laboratories) in second language
teaching will depend more in terms of the facilities available and the
capacity of the language teacher in using such facilities. Thus the
most important aspect of the use of the language laboratories is not
the handling of the equipments but preparing the programmes for
the various grades.

The LLs should not only be confined to teaching of phonolo-
gical discriminations. as is believed or, at least practised in most cases
in India. Grammatical patterns and structural drills could also be
administered through LLs. In an ordinary class-room AP facilities
€an be provided for a very nominal cost. The facility then, can be
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used by the teacher in a normal class-room situation Without taking
the bother of taking the students to different places where LLs are
situated.

I would like to classify the visual aids into two categories......
projected and non-projected. Now, this classification in a language
teaching programme is of great importance because whereas the
projected visual aids could not be used in an ordinary class-room
without the additional facilities of darkening the room and the
_services of a projectionist etc. the non projected aids can be handled
by the teacher himself as supplimentary aids.

The author has discussed the use of the teaching machines, the
television and the radio at length. We should perhaps, view all the
AV aids in Indian contexts. Presently the regular Television
services in India do not provide any special programmes in the field
of language t.eaching. Now one prohibitive for many language-
teaching institutions—even, at places where facilities of CCT are

available for example in I. [. Ts, this has not yet been used in Indja
for language teaching programmes.

. Tl.le author has not dealt with inexpensive non—oprojected
visual aids such as ﬂannelgraph_ This can be extensively used in
second language teaching. Flannelgraphs can also be used for noming

objects as well as for structural drills : substitution, expansion ang
concord.



SOME PRINCIPLES OF LEARNING A SECOND
LANGUAGE WITH A SPECIAL REFERENCE

TO HINDI

K. J. Mahale

Language learning has become an art by itself. While a child
learns its mother tongue almost mechanically, it experiences difficul-

ties, sometimes latent, sometimes obvious, in learning the second or
third language.

The problem of learning a second language has to be viewd
from various angles. It depends on the status and the position of
the second language. It further depends upon the geographical and
cultural factors as well. [t may depend also on the objectives for
the fulfilment of which the language is studied. Methodology adopt- -
ed for teaching or learning a second language will come also in the
picture. Methodology will depend, in its turn, on the teaching

materials and the trained teachers available during a given period of
time.

In olden days, a second language such as Sanskrit, Greek or
Latin and even for that matter European Languages like French and
German were studied as dead languages, not only in India but also
in the advanced countries of the world. A student was expected to
read, understand and translate the classics from the foreign language
into the mother tongue or into some other foreign language.
There was no emphasis on the oral part of learning a language.
Consequently, even after studying for years together a person was
not able to speak well a living language like French or German. It
is now felt that this approach is faulty. It is well established that a
person has faculty of learning a language not only by visual means
but also by aural means. [n the past the aural faculty was neglec-
ted and stress was given only on the visual part of it. It is now
possible to expedite the learning of a language by exploiting
both sorts of faculty of learning a language : oral and visual.
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While accepting the above-mentioned position about theoreti-
cal possibilities of learning a second language, it is necessary to take
into consideration the objectives for which it will be learnt. Very
few people in the world speak today Latin, Greek or Sanskrit. So
it is pointless to insist on the spoken aspects of these languagcs. And
yet the study of these languages is essential for the general culture
and formation of the mind of the people. In such cases the purpose
will be served if a student is able to read, understand and write in
the language concerned.

Similarly, if a scholar has to use a language for consulting
library documents, it may not be necessary for him to be well up in
speaking that language. For example, if a scientist is not required
to communicate his findings by delivering lectures in a language,
which is used by him just as a library language, his purpose will be
served when he acquires proficiency in reading science literature jp
that language. Tt is, therefore, necessary to take into account the
language itself and the purpose for which it is being studied.

The nature of the problem becomes different if we consider the
question of living languages such as Chinese, English, French, Ger-
man, Hindi, Russian, Spanish as against the classical languages |ike
Hebrew, Greek, Latin and Sanskrit. Here again the purpose for
which the language is studied can not be lost sight of.  While it may
be true that a scientist need not give stress on the oral aspects of
any living language used as a library language, a person having to
deal with people speaking it will have to be quite proficient in speak-
ing it as well. It w.ill not be enough for an Indian student whose
mother tongue is a regional language to acquire proficiency just in

reading and writing texis in a living langyage like English. He will
have to be trained in speaking it a]sq.

Now let us turn our attention to Hindj, The question of Hindi
in my opinion, has to be viewed from four or five angles.

First, it is the language spokep by the largest number of
Indians in the country. According to the 197] census 153,729,062
people claim this language as their mother tongue. TO teach this
language as mother tongue, we shall have to follow one approach.
We are not concerned with it in this paper. We are concerned with
teaching Hindi as a second language.
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Who will learn it as a second language ? Hindi will be a second
Janguage in India to those whose mother tongue is other than Hindi.
Here again, we will have to make a distinction between Indians and
Indians. For some Indians, whose mother tongue is derived from
the Indo-Aryan family of Languages, Hindi will be a sister language
in relation to their own mother tongue. It will be easier for such
people to learn Hindi as a second language. On the contrary, for the
people speaking languages belonging to the Dravidian group of
languages such as, Tamil, Telugu, Kannada, Malayalam, the learning
of Hindi as a second language will be a little more difficult than for
those whose mother tongue is an Aryan language.

Thirdly, Hindi may be learnt as a foreign language by foreigners
in a foreign country. \

Fourthly, Hindi may be learnt as a second language for just
functional purposes by tourists or by scholars who may require the
knowledge of this language for specific and limited purposes only.

Fifthly, there are many border regions in the country where a
child is exposed to two languages quite early in his life. Similarly,
in cosmopolitan cities like Delhi, Bombay, Banglore, Calcutta ctc.,
a person whose mother tongue is other than Hindi, is exposed to this

language in day-to-day affairs of life. How can such persons perfect
their knowledge of Hindi ?

In general, it can be stated that a second language can be
studied almost to a perfection if the language itself is standardised.
Which is the standard version of Hindi for both spoken and written
purposes ? What scientific materials do we possess by which we can
master Hindi as a second language ?

It is the experience of many teachers of second languages that
a language can be learnt more effectively, if the oral part of it is
taught first long before a student is exposed to the reading or writing
of it. The student of a second language must be exposed to the
standard sound patterns of the language. It is therefore, essential
that the sound patterns and internal structures of the second language
must be taught on scientific basis.

.The learning of a second language is also facilitated by a com-
parative study of the mother tongue and the second language. Once
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the structures of the two languages involved are compared, it becomes
easy for a student to master the second language. To facilitate the
study of Hindi as a second language, it is necessary to make available
comparative studies of Hindi and the mother tongue of the learner.

The learning of a language is closely associated with the know-
ledge of the culture of the people speaking that language. This is
true in the case of the second languages also. Tt is, therefore, more
and more felt that the teaching of a second language should not be
dissociated from the cultural background of the people speaking
that language. A student from a Latin American country learning
Hindi will necessarily have to be told about the culture of Indjans
who speak Hindi as their mother tongue.

The teaching of literature in the second language must be
postponed till the learner acquires sufficient command over the
language, till he really is in a position to understand or appreciate
great works of literature in that language. In earlier stages literary
extracts of contemporary writings may be used as examples of the
language in vogue.

The selection of students for learning second language should be
carefully done. Language learning becomes ineffective unless learners
have motivation to learn the languages. As M.A.K. Halliday puts
it, “Acquiring a positive reason for learning a language will help a
pupil to learn it, while a negative motivation may make it impossible
for a pupil to learn at all effectively”.

Since the learner of a second language has to be thoroughly
drilled in the acquisitions of new skills, the ideal number of students
for a class would be fifteen to twenty; in nO €ase more thap
twenty.

The teaching of a second language depends much on the
methodology. With the help of the modern equipments such as
radio, television, tape-recorders, language laboratorics, projecters,
film strips etc., the learning of a second language is facilitated to a
great extent. But to use these equipments one has to make cons.
tant research and develop teaching aids. The text-books and other
teaching aids are to be well graded. They are to be ce.xrefl.nlly
written, based on the recent findings of psychologists and linguists
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and also on the purposes for which the second language is being
learnt.

The teachers have to be previously trained in the pedagogy of
language teaching and in the use of the modern equipments. A
specialist in literature is not npecessarily a good teacher of language.
Language teaching has become a discipline by itself.

Attention has aslo to be paid to the class-room. If the learner
has to get a correct idea of the standard sound patterns of a
language, the class-room must be acoustically good. This aspect

appears to be often neglected ; yet it is very important for language
teaching.

If Hindi is to be taught effectively and rz.lpidly. as a secopd
language, all these points will have to be borne in mind. Specxgl
books and softwear will have to be prepared. The field in this

respect appears to be quite vergin. There is a great scope for hard
work and research.



THEORIES OF LANGUAGE TEACHING &
MATERIALS PREPARATION

V. R. Jagannathan

In spite of the contention that linguistics and language teaching
are different though inter-related disciplines the close relationship
between them has been quite amazing. In fact the ﬁelc.l of language
teaching has engaged the attention of almost all linguistic theorists
starting from Henry Sweet through Bloomfield, R.R. Firth, to
modern linguists like Chomsky and Halliday. But the relationship
is not superficial or imaginary. Linguistics describes language and
language teaching takes language to the classroom. Itis only too
appropriate for the teacher to know how languages are described
so that he can devise better ways to take language to the learners.
On the corollary, the theorist wants to know Whether his description
of language can do the work better. Thus linguistics (i. e.
description of a language) was never away from the teacher and the

age old grammar-translation method used the description of language
in the classroom,

The second important contribution of linguistics to the ficld
of language teaching is in the rise and propagation of different
methods. The field of language has not been contended with some
description of language given to that. In fact it has also faced all
the polemics and academic exchanges as the theory itself has. No
other ‘applied’ field of linguistics has so closely moved with the
patemal discipline. The rise of different methods of teaching langu-
ages have some underlying cyrrent of linguistic theory, whic{h hag
caused the pedagogists to congtrye ypon some learning theories on

the basis of the linguistic theory and propound his method accor-
dingly.

Even the Grammar-Trapslation Method (GTM) which was in
vogue long before modern lingujstics was organised, has some
linguistic theory behind it. It visualises the dual aspect of languages
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to be taught—form (structure) and function (meaning). It resorts to-
grammar for explaining form and translation to deliver the content
to the learners. The teaching of grammar could be made possible,.
because well worked cut grammars of the classical Languages were

available to scholars since long.

This system was in vogue since the days when the classical
languages were taught in schools or institutions, as an intellectual
discipline. Language, those days, was not only a medium of
communication and the study of languages certainly was not for that
purpose. So the study of those languages through this method was.

perhaps not in any way defective.

Later language teachers who rallied under the banner of
‘Direct’ methodists found fault with this method. According to them
this method was not suited for modern languages. Translation was
not appropriate as a means of explaining cultural contexts or
syntactic constructions peculiar to a language. Modern linguistic studi-
es showed that the traditional grammatical descriptions were quite
apart and non-cognizable in different languages. On the pedagogical
level, the student participation in the class was nill, and this
hindered his learning the skills of fluent oral expression. As materials
for teaching, this method uses texts taken out from the writings of
various authors, with all their peculiarities as the use of high flown,
archaic and varied vocabulary, dialectical as well as idiosyncratic
usages, different styles, and, important of all, rich in literary content.
The teacher, unable to attend to all these language variations settles
down to teaching of the literary content. Thus there is the fear of
the very objective of language teaching being lost. Little can be
said in defence of this method except that it served the purpose of
teaching classical languages well, until there came a shift in the

objectives of teaching modern languages.

The Direct Method (DM) started in the late 19th century,
came as a reaction to the GTM. It was based on the linguistic obser-
vation that children do learn their languages without recourse to
either grammar or translation, even adults could learn language the
same way. Thus it religiously eschews both these techniques of the

erstwhile method.

The DM teacher started the course with a few classes for
teaching the sound system, over a long period at times. The teacher
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would introduce the language in situations in the classroom and in
common situations of life when readily available. The teacher
would explain meaning by concrete representation; sketches,
mimicking and gestures, or explanations through the same language.
Reading started only after the students had ample oral practice. 1his
methcd has another premises based on the modern linguistic
insights. It considered sentence the basic unit of speech. The sentences
should be used in useful and meaningful contexts. The students could

learn grammar inductively through tl.e target language at same or
later stage.

The DM caught the imagination of mapy scholars and spread
widely around. It was adopted in quite a few nations as the ‘modern
metbod’ appropriate to teach languages. But this also had its critics
and bad points. The fundamental quesition raised against the basic
theory of the method is that it ost sight of the differences between
language acquisition by children and the learning of a second lang-
uage by an adult. The adult learner has a set of language formu-
lizations in his mind which keeps on prodding on the structure of the
language he is trying to learn. Secondly to a large extent it was
incompatible to present natural situations in the class room as well
as plan the structural points to be taught in the class-room. Thus
‘in unplanned discourse which arises from a situation crcated in the
class rcom, all kinds of structures may be heard or be needed by the
Speakers.. ..... In . the DM there was not sufficient provision for
systematic practice of structures jn a planned sequence. As a result,
students often lacked a clear idea of what they were trying to do and
made haphazard progress (Rivers 1969 : 21). As it sprecad to the
average school, however jt began to decline because it demanded
highly competent teachers Willing tn spend a great deal of time and
energy on cach lesson, for regyys which were not always worth the

effort. Teachers grad:lally drifted back to same forms of the grammar-
translation approach”™ (Mackey 1969 : 147).

The DM was not much known in USA, till rather late. In
1927 the Coleman Ieport suzgested that in a period of two years of
Janguage study the only objective that could be attained was reading
ability.  This influenced planning of second language teaching in the
USA  which adopted a method cajled the Reading Method (RM).
The RM was akin to the DM in its injtial phase of pronunciation
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training, oral practice for developing comprehension as oral practice
was considered to be helpful in reading and writing. Translation
either as a teaching device or testing was not resorted to -extensive
reading and some writing was stressed in thc later stages of pro-
gramme. As a counter to the criticism against DM, graded rapid
readers were prepared to assist the learners. But this method did not
offer to bridge the gap between graded reading and ungraded
reading materials at later stages, where the teacher and the learners
were left to grope for stabler grounds. Thus the problem of communi-
cation still remained as the students were not able to speak the
language beyond the very simple structures already learnt.

The next major development in the field of language teaching
is the Audio-lingual method (ALM), also called ‘Oral-Aural method’
-or ‘Structural method’ by others and described by many other names
as the Mimicry-Memorization method, the Dialogue-Drill method,
and the like. We should remember that this method arose in the
wake of Bloomfiledian ‘structuralism’. Amnother factor which contri-
buted to the development of ALM is the development in modern
technology which made available a whole range of gadgetry for use
in teaching, alongwith the prescribed texts.

Bloomfield based his theory of language description on the
basis of behavioural psychology, and described a single speech act as
an interaction, wherc each response is stimulated. Thus the stimulus-
response chains constitute the speech chain. Thus language itself is
an observable social behaviour. On the formal side, the structure of
language was described to contain difierent inter-linked structural
systems as phonology, near phonology and syntax which could be
observed empirically from the speech behaviour of individuals. As
the speech could be observed and responses could evoke the proper
response, he chose to keep meaning away from the structutal ucscrip-
tion. ‘Bloomficld’ begins by excluding both mind and matter from
linguistics on the ground that the linguist is not competent to deal
with provlems of psychology or physiology. Mecaning can not be
analysed through linguistics. He also maintained that speech is the
primary form of stimulus and script was only secondary.

The possible application of linguistic insights to the teaching
of foreign languages came to the attention of people perhaps for the
first time. The linguists were joined by a team of anthropologis)s ;
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to whom language appeares as an activity learnt in the
social life of a people just as were other culturally determined
acts. Language use was a set of habits, established; as later beha-
viourist research in psychology was to suggest, by reinforcement or
reward in the social situation. The wartime need of teaching
foreign languages quickly and effectively was a goading factor in the
interest of linguists in language teaching. Bloomfield himself has
written about language teaching. He was followed in spirit by
many American scholars, notably C. C. Fires.

The ALM is based on the following assumptions as seen by
Rivers in a well known and clear description of this school.

1. Language is speech. So speech is primary and script is
secondary.

2. Language isa set of habits. This assumption had three
corollaries—a) that habits are strengthened by reinforcement, (b)
that foreign language habits are formed by giving correct responses
rather than by making mistakes, and (c) that it can be taught only
if the student is made to ‘behave’ in the language.

3. Language is best learnt through practice of analogous
sentences, Which are basic for its use.

4. Meaning should be learnt in the cultural matrix of the
target language.

He has included the following features in his later work :
5. Teach the language and not about the language.

6.- A language is what its speakers say, and not what some-
one thinks they ought to say.

7. Languages are different.

Orfe can see the features of structural linguistics in these
assumptions,

The procedural outlines of ALM in the preparation of materials
are like this—

The four.skills of language are taught in the order of listening,
speaking, reading and Writing, The emphasis in the early stages is
on the form of the language that js spoken in every day life, moving
at advanced levels to more complex and diversified forms. In the

initial stages the language is introduced through a small dialogue of
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about 20 lines, which the students are asked to memorise and mimic
through structural drills (otherwise called pattern practice) like
repetition, substitution. This forms the main activity of the class.
Generally any mention of grammar is avoided and it is considered
that the learner himself will arrive inductively at structural formu-
lations. Reading and writing is started only when the learners have
mastered the oral-aural skills.

Before we attempt to review the ALM it would be better to
have a look at transformational-generative grammar (TG) and its
implications on language teaching. As I have stated at the outset,
the controversies in the field of language teaching are not its own
creation and that the contribution of linguistics to the field of langu-
age teaching is seen in the methods developed. In fact the field of
teaching is the best testing ground for linguistic theories. Many
learning theories have been formulated on the basis of observations
of child language-acquisition, adult second-language learning and
language comprehension.

The name of B. F. Skinner will be remembered with indebted-
ness for the impact he had on language teaching theories which
were based on behaviourist psychelogy. Long before he had codi-
fied his theory, an American scholar S. Pressey had experimented
Wwith programmes for ‘teaching machines’ in 1924. But teaching
machines is not the same a ‘programmé’ as described by Skinner.
It is his theory of learning that captivated the imagination of
educational psychologists.

Skinner considers learning as a change in behaviour. Even
be:fore him psychologists had described behaviour unitary activity of
stimulus and response ; the stimulus functioning as a conditioning
for the response (reflex). He found from experiments with animals
that if a response is reinforced (rewarded), then it is more likly to
seem as desired. The improper response is not condoned (rewarded)
and the learner learns through a ‘series of successive approximations’
with the same stimulus until he gets the reward. Thus the pro-
grammes can bring about the desired change of behaviour in the
learners through a fore-mediated stimulus-response chain, which
controls and carefully guides the learning environment of the
learners.

The way of conducting a student from the initial behaviour to
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the terminal behaviour is called a ‘programme’. Hence ‘the,method
is called ‘programmed instruction’ or ‘programmed learning. A pro=
gramme consists of ‘frames,’ each frame comprises a question
(stimulus) and a correct answer (response). The rewa}'d in the cz%se
of such an instruction is that the learner checks up his answer with
the correct answer given alongwith and moves on to the next frame
if he is correct. Otherwise he is required to repeat the frame till he
can achieve the change of behaviour.

PL (Programmed Learning) has a few finer points and has
some edge over some existing models in some respects. The student
has to participate actively in the programme. He has not to wait
for bis teacher to tell him whether he is right or wrong, as his
responses are immediately reinforced at cach step, since the frames
have an inbuilt testing device throughout. The whole programme is
divided into small, effective frames, which do not burden the learner.
With a proper programme at the disposal of learner, he can go
through the act of learning at a pace suitable for him. The Skinne-
rian model was a uni-linear programme, where each student was
required to go through the same steps, Whereas in later models the
learner has a choice before him to move on to any suitable frame.
Thus he is able to cut down learning time, if he can go through
the learning activity soon. The theory of reinforcement is more
true in regard to language, where verbal interaction depends mostly
on reinforced verbal habits except for the fact that the reinforce-
ment in PL takes place in a contrived class-room situation.

Opinions regarding PL range from the fact that no other disci-
pline lends itself so well to SL (Second language) teaching as PL, to
this that programmed SL instruction has not yet been shown to be
capable of going beyond ‘language like behaviour’ to produce
language competence. Attention has been drawn to the shortcomings
of PL by scholars, asis done in all other cases. Most of them say
that the rather fixed routine of going through present frame robs the
teaching activity of the way to develop creative expressive faculties in
leainers. They get to know the language but lack the ability to
communicate. ‘“Programmes myst distinguish clearly between gramma-
tical expertise and oral fluency. OQp the whole programmed instruc-
tion has concerned itself with datg teaching, more than with skill

teaching and as a result most language programmes have tackled
language from the traditional written grammar based standpoint.”
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Even if the programmes were to be administered orally, it can not
proceed without giving language ‘rules’ as stimulus in the frames an.d
this means a major shift in the objectives. The programming Is

more suited for motor skills as writing than for a very complex orga-
nisation as language structures.

Through PL follows, by virtue of its scheming, the deductive
method of TG-model, some of the seathing criticism against it, has
come from transformationalists. Chomsky, in his review of Skinner’s
Verbal Behaviour’, has vehemently opposed the stimulus response
theory. Transformationalists have reservations about ALM as well
as PL, and maintain that there are certain aspects of native-language

by-reinforcement theory.” More has been discussed in this regard
later in this paper.

The microwave modular approach to language teaching is the
latest of teaching models in the field. This approach was codified
by Earl W. Stevick of Foreign Service Institute of USA in 1971,
who after his long association with the language programmes
of the Institute and cxperimentation with materials in different pro-
grammes, gave it the shape of a theory. Instead of callingita

‘method’ he calls it an approach or a format for the development of
matcrials.

The word ‘microwave’ derived from communication eng-
ineering is indicative of different aspects of language (channels) to be
taught through a single lesson (line).The history of the method can be
traced to Thomas Cummings, who realised that the creative learning
of a language can be induced by a chain of questions and meaningful
answers appropriate in the situation, thus combined into interesting
texts. It thus became the historical source of what was called
‘microwave’ format for writing language lessons...... its meaning Wwas
that the length of one ‘cycle’ (defined as the length of time from
first introduction of an item and its use in communication) was
extremely short (Stevick 1971 : 312). ‘A microwave cycle has a
basic utterance and four to eight rejoinders. A Microwave cycle is
devided into an M-phase and a C-phase, where ‘M’ stands for mimi-
cry-memorisation & manipulation. This phase helps practice through
repetition, substitution and other drills; alongwith explanining the
inner structure. The C-phase follows the M-phase. *‘C’ stands for
Communication, Conversation and Continuity. It combines the
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along with materials from earlier lessons
s which are not covered under structural
ful in a situation.

elements of the M-phase
and ritualistic expression
positions and which are use€

i roach is that it is not a rigid
The main feature of (0s aII:p unlike other methods which
method to be honestly followed. 1S, unii . P
are ‘too massive and too permanent’ (Stevick 1971 ; 38) flexible an
. tain amount of leeway to both students and teachers fqr
g\g: :r:::ijiltl;' The label ‘modular’ pertains to this aspect of this
approach. The modular principle may be apphed. on at least t'wo
different scales. On a larger scale it means that.msteac.i of having
drills, notes, dialogues etc. all printed and bound in a single bulky
volume this contains different lessons (modules) .Wh'_Ch can be u§ed
(or thrown away) individually or in differe.nt combméuons. Accordmg
to him the approach should have five basic assumptlons—(l). peopl.e
learn features of a language best if they use those f.eatures Immedi-
ately for their own purposes, instead of just mimicking, memorizing
and manipulating forms ; (ii) Organisation—Linguistic features—
phonological, grammatical and lexical should be introduced in some
order and class room procedures should also be.organised 5 (iii)
responsiveness—There is variation in language aptitude, emotiong]
involvement, motivation, lexical content and in method between
individuals ; (iv) responsibility—students and instructors should fee]
some control over the content as well as the method ; and (v)
pluralism —No one format, and no one system, however ingenious
can be sufficient for even one student or group of students. Insjde

a lesson too, the components have been so arranged that one need
use only those which suit him.

The materials developer thus should have the following three
qualities—(i)—strength—the content should be relevant to the present
and likely future needs of the learner ; the materials should be auth-
entic, both culturally and linguistically ; (ii) each lesson should
evenly weigh, in length, selection of items etc ; (iii) should be easy to
understand. The lessons should be plotted in each of the three
dimensions linguistic, social and topical. The social dimension lists
the kind of people with whom the student needs to interact. The

topical is at right angles to the social dimension and suggests the
topics or situations in which one has to talk.

’fhé lessons should be evaluated for the following four compo-
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nents ; (i) Each lesson should contain a number of clear suggcstions
for using the language. (ii) Each lesson should contain a sample of
how language is used (iii) The student should be able to expand his
ability to find the right word at the right moment. (iv) The lesson
guides the student in exploring such matters as relationship in both
form and meaning in different structures.

The microwave-modular approach to language teaching is
not a method as has been categorically stated by Stevick. In fact it is
a novel idea of channelising the activities of the materials dcveloper,
the classroom teacher and the students in areas which could not be
included in the ALM. It tries to bridge the gap between drill situa-
tions in the class room and actual communication situations; a lacuna
which was pointed out by the opponents of the ALM and “‘it con-
tains no radical suggestion or new departures in language teaching
methodology. But it does reflect certain new insights of anthropo-
logists, psychologists, and linguists that indicate directions we might
profitably pursue in our class room activities......... activities which
hopefully, will culminate in the students ability to communicate in
given socio-linguistic situations in an appropriate manner and with
acceptable language competence ‘“(Garner & Schutz Jr—1970).

The TG model was propounded by Noam Chomsky in 1957,
(Lyons 1971 : 97) who drew inspiration from various fields of study
such as philosophy, psychology, symbolic logic, traditional Indian
linguistic thought etc. in formulating his theory. His theory was dia-
gonally opposed to that of Bloomfield’s. In fact ‘Bloomfieldian’ linguis-
tics was remarkably and at times ostentatiously, uninterested in general
theoretical questions ; whereas Chomsky is strongly opposed to the
mechanistic view of Bloomfield which holds language to be a physical
act, formed by force of habit or the radical behaviourism of Skinner,
who does not differentiate between human and animal learning. His
view, is mentalistic and he considers language to be a mechanism of
mind and thinks (unlike Bloomfield who considers all languages to
be different) that all languages are governed by the same mechanism.

Chomsky repudiates and rejects almost everything in the
structuralist theory. According to him language is too complex a
mechanism to be handled by stimulus-response theory and habit
formation. The basic point in TG—grammer is the ‘competence’ of
the language speaker, who by intuitive knowledge of the complex
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system of rules in language through in-builf formalisations can k1,10w
the grammaticality of the sentences and its overt ‘performance’ by
which he can generate an infinite number of sen'tences corr_ect res-
ponse theory of habit formation by structuralists by saying that
language competence is established in the first place from a study of
sentences which are samples of performances, but once a theory of
competence is elaborated, it can prove invaluable in the study of the
more complex aspects of performance (Rivers 1969 : 64-5). All
human beings are born with the innate capacity to learn languages.
Human beings learn language by a cognitive process of generalisations

rather than through the associate process expounded by the behavi-
ourists.

One of the most striking factors about his theory of language
is its creativity—which can not be explained through behaviourism—
through which even children could wield the language for
expression. “The behaviourists’ learning theory’, however successful
it might be in accounting for the way in which certain networks of
‘habits and associations’ are buijlt up in the ‘behaviour patterns’ of
animals and- human beings js totally incapable of explaining
‘creativity’—an aspect of human ‘behaviour’ manifest most
clearly (though perhaps not exclusively) in language. Chomsky
questions the very word ‘habit’ in human faculties which are creative,
He.says that ‘there is no sense of ‘habit’ known to psychology ¢p
Wwhich language use cap be described as a grammatical habit’.

To sum up the controve

rsy in the field of language teaching I
would say that the issues unq i

teaching or (ho er discussion concerning the c!evicfes of

ays of producing lessons or the use of drills in the
f:la§s room are not newer opes, The methods form the linguistic
insight provided by the linguistic theories and in this case the contro-
v.ersy between structuralism and transformation theory is a very
significant one in that jt explains, though in part, the development of
knowledge not only in ope thinking but in human thinking asa
whole.  Thus there is a bagjc shift in the theories of learning and
the whole field of teaching methodology is undergoing a change. The
ALM theorists are trying to come out with an answer levelled by the
TG-grammarians, who, in their turp are trying to make use of the
new theory in planning for the language curriculum.

Now let us discuss in some details, the points raised by both
the ALM and TG proponents. The view regarding internalisation
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of speech is very valid and behaviourism has not any answer. Beha-
viourism recognizes an inward activity when someone is actually
thinking a thought, but says nothing about an inward capacity
except in terms of conditioned reflexes. In fact this is not all the
blame of structuralists, except that they had fervently followed a
school of psychology which they had not tested minutely. ‘In short,
if structuralists had worked a little harder the new school might not
be able to embarass them by encroaching on what perhaps does not
belong as part of language at all. The imaging lend of psychology,
‘On the side of teaching, this argument simplier that the learner,
through practice of structural drilling, can not internalise the rule,
which form the basis of creative learning. This isa valid statement
as from experience I know that the habit formation device has two
major drawbacks. It contains mechanical drills like repetition and
substitution which do not aid formation of language competence.
There is always the fear of the learner going well through a substi-
tution drill without ever knowing the meaning of the sentences he
‘generates’. Secondly the structural frames called the substitution
table may not contain only a single underlying structure. Most
teachers who have not an insight into language, would get bogged
down in the surface structure level only. This creates a problem, as
far as teaching is concerned. Tnstead of internalising the structure,
he is seen struggling to understand the seeming similarity”.........
dependence on analogy for the construction of new utterances can be
as misleading as it is helpful. The student, having an incomplete
knowledge is unable to determine the limits within which apalogy
may be applied (Rivers 1969 : 77-8). So unless a table is well
defined contextually this trouble is bound to occur in each
step of learning, because one can not go from surface grammar to
deep grammar by way of induction (Bolinger 1978). Let us take the
following examples from Hindi to substantiate this statement.

The next important area, where the ALM is vulnerable for
attack is its contention that speech is primary, and reading secondary.
This assumption stems from the structuralists’ view that the basic
data of linguistics is speech sounds. Writing is secondary because
script is again a symbol of sounds. This argument loses sight of a
few practical problems. One, a visual representation of the
language helps the learner master both the systems as they are
mutually inforced and he can retain language longer. Robert L.
Copper maintains that no skill is easy that it be learnt in a fixed
order. Students learn that which is taught to them. He cites the
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experiment conducted by Cohorer and Wertherier to measure .th:
effectiveness of ALM and, GTM, in teaching German to Americ3
College students. After a year of instruction “the audiolingual_ly
taught students were superior to the traditionally taught students i
listening comprehension and speaking but inferior to them in read-
ing and writing. It would seem therefore that the primary of spe€c
is best justified as an assumption when spoken skills are the primary
goals of instruction.” (Cooper 1970).

Though Chomsky and his followers had collectlvely put the
principles of structuralism to onslaught and have suggested alterr'la‘
tives, they have not come up with any theory or method of teachlng
languages, because linguistic insights are not language teachinge
Though books like Paul Roberts’ ‘English Syntax’ is an indication Qf
the potentials and future possibilities of direct application of lingul-
stic theories, Chomsky himself is rather doubtful about the
significance of such insights and understanding as have been attained
in linguistics and psychology for the teaching of language. (Chomsky
1966) The teaching of a language is a very complex system with
different kinds of activities purported to meet different needs
of the learners. Chomsky points out that it is difficult to believe
that either linguistics or psychology has achieved a level of theoretical
understanding that might enable it to support a ‘technology’ of langu-
age teaching.”

The problem of the teacher is not which one of the methods
he should select or which of the skills he should teach first. In spite
of the fact that theorists have tried to impress the teacher or the
material developer with latest thinking in the field, the basic problem
is still hanging aloof. As the masters have rightly put it, language
teaching is not all What the theorists have sajd. It is a differrent field
which in addition to be linguistic component includes pedagogical as
welll as organisational components, The first two supply the atti-
tudes, the facts, the theories, the techniques and the methods, by
which teachers guide their professional activities’ (Halliday 1968 :
276).

Secondly, the problems discusseq in a theoretical frame work
are not the same or do not have the same verve as the practical
problems faced by the teacher in the class room. I can say from my
experience that no phonetic studies or contrastive phonemic analysis
can list out the problem points in teaching pronunciation, because
there are other dark spots arising due to the script of one or both the
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MT (Mother Tongue) and OT (Other Tongue). A similar problem
is the definition of basic’ sentences to be taught in a graded syllabus.
What is basic to the AL methodist may not be basic to the TG
grammarian and vice versa. Hence the need to detach linguistics
from language teaching. Once the teacher has been given some
knowledge of the former, he could be left to himself to experiment
and evaluate different methods.

The need to keep aside Linguistic theories is felt due to the
basic difference of the areas of study. Any linguistic theory is the
same for all learners and there cannot be different theories of a
model for different persons. But the language teacher will have to
modify his course according to the age, social, lingual, vocation and
other differences among the learners.

I have depicted that the field of language teaching has three
inter linked facts of materials, method and training elsewhere
(Jagannathan 1972). Both the method (the way of teaching) and
materials will vary according to the variables in the learners and
proper training programme to the situation. Both research and
evaluation will constitute the core or nucleus of this tripartite arrange-
ment. The materials producer and the teacher should constantly
experiment With and evaluate their work. (It would not be out of
place to mention here that similar experiments are being conducted
at the Central Institute of Hindi in the preparation of purpose-orien-
ted function goal-bound, graded, skill-oriented courses, wWhich are not
tied to any one of the other methods.) I would like to conclude by
saying that linguistics occupies only a small though central place in
language teaching and the method maker should be conscious

enough not to belittle the other important thing in planning a
curriculum.
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farg Sages @il AR FW F FQ IR T aASA-Ag 1964 1 fed
FIAMCE FT Syafew g |

TH gEas § I qial 9% g« fear v g c—
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TAT R 1 915 F wrq ¥ ggUAT, GIUAAIFT AR A wemaet gy &
% & 1 Frel-frelt are & wam @t oY frar T & 9T B AaT W A
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arst # fafqe w51z & e § ) afiaw o w3l § qtare e
i fag T § 1
stat i wree @ i gwge g w9 sEEaT & S wikdtg gl
FRCf@ N ATN F aegn F o 9 F RO G390 @
g
T IWF FN AFTAQ gEqT g A< dFg aqr AW 7 e ®@
qan fafeq & (=7 we fde fegdt) (1965-66 €)1 agh ag
seoraa g i gfad wior-faere & w7 & faw @ aww worel wr
TEAd FAR 499 AT UEW & frg ¥ ¥ AR FA A e A geaw
fagw =1 frewa BFar war 1 g7 #1F F arer Mifaes faer &1 ag@ faer
ghada w1aT F ®7 § 5 # faeror-arnt § @ gwT 7 falg
g 3 ST RSt 9T w X aret & fag fadt A% A i fad o
ITEA AR HT AN A G few qar wAf & 1969 A gwifma
‘Afaw gt Az | 35T% § 24 qrz qay 6 g 96 & ST AW qAF
TAB F AR R AT E | qvq § qaww 1800 wex (Rt qar
s f5dY) faq 1w ¥ 1 wdlyw o1 & dvg v 3 —1. At 2. @q-
FIW, 3. AFE | TAF qiz § 30-40 % wearawd & wE g fogw
e & frq eara Y § 1 aratig § wegy w9 @41 Arw<fns fraw
SR AT & 2 AT 21 grgeq & eare 9% A% qF4} F frafow &
wra; (91 T PAq wazraeft & aeqiia 41) 7@ & frg s g
TU F
S F AT F 10 965 ‘geqreor aX & frad eqcesdadl &
arar-aaifas =, sy sl & gAAT & 619 I 7 G
%“@a feg g % ' Y= flgar gg wr g TR g @l & fafwe
g‘ﬁi{m?ﬁ tﬁaﬁﬂ‘t LI £ e fag @ § S¥ ‘o H1 AW P
C CREEASU S s qd yaifa qeasl & gar #1€ Seag
e AT | TIARE @@ i oy fyeqre & i forrar § o o
§ Fegles & AH—vamg 8
qraY & mfmT ) Tt % s o= § Sfaean, TFATILT JIT
AT F ST S| WA & Syiafry fraai Ay a3 @ fr@ ¥ o@w-
grar AT § | SF TRE it o ey qedt-aedt @Al § 9G¥ 96
gegr 12 % 11 f797 @ iz gegr 8 3 13 faaw o
gafcht 7 fgdt 92 & fag @z ax qeaw aafaw & -
37 (Fadnad fGdl-9g ) 1 B qz qar srawara & 5am9 § A77et 79T
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T A FT GETF FT IFF0TA gewor a9 1967 ¥ swifaq gsir safs
THST ga &7 A7 § (AT agige fag qat d@lo qHo 487 & @gAiw
d41T) 1962-63 ¥ &Y asa & THT{AT & FHT 47 |

RIGT §6FT F7 34T §, 39 FJ1q7 F eq19 7 @S graifas feafy
& ofaw & sitasq w91 ¥ Fi3-Aa & qrg-aig eEifag 1960 § w1
ATHI T4T ATATFAET FIFET g0 I FFw 7 Fraswt o g95¢ 1960-
62 # zfaw qfwar wiar SiGse & garr qfger fawar aar 1 & grRa
dar F aF qrad F Qa0 A dAwIFAT (Fwa), fawrn, faAarr,
faemifeaa sprfe eam@t T< fF/ar war

qagel AT arterg # fz&8 &7 w1 ST caest & g wega
foar ar, amatana w1 2qifsa o Grar qar 1 Jw-gan, gaisfa qur G918
& g AT F FATfTF A5 g1 g 1 TIgSt ®1 I9A fReyg, wqwA-
I TIFATH, g6 ara=tq & fag frar agar g1 @i=rasw@ F 9 F
AG-FIRTATTT F qI3Td 7 & @l ™ FaArasa 31 gl a1
wfa (¥93) & a@few sargefos gfe & a7 aadia § =0 § afus
qsl FT HA ST FIGANT T4T 937 ST (VTG q@l g | 0 T<d &
AT IO F ST AT 5Q T & ITH FJgA@A qraT A g &
aa ¥ go AT W gMga fFg 7§ JF qaFw FT Fo 9gA &
TIFET | Y AT I WY WIRg H QA &7 T HqqIy § IR 4T
#gIeg & gaasy ¥ foar AT Fifze fa=gl s fFar g 5 Qaanser
F1 BIeH ¥ F1d Afgs A=61 gar § | ITAEIA K ad+dr F uswIar v
QA WY T@T AT S qiAE 1w 9 qarfed g0 IJFAmA &7 agAr
& gt o= qafrg e & AT HEAF SO F &7 W Ag £ agl
a2 fag aw § | €ad: QoF GFT QrAAT FT A FAIH THAT & |

SeA%F FIa=ra &1 fagq g/ & arg § AfEw w7 ¥ AW @
SITaT § | 39 qEad ¥ agarg aqufa F1 @38 $7 sgaar a4r § | fqendt
YT wegTaSt ¥ afg v @ zAF fag, fq@e meemaa, fawnT g
4% g METE agr qra=d § qEaed g |

qIqul qEqF 2 @S A g | A9 @ ¥ 14 a3 gar gfadg
qrE ¥ 12 913 § | 7A% 915 Fradid & ;wd gar @ s air gadw
WeT JIT 9IAY FT Hqgare, «iepfaw qfiwyg, wes dqemyA, AIAKAT,
FIMUFHA I@R, A< &1 yieqrg anfg g1 QA FHR F Q-
SITY 918 §:—
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1. I=HIOT q4QqT 2. SAIFHIW |

AR g WAl & g agFr fga, afagagT e,
sfaay faeaw foor qar saTdwr @Faeel HRTEl & A AT
s Ewtaw few fag ag €\ srearal § gaar, ggEn (safera qar
FET), W99 Iyife & | ATHOT F AT F AR FH F—IZNAT, qqAH,
FEAT IATA TGAF N qo7 safeed TEGAFT | Wex FeqqqT & qa
1. afiT-merrast, 2. fFdY @Y os fagx ¥ dagy o 9@ wdX &
gw,  afy, 3 fgdr-sg e 9%, 4. FEEAIR; §§ g0
& faggor, fasiow ¥ wrgarys @ar anfe | WE @7 9T AT A @ wF
AT F1 w9 us-ar g 1 g ree-gfn F aig ars dae g g § awga
a8 T g AR qr<fas eax ax 97 -fgdr 71 g & 9 A% 1 @ W quww

1250 wi==i Y weg gy afeafaq &1 a8 &

fdt 2 qrow geas WY o A% G A v e wdar a8 faww
A MG @A’ FY oA @A AET TeqF F1 At snfewA ifee
e A fogaT @A ¥ acataarT ¥ geaw & ger WOIfAw  AdTEe
TEAAF ¥ HIN FO AgAF] F g4 G3A Har @ 1967-68 F @qer
g srafeEAl Y fgd) qgrt & SEw ¥ fadr 0 ‘sRfma R wa-1
geaF W € axdaw qar faswr # grad 93 aenfw §0 @qo gww
¥ 24z \yAw qiz ¥ wvw § aata g fad g facm,
mm-’@faw, s § gfgasA, amda &1 freg anfe Y
A T | NG qraw § war ¥ Qlwrd ¥ €T FOL qredrq
FIAFT A <@r o g1 fafe siia § 9T gar 185 @15 ¥ A
? 1 9Tl Y fafauar =g geas w1 fadmar § foad weaw & &
SR frawl Y eowe frar qar @1 qaw ¥ A N fraw TG faw

TT R FE W ded ¥ quter arod Gacdsw qar fam @ gEd Q@
ST 927 o faw 9% ag s g1

Y @t ¥ fady T gl gFa® TEAEF X THo FA F G
¥ AAT AT A | TEq: a4g qETF ISTENT qIT-qTAA GFgT W |
THFT IFIAT AT AT feaq anfea Sfeeye ¥ gam & 1 5@¥ ArTOETOR
& garfca g &1 "9 qre7 et & w0 § w@wr fFar mwr g, are-
e feeaforgf «f § | geaF & areq & qwaT 1200 wedi 7Y (fadr-sidn)
gxfad far war &1

form sare afeadl # fedt e & Q. adF qqv agafod
9% 9IEAgeqh]  FT FAATT gaT SEY G 77 AW A N ymww fww avw
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e &IX TG GUIRT oI A& JMTI ®E ¥ S AW
qRAYETS G FT TS § AN gay Sea@Ard = feuwiew (v @e-
Afral & @) #r 7 arzm geaw & | TIF F g9 90T F1 gA S OWTL
¥ gtz g¥d & araiq yroew N fE ¥ 0d w7 F1 q09, oA q@d
fafix, exfdf &1 Ssar0r aifz 15 qraf & fear war g 3@ 9& #}¥
falraar ag & fe qgell 1T wega geas ¥ Fo qret § g fAgl AT
s far war § faa st agmar ¥ fowds a1 1 S0 @@g & g
ggar faar @war &, faWga: swaar=s vt 1 |

arrRor d@ae) fraat a3 sarfa 17 qs § faaat srees faat
W sgrsETO—Faaw § ar 2 | faaw axa ¥ sfeq g aaq g faawA
& St 99 fAaw qT graifeg aai TR ¥ Gd § apEr GaH S
THY § AT UF FEARAF/AFAHT argal B far qar §, avaq w7
gt & 7 § foaad @ig A¥  weg, sATHIW qgT weIrgAT dadr -
forat qar fafad TH1T F srearg 3 1 avarg qTEIAAT JOIAT 9T & /Y
TT § ¥ WA FT agarg, foaa et @ qfa, Bl & sataor
qAT FIATE/IeqF & qeq § anser 2000 wedi W aifawr & faad wey,
IEFT I=FIW, sqrwLfors Hife, ad qar 57w ars ¥ wyw gAT & SEF
fadw fag w1

T gFAF FT 998 gt fadgar § afkfirse § & 0% Sm@nd wesd
#1 FEiga g, frad gfea arfasd se=ga =Y 7€ § ¥ @ q9r
o AR, Aefaat, geft, @@ s Fa<, Aegaq w4, @F FT A7,
qigar, s 9, oA, Aw; s Sgair 1, areHYy w1 T arfg

gaferat ot g feay & fag fm @ fafase geasl #1 S
(Badem-fasy qar wrasy WA) fFAr @1 gH71 @ I § GGIAF q159-
geaF & & & gfeg qar umArg waf 3 fgdt wr dfaw Q= S
faafaal & fag Jare &Y & Y w97 ad ¥ 39 § fzr agv & faw
qaT

q geas ar wrn F fawrfag @ : ggq Wi § fgdr AT Ear
FHagy arAdt § frasr S2va 9gd &1 wearq FWArg | g9E 136 g
¥ 41 o1z fau wa § ) gfada ww§ (o5 137 & 234) fafaw v &
ot qar fagg v fafsgar & arg 22 @ ¥ wsw anEn G@fEd @Y
% R faad s ¥ drepfrs qar smiwchnrs feeqfnat § ) Ras A A
AT 1250 wreg (fadr-aiasi) fag g &1
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TR gF ag awa fady af § &5 5@ geas 3 weaw & @l
qrgw NS gt | Srawa w5l w1 owfeas g qar 5l
FEe sl (S fafy #) wr @ @A g g gEas wIW
afen & arg srmifeaa i faet 75 & faas 9y a3 fadmar & f&
AR FTEY T qAN F qar ez § gira At mar § fagy war F
STRF ST ST FIF 1Y F Faff qT AT Al q2ar | gew fa@y w7
g Sew & a3 8 FF a3 oy afy o famra a1

& €31 & Arawaw qedi avaw faar wATE ) wiw ¥ fady
HTIAT F1 AT TG Frar qar 2 geqeiq fedYT oY o gaEar 9T qur-
ORI, @17 & 3w 15 % fafgq ova sqiwfos fradl 9T @
F 03 F 9 FT @ Wy o frar mar &1 AT W@ BEVE E oAy
Wl SRR Y OF 5 5 oy oy # wigt fawr avrn fag g § agt W
SUFT T ST N uF qfs § giea fear w4 8, S

AT AT ¥ awg g,

T g7 T qw &

SR H 32 agf wa fawar war 2 ozt fafeq =0 ¥ gsaife
¥ TR O § S 7z Yee a3 Voo fred-ad madt @1 (s gam)

F T AT AT & JY frqy @ Some One’s qar fwasm Whose

¢ 'Y -
FA17]4) W wrrgares qar Plaw w7 F 0T # @
FAA A IIFIN g

g f 1 & f98% ag a8 aqrar @ fF ¥
At  fafe e 8 T BT N

TEIF T O 1% fadraay 2 fir 78 oF SATH T qT S0
F1 AT AT H X gy agy AR

% ST 5 G2 gy Sy grqeIT FIAT AT SFAATT FAT TF ‘g‘m"
o o 2L TR, g 1T, sFesT g Aif 1 9% wgi-ad

wifqat 41 € s 1% 33 43 fiqar g g (;o be) it is said to’ alter-

nate’ with-ke pass (with) |

&1 FHA1 8, T 9% 108/4 q¢ gy &g WIF FT ANF A FI

fear 741 § | H17 d@Id ¥ § gt §® fran wifa® ez gud ag A

AfRF  FO I A ACE, F3 g5 120/10 g @ foam @ 2

g%d § (‘91§’ has the meaning however (much). Compare

ar% ST OF TF' (you can stay as long as you like) the
Particle 91g has a range of meaning depending on the context.
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g 1A &) faar 39 & e 5@ wv & witt dr § & o=’
& A1 a1d ‘however’ qar ‘like’ uH & & 3aq €gH AT FAGIEM@TF
aega: 93 v gy, A w1y faea-fasa &, uF =1 watw GRar faqao &
& # § wafF gax #1 fwar w7 (like, desire) 7, =g fAar@ (Particle)
AT TET 8 |

IS &Y Faqn favgar ag § frozad fafoee st 97 eqm
fear mar, ¥ awEl &1, w9 @, fwr W, giggw, goewe STl
TF & T F & qafer faeT oraf ¥ ersdwRor Fv X W d@d gd
qa® g § 94 ¥ qr@ (having in one’s posscssion) ¥ warii & fraw
AT &1 o &gea sarw Frar 7@r § S§ gq7 SAT ‘inanimate object’
% @19 fpar srar § wafs gawr ‘animate object’ & g |

Sar 5 @3q frar o gar g, fooe et g€ wast  *F gas
B F FIXT g IHA FT FATT F FAGT CF UF T AAUA g H
FRO JUTAT q97 qaF-w F gafa gfeadq @ar sfag & a1 @l
F qg arar f5 fgdy o aarsfos doEamEl 1 wHagT §9 QA
frar mar & wrg gwenr warw TN ® wwmew fafg qEr
AT H g w7 ¥ oY fafg § gegg s W WA F qU A
g Sar | 3geg f3dt qgar gar @@ar fegEr @ @ faAr sar-
UoF el agqr a3 g & FE 78 @@ gFdr ) sH-EN I8
aAfard &Y sttt & fr sarwor & fAaw) 0% aSt wEas ¥ S=9f & W)
iEwfuF GIHArHl F ww fFg qgafa § @y war § w@oe A & @)
faw & go wardl qv gaw faca § S§ S F17 g & wwman F fwar
(223,5), ‘stqeiy qeia’ FreATE ¥ ATV FANRAN & geng fwar (142/15)0

T gak g gu W fafraw w7 ¥ Afes fgdr Qs & fet A
qRI-TETH] F A@A-FH H grady gar gz S| gfeat & oF ey
Safeaq frar

ag feeelt & giegsTeNa fgdr gema § @q 1967-68 #{ waQ
wq ‘gifras fzdy & F@ & fag @ a v qradr g N9, g9 qar
agrg fag garwr gfada war & &9 & (Tgdt oFf g Tw0e 9R@A) AW A
a1 1970 § wxifira g o

UgF g & gHe M WA T FWQ@ JAT WL Iz
g fF :
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1. 1§ F FEAAEF g FW § AR F18 W faardt
sqage ¥t g3« gy WA, AA q4qT fag a&ar g,

2. ghadra wraT & & F g qgAr AT FW aug  IaaT fgar
FT FW T F aUA g,

3. faemdt A ¥ F0 AT QA B H A geAw w9 I
T ¥ TN G¥T g, TAT

4. Ty ¥ ar g § fragy wrar @ § w9 § o@uE IR
safxa frar s gwar g
. ST TEAF FT Taa w0 g7 A AT 7 qHAT § S KA
daw ot for N geaw F qug v a@ifE @Er g (@), @, )

TN AR F A 1. 2. 3, anfy & avdq@ 0 I@F X anenfd
7 F e Takare< wr wgwr @ fwaT AT 8 )

agafa =y gfe ¥ afqdg wrar foeor & @@ q?{Erchlﬁ Ll
YR ST 8H foar oy g T fqoa g & §@g & faendt &
AARE @TF A frwre (g fan) @ A ag T @ owR F
FAT ¥ TS FTT F faq @3q, ad, afwaa J@fwa, afewmar qar
AT 4T fafyat =y ArqEr A fan 2T gax fAagw <t
Rew e § 1 s feeaforgy @y SrewT W §7 98 1 w@ AT
il & sreare F fag ‘TRfeag-fzdr @ # BRaT 91 gFqr g A4
A & fau F axdag AR gy g @l F1 AW AT 91 gw
S R A & g argig 3 zq qizaFA F1 A ol ¥ 83 faal
F AT H 166 sy i Tferq St qEAATIEF AT ST Y |

ESAY % T § Fourey qur fafs gady sfeagal aT g9 ST
TAT LT GEIF § 24 qy £ guareod: AT 95 T qiEg g,
SATHIN, TSI, A@a, qpeqre. qra<ra, QAKAATHA, Wearafy adar,
afeam 8 A ML Ry fafe 7 @ fe e & g
Sfad 91 TAT 1 92 qegy ' difaa gea® A gr agfeg amadr qar
CicziIE BRI (L . iy geqaq: gavd wifes qgr -
qeifa® AT F AT § grgy T8 2 wqqa foers A Iafeafy afrand
& | qr3t AT qEr S Wy @y 3 areor as &Y 95 ¥ UF & gfgs a7
farg @nifEd & | I8 918 3 % § q’ ifge ‘A AT ‘Rar @ AR
TR AN FY GHATAT TN | g gl 7 AT F gead i< A
A & 9T grwt & § fager
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a1 1970 ¥ § oF g qaqr A9 qqufy § AT F @R
¥ ‘Saaiw ar Gd-aww’ (qrEanss 9-59 w@ea fgdr) s ¥
gFifra g faa® 199168 §1 A% 93 F oW § wF eEifaa
(Perrms) fear war § foad A9 zgar fqog aviqa 40-41, ofwal &
fear ot §; ara-arq IFAT Wi AT F SSAROGAR sfFET & 1 9l
& o § g5 46-47 qF agrwifors feforat st § o ot gar
sfera & | 98T 9T 9LTIET, qRAwE e frar A, qwer ®ie faar
T | gEE & aeq F T 1000 wei w9 2 famrmar g ww &
e § gegew weg oY ¥ fR¥ g § S wgT ¥ wgdt, «fusiw F @w
afawima ¥

geqs 1 g9y a3t falwar ag § o oad dxfaa 9t & &
AqifFg &7 W Qo THo FIAW! I HIATT § H1T § | T THIX TAF T
wor gfagfona & a4t § 1

TSET  TUIET AFTHr, A4 & g fqarr & o afgd wmr-
wifeat (sa19 oF & sfgsifal) ) g faeam 3 fag agfas g
F amgR o1 gfadta wiar F w0 F g oea-geas &1 fwio @ &
Fov ggAfral e gar 9 F @g@w A fear) 1971 ¥ g@w &
THWT § g7 1969-70 F g7 @rawy w1 qQaor werwsl ¥ fear w@m
ST EaF W oF fal9 ST FY qmEw w@H Jar w18 g wgh
A GETH HIA AT T1T FAUT 77 ¥ fAQ & qg7 ag geas Aifwsw
M & ATY FATAfAF AIA-FIT ST HIT FT HTH FIAT ¢ | T g9HT qI9
a9 Iuafew § 1 geaw ©: @St ¥ fawifag &, og9 & qafa @wdt 115
g3t &7 yfasr, gak § 20 93 AxT ¥ e § a@ 20 a3 A fafy
¥, 9 & qrzg AT 0@ gAIEAT & 20 q13 q9T qi9q ¥ qraqrE
¥ i frgeg T wOTafaF qarE | g9 IFIX gL gKF H 85 a1
& Rt qur w7y & fag qates @wg sdfera &

gTefen® 20 qr3t ¥ qradad § &0 F @iwara #O9GET F a9
wega e g & faak aea ¥ aaferal 1 5D ooy F fag dar ar af
gl ¥ faw g sregral & A 9T qat@ gwieaww feg o oSy
fat=q, afqearqr afkads, sqraeer, sfaasa wamd anfe) qige-
JTAA (915 64-85) F areg F A+THI ¥ ywa¥id fgal d AAR FEH &
fag M & w1y vz wgaiw fag g €

Seqifaar faeafaaraa & % g2 fag@mame § oF 9386 gaw
2760 geat ¥ fgdt wrar & fasor a3 da v | ag gaEee fawa-
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. - 11,21
¥ Hagm 11,
s i3 frarfaa geas e —
g1 @ | a5 8 forgd &
P e g S e 41 e
At 26 W;Q l Ezfum faaat &1 Sigrg fax
97 faTam ¥ a7

N g
TN B1ATT agigdl YA s !
e Qqufar & %;};fﬁ;;r FEqIT, AU F aizlrtr *; Tf?r;
o< o fafre ma\q—f?? g «-;mr 2 #T AT W:r:;%’rt ¥ Fm
Forrar Tl ﬁ:‘n e e agawE’ S AT war 21 agafe
s T Qf ‘?"%‘r 1T § WH qAK f‘wg% TgH 915 g1
2 H‘:ﬁ ;-F;T?ﬁ:‘rq % foa oy ot st awar %wqges frr T €1
:;razqé; F qT3 re-gAT § 1 3; :lg: FHTE IgART § |
IO 15 Fraterg & wd wy fadr § 7o >

, qraf &
i & fag § '§©
s qr-arfaay & 3 FreaTaet
g W fafag wredia m c s H G &
:Q ma‘?‘w—ﬁf qaF qEF § 1 wradra #1 gfoe
8T afy £
BT FE gfyw g

. Ay
‘r q.ﬂ 450 qu
> m ma’ a\tq ~ = q»ia-q-
z mgmf'@ff;f 3 ¥ g T1% Fr1
e TrRaE “rgaaﬁ'r s w3AT g faa
fedy 3 T R F gqe T
¥ Az 2t qrean 3 o F19 HT

R foa @i Wy
TIEE & fau frefafag amd dar F1 a8 3
¥ wegy f‘?:'zrr T gi—

He fyy
Lk

' 7 fargalt &
' —~40 arg, 25 ggas 915 § 1 FTA & M farg
AT 140 aps, ‘
ATYTT

1 &9 &) qAIfga S
TSI 82 40 arat 3 fegr 3 e AT TR A A
THT gy o

g W@ T E @
TR wgaE gt § oy aznmfmf;‘ far 22 II i 5 e
. . - ara
T % 3t B qaar fad o g <@t F
@AY, iy gy

Aeater & fafag v £1 eard ¥ <a@r Aar gl

. 4T AN F
T2 —qrs 1T FHFT qIT |iAT ASATT ¥ AT
AT 3 T §

noFY
T e 7Y & ST 9grw Ag q ;:Trv‘@; S
. : - ,
TdET 3 fre gamg TT 2| W IHI g ma, lfrras, qi= T sy
s Foremrd? & g F1 faazo %E"\T ¢ sy & aR) fafr @
LI £ £ L. T gy ey I8 &

STTRTHAT Ty T3 1 gt B E @
W 4—(fafr) foafy oy T 915 § T & ﬁq;ﬁulf‘w srar

ey FET faay srar 8115 quay ¥ fedt fafr =1 qzr
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§ 1 fafr 018 @ €3fa £ site g7 qro & arg qraw, @A & dw g AQ
&1 20 & T4 6 I s gearewr sty F fag Y ag

A S—(gfasT qar faeror feeqoit wra) et & Frater 7 i &
qI9-ATT IS T TaT qQeq0r H7 F T F aqwEr 1

AT 6 — (At fedt) : ag qX areEwA ¥ SIRW@ A osAT A
@FT a1 frar qar 2

W 7— (W97 s99g13) g w07 &) @ras F7 g@waar §  faerrd
AT FT AT q91 frafaa gaw wear @ faad war A oaRd g0

aT aF | FAH  WeT-y, TA-sgEl-gaar, wai, feew @A enfe
gfrafaa 1

T IFIT 450 90 § FiEw F1 €Iq T TN B AT FwAT
AT § AR ast Fhoay |y fasrg, gu-gv R qdeAor, QIFAT F TG
agraT, fafay Fwel & fog fafay sere & sl #1 emA & @l
T R |

TS F Fratw § qvit oAl qeefodt @1 qqaar @ @, S,
SHIATHF, GITRAT q41 NiHfaw feafaaed |

FAT G dem ¥ adfadt & forg A fadr-and off dar fear
® | 9% GIEAF IR Tgmww w1 siw & Forad v sin §—afew, areafaw
A I | AA A Horw wzzew 2, st

(%) wmex qarr # wor 1 9fkTm 3T ey @@y 3@
FAfeT SNFT H 9 areh feafrdy § wiar w7 gAY FT & |

(@) wreafas staear & e g€ wrar 1 fawrg w3Ar fH9¥ 98
sitad & fafag gzt § oy &1 waw 59 1

() SsSTIEAT ¥ wrar F7 qar dq W aww @ g1 W &
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LITERATURE AND TEACHING OF LANGUAGE
R. N. Srivastava.

The way we implement our teaching is conditioned by the
goal we set before us and the perspective we want to give to the
subject matter. The question, for example, why a student should
learn a given foreign language is hierarchically of a higher order than
the question what the lesson should be like and Aow to execute the
teaching materials most effectively. This is because it is the approach

and methodology which is conditioned by its goal and objectives
and not otherwise (Srivastava-1968).

Our answer to the question that why one needs to learn Latin,
Greek, Sanskrit or any classical language of which no native speakers
to communicate with exist will obviously be different from the answer
to the question Why one is motivated to learn some of the less known
exotic languages in which no written literature exists at all. If the
answers to the question’ why’ is different, it is logical to assume that
the approach and methods employed in teaching them will also be
not identical. - There is no /e method of language teaching firstly,
because there is no the answer to our question-why one wants to

learn a (foreign) language ang secondly, because there is no unique
answer to the questiop—s what is language 7

The two extreme ends of learning a foreign language have been
set forth by Jesperson (1961 : 9) ; the highest purpose is to make
access to ‘the spirit of {pe natio’n in the widest sense of the word’
and the lowest purpose s ¢ make one self able to communicate With
members of another community for immediate fulfilling needs. The

R

1. The question ‘what js language ?° in whatever guise it appears
is as diffuse aud disingenuoys ag other similar questions, such as

what is literature ? = Which are Jikewise excluded from examin-
ation and demand the privilege of a qualified answer.”

Halliday, M,A.K. 1969. Relevant Models of Language. Pl.
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one treats language as’ a way of connection between souls’ ‘which’
bridges the psychical chasm between individuals in manifold cases
(Jesperson 1961: 4) and the other treats language as ‘railway tracks’
on which the engine of present day commercialized and immediate
fulfilling needs of face to face communication moves.*?

It might be thought that language when accepted as ‘way of
connection between souls, will encourage language teacher to base
his teaching materials heavily on written text and will prompt him to
adopt teaching methodology suited to interpret and appreciate the
literature. On the other hand, language accepted as ‘railway tracks’
for the day to day practical usage will motivate a language teacher to
rely basically on the colloquial ; spoken form of language. The
former will lay his finger on the crystallised literary expressions of
the written aspect of language and will emphasize on reading and
writing skills. The latter will tend to accept the spoken variety of
language with a greater attention to the listening comprehension and
speaking skills. Obviously, the preferences in the teaching methodo-
logy will also differ.**

® According to Jesperson there may be other reasons for learning
foreign languages, for instance, studying languages for their own
sake, as the case is with the student of comparative philogy. One
may learn a foreign language to get the wisdom embodied in it, as
the case is with the translators. But according to him ‘it is
clearly a special study, which has nothing to do with the reasons
why people generally learn language (p. 6).

2 Scherba, the founder of Leningrad School of Linguistics, also
holds the same sharply defined two-fold division. According to
him, the higher goal of foreign language learning motivates
student to develop his personality ; by helping in concept
formation and placing ‘objects’ in the right perspective it educa-
tes the learner. The lower goal, on the other hand, is ‘utilitarian

in approach and is directed to the practical needs of tourists,
diplomats, businessmen etc.

**For Example, experiment conducted by Scherer and Wertheimer
(1964 , shows that American students learning German Language
through audio-lingual method were superior in listening ability
and speaking skills but were inferior in reading and writing

achievements to the students who were taught through grammar-
translation method.
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It is interesting to mnote that though Jesperson sharply.dlv]des
the purpose of language learning into higher and lower objectives,
nevertheless, he was quite aware of undue emphasis a language teach-
er is apt to put on this distinction in language teaching. Thus, he
promptly writes—‘we do not learn our native tongue merely so as
to be able to read Shakespere and Browningz, and neither do we learn
it for the sake of giving orders to the shoemaker or making out the
washerman’s bill. ~ So like-wise in the case of foreign languages, we
ought not exclusively to soar above the earth, nor on the other hand
exclusively to grovel the ground. (Jesperson 1961 : 9).

The question why Jesperson wants to adopta golden-mean
path in setting teaching materials-neither ‘exclusively to soar above
the earth, nor on the other hand exclusively to grovel the ground,’
is worth understanding. For Jesperson, it isin this golden-mecan
area that the material of everyday language, falls, which ‘contains
the most necessary material of the language’ ‘uscd in ‘sensible
communication’. It is the material of everyday language which is
the matrix of our experience and only by focussing it we can develop
a sense of composite whole of language use in natural way. Itis the

‘natural conditions’ which is the key-concept in Jesperson’s view of
language teaching,

It is the naturalness condition which demand that ‘we ought to
learn language through sensible communications’ becausc ‘disconnec-
ted wc?rds are but stones for bread (Jesperson 1961-11) words’ when
in their natural connections, show their vitality and gain their ‘power
of breading new connection ip the image of old ones’ (Jesperson
1961 : 22). The Suggestion that ‘We must not be afraid of using
irregular forms (irregular declension and inflexions) in the very first
selection” (Jesperson 196] : | 1y provided words arc ordinary,
indispensgble and natural to the context. Those idiomatic e¢xpres-
sions .WhICh are indispensable to the everyday language should not b”
set aside even if they are grammatically complex (Jesperson 1961:16)
Similarly the most ‘natural method of learning is by practice (Jesper-

son 1961 : 110) and so ‘people should practice using everyday
language (Jesperson 196] - 79).

As regards the relationship between linguistic structures and the
principles governing pedagogy, Jesperson was clear in his mind that
given to practice the everyday languge, even the simplest stories
contain so many grammatical forms, and so many words, that the



i 65

beginner would be overwhelmed and corfused by having them all
thrown at him at once. There must be gradual process in difficulty,
...... »  (Jesperson 1961 : 14). The obvious solution is to simplify
and grade the text so that lessons pass gradually from that which is
easy to that which is more difficult. Jesperson accepts this view but
with a caution that the text should not be unnatural and sentences
disconnected in order to suit the gradual progress of linguistic com-
plexity. Language is as complex as life is and as difficulties in life
do not come one at a time, so in the natural piece of conversation
patterns do not come according to thc graded linguistic structures
designed by a linguist. The principle of gradual progress in linguistic
difficulty is sound, *but it is unsound to put it into practice in such
a manner that other pedagogical principles which are just as sound
are neglected.”’ (Jesperson 1967 : 14). Lifc is restless and varies so
is the everyday langu: :living and complex and hence ‘the method
of teaching them must be elastic and adaptable’ to meet the natural-

ness conditions.

One may, at this stage, point out to the fact that Audiolingual
method accepted initially Jesperson’s notion of simplified but natural
version of spoken variety of everyday language in the natural setting
as a take-off point in teaching foreign languages but under the in-
fluence of structural linguistics soon began organising the teaching
material on the linguistic principles of structural complexity {on the
expense of other pedagogical principles). In reality, in this linguistic
method linguistic forms were first isolated and graded and further,
disconnected sentences were filled in within the linguistic frame
provided by a linguist. Naturalness conditions were considered
secondary (and at times even discarded) and peripherial and teaching
materials were prepared and administered to suit and attest the
linguists notion on language of structures. Thus, words with irregu-
lar declension and inflexion were intentionally dropped out after
being labelled as unique instances even though they were ‘ordinary”
and even those idiomatic expressions and syntactically deviant phrases
are delayed in operation which were statistically higher in occurrences
in everyday variety of language and were indispensable for a learner.

Pattern-practice is the key concept used in the new audio-
lingual method. This method reduces the naturally differentiated
system of everyday language to linguistically attested certain pattern
rather than. the particular sentence is driven intensively into his
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(learner’s) habit-reflexes (Lado & Fries, 1958 : xv). This extra-empl‘la-
sis on pattern-drill is nothing but what Leonard Newmark calls, ‘an
index of the return from natural’ material to grammatical-illustration
material (Newmark 1970 : 212). According to him, ‘in the tradi-
tional textbook the examples seem to be given largely for the salfe
of an intellectual understanding of the formulated rules, while in
the newer structural textbook the examples are practiced on to instill
implicit ‘habits’ whose formulation in rules may not even be presen-
ted explicitly, but both traditional and structural textbooks sclect and
organize m.aterial in the interests of a particular view of the prirciples

governing linguistic form, and both isolated linguistic forms from
natural contexts.” (Newmark 1970 : 213).

This return from Jesperson’s ‘Living’ approach to the formal
grammatical-illustration” method was indeed a step backward in
theory and practice in the teaching of languages. Inspite of the erup-
tion of electro-mechanical equipments as tools in aid, even language
teachers trained in these skills have come to realize that the effective
use of language is more than the mechanically conditioned response;
itis an art and like other fields of human behaviour it nceds creative
aspect of mental faculty. Paradoxically enough, the last two decades
have witnessed the startling acceleration of technological develop-
ments and its use in the teaching programme of languages though
during the same period almost all these assumptions Which underlie
the audio-lingual method have given way to the diagonally opposite
view of transformational grammar, with the polarization of views it
has become now necessary to see afresh what is meant by the ‘living’
method of teaching natural sentences of ‘every-day’ language,

By natural sentences of everyday language one may safely mean
those sentences which are spoken during the open conversation on
topics common to everyday life. There is some truth in the saying

“Virtually every tenet that he hag proclaimed in his heyday would
have been returned to hjp upside down : writing once again
beginning to assert itself oyer speech, grammar once not learned
indirectively nor extended by analogy ; language learning not a
matter of habit formation ; the goal of language study to learn

something about the human mind and not about linguistic
behaviour”. (Bolinger :1)
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that all spoken variety are derivative realisations of the conversation.
But the interesting question which stems from accepting the under-
lying assumption of structural linguistics (or say, audio-lingual
method) that ‘speech is primary and writing is secondary, is what
varicty of speech is central and cardinal to our language system ?
If we accept ‘conversation’ as central to the speech-behaviour then
strangely enough one finds that ‘sentences’ or ‘text’ used in audio-
lingual method are not at all akin to this variety.

Conversational variety of a language is marked by broken
texture, loose grammatical strands and deviant sentences. It is
characterised by fluctuations in temper and tempo in its delivery.
Presence of prolonged pauses, false starts and interpolated inter-
jections within and across sentences are rules rather exceptions to it.
A genuine spontaneous conversation ‘is always illogical, disorganized,
repetitious and ungrammatical.” (Abercrombie 1965 : 6). A faithfully
written record of a conversational text is pretty horrifying’ for one
who has taken sporting it beccause ‘we arc quite unused to listening
to disembodicd voices taking part in conversation’ (Abercrombie
1965 : 5)

Despite its claim of primacy of specch, no structuralist would
like to build its teaching material bascd on the spontancous spoken
variety of conversation which is inhcrently illogical, disorganized,
repetitious and ungrammatical, then what spoken variety one should
choose attesting specch as the underlying code ? The next obvious
choice is the spoken varicty used in radio ncws-bulletins. ‘“However
although news bulletins" are spoken, they are undoubtedly ‘spoken
prose’—not real spoken language, with the structure of conversation™
(Abercrombie 1965 :35). The ideal news-bulletin represents that
variety of ‘prose’ which when read aloud gives the feeling that it is
spontaneously produced—, a feeling akin to the one we get at
hearing the genuine conversation.

‘Spoken prose’ is primarily a ‘prose’ and secondarily a ‘speech’.
Prose and speech are qualitatively different stylistic realizations ;
their differences attest not the degrce but kind of performance
phenomenon. There is no gain in saying that teaching materials
should be based on the ‘decent’ variety of conversation unless we
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explain what the ‘decency’ in manner is and what regulatory force
transforms non-decent to decent utterances*

Srivastava’ and Daswani (1970) have proposed three distinct
features** for the classification of style which a speaker uses in
executing the ‘internalised’ grammar into its speech variety’. Prose,
whether frozen or non-frozen, is always marked by the fecature com-
plex (-+ CR+Ed) while conversation spontaneous or controlled, is
characterized by the feature (—CR). A genuinc spontancous
conversation is (—Ed) while its controlled variety represents certain
qualities of (+CR). Writing is essentially a device compatible With
the feature (+ CR +Ed), and thus, suited to the prose style and is
totally misfit for the spontaneous spoken conversation style.

A ‘spoken prose’ is thus a text inherently married by the
feature complex (- CR - Ed) but when read aloud make the feature
(+Ed) as a fluctuating variable in order to partake some of the
characteristics of spontaneously produced conversation. This
colouring instils in the text an additional quality of being ‘natural.’
A writer may employ this phenomenon creatively to make the
‘dialogue’ of its characters ‘patural’ as is evident from many text
from writers of novels, short stories and dramas. Though no body
converses in a way a character of a novel speaks, whatsoever the
extent of ‘naturalistic dialogue he might use, readers of the text feel
that certain dialogues are more patural in their rcalisation Wwhile
others are unnatural as it js far removed from the everyday language,

(compare the use of language i the dialogues present in the novels
of Premchand & Ilachandrg Joshi).

*‘Decency may be regarded a5 the manners of discourse and bears
the same relation to speaking and writing that good table manners
have to eating. The schoolboy who declares, “we ain’t goin’
to have no baseball year” is using language with compe-
tence, for his meaning ¢ perfectly clear, but he is not using it
with decency. Quote in yyjy; , 1953 : 312.

s*These features are : (jy centrally regulated (CR), (2) * edited

(Ed) and (3) + technical, Tpe style is centrally regulated When
there is a close O near-match between competence and perfor.
MAance ; PTesence Versus apsence of re-examination yields 4

edited ; use of the expressive resources and lexical riches are
responsible for the featuretechnical.
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The obvious conclusion is that spoken prose or naturalistic
dialogue’ is basically a prose with inbuilt flexibility to take somz
characteristics of conversation, and thus are not far removed from
the free conversation on common topic of everyday life and it is this
style which is the most ‘natural’ variety of language to be used as
‘text’ in teaching.

X X X

Prose is a language form used in literature when interpreted
liberally. Kelkar (1970) is right in differentiating the liberal inter-
pretation of |literature (text under letters) from the narrower
interpretation (texts under fine-literature). Fine literature represents
the intersection of letters and art, because a piece of letters need not
be a work of art. According to Kelkar, ‘the linguistic underpining
of letters is essentially that of the formalised, non-casual version of
languages’ which can be interprcted in our feature-complex for
style as ( + CR, + Ed).

Definitely, it is not this variety of language form that one seeks
initially in the text-material for language teaching. This prose
style deals with the commonplace topic but with dull expression ;
it is a matter-of-fact say but with unimaginative thinking ; it establj-
shes the close match between the competence and performance but
in no way exploits the creative and imaginative use of language. A
prosaic statement is banal in content as it attests the maximum of
redundancy with the minimum of information.

A prosaic prose-text is transformed into ‘spoken-prose’ or
‘naturalistic dialogue’ by creative writers through a process which
instils into the text the elements of natural conversation. What 5
colossal task it is to use a living expression for commonplace topic,
think imaginatively in matter-of-fact style or use the language
structures creatively without breaking the relationship between
competence and performance ? It is to this agonizing endeavour that
Flaubert points out when he admits : “How exasperated I am by my
Bovary......... I have never in my life writtcn anything more difficyjt

than these conversations full of trivialities.
And further, “Bovary is driving me mad ! Iam coming to

the conclusion that it can not be written 1 have to make up a conver-
sation between my young woman and a priest, a vulgar, stupid
conversation, and because the matter is so commonplace the lan.
guage must be appropriate. I understand the feeling, but the ideag
and words escape me.”
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The answer to the question what is the most appropriate
language form for spontaneous conversation, is vital to our under-
standing the very nature of language in use. ‘‘One unalterable rule
that we had for the rendering of conversation—for genuine conversa-
tions that are exchange of thought not interrogatives or statements of
fact— was that no speech of one character could ever answer tl?e
speech that goes before it. This is almost invariably the case in
real life where few people listen, because they are always preparing
their own next speeches...... ” (Ford Madox Ford 19.4 : 297).

The linguistic behaviour of involved characters in ‘genuine
conversation’ or ‘naturalistic dialogue’ clearly demonstrates that the
language learning is r.ot a matter of habit formation ; rather it is a
gradual achievement in the competence over the creative use ofa
language. Creative act is the antithesis of reaction and not the mere
reaction “to the given stimulus. No doubt, that literary-texts are

ti.e best language texts which attest and exemplify the creative use
of language, as evidenced in any genuine conversation.”

Even a cursary glance over any piece of genuine conversation
reveals how differently linguistic elements are structured under
purely different extrinsic demands specific to culturc.  “The varied
extrinsic demands made by the users on a language inevitably lead
to the functional plurality and multivocality of expressions The
fact that a Janguage successfully serves a variety of social functions
in the life of a speech community proves that it has an in-built
ability to shape and programme its internal organisation to suit the
various transactions”. (Srivastava 197! = 23). A ‘naturalistic
dialogue (literary texts) is like conversation, a natural realisation of
basic linguistic structures in the context of a given spzech-situation
attesting the functiona] pluralily and multivocality of expressions.

Halliday (1970) points out to the three distinct grammatically
relevant ‘language functiops’ - the ideational function wherein a

language serves for the speaker’s experience of the real world ; the
interpersonal function wherein a language serves for the expression
of social roles ; and the texyyq; function, wherein a language provides
for making links With itself and with features of the situation in

which it is used. All these functions are inherently manifested in
any piece of a ‘naturalistic dialogue.’
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The focal point of the above discussion rests on the fact that
a creative writer transforms a piece of prose into a text of ‘naturali-
stic dialogue’ by instilling into it the basic three grammatically
relevant language functions which add ‘something more’ to the fact
conveyed by the redundant prosaic statement.

A general nature of argument against the use of literary-texts
in language teaching has been that they, often than not, are
characterised by style, semi-sentences, idiomatic expressions and
words with irregular forms ; that they are marked by violations of
standard rules of grammar ; that languages in literary-texts are
charged with ‘sense, feeling, tone and intonation’ as complementary
aspects of meaning ; that they raise issues of aesthetics rather than
powers of ‘true’ communication ; that they pose the problem of
emotive and figurative use of language and are often conditioned by
the traditional literary forms. And for all these reasons, it is often
suggested that literary-texts or its features are cither to be inten-
tionally avoided or carefully be postponed till the basic four skills are
imparted initially and students have gained sufficient command over
the language use. In a way, literature is ¢ >nfined as merely a tool
to the higher learning in aesthetics, national culture anod the spirit
of nation.

Such scholars carefully dissociate literature from language as
if they are not related and their problems intrinsically interlinked.
The pamphlet issued by the Ministry of Education, London (1954 :
133) has warned against the separation of literary studies and langu-
age analysis from class-room language-teaching...... ‘‘any attempt to
separate language from literature, either in the human mind or in
the practice of teaching is fraught with danger, not only to our
national culture, but also to standards of linguistic achievements in

the school.”

In fact, all features of literature are realised through the mani-
pulation of linguistic structures (Srivastava: 1972). Accordiag to
Ohman (1964) the notion of style is dependent on a theory of lingui-
stics and given a powerful theory of linguistics, (like Transformational
Grammar), stylistic realisations can be shown as characteristic use of
the options permissible within the language system. Thus, stylistic
study is nothing but the study in the use of and choice in the options
of alternative potentials of a system. From the standpoint of
meaning and information, style may also be understood ‘‘as an
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empbhasis (expressive, effective or aesthetic) added to the informgtlon
conveyed by the linguistic structure, without alteration of meaning”
(Riffaterre : 1954 : 413). This means that a system of alangtfage
expresses the meaning, writes the choice in alternative potentials,
emphasizes one or the other aspects of meaning and adds to the

centrally constant meaning a complementary aspect of ‘sense, feeling’
tone and intonation.”

Similarly, ‘semi-senterces’ are not the result of having no
syntactic structure and hence, are not ungrammatical. It is true that
they cannot be interpreted by the grammar of well formed sentences;
nevertheless, they have their grammar. To explain the grammar of
semi-sentences, Chomsky (1965 : 148-60) invokes tke concept of
‘degree of grammaticalness, while Katz (1964) proposes the notion of
a ‘counter-grammar,’ the main difference between semi-sentences or
figurative use of a language and ungrammatical non-acceptable sen-
tences rests on the fact that the former presupposes lapguage as a
code of rules (which can be broken) while the latter does not imply
this code of rules as an antecedent fact.

Language of literature is a language of imagination ; it is an
outcome of writer’s linguistic creativity. It often demands from the
reader a ‘nonce-interpretation’, because a ‘literal interpretation’
gives anomalous reading. For example, the title of Yashpal’s famous
novel ‘Jhuutha-Sacha’ (false-truth) can only be interpreted ironically
i.e facts generally accepted as ‘truth’ by others are ‘lie’. This
shows that any deviation or violation of syntactic/semantic ‘norm’
demands from a reader a critical flight of imagipation making him

conscious about the norm, as well as, of the deviation potentiality
inherent in a language.

Wl'lat' is being emphasized here is that the language of litera-
ture stylistically maryeq has identifiable structural patterns and is
Just as mUCh.  Manifestation of linguistic competence as the ability
to form Judgemengg about grammaticality and acceptability.
(Thorne : 1970 : 188), Secondly, those features Which are character-
istic of literary language invarjably exist in the genuine ‘conversation-
text’ and have their roots iy every-day uses of language. In other
words, a genuine CONVersatjop is never devoid of ‘sense, feeling, tone
and intonation, element of information, and, in no sense, free from
the use of ‘semi-sentences’ or stylistically deviant syntactic structures-
Thirdly, if one accepts that is the genyine conversation or every-day
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uses of language which serves the ‘reference-point’ for the teaching
material, literary-texts (or to be more specific, linguistic correlates of
literary features) thus become unavoidable. (How to grade these
correlates is another area of investigation, which can be subject
matter of another paper).

The up-shot of the above discussion and conclusions is that we
are at present in need of a more inclusive conception of grammar
which could bridge two of the widest gaps which have opened up in
teaching—‘the gap between grammar and style and that between
speech and writing’ (Mittins 1959 : 99). Like Mittins, we may also
endorse R. C. Pooley’s contention that ¢‘the building of sentences
and the manipulation of sentence materials for improved style are at
the very centre of grammar instruction and are the chief reason for
the teaching of grammar.” This tangible goal can only be achieved
by looking fresh the relationship between ‘conversation-texts’ and
‘literary-texts’ on the one hand, and ‘grammar’ and ‘style’, on the
other hand. ’
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LITERATURE LEARNING AS EXTENSION OF
LANGUAGE LEARNING

Suresh Kumar

Abstract : The problem of ‘literature learning’ as extension of
language learning is examined linguistically,

pedagogically, and sociologically Questions are
raised and answers attempted.

Iam aware of the implication of floating the collocation
‘literature learning’ fashioned obviously on the model of ‘language
learning’, for the reason that the same is rather unusual and there-
fore unfamiliar. The synthetic character of the phrase, which
however reflects the language-external reality as I see it, putsa
‘constraint on my attempt to define the problem in the way that
would satisfy the literary specialist on one hand and the educational
psychologist on the other. It is very likely that I may be found
wanting by these specialists in course of wending my way through
territories traditionally held by them.

I bave referred to the unusualness of the collocation which,
nevertheless, is deliberate and underlines the basic assumption in
the title of this paper. Despite the fact that the problem is equally
relevant to both the situations—that of mother tongue (MT) and of
other tongue (OT)—I shall lay greater emphasis on the latter which
is more consistent with my assumption in the present context.

Let us begin with the most fundamental clarification as to
what iz meant by literature learning as cxtension of language learning.
‘The clarification is necessary as the implicit and tenuous link between
literature learning and language learning is, in general, not explicitly
recognized. It is reflected in the nature of literary materials selected
for presentation and more than that, in the way they are presented,
.and in defining educational and instructional objectives for which the
whole operation is undertaken. The clarification depends on our
understanding the term °‘literature’ in the context of learning within
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the broader framework of education. It is a relevant observation to
make here that we better begin with the liberal interpretation of the
term—the descriptive one—and go in graded fashion towards the
narrower conception of literature as fine letters—the evaluative one.l.
It is the nature of literature learning as extension of language
learning that demands such a comprehensive and graded characteri-
zation of the term ‘literature’.

Accordingly, literature may be understood as text in
context, whatever its extent. Text in context is a given set of
linguistic expressions structured at a number of layers in cohesive
design of a sort so as to show a match between text-internal
components and text-external dimensions. Overall cohesion is the
fundamental feature of the text in context. A text, if cohesive con-
textually, situationally, lexically, and grammatically (Enkvist 1973 :
122), is qualified to be called ‘literature’—to be more concrete and
operational, a literary text. The conception of multi-layeredness of
linguistic expressions in the text corroborates the above view. A text
embodies language organization at three conceptual levels—the levels
of structure, literature, and style. Language in structure gets trans-
formed into literature through a process where it is characterized as
language in style, which is a kind of level in itself though not so
explicit as the earlier two.

Now come to learning. Learning may be defined ‘as the
change in behaviour or state of knowledge (of the learner) caused by
exposure to experience’ (Ghosh et al 1977 :9). Any account of
psychology of literature learning should, thercfore, be subject to
two considerations : (1) what is the nature of literature, (2) literature
learning is an extention of language learning. Literature as defined
earlier may suitably be specified as a cogno-cultural entity. In the
descriptive sense, learning literature is undergoing cognitive expe-
rience. In the evalualive sense, it is acquiring cultural experience—
experience of the material and mental, including aesthetic, culture of
the language community to which the works of literature belong.
The view of literature learning as extension of language learning
takes us to the root of the problem where psychology of language
learning has also to be accounted. Whatever the merits of behaviou-
rist assumptions in describing the facts of psychology of language
learning, the nature of language as structure as a level in a literary
text is predominantly subject to cognitive experience, and hence is
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learnt cognitively rather than as conditioned behaviour. Learning
language is, therefore, acquiring language experience and as extended
to learning literature is acquisition of literary experience. The
consequent change in the state of the knowledge of the learner is
reflected in his improvement in the receptive and productive com-
municative competence of language as structure, as style, and as
literature Keeping in view the complexity of the literary text, it is
not possible to formulate a monistic approach to psychology of
literature learning. The empirical fact that a learner learns a langu-
age and extends his experience to learning its literature, indicates that
the learner learns a language in a sctting of psychological facts that
takes care of learning literaturc as well. It secms logical to assume
that the creative faculty of language, which is rccognised as central
to literature, does form part of the learning achievement of the
learner while learning language. Correspondingly, the nature of
learning language is duly modified and adapted to learning literature
so as to form a sors of continuum. Consequently, I would say that

learning literature is learning facts of literature, and also to under-
stand, to interpret, to evaluate, and to enjoy literature.

At this juncture, I would like to pose a set of rclated questions
by way of elaborating the notion of literature learning as extension
of language learning as specified above, and attempt to answer them
in an exploratory spirit, with the intention of initiating a dialogue on
the problem rather than pronouncing the last word onit. So, I
would like to ask myself the following three questions :

1. What to identify as issues in literature learning ?
2. How to relate literature learning to language learning ?
3.

What motivates the learner to learn literature in course of
his education 9

While attempting answers, I will try to see What evidence is there in
the language itself that justifies the answers, what teaching procedures

give us the clue to the answers, and what are the socio-cultural facts
that lend credibility to the explanations offered.

As for issues in literature learning, or facts of literature to be
learnt, I will speak of them briefly. In our descriptive or liberal
conception of literature, text js the operational unit and thus the
target in itself. A cohesive text is structured according to the rules
of the code which basically realises it, in consonance with the con-
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ventions of ‘use’ of language appropriate to the situation, of which
the text is the embodiment. This characterization lays open the
horizon in which issues in literature learning can be identified.
While imposing a particular semantic interpretation on the text, the
learner gets a new experience which he relates to his past experience
of language, and thus extends it. At this level he learns the facts of
literature at the level of language structure. This forms the
foundation for his further enccunter with the text at a higher level.

He also feels that certain items and patterns of language are
selected purpocefully so as to give the text a relatively distinct shape.
The distinctive shape may also be givcn by deviating from the norm
of the normal language use that he previously learnt. Reduced
sentences, archaic forms and many other things can be cited as
example. He also notices that certain words acquire an additional
dimension of meaning - the connotative and the suggestive—which
relates to the total eftect of the text. In short, laws of text structure,
conventions of language use appropriate to a situation, the particular
significance of relevant items and patteris of language, relation of
the particular text to contextually related (and unrelated) texts—
these may be regarded the main facts that he learns. At this
level, he learns the facts of literature at the level of style, correspond-
ing to the level of texture of the literary form. The learner goes
still further and identifies issues of structure of the literary form
known by traditional labels of plot, character, theme, etc., without,
of course, loosing consciousness of the Jink between this level and
the earlier one, that of texture. The pedagogic practices in vogue
for classroom and a, pending necessary anonotations to the textbook
give ample clue to the identity of the above-mentioned issues in
literature learning. The issues are, essentially, a matter of conven-
tion in the socio-cultural setting of the communities. The point
becomes clear when the issues are identified in the context ol what
is referred to as imaginative literature. [n iiindi literature, for
example, pangs of love in separation are felt more by a woman than
the man, and the amount of language content that goes into realising
it is correspondingly larger. It is a matter of literary convention
within the total cultural framework of Hindi speech community.

Identifying facts of literature have to be complemented with
learning how to understand the interconnections among structural
components of literary form and network of relationships obtaining
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between textural properties and the structural con-tituents of the
literary form. He further learns to interpret what he has understood—
the type of particular language, the metalanguage, used for the
purpose, mode of arguments, and so on. This will give him an
insight for exploring the world of aesthetic and social values that the

work of literature ultimately stands for, paving his way for enjoy-
ment—enjoyment with understanding.

How to relate literature learning to language learning is of
major importance to us  Conceptually, linkage between the two can
be highlighted with reference to notions of acceptability and appro-
priateness which according to Corder (1973 :101) are key concepts
of language learning. Acceptability is concerned with sense-relation
rule, i. e. relationship among the cotextual components on semantic
level, and appropriateness with reference-relation rule, i e., relation-
ship between the literary text as an automomous entity and the
literary and social conventions associated with it. What is important
in literature is that the two show high degrees of closeness and are
duly modified by the nature of literary situation. This is the reason
that even such expressions as ‘niiray taar hriday men guunj rake hain
manjul lay men’ (i. e. voiceless strings are echoing in the heart) or
‘vahninaa sincati’ (i. e. waters with fire) or ‘colourless green ideas
sleep furiously’ are neither felt unacceptable nor inappropritate,
This, of course, is an additional dimension—additional to the normal
acceptability and appropriateness, examples of which abound.

We have another notion with us which clarifies the nexus
between li}eratUre learning and language learning at operational
level. Tt is the notjon of language functions. Whether the text is
predominentl.y Teépresentationa] or expressive Of cognitive,? it is
characterizatfon of the text in respect of the dominant element in its
total output in correlation wit, the set of specific items and patternsg
of language Which realise the texr. The consciousness that, for
example, a number of imperatjyeg and second person pronouns are
responsible for highliting tpe persuasive dimension of a particular
text to be appropriately named as didactic text, amply demonstrates
the link between literature learning and language learning  The
correlative pedagogic practice of Jiterature through language, still
remains at the pedestal of proposal, has a lot to contribute towards
consolidation of learner’s experience of literature learning as
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extension of language learning, and is therefore strongly recommend-
cd for practice in the class-room and writing annotations in the text-
book. (For specimen of the latter see Suresh Kumar 1978, appendix
section).

There is one more angle to look at the problem. Itis con-
cerned with grading of the teaching materials. Grading the teaching
materials may be likened to, speaking metaphorically, undertaking
a journey from freedom to control on one dimension and from:
control to freedom on the other ; freedom and control of course,
being relative rather than absolute Language learning texts, at the
initial stage, are subjected io grammatical-lexical-phonologicgra--
phonomic control while context of situation is kept in low key. This
gives the learner the advantage of learning the language mainly as
conditioned bzhaviou., whic4, ualderstandably, needs to be extended.
As the next step in learning, we envisage such texts Wwhere integrity
of the context of situation gets higher consideration and thus is.
subject to perception rather than conditioning to a skill. Clearly, it
is a switch from structural linguistic homogeneity of early learning to
functional linguistic heterogeneity of later learning. We can imagine,
it is an important switch ; learner’s conditioning to linguistic
homogeneity is modified to that of situational homogeneity achieved
through linguistic hoterogeneity. I propose, the above switch be
regarded as the bridge for crossing over to literature learning from
language learning. Theoretically speaking, concept of functional
grammar as aid to language learning is directly related in the con-
cept of stylein language.? [ wish to emphasize that learning
situationally homogeneous texts is the first step in literature learning.
Pedagogically, it is correlated with presenting a variety of situatio-
nally appropriate norms of language use through ‘style readers’.
Socio-culturally, style learning matches with learning to perform:
appropriately through language in a variety of situations.

Now I come to the last question : what motivates the learner
to learn literature in course of his education ? It correlates pedagogi-
cally with the notion of educational and instrumental objectives, and

sociologically with imbibing practical social considerations, valuss.
and norms of a particular community. A host of expressions are in:
vogue—effective communication, creative use of language, compara-
tive culture learning, personality development, access to the spirit of
the nation, etc. There can be no quarrel about them. Observance of
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stylis ic norms and manipulation of appropriate stylistic switches
make our communication effective. Employing constructions which
are not normally used, to achieve desired effects in communication

and to weave a texture and structure of a ‘heterocosm’ are manifesta-
tions of creative use of language.

One does learn about the cultures of the communities through
literary texts, where cultural tenets are exploited for achieving
desired aestl.etic effects. The use of literature as secondary source

of learning culture of the communities is an established educational
practice.

The experiential dimension of literature certainly affects our
personality even in other tongue situations, and makes, in its own
way, the spirit of the nation accessible to the reader. However, I

sant to underline another motivation of encountering literature—the
¢ sjoyment which has terminal value in literature learning as com-
p:red with the rest which are marked by instrumentality. People
real literature for the sake of enjoyment also and sometimes for
enjo/ment only. The enjoyment of literature has been characterized
as ‘1l e plezsure of affirmative response.” We may be motivated for
learnit'g a particular other tongue to enjoy its literature. Literary
¢pjoyr ent is inccmmensurate with any other enjoyment, and thijs

unique feature of it accounts for the motivation of an encounter
with literature.

While dealing with the experiential sesmet of motivation, I
have deliberately omitted the word ‘learner’. This is to recognise the
fact that ultimate experience of literature has mo direct link with
act of learning. It is the logical result of learning facts of literary
communication as based uitimately on facts of linguistic communi-

cation, together with social and literary conventions, and as such, the
highest achievement of the student/reader of literature.

NOTES

Literature in descriptive sense is any text performing any
kind of function—ihe language-external function. In
this sense, a technical report, an advertisement, a poem,
a pewspaper account, all arc equally qualified to be called
literature. Literature in evaluative sense is a discrimi-
natory view, according to which only aesthetically satis-
fying texts qualify as literature,
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2. According to Buhler, language is usually at once symbol,
symptom, and signal. Symbol is information and is text-
centred, symptom is self-expression and is speaker-centred,
and, signal is persuasion and is hearer-centred. Accord-
ingly, language performs three functions —informational (or
representational), expressive (or emotive), and persuasive
(or conative).

3. Functional grammar, in contrast with formal grammar,
is concerned with describing language patterns in accor-
dance with its actual functions in different social situations.
The concept of style in language refers to purposeful
language variation —purpose being relevant to a given social
situation. The commonness of social component in both
the approaches gives a clue to their linkage and is useful
for preparing teaching materials
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LINGUISTICS AND ‘GRADING’
Shivendra K. Verma

Second language teaching is a multi-dimensional and interdis-
ciplinary activity. Its main dimensions may be said to be : organi-
‘zational (concerned with physical and administrative facilities such as
the size of the class, status of the languages involved, educational
and linguistic policy of the government, national provision of faci-
lities for research development, coordination, and information about
language teaching, etc.), techiological (facilities for the use of mass
media such as radio, television, language laboratories ctc ; the inhe-
rent advantage and limitations of radio, television, film, etc. in
language teaching), psychobiological (motivation, aptitude, language
behaviour, problems of interference, relation between maturation and
language learning, built-in language learning mechanisms, language
being due to as yet%, known species-specific biological capacities,
etc.), sociological (concerned with the use of language in a variety of
socially determined situations), pedagogical (concerned with the
overall organization and coordination of language teaching activities :
selecting, grading, presenting and testing items), and linguistic (con-
cerned with the scientific description (s) of the language to be taught
and contrastive analysis of the patterns of languages in contact). The
aim of all these activities is to help pupils acquire the basic language
skills : speaking (selection of appropriate sounds and their orga-
nization), understanding (indentification of sound; decoding sounds
as meaning), writing (selection of appropriate graphological symbols
and their organization) and reading (identifications of symbols ;
decoding symbols as meaning). This may be represented diagram-
matically as :
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*Objective Four Basic Skills (Ronald, 1979)

* Aspect Medium Mode Function
Selection
Spoken —  Speaking
Execution
Productive Selection
Written —_— Writing
Execution
Identification
Spoken  —  Understand-
ing speech
Interpretation
Receptive Identification

Written —  Reading
Interpretation
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What we have called, ‘linguistic study of language’, it is clear
is only one of the inputs of a total language teaching strategy. It is
supposed to give language teachérs, course designers, and producers
of teaching materials an inside view of the complex network of
mutually defining and interlocking systems that we get in languages.

Language teachers have begun to feel that linguistics has failed
to provide them with the help they seek for improving both content
and methodology in their chosen field. The real fact is not that
linguistics has failed but that the hawkers of linguistics have failed.
Linguistics per se has different aims from language teaching. Itis
surely not concerned with providing eviden-e about the most effective
procedures for language teaching. It does not have any techniques
of language teaching to offer : it has no ‘do it yourself’ kit of class-
room procedures to display. “It should be noted that the various
linguistic insights that emerge do not determine any particular tea-
ching method or methods. Too often in the past the assumption
was made that a linguistic technique (for example ‘“the minimal
pair” technique) or that apparent insights into linguistic structure
achieved by linguistics had to be communicated directly to learners...
Generative-transformational grammar provides language teachers
with new insights into language, However, it gives them no way of
teaching these insights. In his paper on “Linguistic Theory” read
at the Northeast Conference on the Teaching of Foreign Languages
(1965), Chomsky expresses his doubt whether there can be any
direct application in language teaching of the insights achieved in
linguistics and psychology. “...... [ am frankly, rather sceptical
about the significance, for the teaching of languages, of such insights
and undeistanding as have been attained in linguistics and psycho-
logy.

Certainly the teacher of languige would do well to kecp
informed of progress and discussion in these fields, and the
efforts of linguists and psychologists to approach the problems of
language teaching from a principled point of view are extremely
worthwhile, from an intellectual as well as a social point of view.
Still, it is difficult to believs that either linguistics or psychology has
achieved a level of theoretical understanding that might enable it to
support a ‘technology’ of language tcaching” (Chomsky, 1971.)

This is the quintessence of the problem. At present neither the
linguist nor the psychologist knows enough about the process of
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second language acquisition to tell the language teacljler “l’]hilt

to do. Fundamental insights about language should certainly help

us understand how language works but a description of a langua}l}get
is mot in itself a set of directions as to how to learn or teach tha

language. Fragments of grammar and flashes of bright ideas' canno;
seplace teaching grammars. ““Whatever the place of phonetics ?ftlic
linguistics may be in language teaching, the formulation of 1inguisti

statements is by 0o meavs essential to language learning.” (Halli-
day et. al, 1964 : 179). Linguists are getting more and more jinvolved
in the metaphysical aspects of language. Another important asp.ect
of their activity is their anxiety to use a highly abstract formalism
for externalizing their insights. This anxiety has made them explore
the fields of symbolic logic and mathematics. Language teachers, on
the other hand, are interested in presenting the facts of language
they are teaching in sociocultural contexts and thereby helping

students increase their competence to use and understand different
Tegistral and stylistic varieties of their language.

This does not, however, mean that language teaching isa
'sin‘aplc-e process of pouring “language’® into empty vessels. All
effective language teaching is a process of helping students move on
from the level of context-governed performance to that of context-
fre_e competence. It is not enough to have our pupils perform well in
doing simple, context-bound exercises. They must be helped to use
the. language in non-classroom  situations, communicating with a
varlety- of speakers in a variety of contexts. Language teaching is @ €O-
operative enterprise in which teachers help their students inter-
nalize the system of the language they are learning. In acquiring
children do not depend on any special tutoring.
All they seem to need is sufficient exposure to their language.

Their built-in language learning mechanism help them abstract the
basic rules of the language and formulate a mini grammar, which
they go on refining and expanding in course of their interaction
with their native language. “A child who has learned a language
has developed an internal representation of a system of rules that
-determine how the sentences are to be formed, used, and understood
...... He has done this on the basis of what we may call primary
linguistic data” (Chomsky, 1965 :25). Onpe of the main reasons

why linguistics is worth doing is that it can help us understand the

their native language
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nature of this rather remarkable aspect of the psycholinguistic
development of the human child.

How does a child acquire his second language ? This isa
question which has not yet been answered satisfactorily. Our under-
standing of the concepts of “habit”, ‘analogy’’, and ‘“‘ruleformation”
in the context of second language is so very limited that we cannot
come out with any definitive statements about second language
acquisition. We do, however, have some idea of the problems
involved in the organization of second language teaching. It is not
possible to teach pupils the whole of a language. It is equally
obvious that no teacher can teach his pupils the whole range of
registerbased utterances they may be expected to use. Every teacher
uses his own intution, experience and training to select, stage, and
grade his materials. Every teacher has his own way of reducing
‘tokens’ to ‘types’, of showing the interrelatedness of the types.

Grading is a complex process of grouping and sequencing
interrelated patterns in terms of increasing complexityl. ««Gradation
answers the questions : What goes with what ? What comes before
what” ? (Mackey, 1967 : 24). Linguistics can come in here and
offer linguistically graded phonological, syntactic, and lexical
patterns. This does not mean that what is linguistically “complex’
is, in every case, going to be pedagogically ‘complex’. All Tam
trying to say is that linguistic insights into language can be used to
group related patterns and formulate productive rules. By ‘insight’
I mean linguistic notions that increase one’s understanding of the
nature of language and of language learning.

A linguistically-oriented grading would bring together such
interrelated patterns as declarative and interrogative, affirmative and
negative, active and passive, causative and non-causative and so on.?

1 Gradation means passing from the known to the unknown by
easy stages, each of which serves as a preparation for the next.
(Palmer. 1971 : 173).

2 “In order to encourage uniformity, related things should be
taught together ; opposites should also be taught together because
when placed side by side they become clear, and one helps in
teaching the other.” (Mackey 1967 : 205)
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And then combine these features to move in the direction of comp-
lexity. For example, a negative interrogative is more complex than:
a simple interrogative, and a passive, negative, interrogative more
complex than a negative interrogative. Complexity in this context
is defined in terms of features. The number of features or embed-
dings in a pattern may be used to mark its degree of complexity.
Consider the following inter-related patterns in Hindi :

Statement NP3+ (NP;) + MV + Aux
Confirma- (Kyaa)+ NP, +(NP,)
tion type +MYV 4 Aux

Question
Informa- (NP; + NP, + MV
tion type + Aux.

One of the lexical
items groups to be
replaced by a K-word,

(Note that Kyaa is optional ; it is not place bound).

It can now be said that questions are ‘transformed’ versions of
statements. If we have already introduced the declarative patterns
we can }Jse them to ‘generate’ interrogative patterns. This wijj| no;_
only be linguistically meaningful, it will also put some ‘life’ into oy
language teaching activity. Our pupils will then have statements
questions, short answers (affirmative and negative). ’

The other parameters on which linguistics can help us grade
the syntactic patterns are the following :

(a) We can start off with simple verb-based patterns, With
one participant, two participants, and three participants
This will give us ‘ho’- type, intransitive verb type, transi:
tive verb type patterns. We may then introduce questiog
negation, passive, and causative transformation. ’

(b) Verbs constitute the core of the sentence types. If we
subcategorize the verbs in terms of the participants each
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verb can take and also in terms of the complements.
(clausal, participial and infinitival) it can take, it will help-
us organize our teaching and testing materials efficiently
and effectively, for we will have then a verb-based
grammar of the language. This kind of a ‘role’—oriented
grammar Wwill help language teachers distinguish super--
ficially similar sentences :

(i) yah laRkaa aapke juutoN ko camkaa detaa hai.
(li) billi shuu paalish aapkee juutoN ko camkaa detti hai.

In (i) the subject NP (yah laRkaa) is the ‘actor’ but in (ii) the-
subject NP (billishuu paalish) is not the actor ; its real role in the:
sentence is that of an instrument. Since (ii) is a result of subjecti-
vization transformation triggered off by stylistic and registral
considerations, it may be advisable not to group it with (i). In fact,
in terms of the order of introduction, (ii) should not be brought in
at the elementary level. On this and a number of similar problems
we can make use of the inmsights into a language provided by
Chomsky’s transformational-generative grammar, Fillmore’s Case
Grammar and Halliday’s Systemic Grammar. These models can help
teachers relate superficially dissimilar sentences. Consider the-
following :

(iii) laRkene roTii khaai hai
(iv) roTii laRkene khaai hai

They look different but they have the same experiential
constituents. The main difference between the two is that in (iv)
roTii has been front-shifted to make it the topic of discourse. It is
useful to expose the pupils to variety of registers and styles. And
this can then be used as the taking off point for their move from the
level of contextgoverned performance to that of context-free compe-
tence. Even simple substitution tables organized on the basis of
syntagmatic and paradigmatic relations in language have tremendous
possibilities in second language teaching. They can be used to
generate a large number of sentences. The following is an example
of such a productive table :
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LaRkoNne lekh likbaa hai

laRkiyoNne patra paRhaa hai

laRke lakh | likh rahe haiN
patra !

laRkiyaaN | ... lekh rahii haiN

The new transformationally-oriented drills tend to hold the
principle content vocabulary constant and change the sentence
patterns to different but related patterns. The idea is to make

students familiar with a group of related sentence patterns as shown
-on page 93.

A.t what stage and at what a particular pattern is to be intro-
duced is a decision which has to be taken by the teacher ; linguistics
can'he]p. him take more informed decisions. The real contribution
of linguistics is to increase the teacher’s understanding of the nature
and complexity of language and thereby make him more carefu]
and competent and therefore a better language teacher. Linguisti-
cally oriented teaching materials can produce satisfactory results only
when they are used by teachers and textbook writers who are aware

of the ideas and assumptions about language upen Which they
rest.
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PRINCIPLES OF SECOND LANGUAGE TEACHING

Dr. N. V. Rajagopalan

1.1. The distinction between a “first language” and a
‘‘second language” is valid from the learner’s point of view. A
language is first, because it happens to be the medium of communi-
cation in the family or the society in which a child is born and its
(the child’s) mental faculties—perception, conception, recollection,
ideation etc. —develop along with the recognition and acquisition
of the (first) language. The first language leads the infant from the
language-less state to the language-full state. The emotional develop-
ment of the child also depends much on the acquisition of the (first)
language. And then the education by which the hidden or dormant
propensities of the child are brought out, depends much on the
language learnt first.

1.2. The second language is second because it is learnt when the
boy has already acquired a language. He is no more in a language
less state, but he has already acquired the behaviour of a particular
language in which his mental faculties are active. The real problem
in learning a second language is the presence of the first language,
S0 to say, impressed on the mental state of the boy.

1.3. The epithet second does not indicate the numerical status
of a language that a person has learnt. A person may learn any
number of languages, but all except the first one are ‘second’ in the
technical sense.

2.1. The process of teaching depends on the process of learn-
ing on the learner’s part. Learning, as the psychologist says, is the
replacement of an old behaviour by a new one, or it is acquirement
of an additional behaviour. This involves “motivation’’ on the part
.of learner. Motivation is awarencss of a need and active interest in
a thing or activity. There is motivation at the root of the learning
of a language whether it is first or second. In the case of the first
language the awareness of the need, to express to or communicate
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with others is the motivation for learning it. The child struggle_:-

for its existence and language is a very powerful helping tool in this
struggle. But in the case of a second language such a powcrfu“
need does not exist. The second language can only play a secondary
role. The boy or adult needs instruction as to how a second langu-
age will be helpful to him in hislife. The teaching of a secon_d'
language has the additional burden of creating proper motivation in
the learner’s mind. The emotional involvement that is found in
the case of first language also lacks in the case of the second one.

2.2. Social prestige, cultural enhancement, religious fervour,
political need or carceristic consideration may give a very great
motivation for acquiring a second language ; at times a greater
motivation than that in learning the first language.

23. There are instances where the learner is negatively
motivated in learning a second language by adverse political move-
ments, religious prejudices or obstructive feeling of any nature.

3. In teaching Hindi to non-Hindi speaking Indians much
care is to be taken in creating proper motivation. The failure in
this has been largely responsible for the lack of sufficient success in

the propagation of Hindi.

4. Success in teaching a second language requires proper,
effective and harmless method of teaching. The teaching methoq
has to take into consideration the general nature of learning  activity
as well as the nature of the subject, which is being taught.. Lack
of proper conception of what a language is and confusion  of langu-
age with non-language has been another reason for the failure of
proper teaching of second language. As the ﬁrs.t language has to.
Play an important role in the development of 2 child, emotionally,
rationally, culturally and at times spiritually, the instruction of first
language includes literature, moral ideas, ancient lore etc.  As ngo
proper distinction between the first and the second languages wag

made by the teaching did not differ in the first and second language
instruction. This has led to many complications, the main one being
the acquirement of the second language in a particular colour or
brand, not acceptable to the natjve speaker. The traditional instruc-
tion of Hindi in the non-Hindi regjons has produced may <brands*>
or ‘varieties’ of Hindi.
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5. The purpose of second language is much limited as cO™=.
pared to the first language. The utility in practical life, that a.
language possesses, is the limit of purpose of learning it. In the
case of Hindi, the purpose of teaching it to the non-Hindi speakers
has not been properly understood by the teachers. I need ‘noﬁ
dilate upon the political and administrative utility of learning Hindt
here : nor is it necessary for me to say here that Hindi is conceived”
to become a common communication medium in different spheres Cf
life in India, and that this fact demarcates the ajm of teaching 1t
on large scale in the non-Hindi regions.

6. The traditional methods of teaching a language, whether
it is first or second, were mainly based on teaching the rules of
grammar, translation from one language to another or giving
synonyms, explanations etc. ; the traditional from one language to
another or giving synonyms, explanations etc. ; the traditional
method also had the view that language is mainly vocabulary, which
was wrong. We can say that the traditional method attempted to
teach vocabulary, not the language as structure. It taught sentences
only because the vocabulary has to be used in the sentences. The
traditional method on account of its preoccupation with the first.
language teaching has started tecaching a second language with the
script ; (‘'the ABC of a subject” has become an idiomatic usage il
English which evidences this fact) and gave prominence to reading
and writing rather than to listening and speaking. The learner was,
thereby, compelled to associate the new script with his already
acquired first language and his acquisition of the second language
got the constant interference from his first language.

7. The modern linguistic studies have led to new thinking
about the language teaching. There are many thoughts (or rather
schools of thought) as to what is a linguistic method (linguistic
approach to be more precise) ? The difference in these ¢Linguistic
thoughts” is on account of the different theories of language, which
are the bases of the different linguistic schools. But all agree on the
point that a proper (linguistic) analysis of the language taught, must
be the basis for teaching it ; the second point on which they agree is.
that the primary skills of language, i.e, listening and speaking must
precede the instruction of script and the secondary skills i.e., reading
and writing. The linguistic approach has also clarified the nature of
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language as against literature, rules of usage, lists of vocabulary,
script etc.

8.1. The modern tecbniques of language teaching involve a

great deal of mimicry and memorization (what had once.been
Teferred to as “mim-mem technique”. Of late, much emphasis has

<ome to be laid on recognition drills at the first instance in language
teaching.

The recognition drills are devised in order to enable learner to
discriminate between the various elements of language structure.
These are based on minimal-pair recognition. The methoc! n.xinimal-
pair recognition is applied not only in teaching pronunciation, but
also in the contrastive features of the grammatical structure.

8.2. The second stage involves what may be called ‘“imitation
drills”. Tn fact, this is the core of second language teaching. The
pattern-drill’ makes the learner internalize the different structural
patterns of the language. Not only the phonological elements and
grammatical patterns, but also the sets of glossary can be taught
through pattern-drills”. The teacher should successfully enlist active
Co-operation from the learner in this drill. The learner should be
made to discover for himself the laws operating in the language
structure. This requires much ingenuity not only in preparing the
pattern-drills, but also in the creation of class-room situations.

8.3. The third stage contains “repetition drills”. Sufficien t
Tepetition of varjous patterns of different levels help to relieye
the learner from the burden of conscious controlling of the details
of sentence, sound sequence or use of vocabulary. The repetition
should go on unti] the Jearner’s response is fluent and accurate ; hig
‘Tesponse should become almost a physical motor habit.

) 9.1. Many schools of thought which we referred to above,
dimit thejr language teaching process to the third stage. That is to
'say, these methods teach “performance” of the language. Certajn

amount of language material.sentences, sound-sequences, vocabulary
‘sets etc., are given to

the learner, and he is encouraged to imitate
‘the teacher or the native speaker in using the second language.

9.2. But the most modern linguistic theories have recognised
'-?hat there is another aspect of the language in human beings ; that
3, the competence in the brain ; what is meant by ‘competence’ is



[ 99

the ability to produce and recognise rnew patterns. Mastery of
language means, the ability to ‘creat’ new patterns which will be
acceptable to the native speakers. So the schools, which place much
value on ‘competence’ rather than performance insist on giving drills
for producing this ‘competence’ in learner. The device for this
contains two types of drills : One is what may be called ‘variation
drills’ and the other may be termed as ‘selection drills.’

9.3. The variation drills may be one of the following :

(1) Substitution (2) Transformation and (3) Combination.
Substitution drill holds the sentence pattern constant and varies the
vocabulary used in the sentence by substituting one with another
whereas the transformation drill keeps the vocabulary constant and
changes the sentence pattern. Combinatory drill involves combining
of different items in proper order. These three kinds of drills enable
the learner to produce novel sentences, and give him an insight into
the workings of the language.

10.1. The ‘selection drill’ is devised to teach the learner how
and when to use a particular item, grammatical, and phonological
(intonational) patterns and also the ‘registers’, ‘styles’ etc. The learner
is taught to differentiate between a formal speech and an informal
talk, the standard language and the colloquial dialect or slang. The

situational restraints of language use are taught to the learner by
these drills.

10.2. The ultimate aim of language teaching is ‘“‘communi-
cative competence”. This is the ability, which comes after one has
acquired the ‘‘grammatical competence.” This ‘“communicative
competence’ needs to be taught even in the case of the first language
A second language may not create same types of problems in the
same degree to the speakers of various languages as their first langu-
age does. If the first :anguage of a learner happens to be cognate
with the second language then the problems will be of different
nature from those learners whose first language is not cognate within
the second language. At times, the speakers of cognate languages
show much influence of their first language in their second language
use, whereas the speakers of non-cognate languages are free from
Such influences as they learn the second language in its totality or in
all aspects. For instance a Gujarati speaker shows much influence
of his first language in his Hindi where as a Telugu speaker is free
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from such influences. Here the ‘‘cognitive competence” of the
learner is much in evidence. A Tamil-speaker may find it very
difficult to utter Hindi aspirates, as his language does not contain
aspirates and he is conditioned to a particular type of language be-
haviour which difies uttering aspirates. But if the Tamil speaker
has cognitive ability in sufficient degree, he can succzed in learning
an entirely new type of language behaviour. So the Tamil speaker’s

inability. to- utter Hindi aspirates need not be considered as the
phenomenon of language interference.

12. ‘What to teach’ is an important question in second langu-

age teaching. For instance, as a second language only the standard

from should be taught, not the local dialects. This entails a proper

analysjs, evaluation, selections and presentation of the language
materials.

13. At the presentation stage, the contrast of the second
l:nguage with the learner’s first lJanguage must be kept in view. So
the nature of the teaching materials of a language will be the same for
all learners ; but the arrangement and presentation of the materials
will very according the nature of the first language of the learner.

14. In conclusion, it may be mentioned that (1)a proper
linguistic analysis of a language along with a contrastive study of it
with various languages, is the basis on which the proper materialg
for teaching and method to be employed in teaching are dependent,

(2) The teaching of a second language mnst proceed on
different stages, namely (1) recognition (2) imitation (3) repetition
{(4) variation and (5) selection,

(3) The aim of language teaching is not merely a performance

in imitation, but grammatical - competence, communicative compe-
tence and creativity in the language.

(4) Proper remedial steps should be taken in order to save
the second language learning from the interference of the first
Janguage.

(5) The standard form of the second language is the aim of
‘teaching it.

(6) The second language is to be taught from the point of
view of utility in various functions.

(7) The above points should be kept in view in teaching
Hindi to the speakers of non-Hindi languages.
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