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ESL CURRICULUM INNOVATION AND TEACHERS' A’I‘TITUDESl

Richard Young Sue Lee
formerly British Council School of Education
Hong Xong University of Hong Kong

Introduction

In the literature on foreign language curriculum innovation in
public education systems the main emphasis has been on large-scale
changes brought about by educational planners to the system itself.
Curriculum innovation at this macro level is typically initiated
by educational authorities and carried through by institutions such
as curriculum development committees, teacher training colleges,
and public examination boards. This kind of change brought about
within an educational system itself we would like to call for the
purposes of this paper a systemic change. However, the documented
cases of the failures of systemic changes to achieve their
objectives of better teaching and learning (Mountford 1981 on Yemen,
Etherton 1979 and Rodgers 1981 on Malaysia), together with our own
experience of the difficulties associated with the implementation
of a communicative English curriculum in Hong Kong schools give us
cause to doubt that a purely systemic change can ever be wholly
effective in curriculum innovation without a concomitant change in
teachers' behaviour and attitudes. In Candlin's worxrds (1983:21),

' Innovation implies change and, understandably enough, focuses the
minds of the participants on action. There is a tendency for this
action to be understood in terms of activity, particularly oriented
towards the tangible products of materials and printed work, less
on the intangible process of personal development of the teachers
and other participants concerned.'

It is this process of personal development of the teachers, oxr
more specifically, the process of attitude change, that we would
like to focus on in the present paper. We hope to show that teachers’
attitudes are a crucial variable in the dynamic of foreign language
curriculum innovation; that without effecting change in teachers'
attitudes any systemic innovation in the curriculum which purports
to bring about a communicative dimension to language teaching will
not have a significant effect on what happens in classrooms; and
lastly and most pessimistically that, of all the factors in the
dynamic of curriculum innovation, teachers' attitudes are the least
susceptible to change.

This paper is in four parts. In the first part we will investigate
the influence that teachers'® attitudes have on their classroom
behaviour; in the second part we will survey the relevant literature
in social psychology on attitude change to attempt to identify those
features which may most usefully be incorporated into in-service
education and training courses (INSET courses) for teachers in order



to bring about an attitude change; thirdly, we will look at one
particular INSET course which has been designed for maximal attitude
change on the part of the participants; and lastly, in view of a
critical evaluation of this course we will consider what part the
dimension of attitude change could play in a new model of planned
systemic curriculum innovation.

Education and Teachers’' Attitudes

The relevance of teachers'

attitudes to the nature of

communication in the classroom was first investigated in a classic
study by Barnes and Schemilt (1974).
investigated the attitude of various teachers at secondary schools in
Teachers were asked to
complete an open-ended questionnaire consisting of four questions
about the reasons why they set written work and what they did with

Britain to their pupils' written work.

their pupils' written work after it had been handed in.

These two researchers

Their

replies were factor analysed and were found to fall into two
reasonably distinct categories which Barnes and Schemilt labelled

Transmission and Interpretation.

In a slightly reconstructed form

the two attitudes may be characterised as follows (Barnes and
Schemilt 1974:223):

of learning which is fostered.

The Transmission teacher...

believes knowledge to exist in
the form of public disciplines
which include content and
criteria of performance;

values the learners' performances
insofar as they conform to the
criteria of the discipline;

perceives the teacher's task to
be the evaluation and correction
of the learners' performance,
according to criteria of which
he is the sole guardian;

perceives the learner as an
uninformed acolyte for whom
access to knowledge will be
difficult since he must
qualify himself through tests
of appropriate performance.

The Interpretation teacher...

believes knowledge to exist
in the knower's ability to
organise thought and action;

values the learners'
to interpreting reality, so
that criteria arise as much
from the learner as from the
teacher;

perceives the teacher's task
to be the setting up of a
dialogue in which the learner
can reshape his knowledge
through interaction with
others;

perceives the learner as
already possessing systematic
and relevant knowledge and
the means of reshaping that
knowledge.

The transmission-interpretation dichotomy has proved to be a
powerful way of looking at the structure of classroom communication.
Whereas it reveals primarily two views which teachers may have with
regard to knowledge, Barnes in a later development (Barnes 1976)
relates the dichotomy to other factors in the teaching-learning
situation, namely the teacher's role, the students' role, and the kind

This scheme is reproduced in Figure 1.

commitment



The teacher's The teacher's The pupil's The kind of
view of role in the role in the learning
knowledge classroom classroom fostered
communication communication
system system

Public Transmission Presentation School
discipline learning
Knower's Negotiation Collaboration Action
ability to learning
interpret

Figure l: Hypothetical covariances among variables in the
Barnes model of classroom communication
(adapted from Barnes 1976:146)

Barnes's assumption is that the transmission-interpretation
dimension of a teacher's attitude to knowledge will also influence
the roles that the teacher and the students play in classroom
communication and also, ultimately, the kind of learning which takes
place. Thus a transmission attitude to knowledge is consonant with
the teacher's role as a provider of information and a judge of pupils'
behaviour; it encourages pupils to contribute to classroom communication
only through the presentation of a finished draft, of a well-thought-
through idea, and this attitude fosters an academic kind of learning
which is not related directly to the learners' purposes and needs.
On the other hand, an interpretation attitude to knowledge encourages
a role for the teacher in which the learners' replies to her questions
are treated as of value in their own right and not simply as a
function of whether they correspond to the teacher's view of
correctness or not; the students' role is one in which they are free
to explore the subject in collaboration with other students and with
the teacher without fear of them being judged by the teacher as
right or wrong; and lastly this attitude fosters a kind of knowledge
which goes beyond the bounds of normal academic knowledge and can be
related to the students' interests and needs outside school.

Barnes's model is highly suggestive, with its hypothetical
covariances among such crucial educational variables, but unfortunately
only a small number of studies have been carried out to test the
model. Gardner and Taylor (1980) carried out a study of Australian
high-school students in which a questionnaire designed to elicit
students' views of a teacher on a transmission-interpretation scale
were found to correlate highly with their perceptions of the teacher's
role as directive or non-directive. Young (198l) devised a 40-item
transmission-interpretation guestionnaire in order to elicit teachers'
attitudes to the teaching of literature. This questionnaire was used
in a slightly modified version by Falvey (1983) in order to identify
two teachers of ESL in Hong Kong who represented extreme positions on
the scale. A thorough discourse analysis of one lesson taught by each



of the two teachers revealed a marked difference in the nature of
the classroom communication in the direction predicted by the Barnes
model.

The relevance of the foregoing discussion of teachers' attitudes
to the dynamics of curriculum innovation in ESL becomes apparent
when we consider the type of learning which is fostered by the
Transmission and Interpretation teachers in the Barnes model. The
school knowledge versus action knowledge dichotomy is reflected
almost exactly in the concern of curriculum innovators for a move
from a foreign language curriculum organised around the teaching of
formal elements of the language — the vocabulary and grammatical
patterns — to one in which the foreign language is used for the
purposes of communication, in which students are free to use whatever
resources they have at their command to communicate with each other and
the teacher about whatever is relevant to their personal needs and
interests. As is mentioned in one official syllabus for ESL, previous
attempts and methods of ESL instruction had not been successful
because they had concentrated too much on school learning to the
detriment of action learning, 'Meaningful use of the language for
purposes of communication represents an essential element in
successful language learning. Familiarity with the forms of the
language, ability to manipulate those forms, to carry out conventional
exercises in the language correctly -—— these are necessary but not
sufficient for the successful learning of a second language.' (Hong
Kong Government 1981:21)

The same point is made by Brumfit with regard to his accuracy-
fluency dichotomy which is, in essence, identical to the formal
practice - meaningful use distinction made in the Hong Kong syllabus.
Brumfit quotes a number of sources in the literature (Sajavaara 1980;
Krashen 1976, 1979; Lawler and Selinker 1971; Bialystock and
Fréhlich 1977; Widdowson 1978) in support of his contention that
language use is not simply the realisation of the language system
in interaction' (Brumfit 1983:1) and that consequently the processes
of negotiation involved in authentic language begaviour (or meaningful
use) must be taught and learned in the classroom™. Classroom
activities which foster these processes of negotiation Brumfit calls
fluency activities, whereas those designed to practise the correct
usage of the language forms Brumfit calls accuracy activities.
Activities are contrasted on a number of dimensions as shown below
(adapted from Brumfit 1983:4-5):

Accuracy Activities Fluency Activities
1. Correctness However native- 1. DNo intermediary Language used
speaker-like the language, in class should pass directly
the focus of the user will be from speaker (or writer) to
on how correct or appropriate hearer (or reader) without the
the language use is. intervention of an intermediary.
2. Teacher's role The relation- 2. Content The content of
ship of the students to the communication should be
teacher will be central to determined by the speaker or
accuracy work. writer alone.



3. Judgemental attitude Decisions 3. Real-time processing Language

as to what to say and how to used in the classroom will
say it will always be taken show the effects of real-
with the judgement of a time processing: improvising,
third party in mind. repair and reorganisation.

4. Learner dependence The 4. Objective The objective of
dependence of the learner a fluency activity will be
on the teacher will be clearly distinct from the
emphasised at the expense formation of correct or
of learner autonomy. appropriate language.

5. Teacher's role The teacher
will intervene in a fluency
activity as a co-communicator
and not as a judge of correctriess
or appropriacy.

Brumfit's formulation of the characteristics of accuracy and
fluency activities is predominantly from the point of view of the
attitude that the learner takes towards what is said in the classroom.
However, 1f we compare this dichotomy with the one set up by Barnes
to distinguish between Transmission and interpretation attitudes on
the part of teachers, there is clearly a marked degree of correspondence
between the two pairs of concepts. The Transmission teacher's role as
judge of the learxner's performance accords well with the learnexr's
attitude during accuracy activities in which he is constantly aware
of the presence of the teacher as judge, moreover both Transmission
teachers and accuracy activities foster a relationship of one-sided
dependence of the learner on the teacher. On the other hand, the
Interpretation teacher's tendency to value the learner's contribution
on its own terms corresponds to the focus of fluency activities on
the task to be performed, rather than on the language required to
perform it. Similarly, both Interpretation teachers and fluency
activities encourage a more palanced and equal learxner-teacher
relationship.

It seems likely, therefore, that Transmission teachers will find
that accuracy activities fit well with their view of what constitutes
knowledge and the teaching-learning situation, whereas fluency
activities are more likely to appeal to teachers with an Interpretation
outlook. How far this correlation translates into actual differences
in classroom behaviour is not clear (although Falvey's research is
suggestive here). However, it still seems to us a reasonable
hypothesis that ceteris paribus the proportion of fluency work to
accuracy work in a Transmission teacher's lessons will be significantly
less than for an Interpretation teacher. The implication for an
innpvation in the ESL curxriculum which attempts to encourage more
fluepgy éctiviﬁies;ig the, classroom and to discourage an overemphasis
on accuracy activities is clear: such an innovation will not succeed
unless there is a corresponding shift in teachers' attitudes towards
the nature of language learning and their role in that process.



That such an innovation cannot be brought about by simply
equipping teachers with a new armoury of fluency activities to extend
(or replace) the accuracy techniques they already have at their
command, is apparent if we consider in greater detail exactly which
kinds of classroom activities can be classified as fluency and which
kinds as accuracy work. If we do so, we come up against an interesting
paradox. Brumfit's characterization of accuracy and fluency
activities is deliberately couched in terms of learners' attitudes,
learner~teacher relationships and the nature of the communication
taking place in the classroom rather than in more empirically
observable methodological terms. For Brumfit, the crucial
methodological distinction between accuracy and fluency is what he
calls 'the constraint on divergence' (Brumfit 1983). By this he
means that the language used by learners in an accuracy activity is
in some way predetermined by the teacher or by the activity, while
in a fluency activity there is no such predetermined constraint and
the learner is free to call on whatever linguistic resources he has
at his disposal in order to accomplish the task.

If we look closely at the sorts of classroom behaviour which
are normally classified as fluency activities, we see that a shift
of attitude on the part of the teacher and a concomitant change in
the nature of the teacher-learner relationship can transform the
activity into an accuracy exercise. Let us take as an example of
this phenomenon a dyadic communication game such as Describe and
Draw (Byrne and Rixon 1978). Normally,this is an open-ended
exercise in which information is exchanged quite freely between the
students at a level which is determined by their level of proficiency
and by the task at hand and is not constrained by any linguistic
constraints other than these. 1In this case, the activity quite
clearly exemplifies the features of Brumfit's fluency activities.
On the other hand, the teacher could restrict the pictures to be
described to simple geometrical forms such as squares, rectangles,
of different sizes and colours and pre-teach the language necessary
to describe those forms. The Deseribe and Draw game now becomes an
exercise to practise the pre-taught language. In this case, the
game is no longer divergent and what is superficially the same game
is now in reality an accuracy activity.

Equally, a shift of emphasis in the opposite direction can
transform an accuracy activity — for example, multiple-choice
comprehension questions as traditionally used in class for intensive
exploitation of a reading text -— into a fluency one. Munby (1968)
suggests a way of using multiple-choice comprehension questions in
small group discussions in class in which the members of each group
decide among themselves which is the correct option by discussing
each one in turn and justifying their acceptance or rejection of it
until they negotiate a mutually agreed answer. In this case, since
neither the language of the discussion is predetermined, nor is there
a sense that any one member of the group (or the teacher) has prior
knowledge of the 'right® answer, multiple-choice reading comprehension
questions take on the guise of a fluency activity.

These two examples show that Brumfit is justified in defining
accuracy and fluency in terms of attitudes and communicational



constraints rather than in terms of characteristics that are directly
attributable to particular teaching technigues. How far it can be
shown that every technique in the ESL teacher's arsenal is susceptible
to the same sort of schizophrenia is beyond the scope of this paper,
but we believe that the point is general enough to justify an
emphasis in INSET courses and other instruments of curriculum
innovation on changing attitudes rather than simply providing

teachers with new techniques. Exactly how this can be done in
practice is the subject of the following section.

Components of a Social Psychology of Attitude Change

Research into quantifiable attitude change goes back as far as
Likert (1932). Recent summaries of the research (Krech, Crutchfield
and Ballachey 1962; Kiesler, Collins and Miller 1969; Lambert and
Lambert 1973; Zimbardo, Ebbesen and Maslach 1977) agree on a general
definition of attitude as 'an organised, consistent and habitual
manner of thinking, feeling and reacting to events and persons'
(Lambert and Lambert 1973), and in general they agree on a
componential view of attitudes, the components in the Lambert's
definition being thoughts or beliefs, feelings, and tendencies to
react.

Research into attitude change has concentrated on an experimental
paradigm whereby some independent variable hypothetically related to
the attitude under investigation is subjected to treatment and the
resultant change in the dependent variable — the attitude — is
measured by an attitude questionnaire administered before and after
the treatment. It appears, however, that it is far from easy to
effect a genuine change in attitude except by fairly massive
treatment of a crucial independent variable. In Lambert and
Lambert's words (1973:89),

'Changing one attitude is not easy because it
becomes part of a network that gives order to
one's personality. Well-planned attempts to
modify attitudes often succeed only in altering
the thought-belief component without modifying
feelings and reaction tendencies so that in
time the attitude may easily revert to its
former state.'

Insofar as it is possible to modify attitudes there are a
number of more effective treatments which are revealed by the
research and which we shall outline below:

Face-to -face contact Krech, Crutchfield and Ballachey (1962)
report that new attitudes are more likely to be transferred through
face-to-face communication than through impersonal lectures or mass
media communications.

Group identity Lott and Lott (1960) found that if a certain

attitude is held by a particular social group with which an
individual wishes to identify, then that attitude will be relatively

-7 -



easier to acquire than would be the case if the attitude were not
associated with the target group. Similarly, the perceived trust-
worthiness of the persuader is another important factor in attitude
transfer. These experimental results confirm a hypothesis of need
satisfaction as an important determinant in the formation of
attitudes: if a person recognizes that it is to his advantage to
change his attitude, then he will be encouraged to learn to change.

Active participation Janis and King (1954), and Zimbardo and
Ebbesen (1969) found that simple exposure to persuasive communication
was not as effective in bringing about an attitude change as was
active participation by the subject in some behaviour associated
with the new attitude. Thus role-~playing was found to be an
effective means of bringing about the re-ordering of beliefs and
needs associated with attitude change. Festinger (1957), and
Festinger and Carlsmith (1959) developed a hypothesis for explaining
this result and others associated with attitude change. According
to this hypothesis, people have strong tendencies to try to resolve
inconsistencies that they perceive between their attitudes and
their behaviour, as well as among their attitudes. If people
perceive such an inconsistency, they experience anxiety and are
motivated to reduce that anxiety by acting to return their action
and belief schemata to a position of equilibrium by means of either
a change in attitude or a modification of behaviour. This hypothesis
explains the effectiveness of role-playing behaviour associated with
a target attitude in bringing about a change of attitude: subjects
experience cognitive dissonance between the behaviour they role-play
and the attitude they profess, and act to modify their attitude in
the direction of one which is more consonant with the new behaviour.

In summary, then, more effective treatments to bring about
attitude change include face-to-face contact, the trustworthiness
and group identity of the persuader, and active participation in
behaviour associated with a target attitude. Need satisfaction and
cognitive dissonance are two explanations that have been advanced
to account for attitude change, which nevertheless remains a
difficult endeavour. After establishing this basis for a discussion
of attitude change in the context of teacher education, we would now
like to go on and show the application of some of these principles
in the design of an INSET course for maximal attitude change on the
part of participants.

Changing Teachers' Attitudes: an Example

The particular attempt to use an INSET course to modify attitudes
of participants as well as their behaviour that we wish to describe
needs to be seen in context (for a description of the broader ELT
context in which this course takes place in Hong Kong, see note 3).
The course described here is designed by the Hong Kong British
Council for re-training primary school English teachers to familarise
them with the communicative approach to language teaching.

. The course was designed to enable 150 teachers to participate
in 90 hours of in-service re-training spread out over a period of



three months; this cycle would be repeated three times in one year.

The stated aim of the program was 'to effect a change in the knowledge,
attitudes and behaviour of participants towards a more communicative
orientation to the teaching of English in primary schools in order to
enable them to function effectively after the implementation of the
new syllabus in 1984,

The 90-hour course was divided into a number of modules, three
of which were offered each week, and participants were free to choose
which modules to attend. The topics covered in the modules included
language form and communicative function, reading with a purpose,
drama techniques, communicating with pictures, evaluating eommunicative
materials. etc. Each module was designed and taught in a way which we
hoped would allow for maximum effect on participants' attitudes.
The style of instruction was highly participant-centred with the
participants sitting in groups of six around tables and the instructor's
role being to initiate discussion of the topic at the beginning of the
module and to summarize what had been achieved at the end. For the
majority of the time participants were actively engaged in their
groups in problem-solving activities and practical tasks, and during
this time the instructor acted as counsellor and animator to the
individual groups. It was through this intimate contact between
instructor and participant that we hoped to transfer attitudes more
readily, as suggested by Krech, Crutchfield and Ballachey (1962)
rather than through impersonal lectures. A further feature of this
style of instruction was the fostering of a sense of belonging to
a group which had similar attitudes to the new approach as oneself
and which would allow each individual to experiment with new techniques
in a non-threatening environment without the judging eye of the
instructor upon her. The sense of identity with the group of like-
minded fellows which formed during the course may perhaps be a rather
ephemeral feeling in comparison to the more important identities that
participants felt with their colleagues at school and in the wider
commmity, whose attitudes would likely be at variance to those
promulgated on the course.

The program involved a large amount of experimentation with
new technigques and relatively little explanation of theories under-
lying them. 1In this way we hoped to develop the active participation
which Janis and King (1954) and Zimbardo and Ebbesen (1969) had
mentioned as an important factor in attitude transfer.

Since, of the three aims of the INSET program, attitude change
was regarded as the most significant, an attempt was made to measure
what effect, if any, the course had had on the participants'
attitudes towards their teaching. To this end, a gquestionnaire was
administered to participants on the first and last days of the course.
The instrument used was an adaptation of Young's (198l) gquestionnaire
designed to measure native English-speaking teachers' attitudes to the
teaching of English literature. The adaptation used was one made
by Falvey (1983) to identify extreme transmission and interpretation
attitudes among native English-speaking teachers of ESL in Hong Kong.
The questionnaire consists of 40 statements about teaching which
respondents replied to on a seven-point Likert-type response ranging
from +3 'T strongly agree with this statement' to -3 'I strongly



disagree with this statement'. The 40 items were given in both
English and Chinese to the teachers, since for some of them the
English of the statements may have been too difficult. Of the 40
items, 10 were fillexs, responses to which were ignored in the final
calculation of a respondent's score; of the remaining 30, 1l were
positive items (sample: 'Small group work allows students to explore
problems for themselves and thus have some measure of control over
their own learning. It is therefore a particularly valuable means

of organising classroom learning.'), agreement with which would
indicate an interpretation view of teaching; and 19 were negative
items (sample: 'Direct instruction in the rules and terminology of
grammar is essential if students are to learn to communicate correctly
and effectively.), agreement with which would indicate a Transmission
attitude. 1In scoring the questionnaire replies to the negative,
items were reversed in polarity and then all items excluding fillers
were converted from a -3 to +3 positive/negative scale to an all
positive +1 to +7 scale. The scores on the 30 items were then
totalled. The hypothetical range of responses run from a lower limit
of 30 (representing a modified score of 1 on each item) to an upper
limit of 210 (representing a modified score of 7 on each time), a
total range of 180 in which the higher the score, the greater the
interpretation attitude.

The questionnaire was adminstered to 136 participants at the
beginning of the course and 94 participants at the end. In both
cases, it was administered by personnel unknown to the participants
to eliminate the possible 'halo' effect if it had been administered by
the instructors themselves. In addition, the reason given to
participants for the questionnaire was that the administrative
personnel wanted to discover their views on language teaching, and
no mention was made of its relevance to the INSET course. The
results are shown in Figure 2.

Number of replies Mean score Standard deviation
Before the
course 136 117 14
After the
course 94 122 21

Figure 2: Replies to questionnaire before and after course
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As the Figure shows, participants on the INSET course showed a
slight movement in the direction of an interpretation attitude by the
end of the course, but the change was so small as to be negligible.

A number of explanations can be put forward for this result. Firstly,
as is stressed repeatedly in the literature on attitude change,
attitudes are remarkably resistant to change and even if a change is
apparent immediately after a particular treatment, the attitude may
return to its original state in the following weeks or months. It is
unlikely therefore that a 90-hour course which did not affect
materially the objective constraints operating in the participants'
schools would have a significant effect on the attitudes to teaching
of experienced teachers. Secondly, the instrument used to measure
attitude may well have been an insensitive measure of attitude change.

The same questionnaire was administered by the authors to a
group of 273 Chinese secondary school teachers of English on the
first day of an INSET course, and it was also administered by Falvey
to a group of 35 trained native-English-speaking teachers from
Britain, Australia and New Zealand teaching at the British Council in
Hong Kong. If the above results are compared with the scores of
these other groups who took the questionnaire, an interesting pattern
emerges as shown in Figure 3:

Number of replies Mean score Standard deviation

Chinese primary
school teachers
of English:

group 1 136 117 14
group 2 123 1le 15

Chinese secondary
school teachers 273 119 23
of English

Native English
speaking
teachers of
ESL (Falvey 1983)

35 148 16

Figure 3: Replies to questionnaire from different groups of teachers
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It can be seen that there is a remarkable degree of consistency
in the mean scores for Chinese teachers at the beginning of the INSET
courses, whether they be teaching in primary or secondary schools.
However the group of native-English-speaking teachers scored much
higher on the scale. These results would suggest that cultural
attitudes to education in the Chinese and Western traditions are
rather different, and while concepts such as interpretation and
transmission may have meaning for teachers in both cultures,
individual attitudes need to be seen against the backdrop of a
social norm, and that norm would appear to be much more Transmission-
like in Chinese educational culture than it is in Westeri. societies.
This explanation is supported by Young's (198l) original calibration
of the questionnaire when he used it with British teachers of
literature. He marked 133 as a lower cut~off point, scores below
which would indicate an extreme Transmission attitude, and 174 as an
upper cut~off point, scores above which would tend to indicate an
extreme Transmission attitude. For the Chinese teachers this
calibration hag little significance since the great majo.ity of
scores cluster below the 133 mark and not one Chinese teacher out of
the total of 409 who replied to the guestionnaire scored above
Young's upper cut-off point.

It seems that the apparent failure of this particular INSET
course to have a significant effect on teachers' attitudes needs to
be seen in the context of the limitations of the course and of the
measure used to evaluate attitude in Chinese and Western societies.
Clearly, more research is needed on the measurement of attitude change
among teachers who are both actors and recipients in curriculum change.

A New Model for Curriculum Innovation

In this last section we would like to consider the implications
of the importance of attitude change in curriculum innovation to a
planned systemic change in the curriculum. In this we shall follow
the framework established by Sharan, Darom and Hertz-Lazarowitz (1979)
in their work in introducing small group teaching in schools in Israel.
The Israeli study identifies three areas, or domains, in which attitude
change may be brought about by INSET courses: the experiential domain,
the environmental domain and the cognitive domain.

The experiential domain was identified since clearly attitudes
are determined by one's experience and evaluation of that experience.
In the Israeli study it was found that teachers who had had more
experience of the particular curriculum innovation in question -——
small group teaching — expressed more positive attitudes towards it
than teachers who had had less experience of these techniques,
provided that the initial experience had been a positive one. In our
own INSET course for Chinese primary school teachers of English, an
objective had always been to provide an experience of communicative
teaching techniques in action, both as a student and as a teacher.
Whereas an attempt had been made on our course to simulate as far
as possible the actual experience of teaching communicatively to a
class of primary school children, the simulation — in the form of
microteaching — is still a long way from the actual classroom
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situation which the teachers experience in their schools. Since the
experience of successfully using the new techniques in the actual
situation in which they are designed to be applied is such a crucial
one to the process of attitude change, there is a clear implication
that INSET courses should be based around participants' experiences
of teaching real children in actual classrooms, and not simply by a
simulation of that situation in the controlled environment of the
teacher-training institution.

Secondly, as was identified in the research cited on attitude
change, the attitude of one's peer group and high-prestige personalities
exerts a strong influence on the learning of new attitudes. This is
confirmed by the Israeli study in which it was found that the attitudes
of teachers' colleagues and superiors towards the new teaching
methods were a very important factor in helping or hindering the
acquisition of a positive attitude towards the new methods. In the
words of these researchers (Sharan, et al 1979:59),

‘Teachers will be more amenable to the implementation
of instructional innovation if the new knowledge and
skills acquired are within the context of a system-
wide effort rather than on an individual basis so
that staff norms and attitudes will be supportive of
individual attitudinal and behavioural learning.’'

This is well born out by our own experience. If the attitude
in the participants' schools is favourable towards the communicative
approach to teaching ESL to young children, then what is learned on
the INSET course is transferred to the participants' teaching
situation when they return to their normal teaching. However, even if
participants experience an attitude shift in favour of the new methods
while they are on the course their attitude may easily revert to its
former state if they find that their colleagues and school principals
are hostile to the new approach when they return to school. Here
again is an implication for a planned systemic change to the
curriculum: INSET courses should be organized much more around
individual schools in which the whole staff and the school management
is involved in the course, rather than being run as they generally
are at teacher-training institutions where only one or two teachers
from any one school attend at a time. Recent British experience with
school~based or school-focussed INSET courses (Henderson 1979) seems
to confirm the greater efficacy of this approach.

The third area identified in the Israeli study is the cognitive
domain. One's information about a new way of teaching and one's
cognitive understanding of the principles underlying it is an
important source of attitude formation and change. In fact, the
Israeli study found that the teachers' understanding of the
principles of small group teaching was the most prominent predictor
of the attitude of teachers towards the new techniques, indicating
that those teachers who are better able to identify the principles
underlying a new approach are also more likely to feel that it is a
more effective way of teaching. The implication is that a model of
curriculum innovation by means of INSET courses which is entirely
organized around more progressive training techniques involving
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discovery methods without a more traditional cognitive dimension of
presentation and discussion of the principles involved will not be an
efficient way of effecting attitude and behaviour change.

In this paper we have focussed on teachers' attitudes towards
their teaching as a crucial factor in curriculum innovation, and one
that has so far been neglected in systemic approaches to educational
change. We hope to have shown that in the particular case of an
attempted systemic shift from a structural to a communicative approach
to the teaching of English as a second language, any attempt to
change teachers' behaviour without at the same time bringing about a
change in their attitudes is doomed to failure, and that even if
there is a temporary change in teaching behaviour as a result of
INSET courses, the behaviour will not reflect the principles underlying
the communicative appraoch. We have put forward a model of an INSET
course as part of a systemic dynamic of curriculum innovation which
has been designed as far as possible to bring about the desired
attitudinal as well as behavioural change, and we have discussed
one example of such a course in terms of its strengths and weaknesses.
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NOTES

The curriculum innovation program described in this paper is
largely the work of one man, Ray Tongue, who from 1978 to 1982
served as English Language Adviser to the Education Department
of the Hong Kong Government. We would like to express our
gratitude to him for the stimulus and encouragement that we
received throughout this period.

Ways in which negotiation can be achieved in the ESL classroom as
well as further background to the curriculum reform programme in
Hong Kong can be found in Young (1983).

The attempt took place in Hong Kong, a linguistically homogeneous
community of six million mainly Cantonese-speaking Chinese, who
for reasons of politics and economics place great emphasis on the
need to acquire some sort of competence in English. The language
is taught as a 'foreign language' in the six grades of primary
school, after which parents may choose to send their children to
secondary schools which are in name either English- or Chinese-
medium. The great majority of parents, having an eye on their
children's future career prospects, opt for an education through
the medium of English. In these English-medium schools (known
as Anglo-Chinese Secondary Schools), besides being the medium
of instruction for all subjects except Chinese and Chinese
history, English continues to be taught as a subject in its own
right.

Since 1979 the Currxiculum Development Committee of the Hong
Kong government's Education Department has promulgated a series
of reforms in the English curriculum which aim to update what is
regarded by many teachers and inspectors as an out-of-date and
ineffective curriculum which aims at a mastery of the forms of
the language with no regard to the pupils' ability to use those forms
in appropriate communicative settings. Pilot re-training courses
for English teachers to familiarize them with the communicative
approach to language teaching began to be held in 1979. One year
later, the English paper in a public examination taken in the
third year of secondary school, was designed afresh with the
overt aim of testing communicative ability in English and not
just the manipulation of the grammatical forms of the language.
In 1981 a new public syllabus for primary school English was published
by the Education Department and was followed one year later by a
draft revision of the English syllabus for secondary schools.
Both syllabuses, due for implementation in 1984 and 1986 respectively,
place great emphasis on the need for children in Hong Kong schools
to learn to use English for real communication. In 1982, the
Hong Kong government set aside the sum of HK$320 million to be
spent over the following five years in a concerted attempt at
improving standards of English and Chinese teaching in schools,
and in 1983 retraining of English teachers in primary and
secondary schools began in earnest. Both authors were working
at that time for the British Council in Hong Kong and were given
the responsibility of designing the Council's contribution to
the general re-training effort — a program for 450 primary school
teachers and 350 secondary school teachers to follow each year.
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SOME THOUGHTS ON THE RELATIONSHIP
BETWEEN TEACHER ATTITUDES AND TEACHER STYLES

Margaret A. Falvey
British Council
Hong Kong

This paper discusses some of the problems teachers face when they
attempt to implement currently recommended approaches to foreign
language teaching. These approaches require that teachers re-evaluate
the role of the learner in the learning process and adopt classroom
management styles which concentrate on the facilitation of learning,
in contrast with classroom management styles which concentrate on
imparting knowledge. It is suggested that certain types of teacher
attitude may impede teachers' ability to implement interactive
approaches to learning. Reference is made to a project which compared
the teaching styles of teachers holding contrasting attitudes towards
learning and communication.

Introduction

The need for a more communicative, more learner-centred approach
is the underlying theme of many recent publications which discuss the
classroom teaching of second or foreign languages. The classroom is
seen increasingly as an environment in which learners should 'learn
how to learn'. KXrashen (1982) suggests that time spent in second
language classrooms should be viewed as a transitional phase which
prepares the learner for further second language acquisition outside
the classroom. Low and Morrison (1980) suggest that the classroom is
an environment in which individual learning strategies and the
individual's capacity to monitor and inference should be developed
through interactive learning processes.

Such views suggest a change in the role of the learner in the
classroom learning process. The learner can no longer be viewed as a
passive recipient of input, whose performance is subject to evaluation
by the teacher. Instead the learner must become an active participant
in the learning process. He must, for example, take responsibility for
the selection of the ideas, or personal meanings, he wishes to
communicate and also for the selection of the language he will use to
express these meanings. He must also assume responsibility for the
monitoring of errors, his own and those of his peers, and for deciding
whether or not to correct or ignore these errors or whether to adopt
other strategies to repair communication breakdown. If the learner
is to be involved in this type of activity the subject matter, or the
purpose of the interaction, must stimulate him sufficiently to ensure
that his attention is concentrated on the message — his own as well

as those of others — rather than on the form in which the message is
expressed.

The changing role of the learner carries implications for the
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role of the teacher. The implementation of interactive approaches to
learning cannot take place unless the teacher allows it to happen.

The mere organisation of furniture and/or learners into groups does
not guarantee that interactive learning processes will take place. It
is possible for each group to be no more than a smaller replica of the
large classroom organisation with the teacher continuing to act as
'provider of information, injecting knowledge into empty vessels'
(Alexander 1979). We need to examine more closely the demands made

of the teacher who seeks to implement interactive learning approaches
in the classroom.

The Changing Role of the Foreign Language Teacher

In a foreign language learning classroom which provides the type
of learning environment described above the learner appears to take
over many of the rcles which have been traditionally performed by the
teacher. In a classroom in which learning takes places through inter-
active processes the teacher will no longer be the sole purveyor of
knowledge, responsible for the evaluation and correction of the learners'
performance. Instead it seems that the teacher's role will be that
of a manager whose task is to ensure the achievement, by a group of
individuals, of a set of long-term learning goals and aims. These
learning goals or aims, however, specify not only the outcome, what is
to be learned, but also, by their nature, the short-term goals and the
management style to be employed during the learning process. The
teacher's role as a manager is therefore heavily prescribed; not only
are his management objectives specified but also his short-term goals
and the organizational system and management style by which he will
achieve these objectives.

Descriptions of the type of management style required in classrooms
suggest some variation of opinion amongst writers. Littlewood (1981),
for example, expands the teacher's role from that of 'language
instructor' to 'facilitator of learning' and reassures the reader that,
although the learning process takes place independently of the teacher,
there is still a role for the teacher in the structuring of the class-
room environment so that it provides adequate exposure to the foreign
language and adequate motivation to communicate through the foreign
language. Littlewood's description of the roles the teacher may need
to perform, however, imply that the teacher will still be the decision-
maker and the source of learning motivation, will decide on the purposes
of group work and will be responsible for setting goals and evaluating
progress. Littlewood's description of the teacher's roles implies an
organizational system of classroom management which varies considerably
from the model proposed by Morrison (1979) which suggested that optimum
conditions for learning require a system of classroom organization, or
management style, which is based on the system of organizational
management described by Likert and Likert (1967) as 'participative'.
This system suggests that 'students and teachers make decisions together',
that learning motivation comes chiefly through ‘'personal reward through
group involvement', that the purpose of groups is that they 'serve as
the main focus of learning and class management' and that 'students
are fully involved in setting goals and evaluating progress' (Morrison
1979)
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Although there appear to be significant differences between these
two descriptions of classroom management style, the differences can
be seen as a matter of degree rather than as representing divergent
views. Littlewood's description could perhaps be viewed as representing
a stage in the transition from the role of the 'language instructor',
with an 'authoritarian' management style, to the role of the learner-
centred teacher with a 'participative' management style of the type
recommended by Morrison. During this transitional phase the teacher
might adopt interim management styles such as 'benevolent authoritarian'
and 'consultative' both of which would be categorised by Morrison as
teacher-centred rather than learner~centred. What does seem clear,
however, is that current thinking about the foreign language learning
process and the learner's role in that process increasingly implies the
need for a classroom management style of the 'participative' type (See
for example Krashen 1982; Aljwright 1982; Finocchario 1974, 1982; Bell
1983; Taylor 1983). This in turn suggests that some foreign language
teachers may need to make major changes in their behaviour in the
classroom.

Implications of Changes in Teacher's Role

For the experienced foreign language teacher the implementation
of a 'participative' classroom management style is not necessarily a
simple matter of changing roles. It may involve changes in attitude
towards, for example, the role of learners, the role of knowledge and
the role of language in the learning process. It may also involve
changes in attitude towards the nature and purposes of the learning
process itself. For some teachers these changes in attitude may be
similar to the changes in attitude which would be necessary for the
manager of a commercial organization, with a personal management style
of the ‘authoritarian' type, who is suddenly required to adopt a
'participative' management style. Management studies imply that this
would involve changes in attitude towards subordinates and also towards
the role of a manager within an organization.

MacGregor (1960) attributes the differences in the two types of
management style to differences in perception of the role of a manager
and to differences in assumptions about people and, therefore, subor-
dinates. These differences can be summarised as follows: the
‘authoritarian' manager perceives the major function of a manager as
that of the direction and control of subordinates and views the average
person as being by nature averse to work, lacking in ambition, interested
only in him/herself disliking and resisting change, lacking in in-
telligence and therefore easily taken in by the demogogue. By contrast,
the 'participative' manager perceives the major function of a manager
as the integration of the organization's goals with the personal goals
of his/her subordinates and views the average person as willing to
expend energy on tasks which he or she considers worthwhile, ambitious,
willing to take responsibility, preferring to make decisions for him/
herself, willing to make changes perceived as necessary, intelligent
and not easily swayed by spurious arguments. Bell (1983) suggests
that the behaviour of teachers as leader/managers may depend on sets
of attitudes which are similar to those described by MacGregor. If
this is true, there is no reason to assume that it will be any easiexr
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for teachers, experienced or otherwise, whose attitudes incline them
towards the authoritarian management styles, to make the change to
'participative' management styles than it is for a manager with similar
attitudes to make the same changes.

The 'participative’approach to the management of learning and the
concept of interactive models of learning are not exclusive to foreign
language teaching. The role of language in education, the relation
between language and learning and the role of the learner in the
learning process have long been the object of attention in educational
studies (Britton 1970; Rosen 1969; Stubbs 1976; Barnes 1976; DES Bullock
Report; 1975, to mention only a few).

Such studies have been devoted mainly to the role of the learner
and the role of language in learning environments in which the medium
of instruction is the mother tongue of both learners and teacher. The
resultant *participative'approach to the management of learning, with its
emphasis on group work, peer mediation and the involvement of learners
in decision-making and evaluation, perceives language, particularly the
language used by learners, as a means to an end, a vehicle for learning.
This perception is not dissimilar to the views quoted earlier out the
role of the foreign language in the foreign language classroom .

To~day, a career in foreign language teaching seems to involve
being subject to increasing demands for change. Teachers need to keep
up to date with increasing, and frequently changing, bodies of knowledge
in fields such as linguistics, sociology, psychology and philosophy.
Many of the skills and technigues of classroom management and
organization acquired over the years appear now to be superfluous to
the management of learning. Teachers seem to be in danger of losing
their right to make their own decisions about their management styles.
Furthermore teachers are expected to implement classroom management
styles of which they may have no experience themselves either as
learners in school, trainee teachers or teachers. It is not, after all,
unusual for lecturers in University Schools of Education, and teacher
trainers, to introduce their trainees to 'the communicative approach’
or to interactive models of learning through the medium of the lecture
format. Education studies suggest that learners are more likely to
retain and use knowledge if they have gained that knowledge through
experience as opposed to receiving knowledge transmitted by a teacher.
It seems possible therefore that teachers' attitudes towards the roles
of learners, knowledge and language in the learning process, together
with their attitudes towards the management of classroom learning,
are as likely to be influenced by their experience as learners as by
information and ideas transmitted Eo them through the lecture format
by lecturers and teacher trainers.

The factors which influence teachers' attitudes may ultimately
prove significant in the implementation of interactive learning processes
in the classroom. First, however, it is necessary to identify teachers'
attitudes and establish whether or not their attitudes influence their
classroom behaviour.
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Teacher Attitudes

Bell (1983) implies that teachers' attitudes may determine the
extent to which they are able to implement interactive learning processes
and ‘participative’management styles in their classrooms. He also suggests
that those of us involved in teaching (and presumably in training) need
to examine our own attitudes with a view to establishing the extent to
which our own attitudes are influencing our classroom behaviour and
therefore the learning outcome. This involves recognising the
differences between declared attitudes and underlying attitudes and I
therefore begin this section by discussing some of the attitudes de-
clared by experienced teachers.

The following impressions are based on comments made, in speech
and in writing, by teachers attending further training courses. These
post-experience teachers have the experience of working, not only as
classroom teachers, but also as employees, subordinates and colleagues
in educational institutions. BAs a result their comments offer a broad
perspective on the practicality and difficulty of implementing new
approaches, a perspective which reflects experience that the pre-service
trainee does not have.

Whilst expressing a personal commitment to new theories and approaches,
it is not uncommon even for motivated experienced teachers to express
reservations about the possibility of their implementation in the
classroom. Reasons given for this often include reference to constraints
such as examination requirements, the attitudes of heads of department,
school heads, the inspectorate and parents, and the difficulty of
getting through the syllabus in the time allotted. Such comments suggest
that even highly motivated, professionally committed and experienced
teachers of foreign languages feel that they are subjected to conflicting
demands. It is not difficult to see why they feel this. Their cwn
experience as learners on teacher-training courses provide one example
of conflicting demands. BAs a result of the introduction of one new
approach after another it is quite likely that experienced teachers
attending a further training course in 1983 will be exposed to theories
and ideas which are not only different from those presented during their
initial training courses but which also give the teachers the impression
that their earlier training was either woefully inadequate or seriously
in error. In Hong Kong, for example, primary school teachers of English
who received their initial training in 1976 in the Oral-Structural
Approach will find that further training offered in 1983, for the purpose
of introducing the new Primary School Syllabus, recommends a
'communicative, more purposive' type of approach requiring very different
classroom practices from those recommended in 1976. Faced with this
sort of contrast, experienced teachers may feel that their subject has
changed; that language has become a means to an end rather than an end
in itself. 1In 1976 they were trained to teach 'language', now, in 1983,

they are expected to teach 'communication through language' (Littlewood
1981).

Teachers who resolve this conflict, by acknowledging that new
research findings account for the contrast between their initial and
further training experiences, may still find themselves subject to what
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they regard as conflicting demands. In Hong Kong, for example, secondary
school teachers may note that the new secondary school syllabus for
English specifies the long~term English language needs of Hong Kong
students as they occur in the five 'domains of use', all of which involve
the ability to listen and speak in English and as well as the ability to
read and write English. They may also note that the syllabus devotes
approximately equal space to a) listening and speaking skills and b)
reading and writing skills (47 pages to the former and 45 pages to the
latter). By contrast, in the discussion of objectives, primary emphasis
is given to the short-term needs of students which are defined as the

use of English medium text books, taking English-medium examinations

and further study through the medium of English. This may suggest to
teachers that they should concentrate on the development of reading

and writing skills, a view which will be reinforced by consideration

of the format of the Hong Kong School Certificate Examination in English
language which provides five minutes for the testing of listening and
speaking skills out of a total examination time of six hours.

A decision of this kind having been made, teachers may then find
themselves facing another set of conflicting demands arising from the
expectations of teacher trainers, on the one hand, and the expectation
of students, parents and possibly departmental or school heads, on the
other. Influenced by what they have read or heard on their further
training courses, experienced teachers may attempt to apply their newly
acquired knowledge of learning theories and the management of classroom
learning to their teaching of reading and writing skills and the
preparation of their students for public examinations. If, however,
they adopt the role of manager and facilitator of learning and attempt
to foster individual learning strategies through, for example, pair and
group work activities and peer interaction, these teachers may well find
themselves in conflict with the expectations of pressure groups such
as departmental and school heads, parents and even the students
themselves. When teachers involve students in interactive activity in
pairs and groups, it may appear to these pressure groups that the teachers
are placing primary emphasis on listening and speaking skills rather
than on reading and writing skills. It may also seem that the teachers
are abdicating the traditional role of the teacher, a role which viewed
the teacher primarily as a source of knowledge and expected the prepara-
tion and teaching of lessons to concentrate on conveying a body of
knowledge to students and on the evaluation of students' command of
this knowledge, according to clearly defined criteria.

Once teachers have come into conflict with the expectations of
pressure groups who hold such views, explanations about learning theories
will do little to reassure the pressure groups. Such pressure groups
will probably continue to regard student-student interaction and
student—talk as a waste of time because they can see for themselves
that the examinations require little in the way of pair or group
interaction. Faced with these pressures, and cut off from the support
of teacher trainers and course tutors, it is not surprising that many
teachers of foreign languages decide that the effort is too much and
revert either to their own previous teaching styles or to those of
teachers by whom they were taught in school.

The preceding comments refer to some of the pressures to which the
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foreign language teachers of to-day may be exposed. As a result of
pressure from these groups, teachers may experience role conflict

(Dunham 1976). Dunham identifies two types of role conflict. The

first is imnter-role conflict which may occur when a teacher has to

fulfil a variety of roles such as teacher, manager and social worker.

The second type of role conflict is identified as intra-role conflict
which teachers experience when subjected to pressure from groups who
have contradictory expectations. Dunham identifies intra-role conflict
as the major source of pressure for most teachers. Burke and Dunham
(1982) suggest that there are different pressure groups 'within' schools:
'students, parents, head teachers, colleagues and school governors all
demand both good examination results and communicative competence for
utilitarian purposes' (my italics). Rightly or wrongly, many experienced
language teachers regard these expectations as contradictory, as is
evidenced by their comments during further training programmes. Burke
and Dunham also refer to pressure groups ‘outside’ schools, such as
lecturers in academic language departments and education departments,

who may also claim the teacher as a subordinate and expect the teacher
to perform his role in a prescriptively acceptable manner.

The expectations of pressure groups described by Burke and Dunham
are similar to the constraints quoted by teachers themselves during
further training courses when they explain that, in spite of their
enthusiasm for new theories and approaches, they will be unable to
implement them in their classrooms. It is tempting to believe that if
these sources of pressure could be removed and/or the contradictory
expectations of pressure groups harmonised, we would then immediately
see the enthusiastic and successful implementation of new approaches, at
least in the language learning classrooms of teachers who have recently
undergone further training and expressed a commitment to new approaches.

My own experience suggests that all this does not necessarily
follow.

Relationship Between Teachers' Declared Attitudes and Their Classroom
Management Styles

The following comments are based on impressions gained during 500
hours of classroom observation conducted over two years on 50 teachers undergoing
further training for the Dip.RSA and 52 teachers undergoing initial
training on RSA Preparatory Certificate course. Cbservations were
restricted to general English classes attended by adult students at
elementary and intermediate levels whose declared purpose of learning
English was work-related and not directed towards examinations.
Observations indicated that the majority of students responded
enthusiastically to pair and group work involving student-student
interaction. The management of the institute in which both the
training courses and the English language classes took place had
expressed a firm commitment to interactive models of learning and,
although this commitment may have been based on varying interpretations
of the implications of such an approach, it can be stated that management
expected to see pair work, group work and interactive activities used
extensively during the teaching/learning process. The teachers who
were observed were free to determine the aims and objectives of their
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lessons and free in their choice of materials. They were, however,
encouraged to base their aims and objectives and selection of materials
on the needs of each group of learners.

The classroom observations tock place in what could be described
therefore as an almost ideal environment. The constraints caused by
the contradictory expectations of pressure groups were reduced because,
although certain pressure groups still remained (the teacher trainer, the
management, and the students), their expectations appeared to be in
harmony. In such an environment one might expect to see evidence of
the implementation of new approaches, involving changes in the teacher's
role and the relationship between teachers and learners together with
examples of 'genuine communicative interaction' (RSA: Autumn 1983).

At the very least, one would expect to see a reduction in teacher talk
and teacher domination of classroom interaction, together with an
increase in student~talk and student-student interaction.

The classroom observations suggested that those teachers who succeeded
in promoting pair and group work in their classrooms fell into four
broad categories which represent a cline on which the behaviour of
Category 1 teachers came closest to demonstrating 'participative'
management styles.

1 Those whose students participated in peer-to-peer exchanges
exercising choice over the forms and functions used and the purpose
and outcome of these exchanges;

2 those whose students participated in peer-to-peer exchanges
exercising choice over the forms and functions used and the purpose
of exchanges but were subject to teacher control over the outcome
of these exchanges;

3 those whose students participated in peer~to-peer exchanges,
exercising choice over the forms used but no choice over the
functions, the purpose or the outcome of these exchanges;

4 those whose students participated in peer~to-peer exchanges but
had not been allowed to exercise choice over either the forms and
functions used or the purpose or outcome of these exchanges.

Teachers who failed to promote pair and group work fell into two
broad categories (referred to as 5 and 6 for ease of reference):

5 those whose lesson plans and selection of materials indicated that
they had intended to promote pair and/or group work;

6 those whose lesson plans and selection of materials indicated that
they did not intend to promote pair or group work.

The observations also suggested that the six categories referred to
above showed some slight correspondence with reference to the six roles
described by Littlewood (1981) as the roles the teacher may need to
perform as a 'facilitator of learning'. Teachers in Category 1 above
appeared to perform all six roles, with the amount of classroom time
devoted to each role varying from lesson to lesson. These teachers
tended not to intervene after proceedings had been initiated allowing
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learners to operate independently of the teacher. The role to which
least time was devoted by teachers in Category 1 was the role described
by Littlewood as 'the familiar role of language instructor', who 'will
present new language, examine direct control over learner’'s performance,
evaluate and correct it'. By contrast, teachers in Category 6 performed
only one role, that of the 'language instructor'. Teacherg in Category 5
performed the role of language instructor less than those 1n‘Categger 6
and the use of this role appeared with decreasing frequency in
Categories 4, 3 and 2 respectively. While the use of the remaining five
roles described by Littlewood corresponded with Categories 2 to 5,

in the sense that a greater variety of roles was performed by teachers
in the second and third categories than by teachers in the fourth and
fifth categories; there was no correspondence between the frequency

of the occurrence of a particular role in any category, nor was it
possible to identify a category in which any one particular role
occurred consistently.

Two further points emerged from the comparison of the six categories
specified above and the six roles described by Littlewood. Firstly,
it had been anticipated, in accordance with Strevens' distinction
between the instructor/teacher progression that the 52 teachers under-
going initial training would tend to perform the role of the language
instructor only and could therefore be expected to fall into Category 6.
This did not, however, appear to be the case as the majority of these
teachers fell into Categories 3 and 4. Secondly a larger proportion
of the 50 post-experience group seemed to fall into Category 6. These
two observations seemed to suggest that length of experience and/or
training did not relate either to teachers' performance of the variety
of roles required of the 'facilitator of learning' or to the incidence
of 'genuine communicative interaction between learners'. (RSA: Autumn
1983).

Consideration was given to the possibility that the 102 teachers
observed over the two-year period could be categorised according to
their declared attitudes towards new approaches of the type which
involve changes in the teacher's traditional role. Teachers in
Categories 1 to 5 had all expressed a commitment to such approaches.
Teachers in Category 6 had exprssed either misgivings or total dis-
agreement with any concept which involved expanding the teacher's role
beyond that of the 'language instructor'. Informal discussion revealed
that teachers in this category considered student talk a waste of
valuable teaching time and seemed to perceive their role and responsibility
as requiring them to confine themselves strictly to the role of language
instructor. It appeared, therefore, that the attitudes expressed by
teachers in Category 6 were entirely consistent with their behaviour
in the classroom, whereas the attitudes expressed by teachers in
Category 5 were not consistent with their classroom behaviour. This
inconsistency could not be explained by the length of teaching experience
or training because similar proportions of the pre- and post-experience
groups fell into Category 5. One possible explanation of the inconsistency
was that teachers in Category 5 were responding to the expectations of
pressure groups when declaring their attitudes and were expressing
attitudes which they felt were expected of them, rather than expressing
their own beliefs. However, it seemed unlikely that all the teachers
in Category 5 had felt constrained to conceal their beliefs, particularly
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as teachers in Category 6 had apparently felt no such constraints.
Moreover, teachers were encouraged to question new approaches and also
advised against attempting to implement approaches with which they
disagreed. 1In addition, this explanation did not account for the
inconsistency between declared attitudes and classroom behaviour in
the remaining categories.

Another possible explanation lay in the teachers' own expectations
and behaviour as learners on training courses. During training, teachers
who were later identified as falling into Categories 5 and 6 had tended
to express preference for the straight lecture approach with lots of
content delivered with an air of authority. These teachers tended to
regard time spent on pair and group work or lecturer~trainee interaction
not only as a waste of time, but often as evidence of lack of
preparation or lack of knowledge on the part of the lecturers. On
the other hand, teachers who were later identified as falling into
Categories 1 and 2 tended to express preference for interactive approaches
and to consider that their future classroom behaviour should be influenced
as much by their own learning experiences and their reactions to these
experiences as by the statements of lecturers. These teachers also
tended to question statements offered by lecturers and sought to be
convinced of their validity rather than accepting 'declared truths'.
Teachers in Categories 3 and 4 tended to vary in their reaction to their
own learning experiences, to the extent that they could be described
as holding no clear views about their individual preferences.

It appeared that many of the 102 teachers observed declared
different, and sometimes conflicting, sets of attitudes towards the
role of the teacher. The set of attitudes declared seemed to depend
on whether they were considering the role of the teacher from their own
point of view as learners or their own point of view as teachers. This
raised the question as to which set of attitudes, if either, was
influencing their classroom behaviour as teachers. On the basis of the
observations it seemed likely that the classroom behaviour of the
majority reflected their declared attitudes as learners rather than
their declared attitudes as teachers.

All this suggested the need for a formal study to identify teachers'
underlying attitudes towards the role of the teacher in the classroom and
to establish whether there was any correlation between these attitudes
and their classroom behaviour as teachers. The initial stage of this
study took the form of a small-scale project which compared the teaching
styles of two teachers who were identified as having contrasting under-
lying attitudes towards the role of the teacher in the teaching/learning
process and classroom communication. The purpose of the project was to
establish whether there were any significant differences in the classroom
styles of the two teachers and whether the relationship between teachers'
attitudes and their teaching styles merited further study. The project
was conducted in three stages, the first identifying two teachers with
contrasting attitudes, the second describing their classroom behaviour
and the third analysing the findings and drawing conclusions.
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Tie Project: Teacher Attitudes and Teacher Styles

Sample

56 teachers were selected from a total of 120 practising

teachers on the staff of one English language teaching institution. All

120 teachers were native speakers of English.

The backgrounds of the

56 teachers were as follows: six of them were senior professional staff
receiving on-going professional training and lower-level management
training, six were receiving initial management training and on-going
professional training, 23 were preparing for the Dip.RSA and 21 were
preparing for the RSA Preparatory Certificate.

Description of attitudes

The attitudes of the 56 teachers were

categorised on the Transmission-Interpretation dimension devised by
Barnes and Schemilt (1974) in a study which was designed 'to find out
how teachers differed in their tacit assumptions about classroom

communication'.
assumptions which is quoted below:

The Transmission Teacher ....

1. believes knowledge to exist in
the form of public disciplines
which include content and the
criteria of performance;

2. values the learners'
performances in so far as
they conform to the criteria
of the discipline;

3. perceives the teacher's task
to be the evaluation and
correction of the learner's
performance, according to
criteria of which he is the
guardian;

4. perceives the learner as an
uninformed acolyte for whom
access to knowledge will be
difficult since he must
qualify himself through tests.

They offer a hypothetical re-construction of these

The Interpretation Teacher ....

believes knowledge to exist in
the knower's ability to organise
thought and action;

values the learners' commitment
to interpreting reality, so that
criteria arise as much from the
learners as from the teachers;

perceives the teacher's task to
be the setting up of a dialogue
in which the learner can re-shape
his knowledge through interaction
with others;

perceives the learner as already
possessing systematic and relevant
knowledge, and the means of
reshaping that knowledge.

The beliefs of the Transmission teacher with relation to the roles
of teachers and learners appeared to correspond quite closely with the
attitudes of the authoritarian manager towards the roles of managers and
subordinates, as described by MacGregor, whereas the beliefs of the
Interpretation teacher appeared to correspond more closely with the
attitudes of the 'participative' manager.

correspondence between the role of 'language instructor’®

There also seemed to be some
and the views

of the Transmission teacher whereas the beliefs of the Interpretation
teacher seemed to correspond more closely to the learner-centred approach

described by Morrison.

Identification of Attitudes

Teacher attitudes were identified

by a test which followed the pattern of the test devised by Young (1981)
to identify Transmission and Interpretation teachers amongst teachers

of literature.
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face validity for language teachers.5 It consisted of 40 items, of
which 30 were 'true' items and 10 items were 'filler' items. Of the
thirty 'true' items, nineteen were 'negative' elements (those with
which Interpretation teachers would tend to disagree) and eleven were
‘positive' items (those with which Interpretation teachers would tend
to agree). As in the Young test, respondents were asked to indicate
the extent of their agreement or disagreement on a scale from +3 (very
strong agreement) to -3 (very strong disagreement). Test scores were
interpreted according to Young's criteria, with Transmission and
Interpretation teachers being identified as those who fell into
extreme sub~groups on the dimension Transmission versus Interpretation.
Out of 56 teachers, one Interpretation teacher and twelve Transmission
teachers were identified. Of the twelve Transmission teachers, six
were from the same training group as the only Interpretation teacher
identified and, of these six, the teacher with the most extreme
Transmission views was selected as the Transmission teacher for
observation. Comparison of the backgrounds of the two teachers
revealed that prior to becoming teachers they had both undergone
similar training and work experiences.

Collection of data  Data consisted of transcripts of two one-
hour lessons, one given by each teacher, together with videc and audio
recordings of each lesson. Both teachers were teaching one of their
regular classes at lower Intermediate level and in both cases the
students were adults in the age range 18 - 35 years, whose declared
purposes for learning English were work-related. The tape data were
supplemented with notes made by a non-participant observer. Video
recordings were made with two fixed cameras linked to multi~directional
microphones suspended, above head height, from the ceiling. The two
video cameras were fixed to the walls, above head height, and positioned
so that, between them, they captured most of the classroom. &Audio
recordings were made on five audio cassette recorders placed amongst
the students. These, together with the sound tracks from the video
recordings, yielded a total of 7 audio recordings.

Video recordings were used to capture non-verbal activity in real
time, such as eye contact and gesture, which can often supply details
of interaction taking place during silent periods on audio recordings.
The five audio recordings were made for the purpose of recording the
responses of students who spoke quietly in teacher-student interaction
and also to record student-student interaction in pair and group work
in order to allow description of classroom behaviour in terms of the
degree and type of learner-learner interaction taking place. All
recording equipment was switched on before the lessons began and both
audioc and video cassettes had the capacity to record for one hour
without adjustment.

Method used to describe data  The method used for the description
of data relied heavily on the Sinclair-Coulthard model (1974), extended
by some of the modifications introduced by Willis (1981) and further
extended to include some of my own modifications, designed to adapt
the capacity of the descriptive apparatus to handle the type of
interaction predicted as likely to occur in classrooms in which a
'participative’' management style is adopted.
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At this stage my primary interest was in the behaviour of the
teachers and my attention was focussed on the extent to which the
teacher retained, or abdicated, the traditional teacher role of
dominant participant in classroom interaction. I was therefore
interested in describing the extent to which the teacher initiated
and terminated topics, determined the nature, purpose, timing,
introduction and change of activities, took responsibility for the
monitoring, evaluation and correction of learner performance and
responses and acted as the purveyor of knowledge. The extent to
which learners performed these roles, or attempted to perform them,
was of secondary significance at this stage as I was more concerned
with the extent to which teachers were prepared to abdicate these roles
and with the strategies used by teachers to do this.

The Sinclair-Coulthard model for the description of classroom
discourse offered an apparatus which was designed to describe teacher-
learner interaction in the traditional classroom, a type of interaction
which is overtly rule~governed with participants' roles remaining
relatively fixed. The model offers an apparatus for the description
of discourse in the traditional classrooms in which teachers, as
'dominant' participants, usually initiate and follow up while learners’
contributions to the discourse frequently involve responses. The
guestion—-answer technique employed by teachers offers an example of
this. Very often, teachers already know the answers to the questions
they ask learners, and the learners are aware of this. Therefore when
learners supply an answer they expect some sort of evaluation to follow.
When teachers operate as dominant participants, supplying evaluative
comments, the resulting discourse differs significantly from the
discourse of desultory conversation in two ways.

The first point of contrast refers to teacher-learner interaction.
When teachers ask questions to which they already know the answers, they
are reinforcing the role of dominant participant by exercising their
'right' to demand a response which entails a performance. When teachers
comment on the quality of the resulting performance, rather than on
the message contained in the response, they are treating the response
as a performance and again demonstrating the role of a dominant
participant who is the guardian of knowledge, responsible for the
evaluation of learrer performance and progress.

The second point of difference relates to teacher control over
learner—Ilearner interaction. Learner~learner interaction can be
defined as falling into two broad categories, the first involving
'quasi-interaction' and the second'genuine interaction' (Willis 1981).
In the case of 'guasi-interactive' exchanges, learners are involved
in learner-learner exchanges in which the purpose of the exchange is
to demonstrate that learners can reproduce or select language which is
appropriate to context or to a prompt or a preceding move which has
been provided by the teacher. An example of this would be the type of
'role-play' provided in many current coursebooks in which the learner
is provided with a series of cues such as GREET: ACKNOWLEDGE : ENQUIRE
AFTER HEALTH: RESPOND. This type of learner-learner interaction allows
the teacher to supply follow up moves at any time. These follow up
moves may take the form of evaluative comment or merely consist of
encouragement to continue, not necessarily involving the teacher in
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the learner-learner interaction. Teachers frequently move away and
begin to make comments on another conversation, a form of behaviour
which would be unacceptable if the teacher were viewed as an equal
participant. Teachers do sometimes 'join-in' learner-learner
interaction, often interrupting, to ask a learner to repeat something,
to correct learner performance or to impose a change of topic. Here
again the teacher is exercising the rights of a dominant participant
and demonstrating a form of behaviour which would be regarded as an
unacceptable intrusion into interaction amongst equal participants
unless accompanied by an explanation. Regardless of the role played
by the teacher, the type of learner-learner interaction described
above involves the use of language as an end in itself, that of a
performance designed to enable the teacher to evaluate student progress.
Interaction of this type cannot be described as 'genuinely interactive’
as it precludes the need for learners to select and negotiate personal
meanings, substantially reduces the need for learners to monitor or
inference and focuses learners' attention on the form of the message
rather than on the message itself.

Interactive approaches to learning seem to require learner-learner
interaction which goes beyond the example quoted above. The type of
learner-learner interaction required by interactive approaches involves
learners as equal participants in discourse with equal rights to
initiate and follow up and also equal rights to withhold a response by
offering a new initiation, involving a change of topic instead of the
prospected response. Learner-learner interaction of this sort is more
likely to be 'genuinely interactive', as participants will be involved
in the selection and negotiation of personal meanings, in monitoring
and inferencing and in making decisions about the existence and repair
of communication breakdown, all of which can only occur if their
attention is focussed on the message rather than on the form in which
the message is expressed. This type of learner-learner interaction
may be the result of teacher stimulation but will be free from teacher-
imposed constraints on form or content. Such exchanges might, for
example, be devoted to a discussion of the strategies learners plan to
employ to solve a problem or complete a task. If teachers are to create
an environment in which learners can participate in learner-learner
interaction as equal participants it may be necessary that teachers
withdraw from any form of participation in learner-learner interaction
on the grounds that their acknowledged role as dominant participants
in the classroom precludes them from operating as equal participants
in interaction with learners.

A 'participative', learner-centred approach to the management of
classroom learning suggests, however, that teachers will also have to
abandon the role of dominant participant in classroom discourse for
at least a proportion of classroom time. The teacher is, after all,
usually the best available model of the language being learned and it
seems desirable that learners should have some opportunity to operate
as equal participants in interaction with such a model. If this is
to occur then teacher involvement in learner-learner interaction would
be more likely to take the form of initiation such as 'Can I help you?'
or responses to learner invitations requesting help such as 'What's
the problem?' or inviting the teacher to offer an opinion or act as
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referee over a disagreement. In such situations the teacher has to
make a choice, deciding whether to operate as an equal participant or

a dominant participant. The former choice may be less easy to implement
because learners tend to accord the teacher the role of dominant
participant and may resist the teacher's attempt to play the role of

an equal participant.

The role of the teacher as dominant participant in classroom
interaction is reflected in the Sinclair-Coulthard model by the
difference in the specifications of structure for teacher-initiated
and learner-initiated elicitations. Thus teacher elicitations have
the structure Initiation - Response - Follow Up whereas learner-
elicitations have the structure~—Initiation Response—with no follow
up. This specification of structures is adequate for the description
of a traditional classroom in which the teacher performs the role of
language instructor, employing an authoritarian management style.
Willis (1981) however, found that, even when the teacher retained the
role of language instructor in the less formal classrooms of adult
learners, these specifications of structure needed modification.

Willis proposed the structure: Initiation-Response, with an
optional Follow-up, for both Teacher Elicit and Student Elicit
Exchanges and specified that the Follow-up Move is not necessarily
evaluative. Willis' data, collected in 'informal' classrooms,
reflects a classroom in which the teacher retains the role of language
instructor but adopts a'benevolent authoritarian' and sometimes
'consultative' management style. While her own data offers some
examples of teacher-learner interaction in which learners exercise the
rights of equal participants, Willis points out that the teacher still
tends to retain the role of dominant participant and that examples
of learners operating as equal participants occur more freguently in
learner-learner interaction.

As the 'participative' approach to classroom management implies
the need for learners to operate as equal participants, in both learner-
learner interaction, and teacher-learner interaction, a number of
modifications were made to both the Sinclair~Coulthard and willis'
models to allow both situations to be coded, particularly in terms of
the extent to which the teacher retained or abdicated the role of
dominant participant. Thus the coding system could cope with cases
where either teacher or student operated as dominant participants.
These modifications and the discussions which followed are described
in more detail in Falvey (1983).

Provision was also made to facilitate description of the extent
to which teachers exercised control over learner-learner interaction
by extending Willis' Exchange Type TEACHER DIRECT: VERBAL ACTIVITY to
include two sub-classes, CLOSED and OPEN. The former follows Willis'
specifications for the Exchange Type, TEACHER DIRECT: VERBAL ACTIVITY,
the latter being designed to describe learner-learner interaction
following a teacher instruction which sets a task or a problem to be
dealt with by learners but in which the subsequent learner-learner
exchanges are completely free of constraint on form or content. In
other words the subsequent exchanges involve the use of language as
a means to an end rather than an end in itself. Such exchanges
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might, for example, be devoted to a discussion of the strategies the
learners will use to solye the problem or complete the task or may be
devoted to a more common feature of classroom behaviour, an illicit
discussion which attempts to sort out precisely what the teacher
requires of the learners.

Findings A comparison of the analysis of each lesson showed
significant differences in the classroom styles of the two teachers
and also in the length and type of teacher-learner and learner-learner
interaction which tock place during their lessons. The findings
indicate that certain aspects of the two teachers' differing behaviour
may be linked with their positions on the Transmission - Interpretation
dimension. The major differences are summarised below.

There was a marked contrast in the time devoted to teacher-learner
and learner~learner interaction. Learner-learner interaction occupied
42 minutes out of 60 minutes in the Interpretation teacher's lesson,
by comparison with 13% minutes out of 60 minutes in the Transmission
teacher's lesson. Of the remaining 18 minutes in the Interpretation
teacher's lesson 14% minutes (less than a quarter of the lesson time)
were devoted to teacher-learner interaction whereas, in the Transmission
teacher's lesson, 36 minutes (more than half the lesson time) of the
remaining 46% minutes were devoted to teacher-learner interaction.
Analysis of the structure and type of exchanges in teacher-learner
interaction also revealed significant contrasts.

Teacher-learner interaction: The analysis showed that, in the
Transmission teacher's lesson, 211 out of the 216 teacher-learner
exchanges were initiated by the teacher, with learners initiating a
total of 5 exchanges (2.3% of the total). In the Interpretation
teacher's lesson the teacher initiated 110 exchanges out of a total
of 123 exchanges, with learners initiating a total of 13 exchanges
(10.5% of the total). B2Analysis of the teacher-initiated exchanges
revealed a significant contrast between the two teachers in that they
appeared to favour different Exchange Types. The descriptive apparatus
used offers three Exchange Types in which a teacher-initiation
prospects a learner response in the form of a verbal contribution.

Two of these prospect responses are described as genuinely interactive
- TEACHER ELICIT OPEN and TEACHER ELICIT CHECK. The third Exchange
Type (TEACHER™DIRECT VERBAL) prospects a learner response in which

the form, length and content of the response are prospected by the
teacher-initiation. In figure one below these Exchange Types are
presented in an order which reflects teacher control over learner
response. The Exchange Type which exercises most control is presented
first.

EXCHANGE TYPE TRANSMISSION INTERPRETATION
TEACHER TEACHER
TEACHER DIRECT VERBAL 41 11
TEACHER ELICIT CHECK 22 2
TEACHER ELICIT OPEN 19 40

Figure 1l: Teacher gentrol over learner response
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Of the 11 exchanges of the type TEACHER DIRECT VERBAL which
occurred during the Interpretation teacher's lesson, all but one
initiated a choral response and the teacher-initiation frequently
took the form of a model to be repeated by the students. The eleven
exchanges occurred in an almost unbroken sequence. This type of
teacher-learner, or teacher-clasg interaction— choral drilling-— did not
occur at all in the Transmission teacher's lesson, in which exchanges
of the type TEACHER DIRECT VERBAL prospected response by one learner
only. Although the two teachers initiated almost exactly the same
number of Exchanges of the type TEACHER ELICIT, which have been described
as 'genuinely interactive', the Transmission Teacher initiated 22 of the latter
type which prospect a short learner response whereas the Interpretation
teacher initiated only 2 of this type, but initiated 40 exchanges
TEACHER ELICIT OPEN by contrast with 19 in the Transmission teacher's
lesson of the ELICIT Exchanges initiated by learners, two in each lesson,
were all of the sub-class CHECK.

Another Exchange Type which highlights a marked contrast in teacher-
learner interaction in the two lessons is the Exchange Type: TEACHER
DIRECT. This Exchange Type prospects a non-verbal response from learners
such as closing books, turning to a particular page, organising
themselves into groups or looking at the blackboard. The Transmission
teacher initiated 31 Exchanges of this type by comparison with 6 initiated
by the Interpretation teacher. This contrast is particularly significant
in view of the fact that all Exchanges discussed so far are FREE
Exchanges and do not therefore include Exchanges designed to re~initiate
a previous Exchange which has failed to produce the prospected response,
or to extend an initiation to prospect a response from other learners
after the prospected response has been supplied by one learner. 1In
other words, each incidence of the Exchange Type, TEACHER DIRECT itemised
above represents an initial attempt to prospect a non-verbal response
and does not include repetitions of that attempt. The descriptive
apparatus categorises such repetitions as BOUND Exchanges.

The one remaining FREE Exchange Type involving teacher-learner
interaction is the Exchange Type, INFORM which, in the modified version
of the descriptive apparatus, has the structure: Initiation with no
Response but an optional Follow-up. The Transmission teacher initiated
8 Exchanges of the type TEACHER INFORM and the Interpretation teacher
initiated 4 Exchanges of this type. By contrast, in the Transmission
teacher's lesson, learners initiated 3 exchanges of the type STUDENT
INFORM while in the Interpretation teacher's lesson there were 7
exchanges of the type STUDENT INFORM.

Learner-learner interaction: There was also a marked contrast in
the types of learner-learner interaction stimulated by each teacher.
This was revealed by a comparison of the analysis of the types of
instruction given by each teacher when promoting learner-learnexr
interaction. The comparison made here refers to the initial attempt
to promote learner-learner interaction and does not refer to repair
strategies involving the repetition or rephrasing of the teacher's
initial instruction which would be categorised as Bound Exchanges.
The Transmission teacher gave a total of four instructions designed
to gromote learner-learner interaction, one of which TEACHER DIRECT
VERBAL EXCHANGE involved leacners in a single Exchange consisting of
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an initiation and a response. The other three (TEACHER DIRECT : VERRAL
ACTIVITY :CLOSED ) involved learners in a series of Exchanges but gave
them no choice over the form, content, purpose or outcome of the
Exchanges. Two, for example, involved the reading aloud of a dialogue.
The Interpretation teacher issued more instructions designed to

promote learner-learner interaction, a total of seven. All prospected
a series of Exchanges rather than a single Exchange. Of the seven,

one Exchange was of the type TEACHER DIRECT: VERBAL ACTIVITY CLOSED
which directed learners to play a game which involved trying to find
out each other's jobs. The rules of the game imposed a restriction

on the forms which could be used, in the sense that participants could
refuse to answer a question which asked for anything other than a

YES or NO answer. The remaining six Exchanges were of the type TEACHER
DIRECT: VERBAL ACTIVITY OPEN which left the learners free to select

the form,content,and outcome of the exchanges although in some cases
the purpose of the Exchange had been determined by the teacher.
Examples of the instructions given by the Interpretation teacher include
‘Talk together and try to work out the meanings of the words', 'Think
about the job and discuss what gualifications might be needed'.

Structure and Organisation of Lessons: In the Sinclair-Coulthard
model this aspect of classroom discourse is described largely by an
Exchange Type defined as a Boundary Exchange. These Exchanges differ
from the Exchange Types discussed so far in this paper. All Exchanges
mentioned so far have been Teaching Exchanges which fall into two
categories: Bound Exchanges and Free Exchanges. Sinclair and Coulthard
(1975:49) distinguish between Boundary and Teaching Exchanges as follows:
'The function of a Boundary Exchange is, as the name suggests, to
signal the beginning or end of what the teacher considers to be a
stage in the lesson; Teaching Exchanges are the individual steps by
which the lesson progresses'. In classrooms someone has to take
responsibility for signalling the beginning or the end of stages in
a lesson and this responsibility is more frequently accorded to the
teacher than to the learner, Interactive approaches to learning do
not necessarily imply that this role should be taken over by learners.
'Participative' approaches to the management of classrcom learning also
seem to imply that someone has to take responsibility for 'chairing'
class discussions although this responsibility may be rotated and the
extent to which the chairperson may act as dominant participant may
be curtailed by mutually agreed rules.

With the exception of two instances in the Interpretation teacher's
lesson, both teachers initiated the Boundary Exchanges which occurred
during the two lessons. There were 23 Boundary Exchanges in the
Transmission teacher's lesson, and 18 in the Interpretation teacher's
lesson demonstrating very little  contrast between the two. This in
itself is interesting as, given the higher incidence of teacher-
initiated exchanges in the Transmission teacher's lesson (216) one
would have expected a corresponding incidence of Boundary Exchanges
enabling the teacher to organise and set the stages of a lesson in
which there was far more teacher-learner interaction than learner-
learner interaction. The contrast in the structure of the Boundary
Exchanges in each lesson offers a possible explanation of this however.
The Interpretation teacher used Boundary Exchanges to signal a change
in activity and also to reveal the organisation of the lesson by

-~ 35 -~



commenting on the nature and organisation of the discourse. The
Transmission teacher used Boundary Exchanges to signal a change of
activity only. 1In this teacher's lesson Boundary Exchanges were
frequently followed by Teaching Exchange types: TEACHER DIRECT, used to
initiate non-verbal activity, TEACHER DIRECT VERBAL or TEACHER DIRECT
VERBAL EXCHANGE. The Transmission teacher made little use of the
second element of structure in Boundary Exchanges which is used to
refer to the nature of preceding or prospected discourse.

Another area of contrast between the two lessons is revealed by
the different ways in which the two teachers use Bound Exchanges. The
Transmission Teacher's use of Bound Exchanges reflected the role of
dominant participant. In this lesson Bound Exchanges were used to
elicit correction of a preceding learner response or, following learner
responses or follow-up moves, to re-establish the initiating more of
the preceding exchange. This in effect meant that many learner
responses were treated as though they never occurred. By contrast the
Interpretation teacher used Bound Exchanges either to indicate interest
in the preceding learner response or to ensure the continued involvement
of the learner in the interaction, a type of behaviour which resembles
the behaviour of a peer rather than a dominant participant.

Discussion

The project just described set out to establish whether there
were any significant differences in the classroom styles of two teachers
who had been identified as holding Transmission and Interpretation views
in order to determine whether the relationship between teachers’
attitudes and their teaching styles merited further study. The
findings revealed significant differences in the classroom styles
of the two teachers, particularly in their exercise of the roles of
peer or dominant participants in teacher-learner interaction and also
in the extent to which they encouraged or allowed 'genuine interaction'
in both teacher-learner and learner-learner interaction. Many of these
differences can be linked to their positions on the Transmission-
Interpretation dimension.

With reference to the overall structure of the two lessons, for
example, the use of Boundary Exchanges reflects a difference in the
teachers' perceptions of the role of learners in the learning process.
The Interpretation teacher uses Boundary Exchanges to share the teacher's
view of the discourse with the learners so that they understand the
path the discourse is taking and are given access to the teacher's
purpose in each stage of the discourse. The Transmission teacher uses
Boundary Exchanges to draw learners' attention to the next task, in
particular the organisation of the task or the performance required of
the student, using the Boundary Exchange to ensure completion of the
task rather than to enable learners to understand the purpose of the
task.

Attitudes towards the role of content in the learning process
are also reflected in the overall structure of each lesson. A
comparison of the early stages of each lesson provides an example of
this. The Interpretation teacher begins by focussing on the general
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topic of the lesson and proceeds with a series of TEACHER ELICIT OPEN
Exchanges, which elicit both information and perspectives from the
students. The topic is then developed from the students' contributions
when the teacher follows a Boundary Exchange with an INFORM Exchange
which introduces new information on the topic but constantly relates
this information to the students’ contributions. On the other hand the
Transmission teacher begins the lesson by citing a language item almost
immediately, seeking a 'correct' interpretation and proceeds, mainly
with TEACHER ELICIT CHECK and Bound Exchanges until finally, having
rejected student answers, the teacher gives a detailed explanation in
two INFORM Exchanges, the second of which essentially repeats the
content of the first, in neither of which is any reference made to
student contributions. The next stage of this lesson involves a change
in topic and leads to the study of a text with attention again being
paid to 'correct' interpretation. By contrast the INFORM exchange in
the Interpretation teacher's lesson is followed by the setting of a
task which involves students in the exploration of a text and in student-
student exchange of ideas.

The features of the overall structure of each lesson together with
the ratio of teacher talking time and student talking time in each lesson,
indicate the Transmission teacher's concern with content and knowledge
to be 'taught' as opposed to the Interpretation teacher's concern
with the learners' existing knowledge of the world and content and the
need for learners to match new information against previous knowledge.
The examples given above also seem to reflect differing wiews of the
teachers'® role. The Transmission teacher seems to 'perceive the
teacher's task to be the evaluation and correction of the learner's
performance, according to criteria of which the teacher is the guardian
and to perceive the learner as an uninformed acolyte for whom access
to knowledge will be difficult since he must qualify himself through
tests of appropriate performance' whereas the Interpretation teacher
seems to 'perceive the teacher's task to be the setting up of a dialogue
in which the learner can reshape his knowledge through interaction with
others and to perceive the learner as already possessing systematic
and relevant knowledge, and the means of reshaping that knowledge'’
(Barnes 1976).

The teachers' selection of certain Exchange Types seems to
emphasise the difference in attitude towards the role of content in
the learning process. The Transmission teacher makes more use of the
Exchange Type TEACHER ELICIT CHECK than OPEN, using the CHECK to
confirm that students are paying attention or to elicit answers to
content or usage questions ('fact or habit?'). This teacher uses
TEACHER ELICIT OPEN Exchanges mainly to elicit comment on content or
usage and treats the propositional content of the Responding Move as
having no interactive wvalue in itself. The Initiating Moves in the
Transmission teacher's ELICIT OPEN Exchanges usually prospect the
content of the Response although leaving the form and length of the
response to the learner. Throughout the TEACHER ELICIT Exchanges, both
OPEN and CLOSED, there is a focus on content and usage and on evaluation
of learner performance. This relates to a Transmission view of learning
which 'believes knowledge to exist in the form of public disciplines
which include content and criteria of performance and values learner
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performances in so far as they conform to the criterion of the
discipline' (Barnes 1976).

An Interpretation view which 'believes knowledge to exist in the
knower's ability to organise thought and action and values the learner's
commitment to interpreting reality, so that criteria arise as much from
the learner as from the teacher' (Barnes 1976) is more evident in the
Interpretation teacher's selection and use of TEACHER ELICIT OPEN and
CLOSED Exchanges. This teacher uses the Initiating Move in ELICIT
OPEN Exchanges to elicit new content or information from the students,
prospecting Responding Moves in which the propositional content has
interactive value and the teacher's Follow-up Moves are usually a
response to the prepositional content of the Responding Moves.
Initiating Moves also elicit student opinion or attitudes and the
Follow-up Moves in such Exchanges comment on or evaluate the Responding
Move as a contribution to the interaction rather than as answers to
be evaluated as right or wrong. Follow-up Moves resemble those of a
peer-participant in that although the teacher evaluates the propositional
content of the Responding Move, the teacher also signals that the
teacher values the Responding Move both as a contribution to the
interaction and as a contribution towards the topic under discussion.
The very limited use of the Exchange type: TEACHER ELICIT CHECK is
restricted to details of classroom organisation (for example, 'Can
you see the board?') and is therefore very different from that of
the Transmission teacher.

The findings show that there is a significant correspondence
between the attitudes of the two teachers towards communication and
learning and the discourse that takes place in their classrooms. In
the Transmission teacher's classroom the teacher retains the role of
dominant participant: interaction takes places mainly between the
teacher and individual learners and nearly all the interaction,
teacher-learner and learner-learner is quasi interactive. 1In the
Interpretation teacher's classroom the situation is almost the reverse.
The teacher frequently plays the role of peer participant: the bulk
of the interaction takes place between learners and nearly all the
interaction, teacher-learner and learner~learner is 'genuinely
interactive’'. These findings suggest that teachers' attitudes towards
communication and learning have a significant influence on their ability
to implement interactive learning processes and participative management
styles in the classroom.

The project findings reveal significant contrasts in the discourse
in two lessons and significant correspondence between the attitudes
and teaching styles of two teachers. At the same time the project
findings raise many questions. Whether or not a similar correspondence
can be established between the attitudes and teaching styles in a larger
sample of teachers is the subject of work currently in progress.

The project described here dealt exclusively with teachers who
are native speakers of English. Examination of the relationships
between the attitudes and classroom styles of teachers who are non-
native speakers of English is probably of more relevance in Hong Kong
where most English language teaching is done by non-native speakers.
Studies in this area would require the development of completely new
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attitudinal tests, to identify the range of attitudes towards
communication and learning which exist amongst non-native speakers in
this particular environment.6

Another area which requires in-depth study is learner-learner
interaction in foreign language classrooms. This point has already
been made by Low and Morrison (1980) who point out the need for a
descriptive apparatus which goes beyond 'simply categorizing pupil-
talk and teacher-talk’', 'provides a proper framework for examining
classrooms' and also ' a way of describing interactive monitoring and
inferencing in the context of small groups' The Sinclair-Coulthard
model which was originally published 'to promote the generalization
of the descriptive apparatus' offers a framework which has already
demonstrated its potential not only for the description of discourse
in a range of classrooms but also for the description of discourse
occurring between doctors and patients, in committee meetings, BBC
English language broadcasts, and in structured monlogue such as occurs
in formal lectures. Some aspects of these uses are described in
Coulthard and Montgomery (198l). My own attempts to use the modified
version of the Sinclair-Coulthard and Willis models for the analysis
of learner-learner interaction occurring in my own data suggest that
the application of the Sinclair/Coulthard descriptive apparatus for
'describing interactive monitoring and inferencing in the control of
small groups' merits further investigation.

The investigation of learner-learner interaction in foreign
language classrooms will provide information on the viability and
potential of interactive models of learning for the foreign language
learning process. If the findings provided support for the
implementation of interactive models of learning, a problem may still
remain, that of ensuring that teachers adopt interactive approaches.
Bell suggests this may necessitate effecting change in teachers'
attitudes. This in turn will require investigation into the influences
which produce teacher attitudes. &Analysis of trainer-trainee
interaction, trainer-trainee-group interaction and trainee-trainee
interaction on teacher education courses, in EFL and other subjects,
might provide some interesting insights here. Widdowson suggests that
the successful implementation of new approaches is dependent on a
teacher's grasp of the theoretical bases for such models (Widdowson
1983). While I agree that the degree of success will be dependent
on this sort of understanding, my own belief is that such understanding
will not guarantee that attempts are made to apply theory in the
classroom. A comparison of the approaches to learning employed by
lecturers and trainers with the approaches to learning employed
subsequently by their trainees in classrooms, together with a comparison
of the extent to which trainees are deemed 'to have understood
theoretical models' could contribute to discussion in this area.

Findings from educational studies suggest that little teacher
training succeeds in the achievement of objectives in the long-term in
spite of apparent success during teaching practice and probationary
periods. Lacey (1977) comments on the evidence of 'discontinuity
between training and the reality of teaching'. Those of us involved
in the training of teachers may have much to answer for. We need
to consider theoretical bases for our approaches to learning on
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training courses and also to decide whether our cbjectives on training
courses should be related to the achievement of performance in the
short term or learning strategies for implementation in the long term.
Given the many changes in approaches to language learning which have
been introduced in the last two or three decades, together with the
fact that further training often appears to the teacher to undermine
previous training, perhaps we should give serious thought to training
objectives which concentrate on the development of learning strategies
and the independence of trainees as opposed to their dependence on
trainers. For many of us this may involve questioning ourselves about
our own view of our roles as managers and our attitudes towards

the role of our trainees in the learning process - a process which
will be no easier for us than it is for teachers or commercial
managers who face a need to change their management styles.
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NOTES

Terms introduced by Likert and Likert 1976.

In spite of this similarity many teachers point out that foreign
language learners tend to arrive in the classroom with rather less
ability to use the foreign language than is true of native speakers
even in their early years and also that learners frequently have
little or no access to the foreign language, or the system under-—
lying it, apart from time spent in the classroom. They argue there-
fore that interactive models of learning cannot be implemented until
learners have a body of language to use for interacting and
participating. This view seems to embrace two assumptions. Firstly
that the implementation of interactive and 'participative' approaches
to foreign language learning demands the exclusive use of the foreign
language and precludes the use of the mother tongue, an assumption
which I question. The second assumption involves adherence to the
view that, in language learning, language is an end in itself, rather
than a means to an end, and that the teachingobjective is to teach
'language' rather than ‘'communication through language'. This view

is in direct conflict with the perceptions of the purposes of language

on which many current approaches are based.

See amongst others : Barnes, Britton and Rosen 1976; Barnes and Todd
1977; Delamont 1976; Morrison and McIntyre 1972, 1973; Open
University 1976.

See Royal Society of Arts Examinations Board Report on Examinations
in Sessions 1979-80, Part IX, page 2, point iv.

The test was designed for native speakers of English from Western
cultures and educational backgrounds. It would not therefore offer
a reliable tool for the identification of attitudes of non-native
speakers. It should also be noted that the test was designed to
identify teachers on the extremes of the dimension: Transmission
versus Interpretation and would not discriminate satisfactorily
within the extremes. Neither therefore would it provide a means
for measuring changes in attitude.

In view of the many and varied statements made about the existence
of traditional and hierarchical attitudes, Rotter's work on
‘Generalised Expectancies for Internal versus External Control of
Reinforcement', together with Redding and Ng's work on 'group and
individual face' may be of relevance in establishing the range of
attitudes which do, in fact, exist.
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COCPERATING WITH THE LEARNER: A PRELIMINARY REPORT ON
RESEARCHING LEARNERS' PROBLEMS WITH PROCESSING TEXT

John D. Hunt
Department of Languages
Hong Kong Polytechnic

In this report I would like *o give the background to the
continuing research at the Polytechnic into how learners approach the
processing of written English texts and their problems and strategies
for learning their subject disciplines through the medium of English.
This sort of applied linguistic research has itself many problems
and inherent difficulties in the techniques for gathering data and in
consequence part of this paper will investigate the nature of the
research process and the type of data collected as well as the role
of the researcher and subject to the extent that these considerations
have influenced the directions that the work has taken so far.

Background

I should like to begin with a brief outline of how the Department
of Languages at the Polytechnic came to identifying the area that it
felt was important to research into and that would give the
most informative data for development of its courses. The primary
influences that have affected research into language teaching and
learning have been the shift of recent thinking towards a criterion
for establishing an acceptable analysis of learners' needs and the
consequent re-appraisal of the role of the language teacher, in
particular the language teacher who is working in the area of language
for special purposes or language for academic study. With the advent
of degree programmes at the Polytechnic it became necessary for an
analysis of the role played by the Department of Languages within the
framework of undergraduate courses run by the various Engineering
departments. What contribution could the Department of Languages
make and what should it be able to make? For a variety of reasons
the accepted role of a servicing department, i.e. that of providing
English language back-up for learners of other disciplines, with EAP Or
EAP tailored courses, became less acceptable especially in the light of
discussions with parent department staff on the type of learner they
would be considering for degree awards. A survey of academic staff
on their understanding of what constituted a 'good' student resulted
in a consensus that the ideal Polytechnic undergraduate would show
initative in his learning experience and be able to contribute much
to his own education. Creativity, critical awareness and self-aware-
ness were factors which staff felt their learners would benefit from.

For the language teacher, then, learners' needs started from a
criterion of learner type rather than from the linguistic or
communicative needs of the course that he was following . As
Widdowson (1982) has put it, the distinction is between goal-oriented
and a process-oriented approach to the definition of needs. BAnd as
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Douglas et al (1981) point out, the distinction has to be further made
between the description of what a non-native English speaking student
has to do and what types of mastery he needs in order to do it. AsS
teachers (and testers) Douglas suggests that, for success in learning,
we should be concentrating on the language-based abilities necessary
for the student 'to go on and learn in his chosen field'.

The implications of this for the language teacher and researcher
are far-reaching. Rather than teaching the language per se, or even
teaching how to communicate in the language, the role of the teacher
has become that of creating an environment in which students can learn
how to learn their subject disciplines through the medium of English.
The focus of interest is more 'to make the learner autonomous, so that
he can define his objectives... and can evaluate and adjust his progress'
(Riley 1976). This emphasis on the learning process and the learners’
‘control over their own thinking and learning' (Gagne 1980) and the use
of cognitive strategy to place 'a construction upon incoming sensory
data... within a framework that can be assimilated' (Sherman and
Kulhavey 1980) has shown the direction that applied linguistic research
might take and thus enable us to get a closer understanding of how the
learner operates in his world and 'interacts with the mind-pool of human
culture' (Harri-Augstein 1981).

4 Search For Focus

Given these theoretical considerations, what practical direction
could or should the teaching of 'English' take in order to provide
for the learning needs of the Polytechnic undergraduate? In many ways
the development towards helping learners with their studies in English
at tertiary level has been made in the various perspectives of the
'study skills' programmes (Gibbs 1976, Widdowson 1975, Candlin et al
1978 for example). But, as Hounsell (1979) suggests, a study skills
approach seen as 'a collection of identifiable skills... emphasising
means or techniques' does not go far enough and should not be confused
with learning to learn which is 'an intensely personal activity charac-
terized by a search for meaning and understanding... emphasising the
awareness of purpose (with) process inseparable from the individual'.
The problem of directions for language teaching revolves around the
theoretical input from studies in learning and the professional sphere
in which the language teacher operates. Learning is vastly complex,
and successful learning requires the consideration of at least a learner's
motivation, teaching styles, relationships between learner and teaching
staff, as well as the socio-economic position of the learner. Looking
at the situation from a Polytechnic perspective the language teacher
has a limited involvement in the learning process but an involvement at
a point where the learner is interacting with his environment at a
fairly intense level. Much of the Polytechnic learner's
academic activity focuses on the processing of linguistic messages
coming at him through written texts. The potential and importance of
this area of the learning experience has been identified, among others,
by Manango. If, as she says (Manango et al 1982), 'text processing is
taken as the construction of meaning through the interaction of the
reader and text, then it follows that reading is a complex cognitive
activity requiring the development and use of many skills beyond simple
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word-recognition skills. In order to gain meaning from print the reader
must bring a vast store of knowledge of language and world to the
reading task. He must utilize a set of problem-solving activities to
regulate and co-ordinate comprehension processes, to employ relevant
previous knowledge in constructing meaning from text incorporating new
information into appropriate knowledge structures'. Sajavaara (1981),
similarly, in his message processing model for language learning, notes
that 'perception and recognition of new information takes place in
reference to previous knowledge'. Brown (1981) also identifies the
importance of teaching the learner to learn from texts emphasising that
the learner should be able 'to tie in information into his previous
knowledge and activate appropriate schemata... seeking relationships

and analogies'. The key to successful learning from texts depends on
how easily a learner is able to adapt incoming stimuli to what he already
knows and has assimilated. Saljo (1981) categorizes this adaptablity

in learners into deep processing or surface processing, namely into
'those who memorize and reproduce, and those who focus on comprehending
the main ideas and principles and in general (have) a more reflective
attitude towards the learning material'. Babbs and Moe (1983) refer

to these types as the one 'who re-reads purposefully, raises questions...
and uses reading as a tool for learning' and the other 'who has little
or no awareness of the occasional lack of understanding... (and) has

not learned to use reading as a tool for learning (or pleasure)'.

The key, as Babbs and Moe suggest, 1s metacogniticn and the ability to
monitor one's own cognition or 'thinking about thinking'.

The direction that the Department of Languages should take in identi-
fying which aspect of the Polytechnic learner's learning needs will
provide the richest potential for his development becomes clearer. To
best serve parent departments in their efforts to produce successful
learners an investigation into how learners cope with and assimilate
information from written texts should be carried out. Problems may
then be identified and categorized, levels of processing and problem-
solving strategies may be identified which could provide a basis for
the design of curricula which would be more adaptable to individuals or
groups of learners who face particular text-processing barriers. The
assumption is that such text-processing problems will derive not so
much from the grammatical dependencies of the surface forms of the texts
as from the 'lack of mutual access and relevance within a configuration
of concepts and relations (of the textual world)' (Beaugrande 1980).

If metacognition is indeed the key, then investigations in this area
will also have considerable relevance to methodology in the form of
consciousness-raising techniques designed to induce the learner to be
more aware of his own learning potential.

Methods

With a theoretical framework reasonably established to justify a
research focus, there remains 'only' the practical problems of the
research process itself, which in the main can be summarized as the
tension between what is traditionally accepted as 'scientific' research
methodology on the one hand and the nature of the information required
in the social sciences on the other.
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The hypothetico-deductive method of setting up a theory based on
general observation and testing it against experience to provide
quantitative data which can be analysed objectively, may not yield the
wealth of information available from more qualitative data provided
by the humanistic dimension in research as is emphasised in interpretivist
sociology and ethnomethodology. Cavalcanti (1982) argues that 'in
dealing with human beings, a subjective interpretation of data, sometimes
dismissed as non-scientific, seems (to me) able to provide a humanistic
dimension to the accuracy exhibited by figures'. Rockhill (1982) goes
further and refers to her 'fundamentally altered assumptions about
research, ways of inquiring and reporting'. The qualitative perspective
opens up the possibility of a new line of inquiry with the 'search into
unasked questions which may lead into deeper insights (into the phenomenon
of participation)'. The purpose of qualitative research perspectives,
says Rockhill, is to understand, explain and specify when meaning is
the product of social interaction, truth is relative and subjective
methods are inductive.

Complying with such principles of humanistic psychology, the choice
of methodology in any research into learning processes and problems,
it seems to me, must identify the subject of the investigation as an
active participant in the research process itself. Researcher and
subject must be able to collaborate so that encounters between the two
can provide a creative basis for understanding and interpretation.

So far I hope that I have adequately, though briefly, outlined the
major themes that have influenced the directions taken in the Polytechnic
research programme into how best to utilise the human resources available
to provide curricula and methodology for undergraduate level English
courses. The broad aims are to investigate learner problems and strategies
specifically related to the processing of written texts. Methodological
decisions have been influenced by the qualitative perspective to research
data, based on aspects of hermeneutics and phencmenology which allows
the researcher 'to get into the defining process of the participant'.
(Rockhill 1983 ) what follows is a report on the difficulties I have
experienced with the practicality of designing a research project and
of collecting data that are based on the theoretical constructs above,
and that follow the principles that I have decided will control my
investigations.

Collecting Data

Techniques for gathering data in applied linguistic research that
can be viewed from the qualitative perspective and which involves the
researcher and the subject in a cooperative effort have been borrowed
from established techniques in psychology and problem-solving theory
and come under the broad category of introspection. The classification
of these techniques into what Cavalcanti (1982 ) suggests falls into
the broad continuum of self-observation (or introspection proper),
self-reports and thinking aloud has been a major area of discussion insofar
as these techniques have been used in investigations into learning in
general and language learning in particular. (See for example Hosenfeld
1977; Cohen 1978; 1980, and 1983, and in general the work continuing in
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CUNY and SUNY, Buffalo). Cohen (1983) includes 'stream of consciousness'
type of disclosure of thought processes, involving both introspection
and retrospection (self-observation immediately after the event or
while the information is still in the short-term memory). Mann (1982)
categorizes the available techniques as thinking aloud, introspection
and retrospection. For Mann, thinking aloud involves externalising

the contents of the mind while engaging in a particular activity as

in the problem-solving work already done. Introspection involves the
observation and reporting of the workings of the mind and the processes
in operation, whereas retrospection involves reporting how a particular
task was done after the event, which demands that the subject 'infers
his own mental processes or strategies from memory'.

In the course of my own studies, selection of data collection
techniques had to take into account the various demands made on the
subject by introspection and retrospection activities as outlined by
Mann. The cognitive demands of memory load, and the capacity of the
short-term memory would seem to reguire additional effort on the part
of a subject which may distort data by asking him to perform several
unfamiliar tasks, simultaneously, at the conscious level. This distortion
would be aggravated by the lack of English fluency in Polytechnic
learners - particularly as metacognition plays such a vital role in
inferring processes from observation.

For this reason I decided to attempt retrospection rather than
introspection. However, as Polytechnic learners may not be practised
in monitoring their processes during reading (cf. Babbs and Moe 1983,
on reading types) I decided that some form of focus on problems en-
countered was necessary during the reading stage of the experiments,
in order to provide a basis for retrospections later.

Design

Ideally, research data should provide a balance between gualitative
and quantitative information. In my case I felt that the conceivable
wealth of subjective information should somehow be balanced, moderated
and indexed to some measure of a more objective kind. I was looking
for data that could be elicited and referenced to a controllable model
of text processing which would help in analysing and classifying the
data that came from the more qualitative direction. Beaugrande and
Dressler (198l) provide a complex model for the analysis of texts based
on their procedural approach to text linguistics and their notions of
the standards of textuality. Free recall of written texts formed one
of their procedures for identifying factors related to coherence of
texts and for identifying how '(linguistic) expressions activate
knowledge' so that the reader may build a 'satisfactory' text-world
based on his understanding of the real world through processing the
meanings of expressions (or the content of concepts) which when occurring
in a textual world 'should be reasonably stablizing and delimiting'.

My early experiments, therefore, related to data gathering procedures,

included a recall exercise as well as data provided by the retrospections.
I was hoping to discover what effects retrospection on a text would have
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on later recalls of the text and to see whether problems noted by
subjects during the processing stage, on-line as it were, would repeat
themselves in any identifiable way in the written recall.

Procedures

The first experiments were attempts to find procedures that would
produce data. I was aware that not only would my subjects be new to
the concepts of 'cooperative research' but that the idea was also
unfamiliar to myself. For these reasons I approached the face-to-
face situations with an open mind, willing to be influenced by circum-
stances in the classroom that might indicate alternative techniques
and approaches. But at the same time I tried to remain clear as to
the aims of the research. I also had to include for the probability
that subjects would be unpractised in the techniques of retrospection,
which in Babbs and Moe terms meant that their level of metacognitive
awareness would be low. Given also that subjects would be unprepared
for this type of research, and, though willing to please, they would
give biased data of the type they felt the researcher wanted, some
sort of sensitization would be required. At first this was done at a
fairly simple level, by explaining to subjects that I was interested
in how they approached the reading of a text, and how they managed to
create meaning from the text. I was not particularly convinced that
these explanations were completely understood, but the desired effect
was to convince subjects that I was not testing them. Aalthough my
explanations seemed removed from the practice of text processing, I
avoided using the words ‘problem' and 'difficulty' which as Mann has
been careful to peoint out, are loaded terms open to interpretation.
When the text was handed to the subjects, I asked them to mark on the
paper, in whatever manner they liked, every point in the text when
they felt they had not completely understood. Mann used the terms
'pause' or 'hiccough' which I felt could be avoided in this case.
Instead I asked subjects to indicate where they had to stop reading
for a moment to think about the text, or where they had to go back and
re~-read parts of the text.

This stage was important as a 'warm-up' for the time when retros-
pection would take place and later, when attempts were made to elicit
more introspection data, or rather, using Mann's terminoclogy, when an
'immediate retrospection' was required. The markings on the text would
be the focus of the questions designed to elicit processing problems.

At this point the type of text that the subjects would be asked to
process becomes important. Different texts would create different text-
processing problems, and a choice of text could introduce a bias which
would have to be taken into account at the analysis stage. Not only
would it be necessary to consider the conventional linguistic methods
of producing text types but also, if, as de Beaugrande suggests, a text
type 'is a set of heuristics for producing, predicting and processing
textual occurrence', (Beaugrande and Dressler 1981), some account
should be taken of the experience subjects might have had with certain
texts which would influence their abilities to manage the functional
and cognitive elements of the text, or, indeed, different parts of the
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same text. It would have been conceivable to conduct studies on different
types of texts, but as a starting point, I was happy with any text

which in the main would exemplify a pattern of textuality (following
Beaugrande) that my subjects would have to deal with in the normal

course of their studies. For this reason, although acknowledging that

a given text can often contain a mixture of traits, I opted for the
category of 'descriptive text' which dealt with a topic of 'general
scientific' interest which could be used across subject-specific
disciplines without causing too much difficulty in the form of 'knowledge
gap' between subjects in the research.

Trial Run

In the one experiment I will deal with in a little more detail,
the subjects were students of Production and Industrial Engineering
in the first year of their Higher Diploma course at the Polytechnic.
As I was interested mainly in gathering data, and not, as yet, in
matching data against subject discipline or year of study, I sampled
students from those who were available at the time. This meant that
all subjects were members of one or other of my regular classes. This
gave rise to several problems related to teacher-researcher role, noted
below, but allowed to me to conduct variations on the recall/retrospection
experiments which was essential for refining procedures of data collection
and to find out just what was practical.

The text I used was a short (250 words) description of chemical and
biological weapons offered in comparative and contrastive terms of
their effectiveness in warfare over traditional arms. In the manner I
have outlined, subjects were asked to read the passage and mark the
text at points where their understanding was interrupted in some way.
They were not given a time limit but were asked to read the passage
in as normal a way as possible, and in any event were stopped after 5
minutes, when the papers were collected up. At this point subjects
were asked to give a title to the passage they had just read and also
to imagine that a friend had asked them what the passage was about.
They were asked to write down what they would tell him/her. Fifteen
minutes were allowed for this part of the experiment.

As this experiment was carried out during the scheduled class hour,
time was a considerable problem. Analysis of all recalls and retrospection
interviewing of all subjects was impossible at one sitting. A compromise
system of management was adopted which meant that, while some subjects
were writing their recalls, I interviewed others on their marked texts
before their recall was attempted. In this way, although some data would
be lost, I would at least have some data at pre- and post-recall stages.
This was an extremely rough and ready condition and later I hoped that
T could be able to catch subjects out of class hours when more time was
available and fewer distractions imposed on their retrospections.

However, as I have mentioned, these in-class experiments were partly
conducted to introduce subjects to the notions and practice of cooperating
on an equal footing in an investigation that would (hopefully) be of
mutual benefit to themselves and the researcher.
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In the retrospection interviews I wanted to discover why the texts
had been marked in particular ways by individual subjects. This involved
discovering what the nature of the problem was, whether it was a major
or minor difficulty, whether the problem was solved as the text was
processed further, and, if possible, how the subjects proceeded in finding
what they felt was an acceptable solution. At a later stage some
classification and a taxonomy of the problems could be attempted, but
at this point the mechanics of interviewing and the psychological aspects
of gaining rapport and establishing a role relationship were primary
considerations. This also involved negotiations to establish an
acceptable metalanguage between subject and researcher. The situations
in which these early retrospections took place could hardly be considered
conducive to the free flow of uninhibited insights into the subjects’
thought processes. Nonetheless the exercise was useful in giving subject
and researcher valuable experience of this kind of cooperation.

The focus of the interviews was the marked text that subjects had
previously given in. These problem points, on the whole, were predictable,
indicating the subjects' obsession with vocabulary items. Looking at
the marked texts there were few indications that the text presented
any other difficulties or points where the processing might have been
held up. This was to be expected if the activity of retrospecting is
taken as requiring a reasonably sophisticated understanding of the
reading processes and a correspondingly high level of metacognition,
neither of which it could be reasonably expected subjects possessed,
at least consciously, at this stage.

The interviews were all recorded using a Sony Pressman cassette
recorder, which was running before the subjects began the sessions.
The general approach to the sessions was to have a planned series of
questions but to allow for follow-ups in whatever direction the retro-
spections might take. The interview began with questions about the
general difficulty of the text and with questions about the subject's
previous experience with the topic and whether the text had provoked
any interest and opinions. Then, with the marked text between us,
questions focussed on the specific points marked by the subject. When
asked why a certain mark was made on the text the response was 'because
I didn't understand'. Although this may be a natural response, for
Babbs and Moe it is a fundamental one in metacognition: to acknowledge that
there is a lack of understanding is a prerequisite for learning. It
was perhaps not surprising that, in these early experiments, a large
proportion of subjects did not admit to having many problems, i.e.
their texts were marked sparingly.

The next phase was to tread gently towards discovering what kind
of non-understanding occurred and to move towards discovering why.
Most of the problems were related to vocabulary items and I attempted
to find out why this word caused a problem and whether the problem was
permanent or had been solved as the text was processed further. Had
the word been seen before? Did subjects read back or read on when
the word occurred as a difficulty? A difficulty to be admitted here
concerns the time between subject's first reading of the text and
retrospections. In some cases the time-lag was as much as thirty minutes
and imposed on the short-term memory to the extent that subjects were
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unable to identify clearly how they had worked on the processing of
the text. Some subjects were able to retrospect with confidence,
others were not. It soon became cbvious that what was happening was
not a retrospection activity but a teaching activity, as subjects were
taking my questions as instructions to operate in that manner during
the interview sessions. The retrospection activity had become a
training activity for introspection. As a result it might be possible
in further experiments to go straight for the 'immediate retrospection’
and to ask subjects to read a text and interrupt them after smaller
sections of the text had been covered, to ask them what they had been

doing.

The analysis of the written recalls, I hoped, would provide the
possibility of judging subjects' ability to impose a coherence on the
sample text. By comparing the continuity of senses of the sample text
with that of the written recalls it should be pcssible to identify
areas where the sample text caused problems, of whatever nature, for
the subjects. By cross-referencing the recalls with the marked texts
it should be further possible to identify more precisely the type
of problem that was occurring. For example it was reasonable to suppose
that if a particular vocabulary item caused a problem during processing
then this item would not occur in the written recall. If it did feature
in the recall then it would be important to identify the context in
which it had been used giving some evidence of the strategy used
during processing. This scrutiny would provide a focus for the retros-
pection intexrviews that would examine problem-solving strategies.

A preliminary analysis of the written recalls did, in fact, show
that difficulties or problems marked on the text were absent in the
recalls themselves. However, all the recalls were closely related to
the original text in its comparative and constructive structure.
Cohesive devices used in the text to indicate cause, enablement and
reason were repeated verbatim undoubtedly as a result of this feature
of texts having been a strong element in subjects' previous English
courses.

As well as noting gaps in the recalls,some consideration of the
ways in which concepts were paraphrased might also indicate processing
strategies.

The post-recall interviews were conducted in the same unsuitable
environment as were the pre-recall interviews. The problems of distractions
and unfamiliarity with the procedures meant that, again, these sessions
provided little in terms of retrospection data, but were extremely
useful in giving both subject and researcher important experience
Vhich could be built on and used to develop techniques for cooperative
interaction later. From the information that was available however,
it seemed that subjects' processing of the sample text relied a
great deal on the availability of vocabulary items suitable for the
text in question. Unknown vocabulary would cause an unsolvable problem.
There seemed to be a reluctance to devise a set of strategies to find
a solution, even though subjects admitted that it should be possible to
find ways of reducing the difficulty of unknown vocabulary in the overall
understanding of the text. Once again the evidence was there that
subjects admitted non-understanding but seemed powerless to progress
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further (at least the methods of eliciting such metacognitive awareness
that I was using were unable to reveal such strategic competence).
Paraphrasing was acceptable for subjects only when the original vocabulary
item was familiar, and without the aid of cohesive devices subjects

were unprepared to make the inferences that were necessary to fill
apparent discontinuity in the textual world, whether this inference

could be made from the store of global knowledge or from personal
experience.

Coneclusion

I have described one small-scale experiment in cooperating with
the learner which was undertaken to try a) to discover whether it was
possible to attempt a data gathering procedure that would involve the
learner in the research process where he/she would have considerable
responsibility for the outcomes, and b) to make a preliminary analysis
of such data that was available to discover whether learners' processing
problems could be identified and strategies for problem-solving could
be, at least, inferred. The two questions can be isolated in theory
but, in practice, they merge in the interaction that is necessary between
researcher and subject. One of the major problems that was not
altogether unforeseen, was the subject-researcher role relationship.
It proved difficult at first to persuade subjects that the experiments
I was running were not directly connected with the continuous assessment
of the course for which, on other occasions, I was their teacher. When
subjects did acknowledge the independence of coursework and research,
then for some, the procedure became unfocussed and lost any relevance
it might have assumed otherwise. The importance, therefore, of subject
training becomes paramount and for untainted data (or indeed any data
at all), it is vital that the subjects can relate the experimental
procedures to a real-life context that has immediacy in terms of
returns for effort. In this situation, content and context of the
investigation cannot be separated. Research should include a data
gathering stage which, with the cooperation of the learner, produces
a set of further principles that will push the development of the
information gathering towards a refinement that brings subject/learner
closer to an awareness of his/her own potential for learning and problem-
solving.

In some ways this is tantamount to suggesting that research into
learners' problems should become, at least, part of the curriculum.
The learner and 'teacher' would then be cooperating for the real purpose
of establishing the goals of the curriculum and in so doing provide
the framework for its aims and suggest directions for an acceptable
methodology.

*
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VARYING INTERPRETATION: A PILOT STUDY USING A TRIANGULATED PROCEDURE

Cheng Ngai-lung
Language Centre
University of Hong Kong

1
Background to the Study

This study represents an implicit critique of some of the English
language teaching materials currently available on the market which
adopt a variant of the functional/notional approaches to syllabus design
based on a dubious assumption that communicative competence can be
acquired by learning a stock of form-function, form-situation language
expressions (for example, Jones 1981). Drawing from the insights of
studies of pragmatic communication, ethnomethodological studies of talk,
and the progess-oriented approaches to syllabus design and communicative
methodology™ , it is considered important that the active role of the
language user/language learner in exploiting his experience and
commonsense knowledge of communicative interaction should be given a
place in the design of the teaching and learning of a second language.

This criticism does not imply that the formal system of language
does not have an important place in communicative methodology but that its
place should be situated within a proper understanding of the relation-
ship between form and meaning. It can be said that the principal flaw
inherent in the approaches noted above is the failure to locate an
appropriate relationship between form and meaning because they have
not been able to conceptually integrate the 'double perspective of
language' (Candlin 1976) - that on the one hand it is a formal system
of sounds, words and grammatical structures, and on the other it is
a communicative system, part of human behaviour. This failure has meant
a misplaced focus on teaching language as form - very much akin to the
structural approach ~ to the exclusion of teaching language as behaviour.
A more fruitful conceptualisation of the relationship can be obtained
from a view of language as communication, as goal-directed action, and
from the perspective of language as human interactive behaviour. 3

In an attempt to clarify the role of interactant knowledge and
communicative intention in language communication, a study was conducted
with the hope that the results produced might serve to buttress
support for or misgivings about the pedagogy embodied in the type of
teaching materials mentioned above. At the same time, I was concerned
to try out a research strategy that might exemplify the relationship
between communicative competence and communicative performance.

The applied linguistic justification for such a study, as was
originally conceived, was two-fold. First, it was thought necessary
to find means of empirically illustrating from the perspective of the
speaker-hearer the nature and the interrelationship of communicative
knowledge involved in communicative performance. Widdowson, and
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Breen and Candlin have, following Halliday, emphasised that communication
represents a unity of textual, ideational and interpersonal knowledge
systems (Halliday 1973, Widdowson 1979, Breen and Candlin 1980). A
number of communication studies, by employing a variety of observation
and self-reporting research techniques, have come up with various models
illustrating the multiple dimensions of communicative competence needed
for the enactment of the management of communication (see for example
McHugh 1968, Fisher 1978, Norton 1978, Duncan and Fiske 1979). These
studies suggest that the crucial aspects are empathy, behavioural
flexibility and interaction management. The manner in which these
communicative skills are interrelated and realised in the actual course
of communication is a central concern of the present investigation.

A second justification is related to the belief that there is
an urgent need to bridge the gap between applied linguistic principles
and pedagogic practice so as to enable the former to be translated
into classroom practice, for example, in the writing and evaluation
of language teaching materials and in the monitoring of classroom
communicative processes. This type of educational practitioner
research has been termed ‘'action research', the chief purpose of which
is to involve the practitioners -— the classroom teachers - in the
study and to encourage them to initiate analysis of problems relating
to the communicative process, so that a level of refinement in under-
standing and perception of the communicative processes in the classroom
can be reached to enable the practitioners to critically monitor and
evaluate their own teaching processes and the materials being used.
A notable example of this kind of research is the Ford Teaching Project
in which teachers and pupils are involved in a triangulated research
process in an attempt to identify the communicative obstacles in the
teachers' effort to implement a new teaching methodology (Elliott et al
1973).

It should be noted that this investigatory study has been conducted
by the practitioner in the spirit of meeting the practitioner's need
for bridging the gap between theory and practice, or between conceptual
understanding and practical pedagogic understanding of the nature of
the communicative process. As the study stands, it can only be regarded
as a preliminary pilot study exploring a procedure that might contribute
to making a more comprehensive study possible.

Theoretical Framework

In the present study, I was interested in trying out a procedure
that might elucidate the interplay of some of the factors of linguistic
communication and interpretation. My concern was: if we accept the
basic tenet that there is no one-to-one isomorphism between form and
meaning, and that meanings are multiple and probabilistic (Candlin 1981),
how could a study be designed to get at the bases of people's
communicative interpretations, and how could they be empirically
illustrated?

A major theoretical assumption inherent in the issue of interpretation
is that interpretation is not solely based on a reflection of the under-—
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standing of surface form (semantic meaning or text) but emerges from an
interactive process involving surface form, context, and the knowledge

and purpose the interpreter brings to the process. If this assumption

is valid, the outcome of this interaction could be different according

to the different interpretive knowledge different people bring to the

text. It is envisaged that this aspect could be elucidated by getting

at the different informants' interpretations of a piece of linguistic data.

Tt is further assumed that meaning 1s related to the context in which
the text occurs. The text functions as an interpretive device from
which pragmatic meaning can be derived. Pragmatic meaning is seen

as related to the negotiation of meaning between speaker and hearer
through the understanding of illocutionary and rhetorical acts and

the attribution of interactional values to contextualised cues (cf.
Leech 1981, Cavalcanti 1982). The identification and assignment of
values to contextualised cues are related to the knowledge and purpose
of the speaker-hearer, and what he/she considers to be relevant to

the context (van Dijk 1979).

Levinson and Cicourel have further extended the understanding of
the nature of the meaning construction process by their postulation
of the concepts of activity-type and interpretive procedures. Levinson's
concept of activity-type places meaning centrally within the context
of purposeful interaction in relation to the goals, strategies,
procedures, constraints specific to the activity-type (Levinson 1979).
Going beyond the bounds of the analysis of the sentential utterance,
Levinson was able to demonstrate that deciphering meaning from language
forms depends greatly on our knowledge of the kind of activity the talk
occurs within, the possible underlying norms, constraints and strategies
likely to be employed by the interactants to realize their qgoals of
interaction in particular activity-types. That people impute intentions
to what cthers say to make sense of their acts has been extensively
analysed in ethnomethodological studies of interaction scenes (see note
2). Cicourel, in reviewing sociological studies of social order, has
identified a number of interpretive procedures by which speaker and
hearer both 'fill in' and recreate each,other's elaborated intentions
from the surface forms of the utterance (Cicourel 1973).

The purpose of the present study is to examine the extent to
which the communication process reflects aspects of the communicative
framework described above. Owing to the nature of the study, the search
for appropriate research tools has posed particular problems (sce for
example discussions in Cavalcanti, Mann, 1982; and Hunt in this number).
In what follows, I shall only be reporting briefly on my study design.

Methodology

The focus of this study is more on identifying individual informants'
interpretations and a discussion of them in relation to other informants
than on identifying generalisable rules for explanation amongst clearly
defined and highly controlled variables. The nature of the study thus
underlines the need for an investigative methodology that yields data
which is necessarily of a qualitative and descriptive nature.
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. ‘Qua}itative data' in this sense refers to data that 1is essentially
1nterp?et1vi t in nature, as is propounded by the interpretivist approach
to sociology , and they are interpretivist insofar as they are related

to the intersubjective meanings of the interpreters in question. I

have made two major provisions for the study. The research strateqy
adopted differs from some participant observation strategies popularly
used in studies of communication (see, for example, a review by Wiemann
and Backlund 1980), because it is thought that a third-person cbservation
and evaluation of the communication process can at best represent non-
participant accounts of their interpretation of the communication process.
The study recognises the need to elicit from the participants'

reciprocal accounts of their own construction and interpretation of the
communication process. I regard it as important that the speaker-hearers'
statements of what they mean on the occasion when the primary data is
produced should be obtained, as it is assumed that these statements

would constitute different interpretations for comparison with both

the participant speaker-hearers and the non-participant informant accounts.
The juxtaposition or comparison is considered necessary because it is
assumed that in the nature of communication, a speech act as carrying
speaker intention or as manifested in text is incomplete by itself;

it requires a reciprocal interpretation to complete its meaning in the
social context. It has been demonstrated by research studies that

there can be significant discrepancy between speaker~stated intentions

of what they mean by what they have said, and the actual effects as
perceived by hearers (Elliott et al 1973, Barnes and Todd 1981, Adelman 1981).

There are accordingly two sets of data and two kinds of informants
in the study. The participant accounts refer to those of the speaker-
hearers participating in the speech event. The non-participant
informant interpreters refer to third persons who had not been present
during the speech event. It is hypothesised that the outcome of the
two accounts could provide a reflection of the sources of difference
of interpretation because of the different degrees of access to
contextual knowledge.

In order not to bias the informants with respect to what is or is
not relevant to attend to, so that they could freely bring their own
communicative knowledge and purpose into play in their interpretive
process, I consider it important not to specify for the informants
what to respond to, that is, to let what informants conceive to be
relevant and meaningful actions freely emerge. In this connection, I
have ruled out the use of the performance of tasks as data because it
specifies a certain focus for the informants which in some way could
well defy the openness and authenticity necessary to encourage
informants to freely bring their communicative resources into play, just
as they would in everyday normal communication practice.

In terms of methodological design, I have adopted a triangulated
approach to data collection and analysis. Triangulation is often used
as a generic term in qualitative research methods involving varieties
of sources of data, investigators, theories, methodologies in the study
of the same object (Denzin 1970). Triangulation as used in the study
is adapted from ethnomethodology and refers to a procedure for relating
the way in which speakers of a speech event give accounts of what they
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mean by something they have said against an account of what other people
say they mean (for examples of studies using this procedure, see
Garfinkel 1967, Cicourel 1973, Elliott et al 1973).

As I am interested in getting at the bases of people's interpre-
tations, I decided to focus on the collection of verbal rather than
written data from informants in that the former allows the simultaneous
presence of and interaction with the researcher as the data is being
produced, after which the elaboration on the basis of interpretation
can where necessary be sought immediately. There are two stages and
types of data collection from each informant: a protocol or self-
reporting stage when the informant freely comments on anything he/she
finds of interest in the piece of language data given, and an interview
stage when the informant is asked to elaborate on the basis of his/her
interpretation. Similarly, the study necessitates that the researcher
assumes two roles in the collection of data. The first is that of an
unobtrusive organiser for protocol elicitation, and the second an
unbiased interviewer whose own interpretation of the data must not
unduly influence the outcome and the process being investigated; this
means the researcher has to base the interviewing questions firmly
on points raised by the informants in their protocol data.

Procedure

A surgeptitious recording of an interview for a youth opportunities
post (YOP) for helping out with a computer project with a university
teaching department was used as the primary data. There were two
interviewers and an interviewee who was a young school-leaver, at the
time anxiously awaiting his A-level results. These will be referred to
as participants of the speech event.

Protocol accounts of the participants were collected individually
by asking each to listen to the tape-recorded interview, to stop the
tape at any place he felt he had something to comment on concerning
what was happening and to record the comments. It was thought that
what was chosen for comment would be indications of what the participants
regarded as significant actions, either by themselves or in their
interpretations or 'uptake' of others' actions.

It was hypothesised that different sociocultural knowledge would
constitute a source of interpretive difference, and especially in this
case the understanding of the specific context of the speech event ~-
that it is a YOP interview. Both native and non-native informants
were included in the non-participant interpretive data collection.
There were two native non-participant informants and three non-native
informants. Each of them was asked to listen to the interview tape,
taking notes if they needed, and then record what they thought of the
interview. Each was given the same background information about the
interview: what it was all about, where it was, and the number of
speakers. This was intended to provide more or less the same bases of
information relating to the specific context of the interview. When
the informant indicated that he/she had finished saying what had to
be said, the researcher came in with some questions which generally
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were not prepared but developed from the informant's own comments.

The questions were generally limited to seeking clarification of what
had been said.

A list of ten items was drawn up based on areas all the participant
and non-participant informants had commented on. According to it
details of informant comments were summarised and presented. Alternative
interpretations of the same episode are evident. Interesting comments
and discrepancies in interpretations were noted, and questions based
on these were formulated for use in the second round of participant
interviews.

Presentation and Discussion of Data

In this section, I shall be illustrating how I have presented
the triangulated data. A preliminary discussion of the data on some
aspects of the communication process will also be included.

I have attempted to resolve the problem of the presentation of
speaker intention, of what they said they did, what they actually said
in text, and how the interactant interpreted and assessed what was said,
by juxtaposing the self-report protocol data of the two participants
of the YOP interview against the transcribed text of the interview.
Participants A and C 'PA' 'PC' are the two interviewers, participant B
'pR' is the interviewee and 'I' stands for the interview text, the
numerals are line references. As an illustration, sections of the
juxtaposed data are presented on the next two pages.

- Bl -



PASS

PA100

PAlOS5

PALLO

well I was quite happy about the way he described

his interest in computers erm I wasn't really
expecting very much from this sort of school-leaver
it's rather a plus in his favour that he's actually
got a computer at home that he does simple programs
and also that he took the general studies er computing
option in his er sixth form studies. And er he seems
to have a fairly reasonable familiarity with computing
notions which is more than what one can say for most
of our undergraduates and he uses inwords like number
crunching peripherals oh I forgot the other ones but
exr anyway he's got some of the computing vocabularies
at his fingertips I suppose he was a little bat
apologetic and was aware that he hasn't done much
computing as we might have desired from him and er so
he was making the most of what he'd done but at the
same time pointing out that since he's been studying
for A-levels he hadn't done as much as we might have
liked but then erm that seems to me a reasonable
expectation anyway

doing simple sorxting routines and ripples sorts
and that kind of thing.

PC And what about the Apple at home do you use that
for erm writing music?

FB Well it has a little speaker on the left, it would
be nice if it could be wired on to the peripherals
attached to make it er so you can actually write
stave music but it would cost several hundred
pounds and you need a disc drive rather than a
cassette but erm certainly I have erm written erm
just peeking and poking the actual number and sounds
from the Basic the note length the pitch and other
various short piecss of music but that is only
monotonic you can only get one note on it so it's
not really exciting.

PC I just mentioned that because that's erm well you

see most of our programs are written in Pascal
rather than Basic.

PB I know little about Pascal but it's fast it's
tipped to be the language of the future.

PC Have you Seen any programs in any languages other
than Basic at all?

PB erm I saw Fortran the Portran one but of course I
didn't really know what it was all about erm I saw
a Pascal program ané it seemed vexy er very different
to Basic erm er bits here and bits there but it seemed
very kind of akbreviated and compact and different.

PC What is the er longest program that you've written?
PB That was a 16K.
PC In number of lines?

PB Oh number of lines can't remember how many lines
but it has many lires it was 16 or 15.5
actually erm in Basic and that was er was a

1105

ILl0

1115

1120

1125

I130

I135

exm PA's friend er I think his name is m«.NH:f VQ
erm PC yes er he's er asking me about the Apple he
hasn't said so much up to now and so that may have
meant that erm he was interested in micro-computers
erm rather than erm the pure linguistic side erm
perhaps he is very interested in micro-computers and
er I've told earlier of writing music and I started
tying that to the computer as well the Apple micro-
computerx does have a speaker er on it he made the
logical step and asked if I 4id music on the computer
and er he was right

PB25

PB30

erm again er it seems that PC seems to know much more
about computers than I do exrm so I can't do much more PB35
than telling what I do know and erm just er admit my
ignorance about the wonders of Fortran and Pascal and

what have you

I thought he asked what was the longest program or

the most advanced erm exm but that was no real problem PB40
because erm er I could see that one coming and er

I've been working on that program about a year earlier
and exr erm erm if it hadn't been so hard I wouldn't
have remembered it ’'cause it never quite I never quite
finished it and it never guite worked so er of course
I remembered it

PB45

- 62 ~



PAl4S

PALS0

PA1SS

PA160

PAl65

yes and er I was really impressed when he actually
caught on to grammatical labels because most students
who came to us as undergraduates don't know the
slightest thing about grammar but he was asking

quite intelligent things about NN must refer to a

noun or something which was quite correct inciden-
tally my general feeling about him was that he was
quite an articulate young man and er perhaps a little
too in a sense a little too facile in his responses I
felt that he was very good at communicating verablly
but I was beginning to wonder you know how thoroughly
interested would he be in his work er in a sense I have
no right to expect him to be thoroughly interested but
that was my slight reservation that perhaps he was a
little too easy~going and too facile in his responses
yea when PC came in about the suffix rules he's talking
about endings in 'ics' etc would be tagged by the suffix
rules and that was in an answer to the question posed by
PB PB said surely you'd need a massive dictionary or
word list in order to get all these tags and again I
was rather impressed he actually took the initiative

to ask the question and obviously it was something
which puzzled him until we gave him the answer so I
considered that to be a plus mark for him

PB

PA

PC

PA

PB

PB
»C

PA

er I mean it simply has quite a large word list LrB:

erm it just sorts mosnpk that's the first stage
unfortunately you can't just rely on just a word list
sometimes it has many different labels for the same
word you take a word like 'round' it can be an
adjective or noun or preposition /PB: yea a round

of golf or a round table/ yea so therefore it has

to make a choice which is the correct word and on the
basis of that try to work out the most probable sequence
of tags and so to that extent it involves...

These number codes these codes here er just describes
the word itself? Is that NN noun?

er it's a plural noun or the counterparts of plural
noun or else it's a present tense verb erm and it chooses
to put square brackets around the noun.

The figures after it gives some indication of the
likelihood....

That's right it works out roughly 98% likely to be a
noun rather than a verb only 2% likely to be a verb.

erm complicated er the actual list of words that it
compares the sentence with er how big is it er it
must be you know massive.

well how many?

7,200 words er actually that's very small compared
to the total number of words in the coxpus because a
lot of words it classifies according to suffix rules
er general suffix rules for example ‘ics!'! is going to
be either a singular or a plural noun.

Yea for example this one whenever er this tells you
how it decided this. 56 means it erm actually didn't
look at the whole word that whole word was not in the
dictionary or the word list which it immediately
recognised as being a plural noun on the basis of

the percentage /PB: ngm ngm/ similarly this one
'particularly' it decided that was an adverb simply

1175

118C

1185

1190

1195

1200

1205

(Taken from Cheng 1982, pp. iva, iv, ivb;

va, v, vb of the appendices)

I've got the basic explanation of what 1t's all about
and I'm feeling a lot happier now er of course at
first it all seemed like Greek to me but er the
explanation now of what's actually what the point

is and how the actual program works explaining in
English erm so I am feeling a bhit more at home now.

PB65

At that time I was so confident that I started to ask
for an explanation of what the codes are at the side
of a list although I didn't really understand the
explanation once it's given.

PB70
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in tabular form to facilitate the comparisons of interpretations.

As a summary of the data collected, the ten items most informants commented on have been presented

One of the items is given below.

Item 4 PA PB PC npl np2 nnp3 nnpd nnpS
pDescrintion 1) re I1I147-296 1) same 1) same Project sounded Really unfair of PC Impressive Description was bid not really
of computer 2) need explain to 2} was actually 2) The impressive but to go into so much description of the long, quite un- catch this part
project and him what project very nervous description why all this talk | technical detail project but nowhere necessary and the what was going
PB's responses was doing for and worried: for the when they said about the project did they mention technical man got on and all that,

information printouts benefit of his work would be | trying to get more about PB's role in carried away. B tape guality was
{PAL24) I was looked his routine and out of him than he this, surely he responded well, bad. PB asked a
impressed by his daunting information. clerical? Perhaps | knew. It's like could not assume showed interest, lot of questions
very relevant (PB56,89) Wasn't untruthful and getting blood out he could have any it's a good tech~ may be he wasn't
comments and looked very consciously covered-up. of a stone, almost big role in this, nigue to assess a sure or did not
questions, complicated assessing him like those 'dog why didn't he ask candidate. PB understand.
showed intelli- to me (PB58) on his eat dog' ways. PB's what his work really | appeared too Heard grammatical
gent interest I didn't really responses. responses did not involved and why clever sometimes labels mentioned
and initiative understand But it was impress me, he was didn't they tell with his constant was he doing some
(PAL35~) but my the explanations nice he quite muted perhaps him? But that interruptions. sort of test?
slight reser- {PB72) maybe seemed to it was their way of

3

P

vation was he
might be too
facile in his
raesponses
(PA152)

maybe 'facile'
should not be
taken as
criticism I
might simply be
too impressed by
ham.

they were proud
of what they

did {PB90) now
this is a
leading question
{PB78) 1 am
feeling happiex,
confident enough
to ask questions
(PB66)

know sowe-
thing about
grammatical
tags and re-
writing
process. No
response
would have
been
negative.

keeping him down.

aside, PB handled
his responses
intelligently.

maybe for teacher
training?

[notes to abbreviations

PA)
PC)

interviewers

PB  interviewee

npl)
np2)

nnp3)
nnp4)
nnp5)

1) refers to data in the interview text

2) refers to data in the first participant protocol interview
3) refers to data in the second participant interview]

non-participant informants {(native-speakers)

non-native non-participant informants (Asians)
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In an examination of the data presented above, it can be observed
that the procedure for eliciting participant protocol accounts has
brought to light some of the underlying covert skills which may be
related to social skills relevant to that activity-type and the
interactive relationship created by the participants. What has emerged
from a comparison of the data may generally be termed social strategic
skills specific to the purposes and roles of interviewer and interviewee
in a job interview. In the actual text of the job interview no reference
was made to the assessment of the situation or the performance of others.
The protocol data, however, teems with instances of such revelation.

It was possible to show for example how the interviewee managed
successfully to hide on the one hand his apprehension of not being able
to understand what was going on during the complicated discussion of
the computer program and yet on the other hand to impress the
interviewers with his interest in the program with his follow-up questions
and comments. The juxtaposition of the triangulated data does seem

to spell ocut explicitly the necessary social and cognitive skills
which enable the interviewee to clearly define and capitalise on the
situation as it unfolds in the course of the job interview. The
procedure has seemed to indicate evidence of the integral nature of
social skills and communicative competence discussed by Canale and
Swain (1980).

The data suggest that there sometimes exists a gap between the
stated intention of the speakers and the actual effects of their
actions on the interactants taking part in the speech event as well
as on the non-participants with the result that the hearers may react
differently to the same utterance. One major factor is that the
informants have made sense of the utterance from their respective roles
and purposes which give rise to different perspectives and points of
view. Largely because of this, the informants have, for example,
conceived or made sense of the YOP post in very different ways. Thig
is indicated by the very different expectations they had of the job:

PA /from the employer perspective, motivated by a concern
" for equilibrium, for the general good of the department
as well as for the employee/

-~ '"Need make sure the post is of benefit to both parties.
For employer benefit, employee has to help out with
routine office work and not be a burden to the research
associates who have to train him. For employee benefit,
nature of the job is not entirely fixed depending on
his initiative and interest to learn.'

PB /from employee point of view, it's work and training
“éxperience/
- 'It's a "course" to me, getting experience and working
at the same time. 1I'll be learning the Mainframe
and what have you as I go along, "almost like a course
in the university'. I certainly was not happy about
the changes when I first learnt about it.

In this context, non-participants are observers of.the speech
event and their perspectives are necessarily those of observers, which
means they have to bring in other sources of inference, for example,
applying knowledge, experience, values:
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npl -'Clerical work means boring paper work, I know it
because I had been a clerk before. They probably
wouldn't train him; there are reports that some
employers had abused the YOP scheme, it's a
Ypretend" job'.

np2 -'all considerations aside, research work in the
university is better than those “faceless jobs"
he's going to be interviewed for at the Fisheries
and Inland Revenue.'

Here we see that PA's intended characterization of the job was
in no way adequately grasped or shared by the participant or non-
participant interactants. Despite what PA has explicitly uttered, the
interactants may have their own views on the nature of the job which
is only partially influenced by the intended meaning put across by PA.

The data has revealed that discrepancy reasoning occurs when what
has happened fails to match with the facts or with informant expectations,
especially among informants who did not have knowledge of the specific
context of the job interview. When this happens, they usually compare
them with some 'normal' expectations that they themselves hold about
the subject. The protocol procedure makes explicit the ongoing implicit
‘matching' process that when discrepancy arises, interpreters attempt
to reason it out in various ways. In that process, they may 'fill in'
facts, attitudes, motives that they are not told but which they feel
meaningful to make sense of the discrepancy. Broadly speaking, dis-
crepancy reasoning in the data has taken some of the following forms:

a) Explicit query - this occurs when what was said clearly failed to
square with some other factual information, for example:

nnp3 ~'I don't see why the post could not be filled
according to the original blueprint. Why not?
It doesn't seem to be consistent with the facts
given. Two hours at the computer terminal is
25% or 8-hour working time, and nothing is said
about why and how the 9-month delay should affect
it.'

or when some vital information is missing, as for example not

knowing what YOP is, has given nnp5 some difficulties in putting
some pieces together:

nnp5 -'PB said he's interested in teacher training and it
was said that the job he is being interviewed for
has something to do with a computer project. Why
did he come for this job when he wanted to go to
teacher training college?

b) Making the facts agree - this has been done by nnp4 when he tried

to match the inferred opinion of the interviewer with that of his
own :

nnp4 -'the interviewer has not made any commitment about
training, maybe he thinks it's not important from
the interviewee's point of view; it's a short-
term job and he probably isn't going to put much
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effort into it anyway.'

or as nnp3 when he attributes a reason for PB's lack of action:

nnp3 - 'Surely PB wouldn't think he has any great role
in that impressive program and all these emphases
on routine work should be discomforting. He
should have asked about it but he didn't, he's
inexperienced or he wasn't very serious about
taking up the job'.

or as in the case of nnpl who, when the researcher's slip of the
tongue mentioned the word 'subject' in referring to PB, immediately
catches on the cue:

npl - 'Well, that explains it! They were student
subjects doing an experiment; that's why they
are nervous and inexperienced!’

c) Making allowances ~ this occurs, for example, when interactants
adopt reciprocial perspectives to accommodate differences

nnp5 -~ 'It gives me the impression that the relationship
did not seem to be one between prospective
employer and employee because it was too informal
and I have always assumed, in my culture anyway,
that an occasion like this is a serious one. But
it might be a good thing to make people feel com-
fortable, it's perhaps quite common in their
culture'.

or to assess

PA - 'I was quite happy about the way he described his
interest in computers. I wasn't really expecting
very much from this sort of school-leaver'.

d) The should/could-have-been phenomenon - this sometimes occurs when
what was said fails to match with informant expectations:

np2 - commenting on PB's assertiveness: 'he should have
pushed himself forward to try to get the job', 'he
talked about the Inland Revenue, Fisheries and the
present job as if they were all the same to him;
as though he didn't have any preferences'; at the
end '‘you could see the interviewer coming to
negative conclusions: he could only stay 3 months
instead of 6, he's got other interviews to go to,
he's not so keen about this one, it does seem he
doesn't mind what jobs he goes into'.

nnp4 - commenting on the ways the two interviewers
handled the interview, 'had they done their
homework properly and had the relevant back-
ground information at their fingertips - one
obvious case was they didn't even seem to know
that PB didn't have maths for the job - they
could have structured the interview more effectively'.
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np2 - who had some strong feelings about PC's long and
technical description of the computer prcject,
'T think it was a bit unfair to go on the way he
did, going into his own subject like that'. ‘they
were trying to get blood out of a stone, trying
to get more from him than he knew'; 'they did it
to keep him down as it were it's almost like
those "dog eats dog" ways'.

The study has illustrated that there can be no necessary isomorphism
between form and meaning. Interpretation and communication necessitate
the interactants to go beyond grammar and lexicon to get at the
communicative intent of utterances through interpretive procedures. It
is shown from the study that interactants understood more than what
was actually said; they frequently impute meanings and underlying
intentional patterns, even though surface contents do not reveal these
meanings to the cbserver. Different bodies of substantive knowledge
are brought in to construct and interpret meanings — social, linguistic,
interactional, activity-type~specific, purpose-specific — the deployment
of which calls for constant redefinition of the situation in relation
to retrospective and prospective assessments. The study has indicated
that such 'process competence' is highly relevant and essential even
to the application of rules and norms in communication settings to decide
which clues and evaluations apply to particular situations.

The foregoing discussion suggests that language teaching materials
based on the identification of functional categories and specification
of forms that realised the functions have confused an important aspect
of the nature of the relationship between form and meaning. The nature
of inferential strategies and procedures that enable us to derive meaning
from form are examined by reference to language use as human interaction
in activity-types guided by what are socially accepted as normative,
rational behaviour. The latter approach clears the way for the conception
that meaning does not reside in the utterances themselves but in the
nature of linguistic communication as goal-directed social activity
and the different frames of reference interactants bring to the construction
and interpretation of situated utterances. The clarification of the
communicative process thus obtained calls for a more refined
conceptualisation of language curriculum and materials design.

A brief evaluation of the triangulated procedure seems to be in
order.

Although the triangulated procedure enables one to attempt to get
at the interactants' communicative intent as well as their interpretive
procedures, there are certain problems arising from the nature of
retrospective data and the experimental situation.

Owing to the nature of the retrospective data collected, it is
conceptually necessary, following Barnes and Todd, to distinguish
between operational meaning and reflective meaning (Barnes and Todd
1981). Operational meaning is the meaning participants construct
implicitly in the course of ongoing interaction. Reflective meaning
on the other hand arises from subsequent freconstruction of the inter-
actional scene which often ernables participants or observers to attribute
a more stable, sometimes different meaning to the exchange. The
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distinction is necessary and important if we are not to confuse and
misrepresent the implicit, shifting, variable nature of meaning
construction during conversation with the explicit and relatively
stable nature of meaning reconstruction from retrospection. To the
extent that the study provides some insights into the possible bases
of informants' meaning construction process, it is necessary to bear

in mind the possibility of distortion of the process in retrospective
accounts.

In the same vein, it also seems necessary to distinguish three
types of context of an interpretive event. They are, firstly, the
general context, and secondly, the specific context of the speech
event or activity-type both of which are sources of contextual know-
ledge. General context is where one's factual, conceptual, socio-
cultural knowledge and experiences of similar events come into play
and acts as a general source of contextual knowledge and inference —
in this instance in the study, the job interview. Specific context
relates to the specific characteristics surrounding the particular
activity-type in question and acts as a specific source of inference —
that it is a YOP interview. The third type of context is the task or
purpose perceived by the informants in the activity/event they are
in — in this case the purpose perceived by the informants in the
'experimental' situation. It is however not possible to assess the
extent to which the third type of contextual inference affect the
interpretive process in the present investigatory study.

In the study, the triangulated procedure has been shown to be a
useful device for obtaining the actors' accounts of what their actions
were against other interactants' accounts of their interpretations of
these actions. Apart from being able to show empirically that meanings/
actions are situated in their social context of interaction, triangulation
has also been used in classroom communication research for uncovering
and understanding communication obstacles in the teaching and learning
process. For example, the Ford Teaching Project, using triangulation
as a device for getting at the teacher's and pupils' accounts of their
actions and interpretations of the same classroom teaching-learning
event, has found that the discrepancies between stated intentions and
actual effects of actions often lie in the two groups operating in
different frames of reference, or rules of classroom communication;
that is, the pupils were operating within the rules of communication of
the 'traditional' classroom while the teachers were trying to implement
the discovery/enquiry approaches in the classroom such that the latter's
'open-ended' questions were often interpreted by the former as 'check'
questions (cf. Elliott et al 1973, Adelman 1981, discussions in Cheng 1983).

The Ford Teaching Project has been regarded as an example of ‘'action'
research which encourages classroom interactants, especially teachers,
to do research into their own teaching so that they can become more self-
reflective through more effective self-monitoring of the language
communication process occurring in the classroom. The triangulated
procedure has proved to be a fruitful procedure for the purpose. The
relevance of this kind of research in classrooms in general an@
language classrooms in particular can hardly be doubted, espe?lally
in the Hong Kong educational context where a segond‘language is so
widely used as a medium of instruction. But this will have to be the

subject of another research project.
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NOTES

This study was conducted as part of an MA dissertation presented
as part of my MA studies at the Department of Linguistics, University

of Lancaster, in 1982.

In explaining why people often implied more than they said, Grice
has postulated the concept of conversational implicature - that
the extra meanings are 'worked out' on the basis that interactants
generally observe the cooperative principles of communication:
when people speak, for example, they speak sufficiently informatively,
truthfully, relevantly and clearly (Grice 1975).

Ethnomethodologists are interested in identifying the ways
people make sense of and decide on what is being talked about, as
well as the methods they usually employ to remedy the essential
indexicality and opaqueness of speech. Ethnomethodologists maintain
that meaning is built up via social interaction and communication
follows certain patterns of norms and strategies. (cf. Garfinkel
1967, McHugh 1968, Goffman 1969, Cicourel 1973).

Proponents of the process-oriented approaches to communicative
syllabus and methodology view language learning as a process that
deals with a product that is not static. They emphasise that
language is not a set of definable and pre-~arranged tokens but a
process of linguistic and cultural negotiation of meaning. They
argue that students should be helped to develop their innate
ability to use language for their own purposes in interaction with
the purposes of other language users. (cf. Brumfit 1980, Candlin
1981).

The perspective of language as goal~directed action is situated
within a general theory of human action. Within this perspective,
an action is defined as a unit of goal-regulated behaviour (as in,
for example, Parisi and Castelfranchi 1982, Leech 1983) and a
sentence uttered by a speaker in a given situation is, like all
other forms of human action, a means towards the attainment of a
certain defined goal perceived by the actor.

'Interpretive procedures' has been postulated by Cicourel as an
analytical tool for understanding everyday communication and
interaction. This perspective presumes the existence of certain
normal forms of acceptable talk and appearance upon which members
rely for assigning sense to their environment. Cicourel has termed
some of these procedures the 'reciprocity of perspective', the

'et cetera assumption' and they permit the speaker-~hearer to make
normative sense of immediate settings by permitting temporary,
suspended, or 'concrete' linkages with a short-term or long~term
store of socially distributed knowledge (Cicourel 1973).

Interpretivists assume that people do things that are meaningful
to each other in terms of cultural rules or norms. They want to
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identify the numerous rules that guide social actors in orienting

their actions to the actions of others (cf. Blumer 1969, Schutz
1972).

The Youth Opportunities Program is initiated by the Thatcher
government to provide state-funded training and job opportunities
for young unemployed school-leavers.

Data extracts are taken from Chapter 4 of Cheng, 1982.
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"INTENSIVE LEARNING OF VOCABULARY' IN THE TEACHING OF CHINESE

Lee Hok-ming
Chinese Division
Institute of Languages in Education

This paper discusses the concept and experimental experience of
intensive instruction of Chinese vocabulary practised in Mainland China
over the past 20 years, and examines its relevance and implications for
primary school level Chinese Language teaching in Hong Kong.

'Intensive instruction of vocabulary' — as distinct from 'scattered
instruction of vocabulary' — has a two-tier goal. It aims to help
pupils master 2,500 characters within the first two years of schooling.
By mastery is meant that pupils do not only learn the graphic form, sound
and meaning of the characters but also the principles governing the structure
and formation of Chinese characters. It is believed that this has the
advantage of developing the pupil's analytical awareness and vocabulary
self-learning abilities, as well as laying a good foundation for the
development of Chinese proficiency.

During the two years, the 2,500 selected characters independent
of any text are taught in four groupings. There are many possible ways
of grouping the characters. After much experimentation, two ways
have been reported as being able to achieve satisfactory results. The
first one is a semantic grouping and the second is teaching through
association with familiar basic characters. The idea of the latter comes
from the structure of one of the six kinds of Chinese characters*: the
phonetic compound, which is a complex character made up of a semantic
component {usually the radical) and a phonetic component (usually a
simple character, i.e. pictograph or indicative symbol). Characters
which share one basic part are grouped together. Basic characters,
which are taught first, are mostly simple characters, but sometimes
complex characters which can be further broken down into simpler
characters may also be taught as basic characters.

Although the concentration of time and effort and the use of
teaching materials derived from the rule-governed principles of the
formation of Chinese characters have been found to be a fairly fruitful
approach to vocabulary and reading instruction, there are bound to be
misgivings. Evolution of the Chinese Language have made it increasingly
difficult to subject all character formation to rule-governed principles.
Moreover, because the instruction of mono-characters is always done before

* The six kinds of Chinese characters are pictograph (xiangxing),
indicative symbol (zhlshl), compound ideograph (hulyl), phonetic
compound (xingsheng), derived adaptation (zhu¥nzhi) and false borrowing
(3i%5ia).
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that of compound words or before seeing the characters/words used in
context, the resultant time gap is not always desirable and can some-
times de-motivate the learners. It is suggested that this can be
overcome to some extent by a proper combination of both the 'intensive'
and 'scattered' approaches to vocabulary instruction.

In the author's view, there is a number of constraints affecting
the intensive learning of vocabulary in Hong Kong at this moment.
These constraints are related to some of the following: the present
‘syllabus of Chinese Language for Primary Schools'; the content of
the teaching materials, especially language-textbooks, in primary schools
the teaching scheme; and an inadequate knowledge of the possibilities
of educational resources of this kind among teachers in Hong Kong.

The paper concludes with some suggestions for consideration. In
particular, it advocates experimenting with intensive instruction in
vocabulary in a small number of local schocls., From the results of
these experiments, it may be possible to evaluate the effectiveness
and applicability of this approach, and review the adequacy of the
present techniques of Chinese vocabulary instruction in Hong Kong.
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RELATTONSHIP BETWEEN WORD ATTRIBUTES AND WORD LEARNING OF CHINESE

Siu Ping-kee
School of Education
Chinese University of Hong Kong

Progress in the study of the Chinese language has been slow in
Hong Kong, and the knowledge accumulated in this respect has been
scarce. The deficiency of research data of Chinese language precludes
a clear understanding of the language phenomenon and thus retards the
process of Chinese acquisition and instruction, especially at the
elementary level. 1In Mainland China, a large project was launched
not long ago to provide intensive instruction in Chinese vocabulary.
By means of the pinyin system, character structure and word chain
approach, it aimed to teach the pupils to master 2,500 commonly used
words within the farst two years of schooling. In Taiwan, a similar
project was implemented for pupils of lower primary levels to acquire
3,000 commonly used words from the basal readers. Both these projects
believe that the acquisition of some thousand basal words at the
primary level will lay a good foundation for the development of Chinese
proficiency. If this is true, the suggestion is that it seems necessary
to use the graphic, semantic, grammatical and structural information
of Chinese characters in order to reduce the memory load of a few
thousand signs of the Chinese lexicon, which consists of mono-character
and multi-character words.

A review of the research studies indicates that some attributes
of the Chinese words are related to the acquisition process.

1. Frequency. One study reported that among the 40,032 commonly
used lexemes, two thirds were of two-character words. The multi-
character words, formed by the constituent characters, may generate
their own meaning, independent of the constituents. Research findings
showed that the association patterns to a stimulus word (two-character)
in the free association test varied in terms of the word frequency as
well as the frequency of its constituent characters. Word frequency
alone had significant positive effect in pair-associate learning as
obtained from a study of 239 two-character words. Word frequency 1s
definitely a significant attribute affecting the acquisition of Chinese
lexical units.

2. Structure. Research evidence showed that both frequency and
simplicity of the word structure are beneficial to the recognition and
reconstruction of the known words. One study evidenced that the
structural element of a Chinese character was best perceived when
embedded in a character context, next in a pseudo-character context,
and worst in a non-character context. It also found that error
identification from the two-character words was easier when the error
appeared in the first position. That the upper-left quadrant of a
Chinese character conveyed much more information than the bottom-right
quadrant was revealed by another study. The structure of a word does
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show its effects on the perception, recognition, reproduction level of
the learners.

3. GStrokes. The simplification movement was started on the
hypothesis that the simplified characters were easier to learn and write.
Two studies were conducted to verify this hypothesis, particularly for
character reproduction. However, there is no agreement in the definition
of a simple character in terms of the number of strokes, the relationship
between the number of strokes and the developmental process of word
acquisition is still an unsettled problem and awaits research evidence.

4. Syntactie Category. Learning the content words and function
words in sequential stages is in accordance with the principle of
cognitive growth from concrete to abstract. Quite a number of studies
have confirmed that acquisition of words of different syntactic categories
is associated with children's developmental process. It was found
that twice as many nouns as verbs or adjectives were given by young
children in the recognition, association, and reproduction tests. One
longitudinal study argued that the verb system mastered by the young
American children could influence their acquisition of increasing
linguistic complexity. The extent of the influence of the syntactic
category and the complex feature of multi-character words on the
developmental process of children's learning in Hong Kong needs further
exploration.

The problems arising from the literature review supply the ideas
for the design of this study. In order to expedite the process of
word learning in young children, it has to (1) identify a quantity of
commonly used lexical units appropriate to the acquisition levels of
the young children, and (2) determine the effects of the word attributes
on the process of word acquisition in different developmental stages.

Specifically, the present study professes to

(1) compare the frequency count, stroke, structure, and syntactic
category of the Chinese lexical units as found in primary school
texts from Hong Kong, Mainland China, and Taiwan; and

(2) compare the results of word learning among children of

different age levels who are being examined on the knowledge of the
word attributes under different instructional designs.
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