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· Sample 1

Pragmatic Development in Responding to Rudeness

Leslie M. Beebe and Hansun Zhang Waring

Teachers College, Columbia University

Introduction

Research on L2 acquisitional pragmatics has revolved around describing the patterns of pragmatic development (e.g., Rose, 2000), explaining the processes of pragmatic development (see Kasper, 2001, for a review of four perspectives), and exploring the role of instruction in pragmatic development (Kasper, 1997; Rose & Kasper, 2001). This chapter concerns developmental patterns. An understanding of these developmental patterns will not only help ESL teachers establish realistic expectations of students' pragmatic progress but also allow them to administer stage-appropriate pedagogical interventions to enhance students' pragmatic competence.

Kasper and Schmidt (1996) summarize the literature on developmental pragmatics as showing that learners of lower and higher proficiency have access to the same range of pragmatic strategies when performing a speech act. But as Rose and Kasper (2001) point out, despite their access to the same range of strategies, learners of different proficiency levels use "qualitatively and quantitatively different conventions of form to implement speech act strategies and select different strategies in comparable contexts" (p. 88). In other words, they differ in their ways of matching form with function, and function with context. Target-like pragmatic performance in accomplishing these matches is generally viewed as constituting the advanced end of the developmental continuum. Studies on pragmatic developmental patterns have shown learners' increasingly target-like pragmatic performance in producing requests (Blum-Kulka & Olshtain, 1986; Ellis, 1992; Schmidt, 1993; Trosborg, 1995), complaints and apologies (Trosborg, 1995), and compliments (Billmyer, 1990).  

Interlanguage pragmatics (ILP) researchers have not always agreed upon specific patterns of development. For those who have adopted Thomas' distinction between pragmalinguistics and sociopragmatics, empirical research has suggested conflicting evidence regarding the acquisitional order of these two pragmatic components. For those unfamiliar with the interlanguage pragmatics literature, very briefly, sociopragmatics concerns the ability to perform the appropriate speech act in a given situation, while pragmalinguistics concerns the ability to use appropriate linguistic means to perform a given speech act. On the one hand, learners have been shown to acquire the linguistic means to realize different functions before they acquire the rules of their usage (Edmondson & House, 1990; Rose, 2000; Scarcella, 1979; Trosborg, 1987). On the other hand, Bardovi-Harlig and Hartford (1993) found that although learners became increasingly successful in choosing the appropriate speech acts over time, they failed to mitigate appropriately. That is, their pragmalinguistic dimension calls for "fine tuning" at a later developmental stage. A similar view is echoed in Bardovi-Harlig and Salsbury (2002), where the development of social knowledge is found in the absence of linguistic development. 

Mixed results also exist with regard to the question of whether negative pragmatic transfer increases with increasing proficiency. Negative pragmatic transfer refers to the transfer of native language pragmatic strategies and/or linguistic means into the target language, which leads to pragmatic failure in the target language. For instance, when a Korean woman responded to an American’s compliment “You did a great job” with the Korean disagreement strategy “I don’t believe you,” she found her American listener shocked and puzzled (Beebe & Waring, 2001). Some found that learners of higher proficiency are more susceptible to pragmatic transfer than learners of lower proficiency (Takahashi & Beebe, 1987). However, others failed to find evidence of higher frequency of negative pragmatic transfer in advanced learners (Maeshiba, Yoshinaga, Kasper, and Rose, 1996; S. Takahashi, 1996). 
Although the majority of research on patterns of pragmatic development has been focused on speech act performance, there is also some indication that the ability to “go off-record “ or convey more subtle meanings emerges later and is more difficult to acquire (Beebe & Waring, in press). Going off-record refers to the performing of a communicative act indirectly so that multiple interpretations are possible and the speaker may deny any particular interpretation that the listener suggests (Brown & Levinson, 1987). For instance, if someone on a date responds to an invitation to “come up for a drink” by saying, “I think I’m not ready to get that involved,” the person making the invitation can deny that this is an invitation for sexual involvement and stick to the interpretation that s/he is just thirsty. Finally, apart from looking at pragmatic development in production, some ILP researchers have also examined learners' pragmatic development in comprehension, or what is often referred to as pragmatic awareness. Such awareness is evidenced in increasingly target-like perceptions of directness and positive politeness (Olshtain & Blum-Kulka, 1985), increasing accuracy in interpreting implicature (Bouton, 1992, 1994), and increasing ability to notice pragmatic inappropriacies (Bardovi-Harlig & Dornyei, 1998). 

The preceding review indicates three broad features in the study of the developmental patterns of interlanguage pragmatics. First, consistent findings are limited. Second, the speech act has been the main construct used to measure development in the majority of the studies. This prevalent reliance on speech act performance is also reflected in the relatively recent literature on testing interlanguage pragmatics (Hudson, Detmer & Brown, 1995; Rover, 2002). Third, the speech acts studied have been limited to a conventional few: requests, apologies, complaints, refusals, and compliments, among which requests seem to have received the most attention.

The Argument for Going beyond Pragmatic Strategies

If short, conventional speech acts are the primary focus of study in the field of acquisitional pragmatics, many affect-rich social encounters will necessarily be given short shrift. Hymes (1972) encouraged us to study his three areas of spoken discourse: speech acts (e.g., requests) within speech events (e.g., lectures) within speech situations (e.g., weddings). When we emphasize speech acts, we pare down the rich linguistic and social contexts that exist in the larger speech events and situations. The function of the core speech act is more readily transparent and therefore most likely more easily acquired, studied, and tested than other less well defined concepts such as tone, and it is therefore not surprising that we have emphasized these short bits of speech in a new field. However, we know that discourse is more than a string of speech acts, and furthermore, linguistic and social contexts are quintessentially important in the study of discourse, no matter how long or short the stretch of language we are studying. Thus, we must commit to going beyond the basic speech act in our research.

In addition to expanding the stretch of speech we study, we need to keep in mind the importance of studying natural speech in uncontrived spontaneous settings. We also need to grapple with what we call the “Discourse Researcher’s Paradox.” This paradox stems from the conflict between the goals of naturalness and typicality. The discourse researcher needs to obtain natural spontaneous data in context, yet the very fact that the language used is completely natural and spontaneous in a context leads to the outcome that it is necessarily unique—and therefore cannot easily be shown to be typical. In the present study, we have chosen to use bits of completely natural, spontaneous language as stimuli for groups of subjects to respond to. This methodology addresses our need to know not only the unique response of one speaker to a unique utterance, but also the typical response of a large group of speakers to that utterance.

In line with the need argued above to go beyond the conventional speech act in order to investigate more varied affect-rich social encounters, we believe that we need to “cut the pie” differently. An easy way is to relax the definition of speech act (e.g., Beebe & Takahashi, 1989) by studying the act of giving someone embarrassing information, which is only arguably a speech act, but emphasizes an affect-rich process. Another way is to look at an affect-rich speech event (e.g., as Boxer, 2002 did when she looked beyond requests to the speech event of nagging). Still another way is to use Fishman’s (1972) organization of language by domains, as Boxer (2002) did in her study of the family, social, educational, religious, and workplace domains, and to select affect-rich uses of language within those domains. For example, Boxer focused on humor (teasing and joking) in the social domain and on bragging, boasting and bravado in the workplace domain.

Still another way to get affect-rich data is to choose data by the affect itself—by the tone of language as we did in this study of rudeness and responses to it. In a series of earlier papers, Beebe (1993, 1994a, 1995, 1997) has repeatedly argued for the management of rudeness as an important component of pragmatic competence. She asserts that rudeness is not merely a failure at politeness. It seems fitting that we take the next step to seriously consider the development of that component of pragmatic competence in interlanguage pragmatics. Selecting language to study in terms of its tone (e.g., rudeness) is just as pragmatic as selecting a “building block” of language like the speech act. This method “cuts the pie” differently, and by doing so opens up our field of inquiry to areas of greater subtlety that may in fact be better suited than speech acts to revealing differences in pragmatic development.

In this study, we wish to contribute to this existing literature by(a) incorporating affect-rich context into the exploration of pragmatic development, and (b) identifying pragmatic constructs other than the frequently studied speech acts (e.g., request, apology, refusal, complaint, compliment) in measuring pragmatic development (Beebe & Waring, 2002). In short, we seek to locate evidence--evidence that might not be related to speech acts--of pragmatic development in the context of responding to rudeness. 

____________________________________________________________________
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· Sample 2

             Knowing about Expository Texts: Meta-textual Awareness and 

                                         Reading Comprehension

Elite Olshtain and Etty Cohen

Hebrew University, Jerusalem

Introduction

Narratives, which are structurally organized along spatial and temporal lines (Rumelhart, 1975, Mandler, 1984 and others), are usually read and understood more easily than non-narrative/expository texts, which are organized logically. In order to understand narratives, readers can usually rely on prior knowledge and experience, but in order to understand an expository text, readers rely more on the structure of the text (Goldman & Rakestraw, 2000) and on its linguistic elements. These differences in text structure and textual clues are particularly important for younger readers who have had more experience listening to and reading narratives (Stein & Glenn, 1979; Applebee, 1980). The present chapter examines eight graders’ awareness of the structure of information in expository texts in their first language. It is assumed that such awareness in a first language can easily be transferred to a second language, thus enhancing reading comprehension in the latter.

The awareness of how the information in texts is structured, also called meta-textual knowledge, includes knowledge about text structure and the ability to recognize text types, using a text’s stylistic and linguistic features. It seems that meta-textual knowledge is independent of content knowledge, as was found in the studies of Faigley and Meyer (1983). When a reader can make explicit use of his/her meta-textual knowledge when reading expository texts, the reader has developed metacognitive awareness, or cognitive awareness of the knowledge he or she possesses about the conventions of a given type of expository text (Garner & Gillengham, 1987; Garner, 1988; Afflerbach, 2000). Both metacognitive and meta-textual knowledge develop gradually with the increased amount of reading and with increased exposure to different text types. Older students are, therefore, more proficient readers of expository texts than younger readers, since they have had more experience reading such texts (Chambliss, 1995).  

Since second language reading instruction builds on meta-textual knowledge in the first language, it is important for us to understand what kind of knowledge junior high school students have of expository text structure in their first language. Expository text structure knowledge in L1 will ensure better overall reading comprehension and particularly reading efficiency in a second language (Celce-Murcia & Olshtain, 2000, Chap. 7). 

Expository Text Structure

The logical organization of a text is a major factor in a text’s readability level (Mayer, 1985) and in creating its coherence. Coherence is created by the unity and relatedness of a text’s propositions and ideas and also depends on the presence of linguistic devices that strengthen its global structure and its local connectedness. Expository passages exhibit features of overall conventional schemes of coherence as well as more local coherence within each paragraph. The proficient reader takes advantage of these textual features in understanding and interpreting the text.

One of the most important elements in the local connectedness of a text is the known-new contract. This contract explains how texts “flow,” with each succeeding sentence connected to the one that precedes it by putting what has already been mentioned in the subject slot (known information) of the sentence and what the reader doesn’t know in the predicate position (new information).
 Old and new information in sentences is signaled by both grammatical structures (i.e., the article system in English) and discourse features (i.e., replacement of nouns with pronouns). The principle of information structure also works at the level of a text’s global organization. As Giora (1988) claims, texts exhibit an accessibility hierarchy or an informativeness continuum. Accordingly, the Discourse Topic proposition, which is usually placed in text initial position, functions as an initial organizing element of the text or as a reference-point for text processing and is the most accessible yet the least informative element (known information). The least accessible yet the most informative constituent is placed towards the end of the text (new information), creating a hierarchy, which allows the reader to move from old to new information. This hierarchy adheres to the relevance principle and enables readers to process texts, moving from one proposition to the next in an efficient manner.

Another important feature of expository texts is the presentation of the main message by moving from general statements to more specific ones. The first sentence in a paragraph, which often contains the topic or theme of the paragraph, also relates to a more general perspective. The later sentences are usually related to the first one by presenting examples, arguments or expansions, which provide more specific and new information (the new information) on the topic. The continuity created by topic relatedness within a paragraph and within the text as a whole enables the reader to process the information while moving from the general perspective to the specific details. This is typically referred to as the top-down processing of a text.

In western expository writing, therefore, a coherent text progresses from the least to the most informative message and from the general to the specific. Thus, coherent texts adhere to a graded informativeness requirement and propositional coherence creates a logical progression within the text. Readers comprehend the text as they perceive the thread connecting the propositions presented in the text and relate it to his/her knowledge of the world. 

Formally, the text’s coherence is reflected in the cohesive features of the text such as appropriate use of referential ties, lexical chains, and conjunctions or transitional expressions. Understanding how these cohesive features work within a text is part of the reader’s meta-textual knowledge. Among readers of English (as their first language), it has been found that propositional coherence, reflected in explicit cohesive features in the expository text, facilitate reading comprehension (Nippold, 1988; Sanders, Spooran, & Nordman, 1992; Sanders & Noordman, 2000). Other studies have found that drawing readers’ attention to explicit and implicit cohesion features can improve overall understanding (Geva & Ryan, 1985; Goldman, Saul, & Cote, 1995; Goldman & Murray, 1992). Readers’ meta-textual awareness is, consequently, a facilitative factor in interpreting and processing expository texts.  

Meta-textual awareness, as we have seen, relies heavily on linguistic and text structure elements that realize the coherence relations in the text. There are however, sometimes coherence relations that rely on pragmatic sources (Sanders, 1997) where knowledge of the world and familiarity with the context may help readers to interpret texts. Furthermore, there are physical text features that may enhance or impede comprehension (Golding & Flower, 1992; Van Dijk, 1981). 

Principles of text structure and text pragmatics, however, may differ cross-culturally.  The second language reader, who initially relies heavily on his/her meta-textual knowledge in the first language, may be faced with different conventions of rhetorical organizational patterns (Hinds, 1980, 1983, 1986) in the new language. Furthermore, s/he may lack the linguistic knowledge to pick up on the cohesive features in the target language, making reading comprehension more difficult. Yet, we have good reason to believe that readers who have meta-textual knowledge in their first language will be able to develop such knowledge in the second language more easily.

This chapter aims to present the importance of meta-textual knowledge in enhancing processing of expository texts. Our position is based on a study carried out among eighth graders, native speakers of Hebrew, reading expository texts in their first language. On the basis of our findings we make some suggestions for teaching reading comprehension in a second language, particularly within a discourse frame of reference.

The Study
The present study focused on the extent to which eighth graders (14 year olds) exhibit meta-cognitive awareness when processing expository texts, which they often have to read in various subject areas. Are such learners aware of the information hierarchy in texts and can they distinguish between the main topics (to which the information hierarchy is relevant) as opposed to more marginal issues presented?

___________________________________________________________________________________________
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· Sample 3

                    Evaluating the Communicativeness of EFL Textbooks 

                                       for Japanese Secondary Schools

Mary McGroarty, Northern Arizona University

Naoko Taguchi, Akita International University and Northern Arizona University

Communicative Language Teaching in Japan: A Brief History

In the past quarter century, communicative language teaching has transformed the teaching of English in many countries around the world, and Japan is no exception. In 1989, the Japanese Ministry of Education, the body responsible for all educational planning and reform in Japan (LoCastro, 1996; Wada, 1994, 2002), mandated a new curriculum that incorporated oral communication as a distinct subject area for upper secondary schools. The new curricular focus appeared in the official curriculum guidelines and national educational policies published every ten years, hereafter called the Course of Study. This official document presents an instructional framework that includes general course objectives, course descriptions and content to be taught, and guidelines for selecting materials, and is as much a political as a practical statement. 

The 1989 Course of Study for English instruction, which promoted a communicative approach to English teaching, represented a departure from past practices emphasizing mainly grammatical mastery. The proposal to include speaking and listening skills in the Course of Study in upper secondary schools grew out of a nation-wide educational reform begun in 1987 which called for education to respond to societal changes such as internationalization and the growth of an information-oriented society. In this spirit, the reform in English education focused on changing instruction to focus on developing communicative skills and intercultural understanding in order to produce Japanese citizens who could "earn the trust of the international community" (Mombusho, 1994, p. 101). To this end, three new English subjects, Oral Communication (hereafter, OC) A, B, and C, were introduced in the 1989 Course of Study in order "to foster students' positive attitudes towards communication." The first course, OCA, aimed to develop students' speaking abilities through such activities as "expressing ideas using simple and appropriate expressions for the communicative situation and purpose.” The second course, OCB, focused on listening comprehension skills by teaching students to "elicit the main idea of an extended text" and "summarize and express one's opinions about the content of the text." The third course, OCC, was meant to emphasize discussion skills. The 1999 guidelines, which took effect in 2003, promoted a more integrated approach to development of oral skills and condensed the work into two courses, OC I and OC II (Mombusho, 1999).

OC textbooks as pedagogical input

In Japanese secondary schools, textbooks play a central role in providing input for learning and show how curricular reform is translated into classroom teaching. According to Japanese School Education Law, elementary and secondary textbooks must either be authorized by the Minister of Education or published under the Ministry's copyright in order to ensure equal opportunity in education and maintain national educational standards. Textbooks are first written by private publishers and then submitted to the Textbook Authorization Council that works with Ministry criteria. Authorized textbooks are then examined by local education boards, the oversight bodies for local schools. From the list of authorized texts, the boards adopt those seen as most suitable for schools in their regions. Teachers then must cope as best they can with the textbooks selected by their local education boards. As of 2001, the number of authorized textbooks for OCA was sixteen; for OCB, seventeen; and for OCC, two.


Because the textbooks provide content and activities that shape much of what happens in classrooms, an analysis of authorized textbooks offers some indication of whether the communicative approach has been implemented in secondary English education. The present study is an effort to evaluate the "communicativeness" of the pedagogical materials used in the first course, OCA, drawing on current developments in discourse analysis and second language education. We analyze five English textbooks widely used in one prefecture in Japan in order to examine the extent to which these textbooks enable English learners to develop genuine communicative abilities in English.

Prior L2 textbook analyses


There have been attempts to analyze textbook content and exercises from the perspective of 'communicativeness' since the 1980s (see, for example, Gorsuch, 1999). Use of sociopragmatic criteria in addition to grammatical correctness represents a related trend, one reflected in Celce-Murcia’s most recent work (see Celce-Murcia & Larsen-Freeman, 1999, and Celce-Murcia & Olshtain, 2000). With the emergence of models of communicative competence (Bachman & Palmer, 1996; Canale & Swain, 1980), functional and context-dependent language use has attracted much attention in L2 pedagogy. The ability to use language appropriately in social contexts, labeled pragmatic competence, is recognized as a central component of communicative competence. As Bardovi-Harlig (1996) claims, it is unlikely that pragmatic competence improves without good textbooks to provide positive evidence for learners. Thus the presence of appropriate socio-pragmatic input provides one useful criterion in determining the communicative input in language textbooks. Bardovi-Harlig (1996) surveyed 20 ESL textbooks to determine whether the dialogues in textbooks served as pragmatically accurate models to learners. Only 12 of the 20 textbooks included complete and appropriate dialogue closings, and very few had clearly labeled pragmatic functions (e.g., the speech act of requests). Further, most textbooks did not elaborate on the relationship between contextual variables and types of speech act expressions and did not indicate why speakers would select different forms in different situations.


Phillips (1993) surveyed 22 French textbooks in order to examine whether textbooks provided information about sociopragmatically appropriate requests. The analysis revealed that the majority of textbooks presented the imperative as the means to form requests, but other politeness markers (e.g., conditional forms) were not emphasized. Few textbooks suggested alternative request forms, and caution about their appropriateness in different contexts was seldom offered. Moreover, few materials included explicit mention of the sociopragmatic usefulness of various request expressions, nor did they supply any guided practice in the use of such expressions. Similarly, LoCastro (1997) analyzed 17 textbooks used for secondary school English in Japan to reveal the extent to which Japanese learners were exposed to common English politeness expressions. By counting politeness features (e.g., modals, tags), she found that the textbooks provided very little exposure to politeness expressions because of the exclusive focus on grammar. Language forms were presented with little attention to communicative functions or contexts. Some politeness forms did appear in the texts, but not in a context that exposed students to situationally appropriate language, thus giving them an erroneous representation of actual language use. Examples included the overuse of "please" in making requests; inclusion of direct refusals (e.g., “I don’t want to”) in response to advice (a strongly dispreferred option for both native speakers of Japanese and of American English; see Kinjo, 1987); and use of too-strongly-phrased alternatives for making suggestions (e.g, saying "you had better go” as a casual suggestion). As suggested in Cohen's (1997) self-report study, the disjunction between the forms used to convey pragmatic intent and information about their contexts of use could cause difficulty in internalizing the materials. Because pragmatic competence is sensitive to sociocultural contexts, contextual information (e.g., settings, purpose) is crucial when introducing pragmatic expressions. Lack of sufficient, appropriate, and contextualized input in instructional materials, particularly in a foreign language environment, is likely to be one major cause of learners’ pragmatic deficiencies found in previous studies (e.g., Cook, 2001; Pair, 1996; Takahashi, 1996; Trosborg, 1995).  

To summarize, previous L2 textbook analyses indicate a lack of attention to sociolinguistic and pragmatic considerations in many language textbooks. Although learners have some access to certain sociopragmatic expressions, discussion and practice seem to be insufficient in helping them to internalize such expressions. Sociocultural variables (e.g., settings, interlocutor relationship, communicative goals), information often inadequately addressed in textbooks, are what determine a particular expression’s appropriacy in context. As Faerch and Kasper (1983) have observed, a speaker’s choice of utterance depends on an integration of various types of knowledge: linguistic, discourse, cultural, contextual, and world-knowledge, as well as procedural knowledge. The teaching focus should not be on a list of functions, but rather on their use in a particular place, for a particular purpose, and as a part of a strategy.

As Burns (1998) states, despite the widespread theoretical acceptance of the communicative approach to language teaching in the last three decades, relatively little progress has been made in the area of related analyses of pedagogical materials. Her observation applies to the case of English education in Japanese secondary schools; as noted, communicative language teaching has been promulgated by the Ministry of Education in the form of curriculum guidelines, but very little empirical research (aside from the 1997 LoCastro study cited above) has as yet evaluated the language forms, functions, and exercise types in the authorized textbooks from a communicative perspective. Because the Oral Communication textbooks were presumably written to reflect the communicative objectives in the Course of Study, a systematic analysis of a selection of OC textbooks offers some insights about what is likely to happen in secondary English classes, particularly regarding the nature of the communicative input available to and practiced by secondary English learners in Japanese classrooms. The present study is a first step in this direction.

Selection of textbooks 


Because evaluating all published textbooks used in Japanese secondary schools was beyond the scope of this small-scale analysis, the researchers phoned two major publishers in Japan to obtain information about sales rankings of the textbooks available in the 2002 market. Based on the information, five OCA textbooks ranked among the top six in national sales were selected for analysis. We refer to them here as Textbooks A, B, C, D, and E.
 The texts were similar in length, all between 80 and 100 pages. All exercises appearing in the main textbook units, except those in supplementary information sections, were used in the analyses.  

Research questions guiding the analysis


The present analysis focused on correspondence between the 1989 national curriculum objectives for the OCA course and the contents and activities in the textbooks. Because the wording of the curriculum guidelines concentrated on three specific aspects of second language practice—that is, the presence of communicative skills, contextualization, and functional language use--analytical criteria were established accordingly. Our study was thus guided by four research questions: 1) Do the textbook exercises require the learners to use communicative skills; 2) What is the range of communicative situations depicted in the textbooks?; 3) What is the range of communicative functions covered in the textbooks? and 4) What is the range of linguistic forms used to express individual functions? For the fourth area, we compared the range of forms given in the textbooks with the variation in actual language use attested in contemporary English corpora. 

____________________________________________________________________

_____________________________________________________________________

· Sample 4

Lexical Phrases and Discourse Context: PRIVATE 
Questions of Form and Function

Jeanette S. DeCarrico, Portland State University

Introduction

In recent years, formulaic expressions have come to the forefront as a topic of special interest for both researchers and educators, and various studies of these expressions have begun to focus more on their functions in discourse (Lewis, 1993; Weinert, 1995; Henry, 1996; DeCarrico, 1998; Howarth, 1998; Cooper, 1999). Consequently, the need to refine the definition of these expressions has become increasingly evident. One issue of particular interest involves lexical phrases, defined by Nattinger and DeCarrico 1992) as conventionalized form/function composites having set frames with varied slots for fillers (e.g., the invariable set frame how are you?, which functions simply as a greeting, versus the set frame a long__ago, which functions to express time relationships in discourse but which also allows various time phrases such as long time, week, month, etc., to fill the slot). In other words, lexical phrases are defined as form/function composites because not only are they set phrasal units in that each frame is a prefabricated ‘chunk’, but they are also set phrasal units in that each has an associated discourse function.


A recurring question has been how word-like phrasal units can be identified rigorously enough to count as legitimate lexical entries (see, for instance, Becker, 1975, Bolinger, 1975, Peters, 1983, Pawley and Syder, 1983, Widdowson, 1989). Lexical phrases that are invariable can easily be identified as idiomatic lexical chunks, such as get a life, functioning to signal disapproval of a previous statement. In contrast, highly variable lexical phrases, such as the other thing X is Y, functioning to signal a shift in topic, are much more difficult to define because, as we shall see in the following sections, fillers of up to sentence length can fill the slots marked by X and Y in this short, simple frame. 


More recently, as discourse concerns have become more central in applied linguistic research and in second language teaching, the controversy has broadened to include the question of whether a redefinition of lexical phrase categories should focus on these discourse functions at all, or whether, alternatively, it should center on more rigid formal criteria (see especially Bohn, 1996, Willis, 1995, DeCarrico, 1996, 1998, and Rilling, 1996). Regardless of the final outcome, it seems clear that earlier definitions need to be reconsidered, not only to redefine the boundaries of lexical phrase categories, but also to maximize the usefulness of these categories in teaching vocabulary and grammar in the ESL classroom. 


This chapter will look at the problems of definition as initially identified by Nattinger and DeCarrico (1992). Alternative solutions based on formal criteria will be compared with those calling instead for more emphasis on function. It will be argued that, based on a broader range of data now becoming available, function is indeed a crucial aspect of lexical phrase definition. 

___________________________________________________________________________________________
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· Sample 5

Nouns without Articles: Focusing Instruction for ESL/EFL Learners within the Context of Authentic Discourse

Patricia Byrd, Georgia State University

Studies of the English article system, especially those concerned with the problems it poses for ESL/EFL learners, have focused largely on the meaning and use of the and a/an—and on ways to help ESL/EFL learners become accurate in their use of the and a/an (e.g., Agnihotri, Kanna, & Mukherjee, 1984; Horowitz, 1989; McEldowney, 1977; Master, 1988, 1990; Whitman, 1974; Yamata & Matsuura, 1982). However, two research reports by Master (1987, 1990) suggest that the most frequently used article is not a/an or the, but the zero article, that is, no article before the noun or noun phrase. Master (1987) found the following distribution in a sample of 269 noun phrases from articles in Scientific American:

	the     102/269            38%
	a/an  21/269          8%
	zero      146/269         54%


In this small sample, the zero article accounted for more noun phrases than a/an and the combined. In another larger tally, based on Newsweek articles, Master (1990) found the following distribution in a sample of 5004 noun phrases:


the       35%

a/an
19%

zero
46%

The study reported in this chapter began as a reaction to Master’s findings and his observation (Master, 1995) that even advanced ESL writers have problems with the article system, chiefly involving confusion over when to use the zero article. In my own work with ESL writers, I have found many students whose first choice for noun phrases was to reject the/a/an and to produce nouns without articles. Somewhat like the broken clock that tells the correct time twice each day, these students use nouns without articles but without a sure sense of when their choice is grammatical and when it is not. 
Thus, I wondered if applied linguistics researchers, ESL/EFL teachers and materials developers might be wise to change the focus from the uses of a/an and the to the use of zero article. If nouns without articles (or determiners) are so fundamental to English and if so many students are having problems using the forms correctly, perhaps we should make the noun with no article in English a baseline from which to help students understand (a) when that choice is appropriate--and their inclination to use it is correct--and (b) when an article or other determiner is required--and their inclination to leave it out is incorrect. 

(Section omitted: Noun without Article Defined )

Articles in Context

While the types of noun phrases with no article adapted from Quirk, Greenbaum, Leech, & Svartvik (1985) listed in Appendix A is interesting and perhaps helpful in specifying the range of such noun phrases, ultimately this list is not very useful for language teachers or materials writers because the forms are not contextualized. Numerous publications verify the importance of context in the selection of articles. Halliday and Hasan (1976) demonstrate the ways in which the is used to provide textual cohesion. Master (1995) discusses the ways that scientific discourse often involves noun phrases with zero determiner rather than the for noun phrases that have a prepositional phrase after the head noun. He analyzes this intentional vagueness in scientific communication as a method for focusing on classes rather than specific instances (e.g., replication of cells rather than the replication of cells). Celce-Murcia and Larsen-Freeman (1999) discuss a variety of studies that indicate discourse-based selection among the generic noun phrase types. For example, they summarize a study of abstract nouns done in 1976 by Bergsnev for a course at UCLA: In this study, texts from the hard sciences preferred abstract nouns without an article, while texts from the humanities used such nouns with a/an (e.g., dependence vs. a dependence). 

Approaches to characterizing the meanings of English articles have generally involved distinctions between generic and specific meaning (Quirk et al., 1985) or classification and identification (Master, 1990). In Quirk et al., noun phrases with specific reference refer to particular people, places, things, ideas, etc.; noun phrases with generic reference refer to groups or representatives of groups. A basic insight from Quirk et al. and from the somewhat different but related system of Master is that the English articles are involved in what appear to be two major subdivisions of communication. These two overarching types involve (a) communication about generalizations and/or general truths and (b) communication about specific events and people. Nouns without articles can be used in either of these subsets: the null version with proper nouns signaling specific meaning and the zero version with noncount or plural nouns signaling generic meaning.  

Studies of academic discourse (Biber, 1988; Biber, Johansson, Leech, Conrad, & Finegan, 1999) have shown the importance of noun phrases in conveying information in academic text. They demonstrate the noun-centric nature of academic writing with its long complex noun phrases. Naturally enough, the presence of numerous noun phrases implies the use of numerous articles used for a variety of purposes. The analysis reported in this chapter bears this out and reveals the prevalence of noun phrases without articles in the types of academic materials often assigned for students to read as part of undergraduate courses at U.S. universities. The findings seem to bear out previous studies’ claims that academic prose is noun-centric in nature and thus contains large numbers of articles and determiners, including many noun phrases where only the null or zero article is used.

_______________________________________________________________________
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· Sample 6

The Role of Grammar in TESL and Composition

Terry Santos, Humboldt State University

Introduction
The fields of TESL and composition have evolved from different disciplines (linguistics and rhetoric, respectively) and have traditionally served different student populations (non-native and native speakers), so it is not surprising that TESL and composition have also developed different perspectives on and approaches to writing instruction. Differences between two independent but related fields would ordinarily be considered a natural and unremarkable part of the development of disciplines, with little cause to dwell on them. In this case, however, the differences are significant because ESL students constitute an increasingly large percentage of the enrollment in college writing programs in the United States, while at the same time L1 composition specialists constitute the overwhelming majority of the instructors in these programs. Thus, the differences in philosophy and pedagogy between composition and TESL are not merely intellectually interesting; they have real consequences for the students enrolled in writing courses from California to New York.


I have discussed some of these differences elsewhere (Santos, 1992, 1999; Santos, Atkinson, Erickson, Matsuda, & Silva, 2000), but here I want to focus on one particular contrast: the view of grammar in ESL writing and L1 composition.

The Literature on Grammar in ESL Writing


Even a cursory survey of journals, textbooks, materials, and TESL listserv topics makes it clear that TESL sees grammar as inextricably linked to the teaching and learning of writing for academic purposes. In the past decade alone, articles in Journal of Second Language Writing, TESOL Quarterly, and CATESOL Journal have dealt with issues related to error feedback (Yates & Kenkel, 2002; Fazio, 2001; Ferris & Roberts, 2001; Ashwell, 2000); grammar-related noticing (Qi & Lapkin, 2001; Izumi & Bigelow, 2000; Ellis, 1995); the effect of time for revision on accuracy (Polio, Fleck, & Leder, 1998); student self-correction in editing (Ferris, 1995); faculty reactions to errors (Sweedler-Brown, 1993; Janopoulos, 1992); sentence-combining and syntactic variety (Johnson, 1992); and sentence versus discourse grammar (Hughes & McCarthy, 1998).


Textbooks on teaching ESL/EFL include chapters on grammar in writing (e.g., Frodesen in Celce-Murcia, 1991), as do texts focused specifically on ESL writing (Frodesen & Holten, 2003; Ferris & Hedgcock, 1998; Leki, 1992; Kroll, 1990). Reid and Byrd (1997) co-authored a book solely on grammar and composition, and a new text on grammar has recently appeared (Hinkel & Fotos, 2001) with chapters on teaching grammar in the writing classroom. A popular textbook in ESL writing courses (Lane & Lange, 1999) employs traditional grammatical terminology to help students engage in error analysis as they edit their writing. And online, the role of grammar in writing (as well as in other skill areas) is such a frequent topic on listservs such as TESL-L that members are referred to archives of discussions dating back to the inception of the listserv in the mid-1990s.


In the history of ESL writing, the view of grammar moved from one extreme (overemphasis) to the other (underemphasis) before reaching a point somewhere in between. During the decades of product-centered composition (from the 1950s through the 1970s), writing and grammar were virtually synonymous, for it was believed that ESL students could not manage the complexities of academic writing without a solid grounding in grammar; hence, ESL writing classrooms tended to be devoted to various types of grammar exercises that substituted for practice in actual writing. The early 1980s brought a shift in philosophy to process-oriented composition, an approach which saw grammar as a barrier to the greater goal of fluency in writing (Spack, 1984; Zamel, 1983, 1982). Grammar was relegated to the final, editing stage in the multi-step process of drafting and revising, and often it was neglected altogether.


The English for Academic Purposes (EAP) movement in the mid- to late 1980s provided the basis for a middle ground between these two extremes (Horowitz, 1986a, 1986b). Proponents of EAP argued that grammar could and should be incorporated into a process-oriented writing classroom in order to give ESL students practice in both fluency and accuracy, in accordance with the expectations of an academic audience. In addition to error analysis and feedback, academic reading assignments in different discourse genres (e.g., history, accounting, biology) could be analyzed for their specific grammatical features (e.g., participial phrases, appositives, passive constructions), while writing assignments could include summarizing and paraphrasing, with the attention to grammar and vocabulary those skills call for (Byrd, 1997).


The current general consensus on the value of grammar in ESL writing does not mean there is universal agreement on the matter. However, even as outspoken a critic as Truscott (1996), who focuses solely on error correction, acknowledges its power and ubiquity:

[G]rammar correction is something of an institution. Nearly all L2 writing teachers do it in form or another; nearly everyone who writes on the subject recommends it in one form of another. Teachers and researchers hold a widespread, deeply entrenched belief that grammar correction should, even must, be part of writing courses. (p. 327)


It is telling that almost as soon as Truscott’s article against grammar correction appeared, reactions and rebuttals followed to challenge and counter his arguments, largely on methodological grounds (Ferris, 1999; Ellis, 1998; Ferris & Hedgcock, 1998). Although Truscott responded to the counterarguments (1999), there is little indication in the literature that ESL writing specialists disagree with Reid and Byrd’s statement: “ESL composition teachers are responsible for the growth of grammatical accuracy as well as written fluency in their students’ writing” (1997, p. vii). The question then becomes how ‘growth in grammatical accuracy’ might be achieved, with research and practice focusing on options such as error identification, error analysis, error gravity, reformulation, writing exercises, and grammar lessons (Cohen, 1989; Reid & Byrd, 1997; Ellis, 1998; Ferris & Hedgcock, 1998; Lane & Lange, 1999).

________________________________________________________________________

________________________________________________________________________

� The area of discourse analysis that explores the ways in which “old” (known) information versus “new” (unknown) information is presented is referred to as information structure. European researchers generally use the terms theme and rheme while North America researchers use topic and comment for this distinction between old and new information.


� The five OC textbooks analyzed for the present study were: Birdland (Yoshida et al., 2000),  English Street (Hazumi et al., 2001), HelloThere (Jimbo, 1999),  Speak to the World (Bowers, Sakata, & Murakami, 1999), and Select (Kitaide, Mikami, & Tanimoto, 1998).  These five textbooks were selected based on market share and thus represent typical materials available to teachers and students in secondary schools.  
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