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discussed in this book is an attempt to look beyond these dimensions
of teaching to the beliefs, knowledge, and thinking that underlie
their successful use. The argument pursued throughout the book
therefore is that teacher education needs to engage teachers not
merely in the mastery of rules of practice but in an exploration of
the knowledge, beliefs, attitudes, and thinking that inform such
practice (XIV). ¥E Second Language Teacher Education —H 1, {E&Ei:
An alternative approach to the study of teaching and to the
development of goals for teacher preparation programs is the
examination of the total context of classroom teaching and learning
in an attempt to understand how the interaction between and among
teacher, learner, and classroom tasks affect learning. This can be
called a holistic approach, since it focuses on the nature and significance
of classroom events and involves both low-inference and high-
inference categories. Such an approach implies different goals for
teacher preparation : “Holistic approaches work towards training goals
not all of which can be broken down into individually verifiable
training objectives, and they stress the development of personal
qualities of creativity, judgement and adaptability...The formulatic or
prescriptivist nature of a mere ‘Vocabulary training’ approach to
[teacher training in TESOL] is contrasted by holists with an
‘education’ in more general principles”, (Britten, 1985a:113)
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Preface

This book arises from a long-term concern with the teaching of the
spoken language. In particular we are concerned with ways in which
the spoken language differs from written language, and with how
genres of spoken language differ from each other. We have restricted
our discussion in this book in various ways. We rarely mention
questions of pronunciation or intonation, which have so dominated
the teaching of spoken language in the past. Nor do we discuss social
variation within language. Nor do we discuss the teaching of
grammar and vocabulary. These topics are clearly relevant to the
teaching of spoken language and we ignore them only because so
much has already been written about these areas. We have chosen to
concentrate on the communicative use of language by speakers, with
a reason for speaking, to listeners, in contexts. This leads us to a view
of the spoken language which owes a great deal in its approach to the
rapidly developing study of the analysis of discourse.

Some of the suggestions in this book are reasonably securely based,
since they have been tested in use. This is particularly true of the
sections on the teaching and assessment of spoken language
production. Other parts are based on common sense, extrapolation
from our own experience, as well as on the experience of many
friends and colleagues who have contributed crucially to the
approach we outline here. Occasionally we make suggestions on the
basis of intuition, or some long-held but only partially-argued
conviction. This avowal ought to be sufficient to warn the reader that
he ought to scrutinise everything we claim in the light of his own
experience and of the needs of his own students. It cannot be the
case, in a general book of this kind, that everything is relevant to
everybody.

We are particularly anxious that no teacher should see any of our
proposals as attacking anything that he is doing at the moment. If it
works for him, and for his students, he should almost certainly keep
on doing it. Our hope is that we may add to the armoury of strategies
and tools which every teacher needs to keep on adding to. If we are
able to suggest anything at all that you haven’t already thought of,
try it out and see if it works. If it does work, make a bit of room for it
in your curriculum. There are no inspirational, global, solutions here.
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Data: recorded material and transcripts

One of our aims in this book is to draw to the attention, particularly
of those who have not studied naturally occurring spoken language,
the many differences between spoken language and written language.
There are frequent quoted extracts of naturally occurring speech.
These appear as transcriptions. All of the transcriptions, except for a
few in chapter 4, are of native speakers of English, speaking naturally
and spontaneously. The transcriptions are numbered in sequence in
the chapter in which they occur. Some of the extracts are also
exemplified on the accompanying cassette. In this case a second
number appears in the text, following the chapter-sequence number.
This second number indicates the taped extract number as it appears
on the cassette. The same extract on the cassette is sometimes
referred to, for different exemplificatory purposes, in different
chapters.

The cassette is intended simply as an illustration of what we are
talking about at a given point. It is not intended as a ‘teaching’ tape.
Some of the extracts were recorded in noisy school environments,
some in speakers” homes, so the quality is variable. Since in all cases
the language is transcribed, we believe it is possible to discern the
relevant material on the tape as we draw attention to it. Despite the
variable quality, it seemed to us worthwhile to try to produce
genuine material which we have used for teaching and assessment.
Since we work in Scotland, there is naturally a preponderance of
Scottish voices on the tape, though there are also RP speakers,
American speakers, and speakers of other accents, as well as
non-native speakers of English. The points illustrated by these voices
are not, however, limited to particular accents or dialects, as the
reader may quickly establish by listening to any native English
speakers talking.

Each transcribed extract is presented in normal orthography. The
detail presented in the transcription (particularly detail which is
difficult to interpret) may vary from one discussion to the next, since
particular transcriptions are presented for different purposes. We
have transcribed words and pauses as we hear them. It is perfectly
possible that an attentive listener may produce a different version if
he undertook a detailed transcription. This should not occasion
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Data: recorded material and transcripts

concern, but merely draw attention to the fact that there are often
different possible interpretations of the blurred acoustic signal.
Pauses are represented thus: — a very brief pause

+ a short pause

++ a long pause
Overlapping between speakers is represented between vertical
lines: | |
Omitted portions are represented by: . . .
Unclear parts which we have guessed are represented by: (? ).
Parts where the speaker fails to fill in are represented by: ***
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1 The spoken language

1.0 Preliminaries

In this chapter we shall explore some of the differences in form and in
function between spoken and written language. We shall point out
that, within spoken language, certain distinctions need to be drawn,
because they have an effect on the forms of language which are
produced. The bulk of the chapter is devoted to considering the uses
to which spoken language is put by native speakers of English, with
extensive transcribed illustrations of this use. In the last sections we
consider the implications of research findings about the behaviour of
native speakers for the teaching of the spoken language to foreign
learners.

1.1 Spoken and written language

For most of its history, language teaching has been concerned with
the study of the written language. The written language is the
language of literature and of scholarship. It is language which is
admired, studied, and rich in excellent exemplification. Any well-
educated person ought to have access to literature and scholarship in
the language he is acquiring. The obvious procedure, it must follow,
is to teach him the language through the excellent written models
which can be selected and ordered by his teacher.

While the student is acquiring an understanding of the written
language of these splendid models on the one hand, on the other he is
himself practising the art of producing sentences of the language.

An obvious advantage of the written language is that it has been
described by generations of grammar-writers and dictionary-makers.
There is a comforting sense in which it is possible to say that a
written sentence is correct or not. The rules of writing English
sentences are really rather well known and well described.
Furthermore, written language does not vary greatly over a couple of
centuries, and it does not vary very much depending on where it is
written. Texts selected for foreign students to study were nearly all
written in the nineteenth and twentieth centuries and are selected



The spoken language

from writers who wrote standard English. Even American writers
only deviate from this standard in relatively trivial ways, which can
always be presented to the student in a ‘corrected’ form.

The serious consideration of the spoken language as a subject for
teaching has a long history, but only made a decisive impact on
foreign language teaching in general after the end of the Second
World War. Initially major attention was devoted to the teaching of
pronunciation. Students of the spoken language spent many hours
learning to pronounce the ‘sounds of English’, first of all in isolation,
then in short isolated words, and finally in short isolated sentences
like:

(1.1) — We’ll have tea for three, please, for Jean, Steve, and me
(practising i)
— Pretty little Mrs Smith lives in the vicinity
(practising t)

Students spent hours in language lab booths listening to, and
repeating, the vowels and consonants of English. Later on, stress
patterns were added and, eventually, practice in intonation patterns.
It is still possible to visit parts of the world where ‘teaching the
spoken language’ is largely conceived of as teaching students to
pronounce written sentences.

During the last twenty-five years, horizons for most foreign
language teachers have widened. Students are not only taught to
pronounce, but they are given practice in listening to, examples of
carefully spoken English. They are required to discriminate between
sounds or words spoken in isolation (a task which many native
speakers have problems with). They are required to identify stressed
words in taped sentences read aloud. In some cases they are required
to identify intonation nuclei (or ‘tonics’) in short texts read aloud.
Even more dramatically, many courses have abandoned using
written texts read aloud, and have begun to use extracts from texts of
‘real’, ‘authentic’ conversations, radio broadcasts, lectures, etc. With
the breaking out of the written mode, students are encouraged to use
spoken-language forms spontaneously, not simply to utter ‘written-
language sentences’.

This expansion must obviously be welcomed because it provides,
for many students, the ability to talk and listen in a foreign language,
to communicate with speakers of the foreign language. In theory, at
any rate, that’s what it provides. For the teachers it often provides a
real headache. Dozens of practical problems, which could be ignored
when the subject-matter being taught was the written language,
suddenly surface when the subject matter is the spoken language.



