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According to theory, grammar refers to the initial state of the human language

faculty.
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The description of a language at some point in time is called diachronic study.

Key: F (diachronic study— synchronic study)
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Define the following linguistic term with at least one appropriate example.

Phoneme

Key: It refers to the abstract element of sound, identified as being distinctive in a particular
language. For example, in English, /p/ is described as a phoneme.
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Write the International Phonetic Alphabet for the following word.
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I. Briefly explain the following terms. (20 point)
1. perlocutionary act
minimal pair
distinctive feature

linguistic variable

wh A W N

lingua franca

II. Answer the following questions. (30 points)

Why do we say linguistics is a science? (10 points)

Briefly explain how language is (a) systematic (b) symbolic, and (c¢) social. (10 points)

W N -

Linguists have taken an internal and/or external focus to the study of language acquisition.
What is the difference between the two? (10 points)

I. Read the following paragraphs and then answer four questions. (50 points)

The idea behind the experiential vision of learning is that the use of the target language for com-
municative purposes is not only the goal of learning, but also a means of learning in its own right.
This may clearly involve students using language which they may not have fully mastered, and con-
trasts with other more traditional’ approaches which emphasize part practice (i.e. , isolating parts
of the whole for explicit study and learning) leading up in a more or less controlled manner to inte-
grated language use for communicative purposes. An experiential approach to learning may therefore
involve a degree of what Johnson (1982) refers to as an ‘in at the deep end strategy’. Simply thro-
wing learners into wholly uncontrolled and undirected language use is, of course, as dubious a strat-
egy with respect to language learning as doing the same with someone who is learning to swim. For
this reason, considerable effort has been devoted by methodologists, material writers, and teachers
in recent decades to the way in which two sets of factors can be combined. One is the basic insight
that language use can serve a significant role in promoting learning, and the other is the acknowl-
edgement that use of the language needs to be structured in a coherent and pedagogically manageable
way. The experiential vision of learning has evolved in a variety of ways since the 1960s and is now
encountered in a number of differing forms. Nevertheless, most experiential approaches to learning
rest on five main principles which were developed in the earlier days of the communicative move-
ment, even if certain receive more attention in one variant than in another. These principles are the
following ;: message focus, holistic practice, the use of authentic materials, the use of communication

strategies, and the use of collaborative modes of learning. ( Tudor 2001 79)



An analytical view of learning posits that according explicit attention to the regularities of lan-
guage and language use can play a positive role in learning. Each language manifests a number of
structural regularities in areas such as grammar, lexis and phonology, and also with respect to the
ways in which these elements are combined to communicate messages. The question, therefore, is
not whether languages have structural regularities or not, but whether and in which way explicit at-
tention to such regularities can facilitate the learning of the language. An analytical approach to
learning rests on a more or less marked degree of part practice, i. e. , isolating parts of the whole for
explicit study and learning, even if its ultimate goal remains the development of learners’ ability to
put these parts together for integrated , holistic use. At least, two main considerations lend support to
an analytical approach to learning. First, in terms of learning in general, the isolation and practice
of sub-parts of a target skill is a fairly common phenomenon.... Second, explicit identification of
regularities in a language has advantages which Johnson (1996:83) refers to as ‘ generativity’ and
‘economy’ . Mastering a regularity in a language gives learners access to the generative potential of
this regularity in new circumstances. ... Explicit presentation or discovery of the structural regulari-
ties of a language can therefore represent a short-cut to mastery of this language and support learn-
ers’ ability to manipulate these regularities for communicative purposes. (Tudor 2001 :86-7)

1. What are the differences between experiential and analytical modes of language learning?
(10 points)

2. What serves as the theoretical foundation for the experiential mode of language learning and
what are its advantages and disadvantages? (15 points)

3. What serves as the theoretical foundation for the analytical mode of language learning and
what are its advantages and disadvantages? (15 points)

4. How would you balance the two modes of learning in your teaching or learning of a foreign
language? (10 points)

IV. Read the following passage and answer three questions. (50 points)

Teachers employ different types of conceptual organization and meaning. One level of meaning
relates to subject matter knowledge and how curricular and content aspects of teaching are conceptu-
alized (Shulman 1987). Woods (1996) describes teachers’ conceptions of lessons as made up of
conceptual units at different levels of abstraction. He distinguishes between the following: overall
conceptual goals—the overall purposes teachers identify for a course; global conceptual units—the
individual subcomponents of the curriculum (e. g. , the grammar, reading, writing, and listening
components of an integrated skills course) ; intermediate conceptual units-activities or clusters of ac-
tivities framed in terms of accomplishing one of the higher-level conceptual goals; and local concep-
tual units—the specific things teachers do to achieve particular instructional effects. Other constructs
that have been proposed to account for how teachers realize the curricular agendas they set for les-
sons and the kinds of cognitive processes they employ include lesson formats ( Wong-Fillmore 1985) ,
tasks (Doyle 1983 ), scripts, and routines ( Shavelson and Stem 1981). Constructs such as these
seek to describe how teachers approach the subject matter of teaching and how they transform content
into learning. Much of this research draws on a framework of cognitive psychology and has provided
evidence of the kinds of pedagogical content knowledge, reasoning, and problem solving teachers
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make use of as they teach ( Cliff 1991).

In addition to the curricular goals and content, teachers have other more personal views of
teaching (Johnston 1990). Zeichner, Tabachnick, and Densmore (1987) try to capture this with
the notion of perspective, which they define as the ways in which teachers understand, interpret,
and define their environment and use such interpretation to guide their actions. They followed teach-
ers through their year-long professional training and their first year in the classroom, and found that
their personal perspectives served as powerful influences on how they taught. In describing the basis
for teachers’ conceptualizations of good practice, Clandinin (1985, 1986 ) introduced the concept

_of image, which she describes as “a central construct for understanding teachers’ knowledge”
(1985:362). An image is a metaphor, such as “the classroom as home,” “setting up a relationship

with children,” or “meeting the needs of students,” that teachers may have in mind when they
teach. Johnston (1992) suggests that images such as these are not always conscious, that they re-
flect how teachers view themselves in their teaching contexts, and that they form the subconscious
assumptions on which their teaching practices are based. In a study of what second language teach-
ers perceive to be good classes, Senior (1995) found that experienced ESL teachers in an Australian
educational setting attempting to implement a communicative methodology appeared to have arrived
at the tacit assumption that, to promote successful language learning, it is necessary to develop a
bonded class—that is, one in which there is a positive, mutually supportive group atmosphere. The
teachers appeared to employ a range of both conscious and unconscious strategies in order to develop
a spirit of cohesion within their class groups.

Halkes and Deijkers (1984 ) refer to teachers’ teaching criteria , which are defined as “person-
al subjective values a person tries to pursue or keep constant while teaching. ” Teachers hold person-
al views of themselves, their learners, their goals, and their role in the classroom and they presuma-
bly try to reflect these in their practice. Marland (1987) examined the principles used to guide and
interpret teaching, and identified five such working principles that were derived from stimulated re-
call interviews with teachers. For example, the “principle of progressive checking” involved chec-
king students’ progress periodically, identifying problems, and providing individual encouragement
for low-ability students. Conners (1978) studied elementary teachers and found that all of those in
her study used three overarching principles of practice to guide and explain their interactive teaching
behavior: “suppressing emotions,” “teacher authenticity,” and “self-monitoring. ” The “principle
of teacher authenticity” involved the teacher presenting herself in such a way that good personal rela-
tionships with students and a socially supportive classroom atmosphere would be achieved. This prin-
ciple required the teacher to attempt to be open, sincere, and honest, as well as fallible.

1. What could be the title of this passage? (10 points)

2. What are the functions of those conceptual units as described by Woods (1996) in language
teaching? (20 points)

3. Discuss the relationship between “perspective” and “image” and between “image” and

“teaching criteria” as mentioned in this passage? (20 points)
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Briefly explain the following terms. (20 points)
Z WETF R 2009 BT ER 81,55 (7) /MEE R,
5/%Juj|.’.}?\% SMEEEBE 2006 44 LR E A (1) 7 B VI 55 2 /J\:@E‘fﬁo
WAL RURAE A 2003 4B I E S %M L5 3 /MEE R,

4. Linguistic variables are those where the meaning remains constant but form varies like cat

W N =

and pussy have the same social meaning but different forms. So far as pronunciation is concerned
house [ h] and with [ h] has same social meaning with different pronunciations. Here variables are
just the tools to analyze the language to set social dimensional society.

5. It is a language that is used for communication between different groups of people, each
speaking a different language. The lingua franca could be an internationally used language of com-
munication (e. g. English) , it could be the native language of one of the groups, or it could be a
language which is not spoken natively by any of the groups but has a simplified sentence structure
and vocabulary and is often a mixture of two or more languages.

II. Answer the following questions. (30 points)

1. Linguistics is generally defined as the scientific study of language. It tries to answer the bas-
ic questions “What is language?” and “How does language work?” Linguistics studies not any parti-
cular language, e. g. English, Chinese, Arabic, and Latin, but it studies languages in general.

It is a scientific study because it is based on the systematic investigation of linguistic data, con-
ducted with reference to some general theory of language structure. In order to discover the nature
and rules of the underlying language system, what the linguist has to do first is to collect and observe
language facts, which arc found to display some similarities, and generalizations are made about
them; then he formulates some hypotheses about the language structure. But the hypotheses thus
formed have to be checked repeatedly against the observed facts to fully prove their validity. In lin-
guistics, as in any other discipline, data and theory stand in a dialectical complementation ; that is,
a theory without the support of data can hardly claim validity, and data without being explained by
some theory remain a muddled mass of things.

(MCREE B IE 5 A — 1 E BB, 0 TR RR , BT 5T 9 28 B Jr B A BE AR
HIEIPY;

2. First, language is systematic: it consists of recurrent elements which occur in regular pat-
terns of relationships. All languages have an infinite number of possible sentences, and the vast ma-
jority of all sentences which are used have not been memorized. They are created according to rules
or principles which speakers are usually unconscious of using or even of knowing if they acquired the
language as a young child. _

Second, language is symbolic: sequences of sounds or letters do not inherently possess mean-
ing. The meanings of symbols in a language come through the tacit agreement of a group of speak-
ers.

Third, language is social: each language reflects the social requirements of the society that use
it, and there is no standard for judging: whether one language is more effective for communication
than another, other than to estimate the success its users may have in achieving the social tasks that
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are demanded of them.

(FEBEFHARRH, RIEHE KA &)

3. The difference between internal and/or external focus to the study of language acquisition.

(1) The internal focus seeks to account for speakers’ internalized, underlying knowledge of
language. The external focus emphasizes language use, including the functions of language which
are realized in learners’ production at different stages of development.

(2) According to the above difference, the linguist Nodm Chomsky claims that human beings
are biologically programmed for language and that the language develops in the child just as other bi-
ological functions such as walking. Originally Chomsky referred to this innate ability as Language
Acquisition Device, also known as LAD. Later Chomsky prefers this innate endowment as Universal
Grammar (UG) and holds that if children are pre-equipped with UG, then what they have to learn is
the ways in which their own language makes use of these principles and the variations on those prin-
ciples which may exist in the particular language they are learning.

The interaetionist view holds that language develops as a result of the complex interplay between
the human characteristics of the child and the environment in which the child develops. Integrated
with the innatist view, the interactionist further claims that the modified language which is suitable
for the child’ s capability is crucial in his language acquisition.

IMl. Read the following paragraphs and then answer four questions. (50 points)

1. The experiential mode is totally different from the analytical mode of learning. An experien-
tial approach to learning may involve a degree of what Johnson (1982) refers to as an ‘in at the
deep end strategy’. Simply throwing learners into wholly uncontrolled and undirected language use
is, of course, as dubious a strategy with respect to language learning as doing the same with someone
who is learning to swim. For this reason, considerable effort has been devoted by methodologists,
material writers, and teachers.

An analytical approach to learning rests on a more or less marked degree of part practice, i.e. ,
isolating parts of the whole for explicit study and learning, even if its ultimate goal remains the de-
velopment of learners’ ability to put these parts together for integrated, holistic use.

2. The experiential mode provides a holistic model of the learning process and a multilinear
model of adult development, both of which are consistent with what we know about how people
learn, grow, and develop. The theory is to emphasize the central role that experience plays in the
learning process, an emphasis that distinguishes experiential mode of language learning from other
learning theories. The term “experiential” is used therefore to differentiate experiential mode of lan-
guage learning both from cognitive learning theories, which tend to emphasize cognition over affect,
and behavioral learning theories that deny any role for subjective experience in the learning process.

However, simply throwing learners into wholly uncontrolled and undirected language use is, of
course, as dubious a strategy with respect to language learning as doing the same with someone who
is learning to swim. Therefore, this mode of language learning requires the methodologists, material
writers, and teachers to combine two sets of factors. One is the basic insight that language use can
serve a significant role in promoting learning, and the other is the acknowledgement that use of the

language needs to be structured in a coherent and pedagogically manageable way.



3. An analytical approach to learning emphasizes the explicit study of the language learning a
linguistic and communicative system. lt is characteristic of the grammar-translation method, found in
the cognitive code approach, in various CALL exercises, and in form-focus learning activities. It is
also present in certain types of learner training or awareness raising activities involving the explicit a-
nalysis by learners of aspects of the languages teaching and learning or of their own language produc-
tion.

Each language manifests a number of structural regularities in areas such as grammar, lexis and
phonology, and also with respect to the ways in which these elements are combined to communicate
messages. The question, therefore, is not whether languages have structural regularities or not, but
whether and in which way explicit attention to such regularities can facilitate the learning of the lan-
guage.

The main criticism of analytical learning is that declarative knowledge does not necessarily feed
through to the ability to use a language for communicative purposes. In other words, someone may
have a good knowledge of structural regularities of a language without being able to make use of the
language with the spontaneity and fluency which are required in normal communicative situations.

4. 1 would combine the two approaches together to learn a foreign language. First, following the
analytical mode of language learning, the basic grammatical knowledge could be captured. Second,
with the basic knowledge of structural regularities of a language, the experiential mode of language
learning should be followed.

For example, when I learn how to greet in English, the first thing I should know about is how to
pronounce “Hello!” or “How are you?” and the meaning of the expression. Then the next, I should
learn in the relevant situations. Native speakers may respond to the phatic greeting in a variety of
ways depending on the context and on how well they know about the interlocutor; e. g. “Fine. And
you?” , “Can’t complain. ”, “You know me!” are just a few instances from the wide repertoire of
native speakers of English.

Through that process, the knowledge of the language which is gained by the analytical approach
could improve the ability to use the language in reality, which can be developed by the experiential
approach. .

(AR TR AERE B, a5 F DR 5 25 > O Bk MBI F BER B AT )

IV. Read the following passage and answer three questions. (50 points)

1. The title of this passage could be “Two Dimensions of Teacher Knowledge”.

This passage mainly introduces two different kinds of knowledge influence teachers’ under-
standing and practice of teaching. One is subject matter and curricular issues, and how the content
of a lesson can be presented in an effective and coherent way. This is the aspect of teaching that has
to do with curricular goals, lesson plans, instructional activities, materials, tasks, and teaching
techniques. The other is the knowledge about teachers’ implicit theories of teaching—that is, their
personal and subjective philosophy and their understanding of what constitutes good teaching. It is
this dimension that forms the focus of this passage.

(REXEANEAEHE ,IF0 P AR H R )

2. Woods (1996) describes teachers’ conceptions of lessons as made up of conceptual units at
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different levels of abstraction. He distinguishes between the following: overall conceptual goals—the
overall purposes teachers identify for a course; global conceptual units—the individual subcompo-
nents of the curriculum (e. g. , the grammar, reading, writing, and listening components of- an inte-
grated skills course ) ; intermediate conceptual units— activities or clusters of activities framed in
terms of accomplishing one of the higher-level conceptual goals; and local conceptual units—the spe-
cific things teachers do to achieve particular instructional effects.

The function of these conceptual units is to clear the theme of the class, to design the content
and each sector of the lesson, to adopt the form of teaching such as presentation, activity and group
discussion, to plan the details of the process of a lesson. By those concepts, the teaching of in a
class could be better evaluated and those concepts give teachers a clear guideline of the preparation
of a class.

3. Perspective, which they define as the ways in which teachers understand, interpret, and de-
fine their environment and use such interpretation to guide their actions.

Image is describes as “a central construct for understanding teachers’ knowledge. ” An image
is a metaphor, such as “the classroom as home,” “setting up a relationship with children,” or

y

“meeting the needs of students,” that teachers may have in mind when they teach.

Teachers’ teaching criteria, which are defined as “personal subjective values a person tries to
pursue or keep constant while teaching. ” Teachers hold personal views of themselves, their learn-
ers, their goals, and their role in the classroom and they presumably try to reflect these in their
practice.

From the above, we can see clearly the “perspective” is knowledge about teachers’ implicit
theories of teaching—that is, their personal and subjective philosophy and their understanding of
what constitutes good teaching. It is teacher-oriented. While the image is the context that the teach-
er shows for the students, the perspective and the image may be the same or not.

Image is what the teachers think and they feel necessary to do while teaching. Teachers’ teach-

ing criteria is the evaluation made by teachers themselves. And the important part is the image may

also be the part of their teaching criteria.
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