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ABSTRACT

This thesis presents a senester-long syl labus with
sanple materials for a |lecture conprehensi on and not e-t aki ng
class for advanced ESL students in a university setting.
The syl | abus presupposes a high | evel of grammati cal
conpetence on the part of the students, taking for granted
that it is not on the |evel of lexical or sentential
conprehension that the student has difficulty. Rather,
probl ens are assuned to stemfrominsufficient tim: of
processing due to lack of famliarity with the |anguage
and the assunptions concerning | ecture discourse in that
| anguage. Background information is cited regarding
research in connected di scourse processing, the effect of
culture on that processing, |ecture discourse anal yses,
and | ecture conprehensi on and not e-t aki ng pedagogy and
skill needs. A needs analysis concerning the |istening

conpr ehensi on, not e-t aki ng, and production requirenents of

university students is presented and di scussed.
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CHAPTER |
| NTRODUCT! ON

Nonnative speakers of English comng to English speaking
countries for university study are often unprepared for the
different |levels of aural skill demanded of then. Most
probably, they have not been exposed to | arge anmounts of
Engl i sh native speaker speech spoken at different speeds, in
different registers, in different dialects, in different
contexts. One of these varieties of native speaker speech
that is especially essential to these students is lecture
di scourse. Not only does the vocabulary and syntax of
academ ¢ di scourse differ from conversational discourse, but
in addition, the |language is presented in a context allow ng
little root; for listener input (e.g. directing the topic,
requesting clarification). The addressee in a |ecture
di scourse situation cannot always be satisfied with getting
the "gist' of the talk; rather, s/he will often be held
responsi ble for specific details or ideas. At the sane time
that the addressee in a |lecture discourse situation is
l'istening and processing the content, s/he is often required
or feels required to take notes, thereby dividing attention
and processing time even further. |In order to address these
needs, many ?re-university ESL prograns have instituted

courses in advanced |istening conprehension with a focus on

| ecture conprehension and not e-t aki ng.




The curriculum, sequencing, and materials of these
advanced listening comprehension courses, however, are
often vague and haphazard. Rather than teach listening,
teachers often end up testing their students and giving them
practice in listening. Part of the problem stems from a
lack of knowledge of what the listening skill entails.

'What is learned when we learn a foreign language?

This is a crucial question for until we know what

we are teaching we will not really know how best

to teach it. In some sense, the answer Ts obvious;

we learn reading, writing, speaking, morphology.

But we want a different kind of answer, not a

taxonomy of language; instead, we seek an identifi-

cation of the skills, capabilities, and behaviors

a learner comes to have. (Melvin and Rivers 1976:73)

In order to know how to teach lectzure comprehension and
note-taking to ESL students, we must first be clear on
what we are teaching.

In the field of ESL, focus is moving from the development
of linguistic competence towards the development of communi-
cative competence. Hymes (1966) claims that language, in
addition to consisting of rules relating referential meaning
to sound, also includes extralinguistic assumptions about
roles, situations, cultural norms and values, lexical
connotations and associations, etc. if linguistic competence
i n the Chomskvan sense of being a tacit knowledge of language
structure) were the only criterion for effective comprehension,
there would be no reason to specify varying demands in differ-
ent situations. Yet. it can be demonstraced that the

interprecive value of the same utterance varies according to
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the situation. ZInterpreting |language in a face-to-face
encounter with a close friend, in a face-to-face business
encounter, or in a viewer-tel evision announcer sicuaticn
requi res the sane degree of grammatical conpetence. The
interpreter musc be able to transformche string of sounds
I nto neani ngful words. However, the sane question, "How
are you?" spoken in each of these situations will be inter-
preted and reacted to differently. A close friend asking
the question night sincerely want to know how his/her friend
feels; a business acquai ntance asking the .questioncertainly
expects a nmedi ocre to positive reply and is only asking the
question to fulfill the role of polite partner in an inter-
personal exchange; the tel evision announcer asking the cuestien
to the audi ence certainly expects no answer at all.

Anot her factor denonstrating the insufficiency of
solely linguistic training is given by Rvers (1966:1983
when she tal ks about a level in the |istening conprehension
skill in which the | earner "may recogni ze the essentials of
the nessage, but not be able to renenber what he has recos-
nized." The grammatical conpetence is there, bur sone elementc--
time of processing? nenory? differenz non-auditory background
information?--1is interfering with lagscing Or functicnal
conpr ehensi on.

What sets the | ecture conprehensi on and note-t aki ng
skill apart fromlistening conprehension of a nore general

nature? Candlin (1978:1) clains that "access to underztandin

aa




varies across discourse tvpes." Iz all listening situations,
the |istener nust nake judgnments about the speaker's enphasis,
elimnating utterances of a tangential nature. In nany
general listening situations, however, the listener has the
option of asking for clarification. The speaker has the option
of asking or testing whether s/ne is being understood. In a

| ecture situation, this two way clarification process is not
avail able to the sane degree. The |ecturer nust, through

| exi cal, syntactic, and paralinguistic neans, nake clear to
the |istener what s/he is trying to enphasize. The |istener
nust 'read’ these signals correctly and attend to those
enphasi zed itens and ideas. The student who treats each
linguistic itemequally may not, upon |eaving the | ecture
hal |, be able to answer the question "what was the |ecturer
trying to say?". Moreover, the sane student treating each
linguistic itemequally woul d ot be able to take useful
notes, lacking the ability to deci de immediately what to
write down and how to organize it.

Noi se (| anguage uncl eanmess, mechani cal fail ures,
out si de noi se, listener inattention, etc.), in all listening
situations, nmasks sone portion of the incomng |anguage. Yet,
aIficient listeners still interpret the message correctly.
Prediction occurs on the lexical as well as the discourse
level. The listener hearing the can reasonably predict that

a ncun phrase will follow A listener hearing a narrative

can reasonably- predict that the speaker will describe a
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seating near the beginning of his/her talk (Van Diik 1977b:
153-4). @. the lexical |evel, predictive ability can be
assumad to be equal across discourse types. ©Cn the &iscourse
| evel , however, each discourse type has its own expected
organizaticn, an organi zation which mght very well vary
across cul tural boundaries (Candlin 1978). Therefore,

anot her aspect of achieving interpretive conpetence (the

i stening segnent of communicative competence) in an academ c
| ecture situati on would be achieving an ability to predict

t he speaker's train of thoughts and organi zational pl an.

In anv listening situation, the listener is expected to
play an active rol e, nmaking appropriate inductions and
deductions. Here, again, the student needs to be aware of
the specific organi zation of |ecture discourse. The |ecturer
expects the listener to foll ow his/her train of thought and
to follow the sane rules of interpreting as s/he would. |If
a |l ecturer began by giving exanpl es of probl ens wichous:
solutions, the |istener can be assunmed to know chat the
lecturer will at sonme point tie together the seemingly
unrel at ed exanpfes into one conclusion. The lecturer is
assum ng chat cne listener is nmaking inductions as s/he
listens. Not only, then, does the |istener nave co predicc
rusure organi zational patterns but the |istener also has
to interpret previous discoursein a way appropriate to the

seeing. A mjor guestion Of direct relevance to the ESL

studenz listening to a lecture is asked by Gumperz (1977),




"How can we be certain that our interpretation of what
activity is being signalled is the sane as the activity
that the interlocutor has in mnd, if our communicative
backgrounds are not identical ?"

Most often, listening in an academc |ecture
envi ronnent goes hand in hand wi th another skill, that of
not e-taki ng. Note-taking presupposes interpretive conpe-
tence on the part of the listener. Note-taking takes up
even nore of the tinme ordinarily used for processing and so
further stresses the need for predicting, synthesizing,
elimnating, and utilizing cues of enphasis. In addition,

t he process of note-taking requires that the note-taker

make i mmedi ate judgnents as to the rel ative val ue of an
utterance wthin the lecture. Part of interpretive conpe-
tence in an academc |ecture environnent is the ability to
eval uate the inportance of an utterance for subsequent
retention or noting. A syllabus for a | ecture conprehension
and not e-taki ng course, therefore, needs to focus on note-
taki ng as a by-product of achieving interpretive conpetence
and al so as a nmanifestation of interpretive conpetence.

This thesis, then, is an attenpt at providing a semester-
| ong syl labus and naterials for a | ecture conprehension and
not e-taki ng class for advanced ESL students in a university
setting. The syllabus presupposes a high | evel of grammatical
conpetence on the part of the students, taking for granted

that it is not on the |evel of Iexical or sententi al




conprehension that the student has difficulty. Rather,
probl ens are assuned to stemfrominsufficient tine of
processing due to lack of famliarity with the | anguage and
the assunptions concerning discourse in that |anguage. A
cour se whi ch focusses on the specific skills required in
an academc | ecture environnment woul d not necessarily be
directly transferrable to a general listening situation.
The skills and strategies nay be the sane but the realizations
in terns of |anguage may be different. The proposed syl | abus
and materials will focus in particular on the skills of
() predicting speaker train of thought and organi zati onal
patterns, (2) synthesizing previous information and fulfilling
the speaker's expectations of the |listener's competence in
terns of making appropriate deductions and inducti ons,
(3) elimnating words and phrases that are redundant or
tangential to the speaker's essential nmessage, (4 utilizing
| exi cal, syntactic, and paralinguistic cues given by the
speaker to highlight inmportant infornation, and(5 eval uating
the relative inportance of utterances for retention or note-
taking. Al of these skills nay be based on patterns different
fromthe listener's native | anguage expectati ons.

Chapter tw of the thesis will describe research rel ated
to the area of |ecture conprehensi on and note-taking from
four different perspectives: (1) froma skill-based perspective

for the native speaker (NS) and nonnative speaker (NNS)--what

skills are involved in | ecture conprehensi on and not e-t aki ng?;




(20 froma psycholinguistic perspective--how does research in
connect ed di scourse processing relate to | ecture conprehensi on?
what effect does culture have on this processing? what role
does short-termmenory play in s | ecture conprehension and
note-taking?;, (3) froma discourse anal ysis perspective--
what takes place during |lecture discourse in terns of cues
and organi zational patterns? do NNSs have different expect-
ations?; (4 froma pedagogi cal perspective--how can advanced
| ecture conprehension and not e-t aki ng be taught?

Chapter three of the thesis will describe a needs
anal ysis concerned with the |istening and note-taki ng needs
of undergraduate and graduate students. Analysis is based on
the students' perceptions, faculty perceptions, course
requi renents, and departnent statistics. |n addition, the
pedagogi cal inplications of these analyses will be discussed.
Lastly, chapter four will focus on individual aspects of the
proposed syl | abus and present materials and met hodol ogi cal

suggesti ons.




CHAPTER 11
RESEARCH 1 THE AREA O LECTURE
QOMPREHENSI ON 4D NOTE- TAKI NG
A Skills Involved in Lecture Conprehension and Note-

taking by Native and Nonnative Speakers

Al attenpts at trying to enunerate the skills invol ved
In NS |listening conprehension have dealt wth at |east two
skills called by Brown and Carlson(1953) "receptive
listening” and "reflective listening." Receptive listening
focusses on the informati on content of the message such as
the ability to keep related details in mnd; reflective
| i stening focusses on the inferential and thought processes
involved in interpreting a nmessage such as the ability to
recogni ze rel ati onshi ps between nmai n i deas and subor di nat e
| deas, and the ability to recogni ze organi zati onal el ements.
The generality of such a distinction becones clear
when we ook at a |ist conposed by Rankin (in Duker 1966:
25-6) on the abilities possessed by a good |istener:
|. Ability ‘to hear _ _ _ .
II. Strong purpose to listenin a wde variety of
| i steni ng situations . .
III. Inportant abilities common to nost |istening
situations .
A Ability to recogni ze nany words the
nonent they are heard
B. Ability to acquire new words _
C Apility to understand readily the neani ng
of sentences even though they are nore or
| ess conpl ex and i nvol ved

D. Ability to understand and appreciate the
t houghts, sentinents, and ideal s presented
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inrelatively Ion% units of oral expression.
It will include the ability:
1) to concentrate attention on the

material being presented .
2) to anticipate the sequence of ideas
3) to associate ideas accurately
to recall related experience
to recogni ze the inportant el enents
6) to derive nmeaning fromthe context
E Ability to recognize and interpret what nay
be called oral punctuation--the system of
voi ce inflections and pauses whi ch are so
useful in facilitating the conveyance of
meani ng by word of nouth o
F. Ability to utilize in the process of building
up neani ng, the vocal ad%ustnents and faci al
~and bodi |y expressions of the speaker .
Iv. Specific abilities appropriate to specific |istening
situations )
A Ability to anal yze or sel ect neanings
1) to select inportant points
2) to get the facts accurately
3 to Secure answers to questions
to obtain naterials on a given probl em
to determne the essential conditions
of a problem .
%) to followdirections _ _
B. Abl|lt¥ to associ ate and organi ze neani ngs
1) to grasp the speaker's organization
to associate what is heard with
previ ous experience '
3 to prepare an outline or summary
C Ability to eval uate meani ngs o
1) to appraise the value ox significance
of statements _ _
2) to conpare statenents heard with itens
fromother sources
3) to weigh evidence critically
4) tointerpret critically
D Ability toretain nean|nﬂ
o 1) to reproduce to others _ _
V. Ability to select, in a given listening Situation,
the specific |istening node which is appropriate to
the situation

Herschenhorn (1979:67-8) goes into nore detail than
Rankin concerning what the listener has to listen for in the

phonol ogi cal , syntactic, and semantic code:
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| . The phonol ogi cal code
A phonenes
r hyt hm
stress
Intonation patterns and emotional overtones
sandhi -variation(including reflections of
regi onal, social, and dialectical variations)
11. The syntactic code _ _ _
A word classes (including affixes and exceptions)
B. word order (including stylistic variations)
C interrelationship of words (including stylistic
vari ations)
111. The senantic code o o
A word neaning (including variations within the
context) _
B connotation(culture-tied and often dependent
on region as wel |l as individual speaker)
C culture(national, regional, ethnic)
D. idions, expletives, cliches, colloquialisns
E false starts, pauses, fillers (redundanci es)

moQow

Her schenhom however, seens to omt the paralinguistic
aspect of |istening which Rankin does focus on in II1 E
and III F of his |ist.

Al t hough Rankin goes into detail about the receptive
aspect of |istening, he seens to gl ance over the reflective
aspect. He does include an ability to eval uate neani ngs and
an ability to associate and organi ze neanings (IV B and IV C)
and the ability to antici pate sequences of ideas (III D 2)
and the ability to recall related experiences (III D 4).
However, he seens to overl ook much of the active listening
rol e of inferencing and interpreting.

Fessenden(in Duker 1966:30-3) tal ks about |evels of
listening and seens to focus nore clearly on the interpretive
role of the listener. He nakes it clear that even in a single

minucte, one mght run through all seven of the |evels he




suggests. The teacning of listening, to Fessenden, should
encourage variation in level, flexibility in shifting levels,

ana the choice of the most appropriate level for the specific
occasion. Fessenden's levels are as follows:.

Level 1: isolate sounds, ideas, arguments, facts,
organization, and the like--no evaluation
or analysis--implies recognition of the
presence of specific independent ideas

Level 2: identify or give meaning to those aspects
which we have isolated

Level 3: integrate what we hear with past experience

Level 4: wnspect the new, and the gen_eral configuration
ol tne new and old data (begin to evaluate)

Level 5: interpret what we hear--we become not only
concerned with the idea and its relation to
other ideas we already possess but also
with the possible subtle implications of
the idea. Appraise both process and content.

Level 6: interpolate comments and statements that we
hear (supply in part that which lecturer
doesn't provide-:add, insert, guess at meaning
behind and between the sound waves, predict
the speaker's path)

Level 7: introspect as well as listen. Note effect of
words on listener (feeling of being pressured,
entertained, etc.)

Fom levels five to seven, the listener is faced with the
task of detecting implications and making inferences.
Inferencing i s the process by which we take what is explicitly
stated in the text, apply our world knowledge to it, and

finally, come up with meaning. Warren, Nicholas, and Trabasso

(1979:27) attempt to break down the inferencing skill into
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three mai n i nference types:
A Logi cal inference
1. notivation _
2. psychol ogi cal causative
3. physical causative
~ 4. enabl enment
B. informational inferences
1. pronom nal
2. referential
3. spati ot enpor al
4. world frane
5. elaborative
C Val ue inferences
1. evaluative
Logi cal inferences deal with the questions "why" or "how'
and i nvol ve the causes, notivations, and conditions which
allow events to occur. Informational inferences deal with
the questions "who", "what", "when", and "where" and invol ve

the peopl e, instrunents, tine, place, objects, and contexts
of events. Value inferences involve the listener's world
know edge about the objects, actions, and events in the
text.

Li steni ng, then, invol ves the follow ng:

(1) facility with the phonem c, syntactic, semantic,
and paralinguisth codi ng of the |anguage invol ved.

(20 notivation and the interest of the listener in
attending to what is being presented.

(3 logic onthe part of the |istener in associating
| deas to one another and graspi ng the speaker's organization.

(4) evaluation and judgnent on the listener's part in
deci di ng what the speaker is enphasizing and what is worchy.

(5) a memory component, taking for granted that the




14

|istener can retain, either in nenory or through notes,
what has been present ed.

(60 an active inferential component where the |istener
is |istening beyond the words bei ng spoken.

For the NNS, there are obvious things to be |earned.

R vers (1962) discusses three overall stages in NNS |istening
conprehension. At first, the foreign | anguage strikes the
NNS's ears as a streamof undifferentiated noise. Gadually,
the NNS notices sone order and begins to perceive patterns.
Later, the NNS recogni zes famliar elenents in the nass of
speech but is unable to recognize the interrelationships

w thin the whol e stream of sound. QGadually, the NNS begi ns
to recogni ze the crucial el ements whi ch determine the nessage.
A a later stage, the NNS nay recogni ze the nessage but still
not be able to renenber what s/he has recognized.

Rvers' analysis, however, is not conplete in that it
does not take us fromthe third stage to complete interpretive
conpetence. As she does point out, the NNS nust |earn a new
set of phonem c,-syntactic, and paralinguistic codes for the
foreign | anguage. Because the cues of enphasis and de-enphasis
nmay differ fromcues familiar in the NNS's native tongue, the
NNS may have difficulty judging the rel ative importance of
information. Rvers also points out that nmenory plays a role
in ¥NS difficulty in listening conprehension. Lade (19653),

t 00, has shown that short-termnenory in a foreign | anguage

has a much snaller capacity than nenory in the native | anguage.
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This is a probl embecause the S may not be able to keep an
itemin nmenory storage |ong enough to nmake the appropriate
associations and retroactive inferences. Rivers, however,
does not consider the stage in which the discourse style of
the foreign | anguage and the background expectations of the
foreign language inhibit the NNS fromfull interpretive
conpet ence. Because the discourse style and organi zation
principles nay differ fromthe ¥NS's native | anguage expect -
ations, s/he may have difficulty in graspi ng the speaker's
organi zation and plan of presentation. Because the ability
to nmake inferences nay require cul tural background know edge
that the NNS nay not have experienced al ong with expectations
of discourse patterns, the NNS is again at a di sadvant age.
Rankin (in Duker 1966:26), in his list, includes in
the abilities possessed by a good listener "the ability
to prepare an outline or summary” and "the ability to
reproduce neaning to others." As mentioned before, this
not e-taki ng or reproducing ability presupposes a high |evel
of interpretive-conpetence. Hartley and Davies (1978:219)
descri be three steps invol ved in note-taking:
(1) identifying and discrinmnating between el enents
(2) identifying and discrimnating between rel ation-
(3) ?Qéﬁ?iPﬁfﬂﬁe?héhgrgéﬁpgpﬁé princi pl es
It becones obvious, however, that "identifying" and

"discrimnating” are net the only factors involved in note-

taking when Hartley and Davi es describe in nore detail the
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process by which successful notes are taken:

(1) the note-taker organizes note-taking i n such
away as to ensure that the notes reflect either
the framework enployed by the teacher or a frame-
wor k nmeani ngful to the | earner.

(2 the note-taker adds any necessary details as

exanpl es to the framework rather than records thep

(%f I?ﬁgaagge?{gggptgdhg %2etﬂgt?2écher's details

and exanpl es any additional ideas which give

personal neaning and insight to the material.
The note-taker's job, then, is not only to receive the
I nput fromthe speaker's side, but also to add his/her
background knowl edge and interpretation to that input.

As with the skills of listening, the NNS is clearly
at a disadvantage. Wile the §S is allowed the freedom ¢o
organi ze notes reflecting either the teacher's framework or
a framework that is neaningful to the | earner, the NNS may
msinterpret the teacher's framework by inposing a foreign
| anguage and foreign background interpretation. The N\S nay
I nt er pret enphasi s where no such enphasi s was i ntended,
rel ati onshi ps where no such rel ati onshi p was intended. There
can be no doubt that notes witten in a "framework neani ngful
to the learner” are essential, but wth the NNS, care nust be
taken to ensure that this framework still reflects the
speaker's intention. Hartley and Davies' next two aspects of
t he process of note-taking are as applicable tO the NNS as to
the NS, The ¥, too, nust add necessaty details as examples
to the framework and not as isolated elements. The NNS, too,

must add to the speaker's ideas that which adds personal
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neaning and insight to the material. Again, however, the
NNS nust be aware that cultural background and associ ati ons
may not be relevant in a foreign | anguage situation, and

that in fact, these associations nay be m sl eadi ng.

B. CGognitive Factors Involved in Lecture Gonprehension and

Not e-taking and the Influence of Qulture on These Cognitive

Factork

Mich research has been done to answer the question,
“"What goes on in the listener's mind as s/he pr ocesses
connect ed discourse for retention?' One of the first
researchers to deal with this question was Bartlett (1932).
He felt that researchers had to account for the fact that
when a passage was reczlled, it was not reproduced exactly
but was rather reconstructed i n the iight of a person's
"schema" at the tine of recall. This concept of |istening
as being a process of reconstruction based on the |istener's
own expectations and anal ysis and requiring the listener's
own i nferences has . resul tedin what may nost generally be
called "schema theory.'' Adans and ollins (1279:3) describe
schema theory:

A fundarent al assunption of schena-theoretic

appr oaches to | anguage conprehension is that

spoken or written text does not in itself carry

neani ng. Rather, a text onl¥ provi des directions

for |iSteners or readers as to how they shoul d

retrieve or construct the intended neani ng from

their own, previpuslﬁ acqui red know edge.  The wor ds
of a text evoke in the reader associ ated concepts,
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their past interrelationships and their potent i al

interrelationships. The organi zation of the text

hel ps the reader to sel ect anong these concept ual

conpl exes. The goal of schema theory is to specify

the interface between the reader and the text--

to specify how the reader's know edge interacts

W th and shapes the infornation on the page and to

specify how that know edge nust be organi zed to

support the interaction.

ne type of schena research in Van Dijk's (1977a,
1977b) theory of nmacro-structures. Van D jk suggests
that information processing involves the retrieval of
t he macro-structures of the discourse. (These macro-
structures may be nore commonly regarded as "topic" or
"thene".) According to Van Dijk, a conplete discourse
conpr ehensi on nodel woul d activate know edge of frames
(units or concepts that are typically related), know edge
of super-structures (the functive use of the discourse e.g.
narrative, argument, advertisenment), inferences based on
frames and super-structures, application of macro-rul es (of
generalization of information, deletion of information,
integration of information, and construction of infornation)
to deduce the macro-structure of the discourse.

As Tannen (1979:138) says, "terns such as 'f
‘schema!, "scripts' ...all anount to structures of expecta-
tions...based on one's experience of the world in a given
cul ture, one organi zes know edge about the world and uses this
knowl edge to predict interpretations and rel ationships re-
gardi ng new i nformation, eventg, and experiences. Exanples

of frames are "how peopl e | ook and behave'' or "what the
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geography of the world is.”" In an "eating in a restaurant”
frame in American culture, there woul d be subsets including
"eating in an expensive restaurant” and "eating in a diner."
Further along in the hierarchy of infornation of the frame
"eating in a diner" would be the concept of "eating at a
counter™, "tipping the waitress", "readi ng the newspaper
over coffee.” Van D jk (1977b) treats these frames as
being a hierarchy of facts, assunptions, propositions,
expectations of actions and objects, all of which are stored
I n semanti c nmenory.

Winograd (1977:81) defines three types of di scourse
schena:

(1) interpersonal schenma - conventions for interactions

between the participants I1n a communication.

(2 rhetorical schema - conventions for laying out a

reasoni ng sequence whi ch the speaker wants the hearer

to fol l ow

(3) narrative schema - conventions for comnecting a

sequence of utterances into a coherent text.
In nost discourse, all three of these schenmas are working at
the sane tinme. During a lecture, for exanple, not only aze
there conventions for laying out a reasoni ng sequence, but
there are also rules of |ecturer-student interaction and
rul es for connecting the |ogi cal sequence of utterances
within the | arger |ecture discourse organization.

What then does the |istener do as s/he processes
connect ed di scourse according to schema theory?

A receiver strategically attenpts to devel op a

nessage thene as soon as possi bl e. The devel oped

nessage thene serves as an organi zational criterion
for relating propositions to one another. It also
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serves as aretrieval cue to assess prior senantic

nmenory schema and to decide if a message is conpl ete

Touses hnd Acker E15757o8 T © ey storage.
Adans and (ol lins (1979:5) say that "every input event
nust be napped agai nst sone schema and al |l aspects of that
schema nust be conpatible with the input infornation."
Gonnect ed di scourse processing, then, is very nuch a natter
of hypot hesi zi ng and assessi ng these hypot heses agai nst the
Incomng information. Two processes in particul ar take
place. (e process is "bottomup processing" which is
evoked by the incomng data and tries to find nore general
schenas that enconpass the incomng information. The
second processing strategy is "top-down processing" whi ch
tries to find | ower-|l evel schemas that confirmhypotheses
al ready nmade

This concept of the listener first hypothesizing a
nessage and then | ater assessing the hypothesis is the basis
of Halle and Steven's (1967) anal ysis by synthesis nodel of
connect ed di scourse processing. This nodel proposes that the
l'istener generates internally a match for the speech s/he
hears, a match that is constantly refined by testing it
against incomng information. There are two stages in their
nodel : stage one being a period of prelimnary anal ysis and
hypot hesi s finding; stage two being a period of synthesis
and hypothesis testing. (Qakeshoct-Tayl or (1979) posits a

third stage of storage of senmantic content of passage
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and integrationwth the content of previously heard ideas.
Freedl e (1972:183) expands on this notion of hypot hesi s
formation and testing when he states that "the rel ative
difficulty we have inisolating the rel evant topic of
conversation iS related to the size of the set of possible
alternatives that we believe mght be discussed under a given
set of circunstances.'' |If the set of possible alternatives
Is too wi de, possibly due to cultural differences and different
expectations, the receiver will have more difficulty with
hypot hesi s formati on and testing because hi sl her chances of
formng incorrect hypotheses are greater and his/her chances
of nat finding that the incomng information is fitting into
t he hypot hesi zed structure is greater. Freedle |ater says
that those with too narrow a set of alternatives have great
probl ens because they nay feel that it is the lecturer who is
making an error in topic or who is wandering off the topic,
Rvers (1972) attenpts to deal wth the problem of
the ESL student's having too great a set of alternatives on
the |l exical and syntactic level. She suggests that those
factors which reduce the possibility of occurrence of any
particular word or idea should be pointed out and practiced.
(These factors could be syntactic relationships, e.g. the
necessity for a noun phrase to foll ow a determiner, conbin-
ations of words of high frequency, e.g. as a matter
where of fact or af course are the only reasonabl e alternatives,
or cliches, e.g. where there's awll, wher e

there's a way is the only reasonabl e alternative.)
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Rivers (1972) suggests that there is a stage in the
ES. students' |istening conprehension conpetence when this
i nformati on overl oad can prevent the student from retaining
the nmessage s/he has heard even though s/he has under st ood
it. In Spearitt's(1962) factor analysis of the listening
conprehensi on skill, he found that nmenory span was positively
correlated to the skill. Yet, Lado(1965) found that menory
span is shorter in a foreign |l anguage than in the native
| anguage and al so that nenmory span increases with nmastery of
the foreign | anguage. Qaik and Lockhart (1972:675-6) attenpt
to explain this relation of tinme of processing to retention

in their "depth of processing” nodel. "Retention," they say,
"is 2 function of depth and various factors such as the
amount of attention devoted to a stinulus, its conpatibility
with the analyzing structures, and the processing time
available.'' The prelimnary stages in their depth of pro-
cessi ng nodel are concerned with the anal ysis of physical or
sensory features(lines, angles, brightness, etc.). Later
stages are nore concerned W th matching the i nput agai nst
stored abstractions of past |learning. Here, the extraction
of meaning takes place. The result of this deeper and deeper
analysis is a nenory trace "wth deeper |evels of analysis
associated wth nore el aborate, |onger |asting, and stronger
traces. "

Al of these anal yses of how connected di scourse is

processed | ead to questions of whether or how culture can




affect this processing. Johnson (in Duker 1966:39) states
that "we take for granted that what the speaker means by
what he is saying is precisely what we would mean if we were
to say the same thing. W forget that the meaning of a word
is not in the word; it is in the person wWio uses it oOr responds
to it, and people differ.” This hypothesis was supported in
Kintsch's (1976) work when he found that American Indian
stories having a narrative structure that is different from
conventional Western stories were harder for non-Indian
subjects to recall as compared to recalling traditioneal
Boccaccio stories.

Scribner (1979:241) found, however, when comparing the
ability to deal with syllogistic logic schema, that "the
overwhelming bulk of respondents in all cultural groups
showed some grasp of the genre"” and that the main differences
occurred across literate versus non-literate boundaries.
Those from literate societies gave predominantly "theoretical
explanations” concerning their answers (i.e. the statements
explicitly related the conclusion to the problem's premises).
Those from non-literate societies tended to give "empiric
explanations” (i.e, the statements justify the conclusion on
the basis of what the subject knew or believed to be true).
The input is the same but the inferences on the par: of the
listener and the listener's assumptions in processing the

discourse are different.

Scribner then raises the question of "What are the
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preexisting schema~into which verbal |ogic problens can be

assimilated?" and in answering this question, deals with the
problem of what happens when the preexisting schenmas differ

from accumul at ed know edge.

If the relations the probl ens express are arbitrary,
t hough, not consonant with, or in QFpos|t|pn to
accunul at ed know edge, their assimlation into pre-
exi sting know edge schemas na% mlitate against,
rather than facilitate conprehension, recall, and
probl emsol ving. Such assimlation woul d mani f est
Itself in '"enpiric bias' as preexisting schemas
becone the field of operation for remenbering and
reasoning activities (Seribner 1979:239-40) .

What unifies all of these branches of research is the
I dea that people do not receive infornation into an enpty
receptacle. Rather, the receiver inposes organization and
unspoken ideas onto the input. This inposition arises from
the receiver's accunul at ed' know edge of how the worl d works
and how speech is used to express how the world worKks.
Tannen (1979:144) notes how this inposition not only aids
Interpretation but al so may shape different interpretations:

This prior experience or organi zed know edge t akes
the formof expectations abcut the world, and in
the vast majority of cases, the world, being a
systematic place, confirns these expectations,
saving the 1 ndividual the trouble of figuring things
out anew all the tine...At the same tine that ex-
pectations make it possible to perceive and i nterpret
objects and events 1n the world, they shape those
Percept|ons to the nodel of the world provided by
hem..Thus, structures of expectation nmake inter-
pretation possible, but in the ﬁrocess they al so
reflect back on perception of the worid to justify
that interpretation.

Our assumptions about the world are so deeply ingrained as
undeni abl e facts about the world that it may be virtual ly
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iImpossible to take the jump to see the world and its organi-
zation in a different way.

For the ES. student who is called upon to interpret
connected discourse in a foreign language, this research
mey have relevance. The student mey need to recognize and
meke appropriate assumptions about super-structures in the
foreign language. Kaplan (1966) discusses the idea of
"contrastive rhetoric™, the assumption that different
cultures expect and call for a different system of presenta-
tion to get ideas across. According to Van bijk (1977:
154), macro-categories (e.g. setting, resolution, episode
in the super-structure of a narrative) "dominate sequences
of propositions of the narrative discourse'" and so, are the
building blocks of interpreting a narrative. Listeners
from cultures in which the macro-categories are different
or very differently expressed mey impose the wrong interpre-
tation on the narrative or might end up totally confused at
the seeming illogicality of the input.

Cn a lower level of interpretation, the ES student
must develop a s:burce of frames similar to those assimilated
by the native English speaker. Awareness of the pictures
that come to mind when a certain topic is raised will lead
to greater equivalence in background knowledge among NS and
NNS. Rather than taking for granted that the NNS knows the
implications of a topic, more attention needs to be placed

on the cultural presuppositions about that topic. In terms
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of vocabul ary, too, inplications need to be di scussed.
Di scussion of the word begging needs to include the presup-
position that in Amrerican cul ture, beggi ng denotes need or
cunning, that it is a degrading practice, and that it is
| ooked upon as a nui sance.

Attention al so needs to be focussed on predictive
assunptions at the word and syntactic |level. Predictions
of what grammatical formcan fit into a certain slot need to
be practiced. Awareness of |exical collocations, words that
al ways cone toget her, need to be introduced. Awareness of
cliches and cultural proverbs need to be dealt wth.

The strategy that nost needs to be worked on in the
ESL cl assroom then, is the making of correct hypot heses
or at |east, the nmaking of incorrect hypot heses that can be
refined by incorporation of preceding or incomng data
| eading to correct hypotheses. This hypot hesis-nmaki ng can
be practiced on all levels of discourse: on the lexical |evel,
on the syntactic level, and meost inportantly for lecture
di scourse, on the discourse | evel of overall organizationa

patterns.
C. D scourse Anal yses of Lectures and Notes

In order to teach howto listen to a lecture, it is
essential that the teacher knowwhat is involved in |ecturing.

Attenpts at analyzing | ecture discourse have been carried out
by Wijasuriya (1971), M Cook (1974), J.R'S. Cook (1975),
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Montgomery (1977), Murphy and Candlin (1979), and Dudley-
Evans and Johns (in press).

Dudl ey-Evans and Johns (in press) note three types of
lecture Sstyles: a reading Style in which tne |ecturer reads
from notes or speaks as if s/he were reading fromnotes;

a conversational style in which the | ecturer speaks in-
formally, with or without notes; a rhetorical style in which
the lecturer acts as performer With frequent asides and

di gressions. Dudl ey-Evans and Johns focus on the individual
| ecturer styles, foregoing what may be ccnceived as an
overall | ecture discourse.

Q her researchers have anal yzed | ectures to find the
comonal ities that underlie all |ectures despite |ecturer
style of presentation. M Cook (1974), for exanple, bases
her analysis of |ecture discourse on the supposition that
lecture discourse is a process of maintaining and directing
rel evance i n speech. She concludes that snooth transitions
are attenpted by all lecturers regardl ess of stylistic
differences. This process of naking snooth transicions
i nvol ves three general rules: (1) topic continuation,

(2) topic recycling, and (3) topic change. TopiC continuation
is the use of connectives, enabling the speaker to move from
one topic to arelated topic and suggesting the relevance
between the two topics. As exanples of topic continuetion,
she gives "this whol e thing about __ also appiies o "' and

"the same thing took place with regard to ,  She adds that
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when topic continuation is applied the speaker has a limited
number of choices. S/he ney (a) repeat a word or phrase from
a previous utterance, (b) use a synonym for a word in a
previous utterance, or (c) use a pronoun whose antecedent was
in the previous utterance. Another means of topic continuation
is to initially assert an intention of bringing up a number

of points and then later marking those points with "the same
thing", "now getting back to our four basic —." The topic
recycling rule is applied when the lecturer wishes to elaborate
on some previous topic. Recycling can be in the form of

n

examples, contrasts, and analogies (e.g. "—is a whole
separate bag of worms from___ ' or "so | guess that the major
thing this illustrates is ——."). Finally, at the end of an
episode, topic change rules are applied to close off or limit
a previcus topic (e.g. "any comments or questions on ___7").

M. Cook's analysis does bring to light many of the
actual verbal cues to lecturer intention and organization;
however, she does not touch upon the many nonverbal or
inferential cues-.that are needed to interpret lecture
discourse correctly. She focusses only on the surface form
of the lecture.

In an unpublished study done in 1981, I analyzed
transcripts and videotapes of lectures in order to discover
what cues existed to transmit the speaker's concept of the

lecture goals to the students. | noted a number of emphasis

markers, concluding that it was often a combination of

' '
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enphasi s markers that gave a point its "emphasis wei ght."

Sone of these enphasis markers are (1) |exical markers

whi ch draw attention by organi zational neans ("certainly a
third point we have to think about is —"), (2) lexica

mar kers which denote enphasis and draw attention by semantic
means ("now this is astonishing"), (3) a concentration of

| exical or semantic repetition ("bradychardia...only found

in certain animal types |ike whales have it, seals have it,

| ' msure dol phins have it, man also has it"). (It should be
noted that lexical repetition alone has a cohering function
and unl ess suppl enented wi th ot her enphasi zi ng markers nay

not play an enphasizing role.) Qher enphasis markers include
(4) the elicitation of frames that connote enphasis("it is
this man then whomwe're going to focus on as the bearer as
the revealer of this amazing way" wWith "bearer" and "reveal er"
eliciting a frame of sonmeone bringing an important nessage),
(5 the use of highlighting transformations (clefting, pseudo-
clefting, movement rules), (6) the use of rhetorical questions
wni ch serve to highlight the information that foll ows by
setting up an expectation. In terns o kinesics, it was

noted chat (7) hand position may denote enpnasis by pcinting
or counting or by imtating the rahythm of the speecn and

(8) body position may visually denonstrate the relation

bet ween utterances (e.g. a lecturer is conparing two ideas

and turns his body to a different side when expressing "the

other side of the story").
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In this study, | also attempted to analyze the lectures
in terns of speech acts of (1) topic initiation (TI), (2)
topic continuation (TC), and (3) topic break (TB). TI speech
acts are characterized by lexical units which denote the
speech act itself (e.g. "I'll talk about pidgins and creoles
in general and try to focus on creole in Hawaii."), by
emphasis markers, and are often preceded by TB speech acts.
TC speech acts are less a distinct class but rather a more
de-emphasized continuation of tche topic that is raised in
the Tl speech act. TC serves to clarify, exemplify, define,
or paraphrase the preceding ideas. Even though the bound-
aries between the Tl and TC speech acts are vague, the
functions of the TC speech act are separate. Sequencing ney
either proceed from the Tl to TC or vice versa. Finally,
TB speech acts are characterized by (1) lexical markers
such as "uh...", "now", "OK", "all right", (2) longer than
average pauses, or (3} a culmination of the new information
in the preceding discourse often marked by a lexical cue of
"so", "therefore”, "as you can see."

This analysis mey have relevance for the advanced
lecture comprehension class. For one thing, exercises
geared to pinpointing the end of an introduction and the
first Tl can meke use of markers denoting Tl speech acts.
Also, knowledge of markers indicating TB can lead to an

overall awareness of |ecture subsections and increase the

student's prediczive ability concerning upcoming information.
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Skills such as "re-entering" a lecture after losing attention
or becomng confused can be taught by way of an awareness of
markers of TB and Tl speech acts along with ordering restraints
i nposed on each speech act. An awareness of enphasis narkers
and speech act functions also has ramfications for teaching
note-taking skills. Note-taking, being the process by which
I deas are noted so as to show the hi erarchy of enphasis, needs
to be a process of nmaking val ue judgnents while listening to
the lecture. Know edge of markers of enphasis can be a basis
for teaching note-taking skills to ESL students.

Miurphy and Candlin’'s (1979) anal ysis of engineering
| ecture discourse provides a thoreugh anal ysis of the many
processes involved in lecture interpretation. |In particular,
they anal yze the overal| coherence of the discourse, do a
textual analysis of the cohesion of the | ecture(neaning
that no attenpt is made to identify structural elenents
above the sentence) and finally, analyze the role of
ki nesics in |ecture discourse.

To begin with, they applied the Sinclair/Coulthard
(1675) nodel of discourse analysis to their |ecture corpus.
They were able to identify several strategies such as "narker"
("well™, "right", "now') "starter" ("well nowlet's get on
with the engineering"), "elicitation" ("l think that nost of
you have net the result before, haven't you?'), "accept"

("yes ...good"), "informative" ("for the three forces to be in

equilibrium their vectors nust forma closed triangle"),
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"comment™" ("nore usually known as the triangle of forces"),
"aside" ("running out of blackboard space here"), '"meta-
statement™ ("I want to nention two types of generator"),
and "conclusion” ("so there you' ve got three forces which
are in equilibriunt).

Murphy and Candlin state that |ecture discourse has
much in common wi th general classroomdiscourse. They found
that | ecturers often proceed as if involved in a two-way
I nteraction, providing dummy responses and feedback by
t hensel ves. They al so note that | ectures show th« sane type
of focussing nmove which is unique to teacher dom nated
discourse ("l want to nention..."). Athough it nay appear
that the lecturer is talking to him/herself, Mirphy and
Candlin stress the interactive nature of the lecture. The
mai n di stinction, however, is that the lecturer always wants
the floor, and his/her audience is not nmeant to join the
I nteraction verbal ly.

Mirphy and Candlin include in their analysis a description
of J. Gook's rmdgl of discourse analysis. J. ook |ooks at
a lecture as being conposed of a nunber of "expositions.”
These expositions are conposed of an optional episode of
expectation, an obligatory focal episode, an obligatory
devel opnent al epi sode along with a number of optional devel op-
ment al epi sodes, and an obligatory closing episode fol | owed,
agai n, by optional closing episodes. Further down on that

hi erar chy, each epi sode is conposed of noves, beginning with




a focussing move, followed by at | east one other nove (not

I ncl udi ng focussing or concl udi ng moves), and ending wWith a

concl uding nove. (ook's 1list of categories of noves (as

reported in Candlin and

- Focussi ng nmove
-Concl udi ng nove -

-Descri bing nove -

-Asserting nove
-Relating nove -
-Summarizing nove -
-Recommending nove-

-Justifying nove -
-Qual i fying move -

-Contrasting nove -

- Expl ai ni ng nove -

Murphy 1979:17-8) is as follows:

a justificatory statenent; a

focal episode with a concluding
function; a summary statement
subdi vi ded into description of
processes and causal sequences;
previ ous events; operations;
states o

assertion of fact, opinion, rule,
physi cal |aw

making intratextual and extra-
textual relationships explicit
g|V|ng_a resume of the immediately
precedi ng di scourse o

gi vi ng support to an opinion,
course of action, nethod, etc.
offering justification for a
proposi tion, assertion, recom
mendation, etc. _

pl aci ng reservations on, partially
retracting froma prior asserction,
proposition, etc. .
drawing a parallel of conparison
or contrast between a previous
fact, event, etc., and a second
one contained in the statenent
that initiated the nove
expoundi ng or making explicit a

grior assertion, description,
ausal “chai n, “etc.

J. Cook suggests teaching recognition of the noves within

| ecture' discourse as a nmeans of raising the student's

awar eness of the lecturer's organization and goal s.

When Murphy and Candlin anal yzed the | ecture text for

cohesi ve devi ces, they considered five-specific devi ces:

reference, substitution, ellipsis, eonjunction, and | exical
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cohesion. They divided reference items into exophoric
references and endophoric references, "exophoric" referring
to the context of the situation, "endophoric” referring to
items within the text itself. The endophoric reference items
were further broken domn into anaphora and cataphora.
Anaphoric reference refers backwards in the text and may,
according to Murphy and Candlin, be more difficult for the
foreign student because it expects him/her to link up different
parts of the text and may place an excessive load on the
foreign student's short-term memory. Cataphoric reference i s
a warning of what is to come. These endophoric references
are realized through the use of demonstrative pronouns ("the
proof of that is..."), personal pronouns and possessives,
comparative reference ("this case is different'” implying

that it is different from a preceding one) and lexicon such
as "same", "similar", "other", "different", "likewise", etc.
Substitution is a device whereby information iS related to
other information by a grammatical device such as replacement
of nouns (“one":."ones", "same"), verbs ("do" as in "John
has a car. Jim doesn't.”), and clauses with "so'" and " not"
("Have | got that wrong? | hope not.”). Ellipsisis
substitution by zero (“so the magnitude of one force then
defines the magnitude of the other two" where "forces" was
elided after "two" ). Conjunctive elements serve the function
of relating linguistic elemerits that occur in succession but

are not related by other structural means. These conjunctive
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elenents relate two elements in an additive nanner (e.g.
“furthernore", "for instance") , in an adversative manner
(e.g. "yet", "neverthel ess"), in a causal nanner (e.g. "so",
"for this reason") and in a tenporal nmanner (e.g. "previously",
"toreturn to this point"). Candlin and Mirphy stress the
| nportance of adversative and causative conjunctions in
particular. Sone causatives, they note, such as "so", "then",
"therefore", may nark concl udi ng noves in the discourse.
The causatives signal that what follows will be infornation
that the | earner should be focussed on. Adversative
correction of meaning, they say, al so signals inportant
information in that it reflects what has preceded and focusses
attention on what follows. A last device of cohesion was
| exi cal cohesion, the practice of reiterating itens in
referential terns and then relexicalizing that itemat the
start of a new exchange.

Candlin (1978:22) stresses the need for integrating
speech and visual materials and paralinguistic behavior:

AlthouPh it.is generally the case that |ecturers

control the discoursal strings...interpreters...

need to be aware of the careful and close integration

of the visual, paralinguistic elements with the

spoken word, if they are going to understand the

constant interplay in |ectures between What Sinclair

calls the nmai n-and the subsidiary planes of di scourse--

the essentIal argument an € audi ence-di rect ed

subsi di ary comment. Eye contact and particul ar

gestures serve to clarify this interplay in lectures...

and inportantly...there is anpl e evidence to show
that kinesics 1s culture specific...we cannot assune

that |earners will have equal opportunity for _
interpretation of these crucial discoursal patternings.
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Candlin and Murphy (1979) found that much of the research
done on kinesics in dvadic interaction had relevance in
the lecture situation. They note that lecturers, when making
asides or when trying to appeal to the audience, change their
voice quality or get physically closer to the audience,
They note that lecturers often make exophoric references and
use hand gestures to refer to diagrams on the board. Other
hand gestures, however, are not overtly linked to something
visual. They give the example of a wave of the hand from
the vertical with pam facing the body, to the horizontal
pam up, accomplished with a slight lowering of the forearm,
conveying the meaning of "I am now going to offer the less
acceptable alternative.” Eye contact, a kinesic device
signalling affiliation, seemed to follow completion of
drawing or touching a diagram or during a crucial point in
an argument. Candlin and Murphy also observe that eye
contact can signal discourse boundaries in that speakers
tend to look at the audience during concluding remarks. Often,
eye contact was discontinued before proceeding on to the next
section of the lecture either by moving from one place to
another or looking downn and consulting notes.

What does become clear in all the analyses, no matter
howv indefinable or general, is that within the context of a
lecture, the lecturer does attempt to signal to the listener
what aspects of the lecture are imporzant Or unimportant,

and how the lecturer has organized the lecture and wants it




to be perceived. The ESL teacher can work towards nelping
students becone aware of different acts and noves and
their realizations within a lecture. An awareness cof these
verbal and nonverbal narkers can lead, on the listener's
part, to greater ease in prediction and greater ease in
following the lecturer's thoughts. Not nore important,
yet nore concrete, is the need to give students practice
in dealing with cohesive devices (especially reference,
substitution, ellipsis, conjunctions, and syntactic devices
of highlighting).
W nskowsky (1978), rather than anal yze lecture
di scourse, anal yzed her own notes to focus on note-taking
di scourse and the conpetencies that underlie successful
classroomskills. She suggests six maj or competencies
i nvol ved in acquiring classroomskills:
(L) ][eclogni ze the professor's definition of the
e
(2) recogni ze course requi rements
(3) recogni ze the paradi gm(the discipline s way
of looking at the world an& howit is organized)
(4) recognize L perspective
(5) recognize the professor' ©portrayal of the
professional role
6) take notes
Wnskowsky 1978:14&)
Under the conpetency of note-taking, sne specifies fourceen
conventions that were included in her notes:
(1) includes a phrase titling a series of things
(2) includes the nom nal -conpl ement structure--a
word or phrase separated by a dash or colon

from anot her word or phrase, hol di ng one of
the foll owing rel ation_shilps: _
| abel , title, or nomnal - neaning, referent,
expl anati on, or
definition




(3 includes para%raphs of notes whi ch cohere
topically wth successive indentation of _
lines to show sub-topical details, elaborations,
expansi ons, and ot her sub-argunent scrucrtures

(4 includes signal phrases or words which nark
or frame the subsequent information (e.g.
probl em when dealing w/ cognition)

(5 1ncludes one line assertions, titled or
untitled

(6) includes sequences of the above argument
structures which are related topically

(7) includes arrows to connect or continue two
parts of an argument that has a di gression
enbedded in it _

(8 includes reconstructing the professor's
outline if he has one

(9 includes quotes or near-quotes of what the
professor says, who he quotes, and the
sour ces _ _ _

(10) includes the pivotal points in an argunent
(11) includes non-content I nformation, usually in
the nargin at the top of the page _

(12) includes the notation conventions of a given

di sci pline _ _
(13) includes charts, tables, exanpl es, instructions,
wor ds, phrases, diagrans, illustrations, etc.

that the professor puts on the board
(14) includes abbreviations of words that are
~ recurrent in the discipline
(Wnskowsky 1978:35-7)

These | ecture di scourse and not e-t aki ng anal yses serve

to provide teachers with a nore concrete base in what to

teach. Fromthis perspective, the question of how to teach
can be ded: wth.

D. Lecture Conprehensi on and Note-taking Pedagogy

Bl ack (1971), Hughes (1974), \Wissberg (1974), Godfrey
(1975), Candlin, Kirkwood, and Mbore (1975), Johns and
Johns (1976), Montassir (1976), Janes (1977). McDonough
(1977), Candlin and Murphy (1978), Jordan and Matthews (1978),
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Morrison (1978), Snow and Perkins (1979), Masom (1981) and
Dudl ey-Evans and Johns (in press) have all presented
syl | abuses and/or exercises attenpting to deal with the
teachi ng of | ecture conprehension.

The syl labuses and materials vary nost fundamental |y on
the I evel of adaptation concerning the Iecture material to
be used in the course. VWeissberg(1974) and Mntassir (1976),
for exanpl e, propose the use of "mni-lectures''(tw to
three mnute taped presentations recorded by native speakers
usi ng non-sinplified vocabul ary and syntax and unal tered
pronunci ation), James(1977) and Jordan and Matthews (1978)
propose syl | abuses whi ch begin with two to three minuce taped
texts and proceed to |onger taped texts. Snow and Perkins
(1979) propose the use of both formal interviews and i nfornal
conversations as the material base for a | ecture conprehension
class. Johns and Johns (1976) propose focussing on tapes of
semi-formal di scussions of academ c subjects. Horrison (1978)
and Mason(1981) propose using tapes interrupted at various
points for anal ysis and exercises. Dudl ey-Evans and Johns
(in press) propose a teamteacni ng syllabus with the | anguage
t eacher working hand in hand with the content teacher. Candlin,
Kirkwood, and Moore (1975) propose using |ive, authentic,
| ectures on | anguage and academic skills as the basis of their
syl | abus.

Al stress the need of authenticity, that is, the use
of language that is used in | ectures, the use of cues that
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are used in lectures, the use of paralinguistic features

that are used in lectures, and the inclusion of pauses,

false starts, and other performance features of live |ectures.
However, only Dudl ey- Evan and Johns (in press) and Candlin,
Kirkwood, and Moore (1975) da actually live up to this |evel
of authenticity. By basing their syllabuses on live |ectures,
they sacrifice the certainty of what will be taught and what
needs to be taught. They gai n, however, the real i sm know ng
that whatever Ls taught is actually used. Those syl abus
desi gners who use tapes (Show and Perkins 1979; iason 1981;
Janmes 1977; Jordan and Matthews 1978) gain in terms of
concreteness of materials and exercises, yet |ose in terms

of authenticity because all of the visual cues are m ssing.
Those syl | abuses that rely on tapes that were originally
prepared in witten formto focus on particul ar cues of

organi zati on (Weissberg 1974) are useful in that a segment of
the overall |ecture conprehension skill can be recogni zed
clearly and practiced. These tapes, however, |ack realism
inthat the lecturer is nat talking naturally. [In addition,
there is no guarantee that the cues focussed on or that tne
style used is, in actuality, used in a | ecture situacion.

AN additional difference between the various syl | abuses
suggested is the type and sequencing criteria of exercises.
Janes (1977) and Jordan and Matthews ¢1978) sequence texts
by beginning with a two to three mnute | ecture covering

the naterial in general terms, used for dictation. The next
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stage is a longer version of the dictation used for liscening
and doing exercises concerned with general ideas, details,
vocabulary, and grammar. The |ast stage involves the same
lecture topic, further expanded with exercises Zocussing on
taking notes in outline form. Their sequencing factors seen
to be the length of the lecture and the difficulty level of
exercises (grasping general ideas and details and focussing
on lexical and syntactic features deemed to be less difficult
than note-taking).

Show and Perkins (1979) also feel it necessary to give
the student contextual information before giving the complete
lecture. They first give students a general summary to read.
Later, another summary may be given out which includes a
selective list of things to listen for. The students listen
to the tapes, take notes, do exercises, answer questions, and
listen again. They note that the tape may be worked through
in segments to focus on particular points. Sequencing
criteria include sequencing questions from discrete point
questions to questions which entail processing knowledge
about the real world in addition to knowledge gotten from
the tapes. Other sequencing criteria for exercise Zformaticn
are making the syntax of the question itseli more or less
difficult, varying the topic so that students have mcre or
less prior knowledge of the topic area, and altering the
speed and style of delivery of the speakers.

Dudley-Evans and Johns (in press) appear to make
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similar decisions about sequencing. They proceed from
understanding the general points and details of the lecture
to fol |l owup work whi ch enphasi zes eval uation of information
and application of the general principles of the lecture to
other tasks. S mlarly, McDonough (1977) distinguishes

bet ween "1 ocal i zed" conprehensi on and "gl obal " conprehensi on.
Local i zed conprehension is concerned with immediate or

ver bati m perception and segnentation (e.g. | exicon, stress,

I ntonation, syntax) while gl obal conprehension is concerned
with categorization, ordering, and recall over |long stretches
of discourse. He stresses that although |ocalized conpre-
hension is essential to global conprehension, it is gl obal
conprehension that is the ultinate goal of a |lecture

conpr ehensi on cour se.

Montassir (1976} in his syllabus nakes three assunptions
about sequencing of materials and exercises. The first is
that conversational type naterial is easier to conprehend
than | ecture type nmaterial. The second is that short pas-
sages are easier to conprehend than | ong passages. The third
Is that listening for specific information is easier than
unfocussed |istening in which information must later be re-
called fromnenory. Hs £irst two assunptions, however, nay
be open to argunent in that conversational speech may, in
actuality, be less clear in that the ohonology i S nore care-

| ess and the assumptions about background know edge nmay be

nore easily taken for granted. In addicion, i n conversational
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speech, organi zation principles may be |less overtly signall ed.
As for the second assunption, it nay be possible that |onger
passages incl ude nmore redundancy and nore expansi on than
shorter passages so that the overall pictureis clearer,
allowi ng nore tine for processing.

Morrison's (1978) procedure involves listening to
tapes and stopping at designated monents to do exerci ses.
During the first session of listening to a tape, questions
under the headi ng of "understanding” are dealt w th(covering
| exi con, idions, structures, allusions, and inplications).

Q her questions cover aspects of phonol ogy such as assim -

| ation, reduction, stress, pitch, and intonation. During

t he second session of |listening to the sane tape, questions
deal with itens of cohesion, reference, general conprehension,
and brief note-taking.

Mason's (1981) naterials also involve detailed analysis

of the lecture discourse while listening to a tape. The
student, at appropriate points in the tape, is introduced to
rhetorical elenments of exposition and cues to this rhetoric.
I n addition, the student is given conprehensi on questions and
I nconplete outlines to fill in. Later assignments are
concerned wi t h understandi ng particular facts and under st and-
ing the overall organization and | ogi c.

Hughes (1974) does not deal with the question of

sequenci ng but notes four types of exercises that are applicable

to different aspects of the listening situation. These are
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predictive and retroactive |istening, construction |istening,
and inferential listening. In predictive listening, the
student tries to predict what the speaker will say. In
retroactive listening, the student enters the mddle of a
speech and tries to figure out what the topic of the speech
I's. In redundancy |istening, the student has to extract

t he essence of a speech, renoving all that is redundant. In
construction |listening, the student reorgani zes segnents of

a speech based on his/her know edge of the world, know edge
of the discourse style, and awareness of |inguistic cues.
Lastly, ininferential |istening, the student nmakes inferences
based on information presented orally.

Godfrey (1975) begins with paraphrase and imtation
exerci ses aimng at reducing processing time by getting
students to do nore with an utterance than to sinply process
the forns and neani ngs expressed within that utterance's
boundaries. He later suggests instruction in linguistic
devices that specify relationships ané attain cohesion in
di scour se usi ng exercises suggested by Hughes (1974), above.

Bl ack (1971) does not suggest a syl | abus, but does
present suggestions on how |istening conprehension practice
can be sequences. He bases his suggestions on three criteria:
type of exercises, type of naterial, and subject matter.

Hs hierarchy is shown in Table One and is organi zed from
| east difficult to nmost difficult.




Table 1

Sequencing For LiStening Practice

Type of Exercise

Type of Materia

Subj ect Matter

true/false

es /no

i1l in the
bl anks
true/false/
not stated
. classify by
concept
. correctl

i ncorrect

I nf erences
7. multiple
choi ce
questi ons

(=] wn £~ Who=

7a. conpre-
henan
factua
cont ent
7b. inference
7e¢. interpreting
t he speaker's
I ntention
7d. interpreting
enmoti ve or
figurative
| anguage
7e. developing
an overal |
view of the

entire passage

. sinplified nateri al

" with standard
W

. I npronptu speech
MFP np P

at a low | evel of

. speech i n non-

Wi t h standard
pronunci ation
ronpt u speech

pronunci ati on

preRared speech
th standard

pronunci ati on

h nonst andard
pronunci ati on
| mpronpt u discussion

abstraction or
speci al i zati on
careful Iy prepared
speech

standard di al ects

. inPronptu discussion
W

h a high |eve
of abstraction or
speci al i zati on

1. naterials
relating to
common
experience

2. popul ari zati ons
of speci al i st
mat eri al

3. difficult
specialist
mat eri al
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Most of the |istening conprehension books on the narket
are geared to a lower |evel ESL audience than the proposed

syl l abus and naterials (e.g. |nproving Aural Conprehension

by Morley (1977), Devel opi ng Listening Conprehension For
ESL Students: The Kingdomof Kochen by Plaister (1976),
Li stening Contours by Rost (1979), Listening and Note-taki ng

by Ferguson and 0'Reilly (1977). | nprovi ng_Aural Conpr e-

hensi on(1977) focusses entirely on |inguistic conpetence
and never ties individual exercises into coherent, realistic,
| ecture situations. |In Devel oping Listening Conprehensi on
For ESL Students: Tne Ki ngdomof Kochen (1276), Pl ai ster

attenpts to get beyond the solely |inguistic aspect of

| ecture conprehension and aims at guiding the student to

focus on key words and pass over filler words. |n Listening
Contours (1979), Rost also attenpts to get beyond the solely
linguistic aspect of listemning and focusses on the organization
of the lecture sanples. (Rost limts hinself to three

organi zati onal patterns--process, narrative, and classification.)
Nei t her book (Plaister's nor Rest's), however, is designed

for the very advanced ESL student. The lectures in both books
take fromone to three mnutes to present and are quite
controlied. The lectures in Plaister's book are witten out

so as to nake sure that the student focusses on the cues that
are necessary. The lectures in Rost's book use a higher
concentration of redundancy of key ideas than normal speech

so that the students can gain practice in noting infornation
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when heard at a normal spoken speed. Ferguson and 0'Reilly
In Listening and Note-taking (1977) begin by presenting

three to seven minute talks with an outline that denonstrates
the organi zation of the talk. only at the end of the book
do students begin taking notes on their own |eading from
one to two sentence "talks" to five ninute "lectures,"”

At the sanme | evel as the proposed syllabus and naterials
is Listening and Note-taking by Yates (1979) and Better
Listening Skills by Sinms and Peterson(1981). Yat es' book

begins wth one to three sentence utterances and ends with
seven | ectures of approximately ten mnutes each. She
focusses attention on cues, organizational patterns, and
outlining. Sins and Peterson's book contains five |ectures,
approximately ten mnutes in length. Each lectureis

foll owed by a nunber of exercises focussing on vocabulary,
derivations, organizational patterns, outlining, general and
detail conprehension. A drawback of each of these books is
the limted number of full and realistic lecture possibilities.
This allows for little opportunity to gear lecture topics to
students' and teachers' interests and needs. Anot her

drawcack of both books is that they depend on lecture
transcripts or tapes for lecture material. The realismof the
| ecture is mnimzed by not having a |ive lecturer. As
mentioned before, tapes and transcripts often do not realis-
tically provide for the normal hesitacions, di Sruptions,

digressions, etc. of the live lecture. Most inportant, by
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fixing the style and vocabul ary of |ecture suggestions,
there is no opportunity cto vary linguistic | evel, lecture
speed, or lecture style.

Syl | abuses and gui del i nes for teachi ng note-t aki ng,

In particul ar, nave been suggested by Aarenson (1975),
ato (1979), Johns and Johns (1976), and Janes (1977).
Many of the | ecture conprehension syllabuses and nmaterial s
mentioned in this chapter al so include a note-taking
conponent .

Aaronsor (1975) suggests an approach to note-taki ng
that acknow edges the student's role as interpreter and
judge of incomng information. She suggests two columns:
the first columm, the "recordi ng" columm, records the
| ecturer's flow of ideas and al so records the hierarchy of
| deas by neans of outline form or indentation; the second
columm, the "recall" column, records the student's cue
Wor ds, summaries, toOpiCS, questions, key phrases, definitions,
and comments.

Janes (1977) attenpts to explain the probl ens that NN\Ss
have when taking notes. He says that one problemis faulty
decodi ng due to the problem of English stress-tined rhythm
and arbitrary lexical stress. He says that NNSs are not used
to vowel reduction and differential stress on words. A
second problemis in msconprehension due to the nessage

being wongly or partially decoded because of (1) incorrect

predictions on the part »f the student because of insufficient
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or different background know edge and (2) lack of facility
with lecture discourse. He nentions four steps that the
note-taker nust followin order to take successful notes:
(1) understand the nessage; (2 identify inportant points;
(3) decide when to write; and (4 write quickly and clearly.
His exercises, therefore, proceed from decodi ng and
conpr ehendi ng t he message, naki ng j udgnments about i nportance
of the itemw thin the whol e discourse, filling in gaps in
a skeleton outline, and finally, taking notes w thout the
aid of an outline fornat.

Qto(1979) in his programfocusses on four gosls:
(1) the transfer of the spoken word to the witten text;
(2 listening for key words and phrases; (3) selecting
rel evant details; and(4) recognizing topic and nain ideas.
To achi eve these goal s, he uses a conbi nati on of dictation
exer ci ses, cloze exercises, and mni-lectures with fill-in
out | i nes.

The not e-t aki ng and note-reconstruction Syl | abus
proposed by Johns and Johns (1976) is the nost detailed
and struct ured. --Their course has four nmai n conponents:
(1) the elimination Of redundant material (wth note
reconstiturtion focussing on restoring grammatically
redundant elenents); (2 rephrasing and reordering inforns-
tion (e.g. using a single lexical itemtd express a conpl ex
idea) ; (3) using conventional abbreviations(for technical

and nontechnical lexicon (e.g. w/ = "wth") ; and (4) using
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synbolic representations of |ogical relationships (e.g. =p
= "causes", "leads to", "brings about"). Each unit practices
both note-taking and note reconstitution in both the witten
and spoken node. Johns and Johns' syl | abus is represented in

Tabl e Two.

Tabl e 2
Johns and Johns' Not e-taki ng Syl | abus

Note-taking Not e Reconstitution

Taki ng notes from Restoring notes al ready

sentences (at first t aken on sentences and

only inserting sym paragraphs to 'full form:

bol ), progressing witing paragraphs from
Witten | Wthin each unit to gi ven not es (target

taking notes from paragraphs at first

par agr aph (tar get presented in gapped forn).

notes at first

' gapped' : extent of
gappi ng ?radually

| ncreased
Taki ng notes from Readi ng al oud fromnotes
spoken sent ences, already taken. Telling
rogressing to'mni- okes,  iving short 'mini-
Spoken ectures’'. Some ectures' fromgiven notes,

gradual wi thdrawal of
assi stance as _above.

(Johns and Johns 1976:227)

The above mentioned syl | abuses for 1istening conprehension
and note-taking vary in the nmethodol ogy and material s used
for achieving the goal of |ecture conprehension and note-

taki ng conpetence. They all, however, base sone of their

| deas on simlar assunptions about the |earning of |anguage
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as communication. Candlin (1978:40) el uci dates these
assunptions in the followng |ist concerning what mst be
dealt wth in order zo help the |earner cope wth problens

of discoursal m sunderstandi ng:

(1) assune that |learners need to be sensitized to
the cultural Presupp05|t|ons whi ch i nbue
particular utterances, and that this sensitivity
IS a prerequi site to understandi ng | anguage
as conmuni cati on. _ _

(2 assune that the relationship between essence
and force depends on continui ng eval uation of
the social viewof and by speaker and hearer/
witer and reader. _ _ _

(3) assune that this sense/force_relatlonShIP will
be underlain by culture-specificrules o
di scourse(and “al so by sone Ban-cultural rul es)
whi ch constitute the chief objective of
| anguage | ear ni ng. _

(49 assunme that suchrules are realized through
I nteraction, and as a consequence the data
for |anguage | earning ought to be presented
in transactional context.

(5 assune that communi cation is a process of
appl ying these rules of discourse to convey
neaning via a range of linguistic and para-
linguistic signs and that these signs are
cul turally and socially specific.

(6) assune that deriving neaning is a process of
dynam c i nf er ence. _

(7) assune that (as a conseqguence) neani ngs are
plural and variable in value as the communi -
cation proceeds. _ .

(8) assune that identifying strategies of inter-
pretation can both serve to el uci date di scourse
as well as act as a | anguage | earni ng objecti ve.

These assunptions wll provide the basis for the syllabus
to be proposed in this thesis. Before presenting the syll abus,
however, it is inportant to have a better idea concerning the
audi ence for whomthe syllabus is proposed. |In the next
chapter, a detail ed needs anal ysis concerning the actual and
per cei ved |i steni ng conprehensi on, note-taking, and production
needs of university students will be presented.




GHAPTER 111
LI STEN NG COVPREHENSI QN, PRODUCTI ON, AND NOTE- TAKI NG
HEEDS (F UNIVERSITY ESL STUDENTS W TH
| MPLI CATI ONS FOR SYLLABUS DESI GN
The needs anal ysis was conducted in order to best

be abl e to generalize about the audi ence and their perceived
and actual academc listening needs. This chapter will begin
with a description of the needs anal ysis instrunment and pro-
cess after which a description of the actual |istening needs
of the students will be presented(based on teacher and
departnent chairman data). Next, a description of the
students' own perceptions of their academc |istening needs
and weaknesses wi || be discussed. Throughout this chapter,
i nplications for syllabus design and classroomnaterial s and
net hodol ogy wi || be dealt wth.

Al though the syl labus proposed in this thesis will only
concern itself with nethodol ogy and materials for teaching
| ect ure conprehensi on and note-taking, it seens appropriate
to include in the needs analysis instrunment related demands
on the academ cconpet ence of the student. Therefore,
guestions concerning other academc listening situations are
I ncl uded (snal |l classroom| ecture, semnar, |arge anount of
student interaction, ete.) as well as questions concerni ng
production denands placed on the student — e syl | abus based
on this needs analysis will allot time'for these differing

demands al t hough the nmaterials and net hodol ogi cal suggesti ons
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will focus only on | ecture conprehensi on and not e-t aki ng.

A syllabus for an English for Academ c Purposes (EAP)
course in |lecture conprehension and note-taking nornal |y
consi ders a nunber of student vari abl es: age; academc
| evel ; academ c background; previous exposure to Engli sh;
present study situation(in country, out of country,
si mul at aneousl y taking courses in English, etc.); linguistic
ability (in conversational English, witten English, etec.);
academc goal s and maj or; psychol ogi cal factors(notivation,
need, learning styles, etc.); sociological factors (prestige
of English in student's hone country, attitudes towards
Engl i sh speakers, etc.). In addition, staffing and
i npl enentation factors are nornmal |y consi dered (e.g.
experi enced or inexperienced teachers, teaching styles,
avai | abl e nachi nery, etc.).

As can be inmagi ned, a syllabus based on these vari abl es
as realized in a particular situation woul d have a narrow
range of applicability. Therefore, this needs anal ysis
focusses on the nuch nore general perspective of the |istening
conpr ehensi on, production, and not e-taki ng needs of the
foreign university student. The needs anal ysis was carried
out by administering questionnaires ac the University of
Hawaii at Manoa but nost |ikely has rel evance to any Anerican
university. Student respondents in the needs anal ysis span

the range of the afore-nentioned variables. Their common
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factors are only (1) a comon aural conprehension |evel at
whi ch problens in | ecture conprehension are based nore on
overall di scourse conprehension than on |inguistic problemnms
at the sentence level and(2 a common need for English as
a nmeans to their academ c goal s.

One of the goals then of this needs analysis is to
determne to what degree it is practical to base a lecture
conpr ehensi on and not e-t aki ng course on such a general
popul ation, Are, for exanple, the needs of undergraduate
and graduate students so different? Are the needs of
prospective natural science students so different from
prospective |iberal arts majors? It may be inportant to
narrow down the general |earner profile and delineate
separate syl | abuses for certain major variables. oOn the
other hand, it may be that the general need for English as
a means to the same goal (success in an English speaking
academ c environment) nmay provi de a clear enough needs

base for all stuaents despite certain variables.
A Needs analysis Procedure

The needs anal ysi s procedure consists of three
questi ornai res--student questionnaires, faculty question-
naires, and departnent chairman questionnaires (see Appendi X
A--and personal communication W th | anguage teachers.
Specifically, needs anal yses are broken down as foll ows:

(1) In order to find out what actually are the
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| i stening comprehension, production, and note-

t aki ng dermands pl aced on the students in the
university, informati on was obtained from

a) department statistics, b faculty requirenents,
and ¢) students' own perceptions.

(2 Inorder to find out where foreign students have
problems neeting these demands, information was
obtai ned from a) faculty perceptions, o) student
perceptions, and ¢) personal communication with
| anguage teachers.

(3 In order to find out what students thensel ves
want nost out of an EAP course in lecture compre-
hensi on and not e-t aki ng, information was obtai ned
froma) students' responses on questionnaires
and b) personal communication with | anguage
t eachers.

(4 In order to find out whether courses weuld best
be divided al ong subject matter |ines, or graduate
versus undergraduate |ines, information was
obtained froma) department statistics, o) faculty
requirements, and ¢) students' own perceived needs

St udent questionnaires were given to 68 persons. O

these, 42 were at the |l evel of just beginning a course with

t he proposed syl labus. The renaining 26 were near the end

| evel or median |evel of a course with the proposed svllabus
prop 3

n



- 56

Faculty and chairman questionnaires were sent out to
ten departnents (H story, Economcs, Political Science,
Agricul tural Engi neering, Qceanography, Travel |ndustry
Management, (Qvil Engi neering, Architecture, Phil osophy,
and Religion). Departnents were chosen on the basis of
(1) whether they offered courses required of all students,
(2) whether they had a | arge nunber of foreign undergraduate
or graduate students, and (3) whether they fit into the desired
sanpl e of natural science versus humanities Subject areas.
Forty-ni ne faculty questionnaires were returned covering 838
cl asses. Six department chairnman questionnaires were
returned. The sanple for graduate cl asses covers 24 cl asses
and 20 different teachers. The sanple for undergraduate
cl asses covers 64 classes with 38 different teachers. A
breakdown of the sanple into subject area groupi ngs shows a
graduat e science group (Agricultural Engineering and Cceano-
graphy) with 9 classes and 5 different teachers and a
graduat e humanities group (H story, Philosophy, and Religi on)
with 7 classes and 7 different teachers. Table Three

denonstrates this breakdown of responses.

B. Analysis of Faculty and Chairman Responses w th Syl | abus
Design Inplications

The introductory question on the faculty questionnaire
asks, "How woul d you descri be each of your courses in terns
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Table 3
Breakdown of Faculty and Chairman Questionnaire Responses

DEFT . TOTAL NUMBER OF COURES CZC)\/EFEED| CHAIRMAN

gngR 1 RESPONSE

FACULTY braduate, Under- Total

RESPONSES graduate
| RETURNED
History 11 2 15 17 yes
Economics 4 1 7 8 yes
Political 7 5 5 1C yes
Science
Ag. Eng. 1 2 - 2 yes
Oceanog. 5 7 - 7 no

|
Travel
Industry 6 - 16 16 yes
Management
Civil 1 2 1 3 no
Eng.
Arch. 3 - 5 5 no
Phil. 2 2 2 4 no
} - -
F{ellglon 9 3 13 16 yes
I
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-\'-

of percentage of tine devoted to teacher |ectures, percentage

of tine devoted to student presentations, percentage of time

devoted to cl ass discussion? '

down of class tine.

Tabl e 4

Percent age of Time Devoted to Lectures, Student
esentations, and D scussi ons

Tabl e Four shows this break-

Overal | Q ad. Under- | Qad. Gad.
Response |Qour ses rad. Sci ence| Hunmanities
urses | Courses| Courses
7 | ecture 65. 97 48. 84 71. 68 74.71 38. 33
7, st udent
pr esent a- 8.92 21. 84 4,61 4. 29 25. 83
tion
% discus- 20. 03 24. 21 18. 62 8. 57 35. 83
sion
7% ot her
| ab, stu- 5. 08 5.11 5.07 12. 43 -
di o, exans,
etc.)

It seens that the great divisionis not due to the fact oif

being undergraduate or graduate but rather, very different

needs energe across subj ect areas.

The sci ence graduate

students are overwhelmingly confronted wth lectures and only

occasional |y confronted with production requirenents and

di scussi on comprehension.

akin to the overal| undergraduate requirements.

ties graduate students, on the other hand, differ greatly from

Their class situation is closely
The humani-
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both the undergraduate and the science graduate students.
They very definitely nee? presentation and di scussion
production and conprehension skills along With lecture
conpr ehensi on skills.

A question that needs further research is whether
under gr aduat e needs can be broken down into science versus
humani ti es needs. Wuld the predom nance of |ectures (and
t he conparative uni nportance of production skills) in
science-oriented courses show up again or would it be that
at the level of undergraduate work all courses are prinarily
teacher-talk? IMy guess woul d be that undergraduate work
in the humanities and sciences is largely concerned with
the feeding of information and it is primarily in the
graduate work in the humanities that enphasis is placec on
students' critical thinking and input. Department statistics
concerni ng course offerings support this hypothesis as
shown in Tabl e Five.

For question three("Is it necessary for students tO
take detailed notes in your class?"), the same dichotomy
(graduate humanities Students versus undergraduates and
science graduate studencs) holds true as shown in Table
S x. Although note-taking is very inportant for al
students, it is decidedly less inportant for the graduate
humani ties student.

Questions four, five, and six give an indication of

what teachers do to help their students conprehend their
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Table 5 I
Breakdown of Department Course (ferings in Terms of
Lecture and D scussion Style l
i
DEPT. GRADUATE UNDERGRADUATE l
% of % of % of % of
cour ses | cour ses courses | courses
mainly |mainly nai nl'y nainly l
| ecture |discussion | lecture ] discussion
H story - 100% 77% 23% I
Rel i gi on - 100% 100% - l
Poli. Sci. 20% 80% 60% 40% l
Econom cs 56% 447, 85% 15%
Ag. Eng. 90% 10% 100% - l
Travel l
| ndust ry N/A N/A 61% 39%
Managenent
Tabl e 6 l
Is it Necessary to Take Detailed Notes? I
UNDERGW GRAD. GRAD. (Sci ence) |GRAD. (Humani ti es) i
Yes No Yes | No Yes No Yes ND I
80. 657 19.35% |60% | 40% | 83,33% [16.67% | 57.14% | 42. 86% I
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lectures. Since this is most likely a question of individual
teacher style, answers to this question best serve to give

an indication of what techniques would be usable in an EAP
class to simulate authentic lecture technique. Question

four indicates that a very high percentage of teachers give
handouts to students summarizing their lectures at |least
occasionally (75% of graduate courses; 45.9% of undergraduate
courses). Question five asks teachers what method they use
to help their students receive from a lecture or discussion
whet they want them to receive. Some of the responses given

include "questions either before or after the lecture,"”

"outlines on overhead projector," "oral summaries," "review
sheets," "diagrams,' "readings to support lecture notes,"
"outlines on board.” For question six (‘Do you write

essential points on the board?"), 87-88% of all respondents
answered "occasionally”™ to "always."

Question seven ('Do you use movies or video tapes
in your class?") snows that it is primarily live language
that the students come into contact with. Only 20% of the
graduate courses and only 30.65% of the undergraduate courses

reported using media anywhere from "occasionally" to "always."
The remainder used media "rarely”™ or "never."” it seems

then that the only justification of more.than moderate use

cf tapes or films in the language class is as a teaching tool,

not as a simulation of actual classroom behavior. Video

tapes of lectures can most easily be justified as a teaching
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tool. Movies are inauthentic in the sense that the voice

I s generally off screen with visuals playing the dominant
part. In the same sense, tapes are inauthentic in that the
voice is 'off screen' with absolutely no visuals.

In question 11, faculty were asked to check the aspects
of listening comprehension, note-taking, and production that
they felt were essential for success in their class. Next,
they were asked to rank the four most essential skills for
success in their class. Results show that the maor goal
of the faculty is that the students be able to listen,
take notes, and participate at the same time. However, a
large number of teachers place high priority on just listen-
ing or just following the speaker's train of thoughts
without note-taking. Implications for syllabus design seem
to be that note-taking should not be the main goal of the
course, nor the deciding factor concerning passing or
failing. Class time can be realistically spent listening
to a lecture, taking questions, and discussing the implications
of the lecture. .Class time does not have to revolve around
listening to lectures, taking notes, and taking tests based
on those notes.

The need for students to "be able to request clarifica-
tion from the teacher”™ was considered quite important by
teachers both in this question and in question 12 concerning
teachers' perceptions Of foreign students' difficulties in

their class. Implications fexr syllabus design would be




i ncl udi ng conponents on the appropriateness of requesting
clarification and analysis and practice in how to interrupt
and request clarification. |In terns of productive skills,
teachers clearly want their students to "be able to raise
questions and ideas that woulé generate discussion.™ Again,
| anguage cl assroominteraction should simulate this situation
as nuch as possible. Controversial or thought provoking
i ssues m ght be best for this. It is inportant that |ecture
topi cs cover areas that the students want to know sonei hi ng
about or share ideas about. As with clarificationskills,
anal ysis and practice in haw to take part in discussions
(getting a turn, giving a turn, etc.) is necessary. It
Is interesting that understandi ng everyday conversations had
a fairly high priority. Perhaps the teachers feel that
cl assroomdi scourse is equival ent to everyday conversati ons.
As nentioned before, it seens that novi es, tapes, video tapes,
etc. have little inportance for success in the university.
Qther items not considered inmportant by the faculty are
"under st andi ng different Speakers,'' "learning test taking
skills," and marginal ly, "learning to give presentations.”
O the whol e, then, anal yses of faculty and department
chai rman questionnaires in cate a possible advantage to
splitting up students into groups of undergraduai es versus
groups of humanities graduate students., Although statistics

concerning tinme allotment for |ectures, student presentatioms,

di scussi ons, anount of participation required, and note-taking
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needs all group the science graduate students with the
under gr aduat es, common sense seens to indicate that if
nunbers permt, maturity and area of interest: mght indicate
a beneficial separation of the two. The syllabuses for those
two groups nay be the same, however, differing only in
content and possibly 'depth' of discussion.

The syl | abus for undergraduate students and the syl abus
for science graduate students should include at |east 3/4
time listening to lectures(with noderate to heavy enphasis
pl aced on note-taking) and 1/4 time spent on | anguage
production(discussion skills and optional presentation
skills). The syllabus for the graduate hunanities students
shoul d include approximately 1/3 tine listening to | ectures
(with noderate enphasis placed on note-taking), 1/3 tine
on di scussions and discussion skills, panels, and debat es,
and 1/3 tine on required presentations.

Anal ysis of results further indicates that if the
| anguage cl assroomis to be authentic, aids to |istening
can be and shoul d be used such as outlines on the board,
handouts, oral summaries, pre- and post-questioning, etc.
There seens no reason to make the | anguage cl assroom

situation mre difficult than the real situation. Furthernore,

class tine spent on novies and tapes | acks the realism of
the typical university class and shoul d be avoi ded except

for specialized needs. Video tapes of |ectures, however,

may act as a teaching tool as well as a sinmulated classroom

| .
NN I I I O Eh TN BN e
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‘event. '

Lastly, results indicate that the goal of a lecture
conpr ehensi on, producti on, and not e-t aki ng cl ass nust be
varied. Because note-taking is a highly visible and highly
correctable skill, it may be tenpting to place too nuch
enphasis on it. Teachers' responses, however, suggest that
| istening wthout note-taking("followng the train of
t hought and organi zation of the speaker,™ "thinking criti-
cally," "getting the main idea and | ess inportant points
W thout note-taking") is at least as inportant if not nore
I mportant than taking notes. In addition, teachers indicate
that the productive skills of asking for clarification and
rai sing questions and ideas that generate discussion are
very inportant skills. The enphasis is on conprehension of
ideas nore than transcription of facts. This, however, may
be nore the teachers' ideal concerning their classroom

I nteraction and not necessarily actuality.

C Analysis of Student Responses Wth Syl | abus Design

| npl i cati ons

To beginwith, it was found that of all respondents,
72% had never before taken a course in an English speaking
university. S nce the proposed syllabus is aimng at
generality of situation, it would be unfair to claimthis as
bei ng true beyond the situation of the University of Hawai i

at Manoa. |t seens |ogical, however, to gear the syllabus to
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this audience and to take it for granted that students do
have to learn the cultural expectations for teacher-student
Interaction in | ectures, classroons, and semnars. This
does not nean to say that students need all study skills.
They may very wel |l have (or not have) note-taking skills,
study techniques, etc. in their native | anguage. What
the students need to learn are the culturally based differences
(e.g. Is it allowable to approach the lecturer with questions?
Wiere? During class? During an appointnment? How nmuch can
you expect the lecturer to go over with you individually?
A whol e lecture? Is it acceptable to ask a fell ow student
to borrow his/her notes? To give you the answers to an
exan?).

In terns of expected listening situations, results
showthat it is only the undergraduates plus the graduate
sci ence students who expect to find thenselves in |ecture
halls. The graduate humanities students sanpl ed do not
expect to be in that situation. The large | ecture hall
situation, however, proved to be quite a problemfor those
finding thenselves in that situation. (Approximtely 57% of
all respondents claimin question four that the large lecture
hal | situation is mst difficult for themgiving reasons, in
order of difficulty, such as note-taking problems due to |ack
of feedback and opportunity for clarification, | anguage
reception probl ens, and physical problens including noise,

di stractions, sound quality, and boredom) Syllabus design




shoul d include some | arge | ecture hall experience for al
under graduates and for graduate science students. As it
woul d be unrealistic to reserve a large lecture hall for a
smal | class of students, one possibility would be to go as
a group to a lecture situationin progress and return to
class to discuss questions and notes. Another possibility
woul d be to attend community |ectures as a group, perhaps

at an art museumor a community center. For the graduate
humani ti es student syllabus, the situation need not be dealt
with at all.

For all groups, however, the mgjority of |istening
situations take place in the classroom(although for under-
graduates the margin is closer to 50-50 for large lecture
hal | versus classroon). Most of the | anguage cl assroom
work then can be realistically done in the classroom Except
for science graduate students and busi ness under graduat es,
students seemto feel that many of their classroomsituations
will or do include a lot of student talk and di scussion
Al t hough as a single group, the classroomlecture(75% teacher
| ecture; 25% discussion) has the |argest nunber of responses
for all groups, there are quite a | arge number of responses
i ndicating that classroomsituations (25% teacher |ecture;
A discussion) and sem nars (100% discussion) are also
expected or experienced. This does not mesh with faculty
responses whi ch indicate that for undergraduates, producticn

(e.g. discussion, presentations) is not highly val ued or
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necessary. This perceived need on the part of the students
mey indicate their desire to speak more, or their incorrect
assumption about undergraduate university curricula and
expectations. Because discussion can add life to a class and
provide students with confidence in their spoken ability, it
seems illogical to delete it from a syllabus because it is
‘unrealistic.” Therefore, even though for undergraduates
language production is not a necessity, it should be allowed
optional time in any syllabus considerations. It is interest-
ing to note that the second most difficult situation indicated
in question four is listening and note-taking in classroom
discussions (31%). Students indicate that language reception
is the maor problem (different student accents, lack of
ability to follow the train of thought in the discussion) and
that note-taking is a problem. It seems that students do

feel the need for experience or training in honv classroom
discussions work (how people add on to someone else's previous
comment, how people interject new comments, etc.).

Question five asks students to put a check next to those
skills on a list that they think they need. Then, they are
asked to rank those skills from one to four indicating the
four most important skill needs. Results were compiled from
students wio would be entering a course with the proposed
syllabus. The three highest priorities {which not only have
the highest number of total responses but also have the

higher ranking responses) are "listening, note-taking, and
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participating at the same time, differentiating between
main points and less important points,”™ and "understanding
vocabulary and idioms.” Although note-taking i s included
in the "listening, note-caking, and participation™ category,
what stands out is that the other two priorities deal solely
with listening. Woak in the syllabus needs to focus on
academic listening separate from note-taking as well as
along with note-taking. "Wha was the speaker trying to
say?" types of exercises in which the students have to
paraphrase and extract the essence of a message would be
useful parts of a syllabus. Vocabulary and idiom work,
particularly those items acomon to an academic register,
need to be included in a syllabus. Particular attention
should be paid to those idioms that indicate discourse

relationships or emphasis such as "for the most part,”™ "with

respect to, not to speak of, in view of, above all,”
etc.

The next group of priorities begins with "organizing
ideas into well-written notes.” The students da feel that
this is a needed skill. It is an especially important
component of the syllabus because it is the one aspect among
listening comprehension, production, and note-taking in which
the students can often see marked improvement. In addition,
it is the one component that can be most easily evaluated.

Considering the high percentage of faculty wio reported that

it Ls necessary for students to take detailed notes in their
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cl ass (80. 65% under graduate courses; 33,33% graduate (ScCience)
courses; 57.14% graduate(hunanities) courses), it nakes sense
to i nclude note-taking as an inportant conponent of the
course syl | abus, although still secondary to |istening.

Fol lowing priorities are "hearing the main idea of |ong
tal ks wi thout note-taking,'' "understanding speech where the
speaker is not present (novies, tapes, radio, ete.)," and
"finding the key words to note down during long talks.'' Al
of these enphasi ze the above two conclusions. As for
" under st andi ng speech where the speaker is not present,”
al though faculty responses indicate that tapes and novies are
rarely, if ever, used in their courses, the use of tapes and
nmovies in the classroomcoul d be an interesting diversion
for thestudents. In the syllabus, however, it should be
kept inmnd that this is not one of their academ c needs,
and woul d only be fulfilling what the students foresee as
t hei r need.

Two other fairly high priorities are "learning to
rai se questions or present ideas that start and contribute
to class discussions” and "learning to Qi ve organized
presentations.” As menticned in the analysis of faculty
responses, the only ones for whomthese skills are absolutely
essential are the graduate humanities students. Therefore,
for all undergraduates and for graduate science students, it

shoul d again be kept in mnd that these are not necessarily

their academ c needs, but that they could be useful in
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fulfilling a perceived need and a psychological need. Rather
than making discussion skills and presentation skills a
requirement in the undergraduate syllabus and in the graduate
science student syllabus, it should be an option based on
students' desire.

Although not priorities, the following skills are
perceived to some degree as being a need: "hearing the man
idea of short talks without note-taking,' "understanding
everyday conversational English,” "understanding different
speakers,"” "following the speaker's system of presentation
and organization," "understanding statistics and writing
them down,” "listening to and participating in discussions
without note-taking," "finding the key words to note doan
during short talks,”™ "learning test taking skills," and
"learning how to politely interrupt speakers in order to
ask them to go over a point or to meke a point clearer."
These skills mey be included as segments of the syllabus
but certainly not as essential compeonents.

W analyzing graduate student responses separately,

there seems little difference. The graduate students on

the whole do place a higher priority on "raising questions
and ideas that stimulate discussion'” and "giving presenta-
tions” and surprisingly "learning everyday conversational
English.” This emphasis on discussion and presentation skills

is largely on the part of graduate science students,

completely contradicting the faculty response of spending
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little time on presentations and di SCUSSions i N graduate
sci ence cl asses.

Questions six, seven, and eight deal with the situations
the students feel they can handle upon arriving into a course
with the proposed syllabus. Results show that the students
do not feel they need work on getting the main idea of a
| ecture or discussion. More problens are indicated when the
students need to differentiate nmain ideas fromdetails.

Still, there seens to be less of a feeling of difficulty here
than is indicated in question five where students pl aced
“differentiating between main points and | ess inportant points'
as being a very high priority. At |east 30% of students in
all situations are aware of problenms when it comes to note-
taking. It is interesting to note that there seens to-be
little difference in amount of difficulty whether |istening
to a short talk, a long | ecture, or a discussion. This, too,
contradicts the response to question four which indicates

that students found listening to a classroomdi scussion
(mainly student participation) plus note-taking to be their
second nost difficult situation(preceded by |istening and
note-taking in alarge lecture hall). A though this

I nformation about students' perceptions of their own abilities
is inportant froma psychol ogi cal perspective, it should be
taken wth a grain of salt. ¥From personal experience and
fromtal king with | anguage teachers, many of these sane

students say that they have conprehended sonet hi ng, but when

1
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asked to answer questions or perform a task based on that
conpr ehensi on denonstrate a high degree of m scor nprehensi on.
For planning a syllabus, then, it seens necessary to
incorporate the skill of differentiating between main points
and | ess inportant points and discussion skills into a
framework in which the students do not feel babied or
unchal | enged (e.g. as one or two questions anong ot her nore
t hought provoki ng questions).

Question nine deals with the probl ens students perceive
when listening to lectures in Engilish. Results were cornpilea
for students who are approximately at the begi nni ng poi nt of
the proposed syl | abus. The greatest probl ens are "speaker
talks too fast'' and "speaker doesn't give ne tine to think
about what | have heard.” Since it is unlikely the case
that the bl ame for these two problens is so often on the
speaker, it is nore likely that the student at this |evel
Is having difficulty in terns of tine of processing, and not
necessarily in terns of linguistic difficulty with the |exicon
or grammar Of the lecture. Besides practice and increased
famliarity with | ecture di scourse, awareness of cues and
practice in prediction along wth awareness of the redundancy
in lectures can help ease this tine of processing buraen.

Since students indicate "speaker uses a |ot of unfamliar
vocabul ary and idions'' as the next najor problem it is
| ogi cal to assume that there is a | exical conmponent to

students' difficulty. Wrk on academ c regi ster vocabulary
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and idioms and where possible, subject specific Vvocabulary
and idioms should be incorporated into the syllabus. Work,
too, on using context to predict meaning i S important. IN
addition, students should be psychologicaily prepared to
expect nat to understand every word in a lecture. (With

an awareness of the redundancy in lectures and an awareness
of native speaker's inattention to individual words and
segments in a message, students can be led to be more at
ease with this incomplete comprehension.)

The next two maor difficulties support some of the
points previously mads. Students have difficulties with
"speaker tries to cover too much subject matter” which,
although possibly being a reflection on speakers, more
likely indicates a time of processing difficulty. Students
also have problems with "speaker doesn't make clear what
points are important and what points are unimportant.” This
confirms the need to begin work on the level of extracting
the essence of talks, charting the relationships between
ideas (support, examples, lists, etc.), analyzing the
overall discouréé structure of lectures and seeing how a
lecturer makes a point and then talks around it and about it,
and analyzing and being aware of the cues that indicate the
relative importance of pieces of information within discourse.
The teaching of grammatical means of focussing (Wh-cleft,

pseudo-cleft, paraphrase, etc.) could prove to be useful

aids in evaluating information.




75

Lastly, in question ten, students were asked to indicate
the frequency of certain probl ens concerning note-taking.
A nost 100% of the students responded that, at |east occasi on-
ally, they "mss a lot of the | ecture because (they) are
witing while the teacher is talking." Muny tinmes students
will try to wite everything the teacher says, making no
al l onances for relative value of utterances. In addition,
students tend to wite usel ess non-i nfornati on bearing
words, or even attenpt to wite in conplete sentences. This
probl emis also reflected in the high response to "l can't
understand what is inportant to note and what is less im
portant to note.” This again raises the, by now, overly
reiterated point which is that the students need to nake
val ue j udgnents concerning the inportance of utterances
wi thin discourse as well as judgnents concerning the relation
bet ween utterances within the di scourse. Better note-taking
woul d seemto be a function of better and nore critical |ogic
when |istening. Attention in the syllabus needs to focus on
listening to discourse and witing the m ni numnumber of
words usable to express the essential ideas. Attention also
needs to focus on the anount of note-taki ng necessary depend-
ing on the situation (i.e. Does the situation call for
conpr ehensi on of concepts? Does the situation call for
nenori zation of facts?). Again, awareness of discourse

structure, Cues to organizational patterns, and cues to
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emphasi s woul d all aid better note-taking. Qutlining would

be a useful skill to teach to aid awareness of the hierarchi-

cal value of information. However, it seens inportant to

stress flexibility in note-taking style rather than any one

particular style. It would also be useful to include a

component in the syllabus on note-taking abbreviations

(word abbreviations as well as organi zational abbreviations).
In the follow ng chapter, a syllabus will be presented,

taking into account all of these actual and perceived

needs and their inplications.




CHAPTER | V
A SYLLABUS WTH MATERI ALS AND METHODOLOG CAL
SUGGESTI ONS FOR TEACHI NG LECTURE
COVPREHENS| ON_ AND NOTE- TAKI NG
TO ADVANCED ESL STUDENTS
A A Listening Conprehension, Note-taking, and Production

Syl I abus For Advanced ESL Students

I n preparing the syllabus design, it seened nost
reasonabl e to base sequencing and goals on a skill-based
perspective. The components of the syllabus, then,
focus on what the student needs to be able to do in the
| anguage, and not necessarily on the | anguage itself.

Al though different syllabuses will be presented for under-
graduat e students and science graduate students versus
humani ti es graduate students, the | ecture conprehension and
not e-t aki ng component for all courses will be the sane.

The differences are in terns of time allotted to the
different skills of |ecture conprehension, note-taking, and
producti on.

The syllabus Will be presented in outline form
divided into three maj or headings: tine allotnment, topics,
and skills goals and syl | abus components. |If an item
refers to only one group (undergraduate, science graduate,
humanities graduate), it will be specified. Were no group

is specified, theitemrefers to all three groups.
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| Tine Al otnent
Under graduat e Syl | abus and G aduat e ( Sci ence) Syl | abus:
Approxi mately 757. of class time shoul d be spent on
listening to | ectures (occasionally in lecture halls;
most often in the classroonm). O that 75%, approx-
imately 40% of the time shoul d include note-taking
practice; approxi mately 35% of the tine should be
solely listening practice. Approxinmately 25% of
class tinme(or less, if students are not receptive)
shoul d be spent on di scussion or presentations with
approxi mately 10% of that tine spent on note-taking
practi ce.
G aduat e (Hunani ties) Syl | abus:
Approxi mat el y 33% of the class tine shoul d be spent
on listening to lectures in the classroom O that
33%, approxi nately 15% shoul d i ncl ude sone note-
taking practice. Approximtely 33% of the tine
shoul d be spent on discussions w th approxi mately
10% of that tine spent on note-taking. Approxinately
33% of the time should be spent on student present a-
tions with approximately 10% of that tinme spent on

not e- t aki ng.

I1 Topics
It seens inpossible to have all of the |ecture topics

be in the students' fields of interest. Because it

s inportant that information presented in the |ectures
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be new information, it IS unrealiscic to expect

| anguage teachers to know nore about a subject than
majors within a field. (Student presentations,
however, can provide an opportunity for students to
share their specializationsin a field wth others
inthe same field.) in addition, even with groups
such as graduate science students or graduate
humani ties students, there will still be a w de
variety of fields represented. it makes nost sense
to choose topics of general interest, especially

controversial or thought provoking issues.

I1II Skills Goals and Syl | abus Conponents
A Listening

1. The student should be able to differentiate
bet ween main points and-less inportant points in
| ectures by () doing oral and written summaries
whi ch require extracting the essential points,
(b) outlining and seeing the visual hierarchy of
i deas, and(c) anal yzing di scourse and bei ng
made aware of cues of empnasis and grammati cal
means of enphasis. For the graduate humanities
student, these skills would be practiced in
di scussion situations as well as in leccure
situati ons.

2. The student should be able to foll ow the speaker's
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train of thought and organi zational patterns by
(a) anal yzing discourse(through transcriptions
and on video tape) thus |eading to an awareness
of cues that indicate organizational patterns as
wel | as the overall patterning of |lecture dis-
course and (b) outlining. For the graduate
humani ties student, these skills woul d be practiced
in discussion situations as well as in lecture
situations.

The student shoul d be able to make reasonabl e
predictions about future discourse in |lectures

by (&) doing cloze-type exercises on |lecture
transcripts having words and groups of words

bl ocked out, (b) predicting unfinished discourse
during live lectures or video tapes of |ectures,
and (c) being nade aware of the culturally based
systenms of | ogic.

. The student should be able to conprehend vocabu-
lary and idions in context by (a practice in
guessi ng at neaning fromcontext, (b) practice in
getting the overall gist of lexically difficult
messages, and (¢) anal ysis of discourse(through
| ecture transcriptions and vi deo tapes) thus

gai ning an awareness of academ c regi ster vocabu-

lary and idi oms especially those that indicate

rel ati onshi ps and enphasis.
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B. Note-taking

1. The student should be able to take lecture
notes for a variety of different purposes
(e.g. in order to describe a concept, in
order to get facts, in order to get directions)
by (8 practice in taking down the minimum
nunber of words to express the most inportant
I deas and rel ationsnips, (b) an awareness of
abbrevi ations expressing rel ationships and
| exical items, and (c¢) by practice in Al, A2,
A3, and A4 of the listening conponent of the
syl | abus.

2. The student shoul d be able to listen to and
take notes with a variety of lecturer styles
(e. g. highly organi zed, rambling, fast-paced,
sl owmovi ng) by doing the sane activicies as
B1 above using video tapes or |ive lectures
denonstrating tnese different styles.

3. The student shoul d be able to take notes in
a variety of |ecture environnents (e.g. in
a large lecture hall, in a classzoecm) by doing
tne same activities as 31 above in different
envi ronnents.

4. Gaduate humanities st- dents should be able
to take notes during a discussion by (d) doing
the same activities as Bl above using video




tapes of |ive discussions and (b) anal yzing
transcripts of discussions and video tapes of
di scussions in order to beconme aware of the
cues that indicate new topics or additions on
to another person's previous comment. For the
graduat e sci ence student and for the undergraduate
student, this skill is optional.

5. The student shoul d be able to rewite haphazard
notes so as to represent the organization of the

| ecture and make it clear for future reference by

() learning outlining skills and ¢b) becom ng

aware of the culturally based systens of |ogic.

¢, Production

1. The student should be able to ask for clarification
by (a) gaining an awareness of the cultural aspects
of asking for clarification (e.g. when you ask,
who you ask, how rmuch tine can be expected) and
(b) gaining an awareness of the sociolinguiscic
aspeé?s of asking for clarification (e.g. howto
form the request, howto interrupt).

2. The graduate hunanities student should be able to
rai se questions or present ideas that start and
contribute to class discussions by anal yzing

di scourse and wat chi ng vi de6 tapes of discussions,

t hus becom ng aware of how to enter a di scussion,
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how to give up a turn, etc. This skill is
optional for the graduate science student and for
t he under graduat e student.

3. The graduate humanities student shoul d be able to
gi ve organi zed presentations by (& discussing
t he organi zati on of presented | ectures and (b)
getting guidance in preparing and giving his/her
own presentation. This skill is optional for
t he graduate science student and for the under-
graduat e student.

D. Optional Activities and Skill Goals

1. The student shoul d be able to conprehend discourse
i n which the speaker is not present (tapes, novies,
radi o, etc.).

2. The student should be able to understand different
speakers (accents, dialects, ete.).

3. The student shoul d be able to understand statistics
and write them down.

4. The student shoul d know how to nake intelligent
guesses on exams based on a | ecture.

5. The student shoul d know how to answer essay exam
questions based on a | ecture.

The next section of this chapter wiIl present sequenc-
I ng suggestions, sanpl e marerials, and' net hodol ogi cal
suggestions based on this syllabus.




B. Materials and Met hodol ogi cal Suggestions For Teachi ng
Lect ure Gonprehensi on and Note-taking to Advanced ESL Students

Mat eri al s devel opnent and net hodol ogi cal suggesti ons
are based on Phillips' (1981) four principles of Language
for Specific Purposes (LSP) nethodol ogy:

() Principle of reality control- control of the
difficulty of the task demanded of the LSP
student is exercised by neans of the Fro-
cedure of sinplification anroprJate o the
field of activity constituting his or her
speci al purpose. (Pnhillips 1981:97).

In this case, the "special purpose” is the acquisition
of interpretive conpetence in academc Engli sh.

(2 Principle of non-triviality = the | earning
tasks required of the student nust be non-
trivial; that i s, they nust be perceived by
the students as neani ngful |y generated by
his/her special purpose.(PhilTips 1981:99).

(3 Principle of authenticity - the | anguage that
the student acquires through foll ow ng the
LSP course nust be authentic; that is; it
nust be the | anguage natural |y generated by
his/her special purpose. (Phil'lips 1981:101).
(4 Principle of tolerance of error = errors of
content and of formal adequacy are to be judged
as unacceptable only to the extent that they
entail errors of commumicative adequacy.
(Phillips 1981:103).
The principles of reality control, non-triviality, and
authenticity will be adhered to in the materials by naking
all lectures in the formof content outlines. The actual
lectures will not be witten out in transcript formaccordi ng
to what a lecture is thought to be, but rather all |ectures

wll be presented |ive, spoken spontaneously, as if giving
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a'real' lecture. For a nore concrete and uniformcontrol
of materials, |ectures may be put on video tape, stil
abiding by the sanme rules of presenting a | ecture from
outline notes, and not using a word-for-word transcription.
The' I ast principle, tolerance of error, will need to
be put into practice by the classroomteacher. Wat this
nmeans in the context of |ecture conprehension and note-
taking is that linguistic formneed not be corrected, except
when it interferes wth the communi cative goal of interpret-
ing the lecture, taking notes that interpret the lecture
correctly, and taking part in activities based on the |ecture
or notes (e.g. discussion, test taking, essay writing).
The materials for the course wll be sequenced into
four stages:
(1) Stage One ains at training awareness of factors
affecting | ecture conprehension;
(2) Stage Two ains at introducing students to the
concept of judging the relative value of information
I n discourse and noting the m ni numnunber of words
to represent the ideas and their relative val ue;
(3) Stage Three ainms at introducing students to the
| ogic of lectures so as to increase their predictive
and eval uative abilities;
(4 Stage Four ains at giving students the opportunity
to practice the skills they have |learned in |ess

controll ed and | onger situations.
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Szage One exercises include transcripts of actual
| ectures with sone intact and others with blanks for prac-
ticing predictive skills. There are three activities
involved in this stage. First, using transcripts of actual
| ectures, students Cross out non-essential words, circle
cues £ enphasis or de-enphasis and cues to organizati on,
and pinpoint context cues for figuring out unknown vocabul ary.
The following is a sanple transcript with one possible
Interpretation of essential versus non-essential information

and cue wor ds:

I - w
Lecture Transcri pt Language e ,,?ﬁ::\;“ho,\

Gue o topiw wwrroduckion
(let's first look at)one aspect Of |anguage.. (I want to look
—

the sociological or sociolinguistic way of |ooking at
wcag W e gwnaing @ ‘bpm’??

| anguage. . éll right fromt h| S point of viewsone |inguists
have cone up with the idea that |anguage is a ge..*

footbati—soeeer—e=sesb=tt, . each person who speaks in any
particul ar | anguage or any community knows all the rul es of

this gane. . .shey—tknow—how—to—.% , ..S0nMebody who conmes from
a different ONe as—yee—kmow—wex: rmay not know all the rules

cue -

SO you nave some problens with communication.. @ew)because

we said | anguage is a game doesn't necessarily mean that we

play it for fun...we usually play ic for very serious reasons...

most of the tine...ershcogh sometrimeswe—do—playtt—<fer—Ffmr. .

remEmm L. DUt

the rules...no matter what we do are very well defined. .. weu

' '
N . .
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usual ly in any use of |anguage people are trying to acconplish
ez, . .that's why they talk...

semetimes—you—just btatk v yourseitf-forno—=reason...some

sonething. . .

e c.ue o Lp*\a:\s
some | inguists

wie of Ornaniainen . : )
have set up categories Of acconplishing things...we use

| anguage to describe, ,  s=ti—aom=i€ World that-we cea. .,

1 1 : 3 ]

thex ere...

-

tue o Or@vALLY o

s ameone—ts—Exem-Ghrimia. , . oxr-whatever. . (@nother)thing that we
use it for is to tell people to do sonething.. .ptesse—eless=

the door. . .plesse—open—the deer-. . de—your—hemework . . do—tnis. ..
do—tlrar...nOW We mght not always say do it but we have _._...

. . . \Q“ﬂfn‘:ﬁluﬁ-&n
of telling people to do sonething..Canother way a third vay

IS we use Language to tell people what we' re going to do...

I'm going totell youw-about—tamguage. .. I :

Tue ok BrganiLuinen wut o org anuinen

doox. .way to look at language.. .Gwo other way;, .. one

IS to tell about-feelings...express—wha, .z inside—cf us abour
the—world. . e ; Imdne Chrat r

14 har—cirad I dn like that chair...and(the fifth way)
cue =t OradfLLu o,

@e fifth thing ge use is to change the world...ceztain

thi . ...ifF-say you-fail—tiris

gourse. ., tha ... ] fous g
. ¥ . . somethi t i1 se

of_ms > i = . ..So—we—can
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chrarge—t ~id—with—language. . {now jsince we have ail these

different purpcses and you probably can think of cther purposes
with which we want to use language to win or accomplish what

we want inside(so)it's kind of like a game that way.

cae of summany , olminuinen

Cne important consequence of this activity is that it
gets students to be aware of the 'tricks' the lecturer uses
to indicate what is important, what i s unimportant, what
s/he plans to say, how s/he plans to say it, when slhe is
planning to end a topic or begin a new one. A second
important consequence of this activity is that i. gets the
students to be aware of how much in a lecture is redundanz
or without new information. In discussing this activity,
the teacher should point out how much of the lectureis
devoted to paraphrasing, giving examples, giving further
explanation, appealing to the audience, and digressing.

The second activity involved in Stage Oe is the

use of incomplete transcripts of actual lectures in which
students have to pinpoint cues and use logic to predict
what could possibly be missing. A sample exercise with
actual responses given by two students (A" and ''B")

follows:

Incomplete Lecture Transcript - Language

CAY way
- ...Mow Language is also like a gane in a &) manner of other
A) games _ _ A} game
) ways ...basically, like a B) ccnversaticn you usually
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A) one

need nmore than B) twc person to play |anguage...

A) & person A) to the
usually B) somebody talk to sonebody else or 3) scme-
A)
3)body talk tc a group of people...sonmetinmes you talk

A) unlike

to yourself but that's nore B) unusual t han usual except

i f you' re thinking not outright talking...it's a gane because

A) usually _ A) play
it's B) rules ...sonmething that we B) play together. .
A) with one A) factor ) _ Ay -
3) - ...another B) - it's like aB) -
_ A) play A) who is
Is that the players 8) - ...0ne person %) -

_ A} a group of
a new person cones into 8y - ...three or four

perscns are standing together they may all be playing...one

A) the other

may | eave and a substitute B) may come in ...S0 it's
_ _ A) sense A) impecriant _ _
like a gane in that B) way ... B) ancther thing is

of course like I“said, you're out to win sonething just |ike

A) in any other game we do
B) you want *¢ win the game vou want *o kick *he »all in

+he goal ...we're usually

or sonething intangible, Iike enotional satisfactiom...

. . A) concerning
sonething to that effect...(K...another thing B) &£r noxi-~e
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A) language

3) - I s that everybody has his om style of
A) play A) players have different styles
3) doing Things like B) A goes to bed szriv; 3 takes
of oI

nt etc. just like

that some speakers are very good at certain ways of speaking

and have certain individual styles of speaking...everybody is

A) different _
B) speazking in his om style nobody speaks the

same. ..also, like a soccer player or like any game player you

A) similarly, you can choose your
can change your style... _38) -

A) style of play
B) - ...S0 styles change as well

as the fact that each person has his om style...all right and

the l1asc thing is that we have rules for the game...just like

A)
we have rules now...when | talk you B)

unless I give you some signal that says it's time for you to

talk oxr | stop talking...there are very definite rules for

A -
not interrupting and B} disturd ...and for all kinds of

Ay -
things...we all know these rules but we probably g) mzv no<t

AY - 1
BY  knpw 2ll +hae wuies of larovage ...when you're
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talking about football you can say it's plé.yed inafield so

big so wide you can't kick the ball off the field...it has

A) rules A} rules
many B) rules and everybody can learn those 3) =:ieg

and tell us what they are...language is a little different...

A) you eight
if I asked you for some of the rules of languages) vou mav

A) not know how to explain it
B) not know how they work .. .but

there are very definite rules and we all know what they are...

the only time problems come in i s when you know Chinese or

A) know
Korean rules and I know American rules and we don't 3) know
Al each other rules A) problem
B) each other's ...then we have B) croblem

A} communication
and lack of B) communication . w e don't know each other's
L) rules A) volleyball
B) rules ...for example...if you know B) how to piav basket-
A -
) ball and you try to play with the rules of
A) you cannot play

a soccer game...of course B) vou cannct kick the ball iznco the
Ay -
B) net ...you're not going to be
able to accomplish what you want to accomplish...so...in terms

of the sociolinguistic way of looking at language. . .language
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is a kind of rule-governed behavior...of interaction between

Ay - A) -
people...like a B} game . . everybody knows the B) rules

they're mutually intelligible...we all know within a given

A) - A) -
community We know what 3) the rules are ... B) we

knows how to play...now the big question for you probably

4) is to
and for ne if |'m trying to learn a language... B) is it
A) learn the rules of the game
B) possible for nme to learn all the rules ?

...S0 part of the definition...we can say is a rule-governed
social behavior is one way of looking at language from a

sociclogical kind of viewpoint.

The teacher's role in this activity is to get students
to see what cues they used to predict what was coming. Where
students can't predict, the teacher can discuss concepts of
repetition, parallelism, reference, repeated organizational
patterns (such as repeatedly making a statement and then
comparing it to a sports game), cliches, etc. As stated
in the principle of tolerance of error, the teacher need
not correct students Or even provide answers except where

the student's answer is illogical in terms of meaning.

The thira activity in Stage One is to show a video tape

' '
' ' .
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of a lecture(five to ten mnutes) and have students note
or discuss any non-linguistic or paralinguistic cues of
enphasi s or non-emphasis they notice or hear. The goal is
to get students to be | ooki ng beyond the words, not
necessarily to come up with an uncontestabl e rul e.

St age Cne serves to introduce students to the concepts
of cues, organi zational patterns, redundancy, and expansi on
by Iooking at transcripts--a concrete representation of the
sounds and words that pass by quickly when spoken. In
St age Two, the students begin to listen, still noting cues,
organi zational patterns, redundancy, and expansi on. They
use this know edge at this point to choose what to note,
witing as fewwords as possible to express the nost
information, and to judge the rel ative val ue of information
in the discourse.

Stage Two has two main parts. The first one involves
havi ng students listen to one to three mnute tal ks and
havi ng themnote (or discuss) words that carry content--the
m ni mum nunber of words usable to note the main ideain a
formthat represents visually the relative iuportance and
rel ati on becween different points. These one to three minute
segnents are related and consecutive and nake up part of a
longer [ecture. Two segnents from a | arger grouping on
"earthquakes" foilow. The teacher giving these tal ks has

the freedomof stopping and di scussing at different junctures--

more often, I f the students are overwhel ned; |ess often, if
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It seens too easy

Stage Two Materi al
1. What |'d like to talk about today is earthquakes--what
scientists know or think about the causes of earthquakes,
what devel opnents have occurred concerning the prediction of
earthquakes. As you may al ready know, earthquakes are one
of the nost unpredictabl e of natural occurrences. Most
often, they strike without specific warning. e such
unexpect ed earthquake occurred in Italy in Decenber 1980;
another occurred in Algeria in (ctober 1980. In 1976, an
eart hquake nmeasuring 8.2 on the R chter Scal e occurred 90
mles sout heast of Peking, killing as many as 650, 000 peopl e.
Thi s earthquake al so had caught sei snol ogi sts by surpri se.
It alnost seens that at the present |evel of research, nature
al ways surprises nan.

2. BEven so, as tine passes:, the earth's behavior Ls becom ng
much | ess nysterious. Less than 300 years ago, as late as
1750, the B shop of ' London told his followers that two

recent quakes had been warnings froman angry deity. Today,
scientists, thinking that they' re somewhat closer to an
answer, prefer another explanation. This explanation is known

as the theory of plate tectonics (wite an board).

In tal k nunber one, the teacher mght begin by asking

wnat ihe organi zation and goal of tkhat section of the talk
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was. Students might bring up the idea that one of the goals
was to outline the direction of the talk("what I'd like to
tal k about today...") or to get people interested in the
tal k (by discussing the damage done by earthquakes), or to
hint at the tone of the talk ("a the present |evel of
research, nature al ways surprises nan"). | n terms of
rhetorical organization, a student mght bring up the idea
that the lecturer makes a statenent (''they strike without
specific warning”) and then gives exanples to back up that
st at enment .

The teacher m ght then proceed by asking students what
notes they took or asking students to wite their notes cn
the board. The quality of notes shoul d be judged on the
basi s of conci seness conbined with accurate representation
of inporzant ideas. For example, for the section in talk
nunber one, "Wat 1'd like to talk about today is earthquakes--
what scientists know or think about the causes of earthquakes,
what devel opnments have occurred concerning the prediction
_one student wites (1) EARTHQUAKES

of earthquakes,

Causes Predicting

Anot her writes (2) EARTHQUAKES - what are causes? how to
predict? Another wites (3) what scientists think about causes
of eartnquakes, what devel opments concern prediciion of earth-
guakes? Teachers and students can see that the first repre-
sentation is the most concise and al so visually represents

that the main topic is "earthquakes"™ wi th subtopics being
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ncauses'” and "prediction.” In addition, the shape of the
notes (the column type approach) predicts ahead allowing room
for later information to be incorporated. The second
representation uses a few more words and i s not as visually
clear. The third representation uses way too many words and
does not have any visual emphasis.

At the end of talk number one, the teacher might ask
the students where they think the talk is heading. They
will probably predict that the body of the lecture will
begin with either the causes or prediction of earthquakes.
The teacher should accept any logical possibility. The
goal is to have students feel free to guess. Instead of
going directly into all of talk number two, the teacher may
begin slowly with, for example, only the first sentence,
allowing students to modify their original guesses. Talk
number two begins with, "Even so, as time passes, the
earth's behavior i s becoming much |ess mysterious.” After
asking whether there are any further predictions of lecture
direction or any modifications of previous predictions, the
teacher may point out the cue "even so" (a cue that the
following information is somewhat of a contradiction of the
previous statement that "nature always surprises man') or
the cue "as time passes” (a reference to time up to the
modern day). Students may be able to guess that the talk
will continue about theories of earthquake causes or pre-

diction in the past to the present. The zeacher may now
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continue the rest of talk nunber two, and foll ow the sane
procedure of examining people's notes and di scussi ng the best
representation. Again, at the end of tal k nunber two, the
teacher may ask for predictions concerning | ecture direction.
The second part of Stage Two is also involved in
extracting the essence froma talk--this tinme, not in the
form of notes, but in the form of a two to three sentence
summary Of a five to ten mnute talk. Judgment of summaries
Is based on whether the student saw the general organizing
principles of the lecture, elimnating the details. A sanple

| ecture followed by exanpl es of student summaries foll ows:

Lecture: Understandi ng Headaches
| ntroduction: Headaches can be debilitating, socially,
physi cal | y, and psychol ogical | y
Ceneral causes of headaches: disease of sinuses,
teeth, eyes, brain, infections, injuries, etc.
Many types of headaches
| Causes and treatment of specific types of headaches
A tension headache - due to muscle contraction brought
on by anxiety, stress - treatnent by |ying down,
rel axi ng, hot showers, heating pads, aspirin
B. wi thdrawal headache - due to body cells getting used
to substances such as caffeine, nicotine, alcohol,
and then getting i nadequate supply - treatment by

high fluid intake = otherwise will go away over time
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C. Migraine headache - believed to be tied to blood
vessels in head opening and closing = most painful -
treatment by aspirin, codeine, see doctor

II Hw to tell if neadache is serious = when to see doctor

A. if different pattern from usual headache

B. if tied to other trouble (e.g. fever, dizziness)

C. if headache is associated with seizures

D. if headache follows a head injury

111 Which pain medicine i s best?

A. asp zin

B. buffered aspirin

C. decongestants

Sample summaries:

(1) There are three kinds of headaches:. tension, with-
drawal and migraine. Yau should treat them by
seeing a physician and finding the right cure for
each headache.

(2) The lecture talks about what causes a headache. It
explains the differences and what (1) tension, (2)
withdrawal, and (3) migraine headaches are and how
one snould treat them. The talk explains what a
serious headache i s and how one should seek advice

from a doctor or which medicine i s best to use for

an everyday headache.

98
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In summay number one, the student noticed the organizing
point of talking about three kinds of headaches but did not
notice that the causes and treatments for each one of them was
discussed. In addition, she had misinterpreted the lecture,
stating that they should all be treated by seeing a physician.
She also missed two other subsections of the lecture--how
to tell if the headache i s serious and what pain reliever to
use. The second summary, on the other hand, avoids the
details but gives a concise description of the general
organization of the talk.

At this point in the course, lectures containing informa-
tion of a statistical nature and practice noting numbers might
be included. In preparation for this, practice in listening
to numbers in isolation nmey be introduced. Later, lectures
containing a lot of statistics should be used so that students
can use all of the strategies available for interpreting
statistics (expectations, redundancy, etc.).

The goal of Stage Three is to introduce students to
the overall discourse of lectures. In order to introduce the
concept of discourse coherence (the manner in which different
speech acts are strung together), this stage begins by taping
a lecture and playing it back line by line (or two lines at
a time) constantly stopping and asking: Where is the speaker
heading (in a general sense)? What will come next? Hw
do you know? Is this important information? The following

demonstrates an idealized interaction. (In the classroom,
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.

the teacher would most likely give more clues to elicit these
ideas and would probably give many of his/her owmn ideas

concerning analysis.)

Lecture Sezment Teacher-Student | nteraction
Let's turn to T: Where is the speaker heading?
the Tao Te S: He'll 1ock at what's in the book...
Caing itself... the ideas in the book...
T: What will come next?

S: one main idea from the book? the
first page of the book? the book's
organization?

Hov do you know?

S: "turn to the book itself™ ...so he's
not talking about the background of
the book...he wants to look at the
content of the book...

T: Is this important information?

§: Yes...the lecturer is telling us his

focus...directing our attention...

now...the center T: Where i s the speaker heading?

of this book is S: he wants to talk about what "Tac"

in rhis word means. . .wants to ralk about how whole
"Tao" (written on book relates to *'Tao"

board)...this is T: What will come next?

the heart. .. S: a definition of "Tao"?...what "Tao" is?

o
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T: Hov do you know?

S: he uses words like "center”, wrote
the word on the board...stresses ''this
is the heart"

T: Is this important information?

S: yes...further subcategorizes topic
from Tao Te Ching to '""Tac" . __

so...if you can T: Where i s the speaker heading?

know what this S: ...how can you know what this word

word i s trying means. . .

to say...and the What will come next?

way you know it S: he says the way is not by sitting

is not by sitting down and intellectualizing...must

down and intel - be by feeling...

lectually grasp- T: Hw do you know?

ing... S: first he says we can know what “"Tao"
i s but then he telis us how not to
find out...he must intend to tell us
later how we can find out.. .

T: Is this important information?

S: maybe...it seems that the important
information will come...this is
leading up to it...

the way you know T: Where is the speaker heading?
is the way of S: he's going to tell a story about

letting go..,

nletting go" and relate that to the
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you remnenber the Tao Te Ching...

fanous story | T. What will come next?

told you about S: a story about "letting go'. ..

the professor who T: How do you know?

cane to the S he asks students if they remember..
Zen nonk. .. just in case they don't, he'll

probably retell it...also "the way
you knowis the way of letting go"
Is inportant infornmation...he wants
to stress it by giving exanpl es and
expanding on the idea. ..

T. Is this inportant infornation?

S: "the way you know is the way of
letting go" is very inportant...the

story is just support...

The remai nder of the materials and activities for
Stage Three involve lectures printed in outline form
grouped under six different rhetorical headings: (1) define/
describe, (2) deductive/aypothesis-proof, (3) inductive,
(4) enumerative/exemplification, (5 chronological/historical/
process, and (6) classification. Each rhetorical headi ng
begins with a descriptionin outline formof that rhetorical
pattern. In addition, for each rhetorical heading, there
Is a list of sanple cues or vocabul ary applicable to that

style. For each heading, there is a choice of |ectures,
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varying in length, topic, and | exical conplexity. However,
because the |lectures are in outline form, the teacher giving
the lecture has the freedomto nake the lecture nore or |ess
difficult by altering his/her style of speaking, speed of
speaki ng, nunber of tangents, choi ce of vocabul ary, amount
of redundancy, etc. Lastly, as a neans of contextualization,
each lecture begins and ends with discussion questions. A

t he begi nning, these di scussion questions serve to give the
student the cul tural background know edge required for
understanding the lecture. A the end, the discussion serves
to tie the talk together and give it personal rel evance,
applying it to other areas and i deas.

For each style, a sequence mght be as foll ows:

Lecture one (of that style) - ten mnutes; listen
W t hout not e-taki ng; summarize orally or
in witing; discuss organi zation of |ecture;
listen to the sane | ecture agai n; take notes
and conpare in groups; have groups rewrite
notes into a format in which the hierarchy
of information is visually clear.

Lecture two (of that style) - (optional) - ten m nutes;
anal yze the lecture line by line; discuss
clues that tell the student how to organize
this lecture on paper and in his/her head;
with each |ine, discuss what mght be noted

or what mght follow
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Lecture Three (of that style) = ten to fifteen minutes
(possibly including tangents); listen
and take notes; collect notes; do exer-
cises based on content or discuss notes.
Black's (1971) hierarchy of listening exercises and situations
ranked from least difficult to most difficult (discussed on
pages 44-5 above) would be useful criteria for judging
exercise sequences and lecture presentation style.
At this stage, the teacher might stress that lectures
rarely fall into any one category of rhetorical style.
Rather than giving the student set rules of lecture discourse,
the teacher is giving the student some insight into the
underlying processes of lecture coherence. It is through
exposure to these styles in comparative isolation that the
student will more easily see the different styles in a
longer, less organized lecture.

Samples from the chapter "Inductive Style"™ follow:
Inductive Organizational Style Outline

(Introduction):

Statement of intenaed topic:

Anecdote(s), narrative(s), test description(s), observation(s)

based on above topic:

' '
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Conclusions based on the above anecdote(s), narrative(s),

test description(s), observation(s):

(Summary of points covered):

Sample Vocabulary Cues For Conclusions in the

Inductive Organizational Pattern

Thus,
Therefore,
As a conclusion,

To conclude,

This { shows 7 that
demonstrates
implies
J
Taking all of this into account, | we can }see
) conclude
\ v

Based on X

If we examine X more closely

?

Obviously, X tells{us
Clearly shows
Logically,




106

It is robwinus thar
obvio

easy to see

Wha we have seen is that
Wha this demonstrates i s that

What this shows is that

What can we conclude?

Wha does this show?

Sample Lecture in the Inductive Style

Pre-Lecture Discussion: Wha do you know about the changing
role of women in the U.S.? Wha
about in your countries? |Is the
trend good or bad? Hw do you
personally feel for yourself or your

wife?

Introduction: maty opinions about changing role of women;
often an emotionally charged subject;
waoren nowv feel that they have control over the
direction of their lives but this, too, nmey
cause conflict;
in fact, some people say that women's iiberation

puts more strain on women than ever before;
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in any case, women movw must often decide a
major question: Should | work/pursue a
career? Or should | stay at home and raise

a family? Or should I do both?

I Should a women work, stay home, or do both?

A. Oe factor to take into account when making this
decision--which i s emotionally and physically more
beneficial ?

1. Physical

a. Previously, it was thought that men's higher
heart attack rate was due to their working,
usually in more stressful jobs than women

b. Now, however, with 50% of women in job market
and still an uneven heart attack rate--this
theory has lost credibility

c. In February 1980, a test showed that women wio

have joined the work force appear to be at nc

greater risk than non-working women (for

heart disease)

2. Emotional
a. a study done at three universities and colleges-
participants
(1) compared working women wto are or wo have

ever been married and housewives

(2) employed wamen (mean age 33) ranged from
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secretaries to professionals and
executives
(3 nost of wonen in both groups were
col | ege, educat ed
(4 for purposes of another part of study,
nost were i n consci ousness rai sing
groups
b. Procedure
(1) test was designed to study who was
enotional |y stronger
(2 enotional strength = degree of psych-
ol ogi cal distress to which soneone
reacts toalifecrisis
(3 criteria for judging psychol ogi ca
di stress
(@) anxiety
(M) irritability
(¢) somati Cc complaints
(d depression
(e) problens in thinking and

concentrating

c. Results

(D Though housew ves general |y experience

| ower | evels of stressful |ife events

t han enpl oyed wonen, they seemto react

tolife crises with nore psychol ogi ca




distress than employed women.

(a) employed women have more stress-
ful situations in their lives--
both at work and in their
marriages

(b} employed women show fewer signs
of psychological distress

IT Conclusions

A. the test seems to imply that employment may equip
women better for coping with stressful |life events
than does staying at home

B. the researchers caution that other factors--social
class, job status--may contribute to these dif-
ferences
1. the results may apply only to certain types of

women in certain situations

Discussion: Does this experiment sound logical to you? Do
you see anything wrong in the methodology of the experiment?

Do the conclusions seem logical to you? Why?

Vocabulary:

trend, an emotionally charged subject, strain, stress, to
lose credibility, to be at no greater risk, consciousness
raising group, distress, life crisis, criteria, anxiety,

;12¥irabilicy, somatic/psychosomatic complaints, depression,

o




cope with life events

Conpr ehensi on Exer ci ses

1. In one or two sentences, sumari ze the essence of the

| ecture.

2. How did the researchers define "enotional strength"?

3. What criteria did the researchers use for judgi ng

"psychol ogi cal distress"?

4. True or Fal se?

a. The test conpared worki ng women Who have never been
narried and housew ves.

b. The worki ng wormen were general ly professional s and
execut i ves.

c. Host of the working wormen in the test were coll ege
educat ed whi | e most of the housew ves were not.

d. Enpl oyed wonren experience nore stressful events in
their lives than housew ves (according to the test).

e. Housew ves show nore signs of psychol ogi cal distress
when reaching to life crises than enpl oyed wonen.

f. The test seens to show that enpl oynent has negative
effects on a person's nmental heal th.

g. The researchers feel that this research applies to all

wonen.
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5. Write a one page essay on either of the following topics.

a. This talk concluded with the idea that employment
mey equip wamen better to cope with life's stress
than if they had stayed at home. Yet, nowhere in
the talk are reasons given as to why this might
be so. |If the conclusion sounds logical to you,
discuss some of your om hypotheses as to why
employment equips women better to cope with life's
stress.

b. This talk concluded wich the idea that employment
mey equip wamen better to cope with life's stress
than if they had stayed at home. Does this sound
logical to you? If not, discuss your doubts and
skepticism about the experiment. Discuss some
of your om hypotheses as to wy employment does

not or might not equip women to cope better with

life's stress.
Note-taking Activities
1. In order of importance, note the details that you

remember or wrote,

2. 1f you were to rewrite your notes, how-might you concisely
write them so that important points stand out and

important relationships are clear?

or




Using the outline of inductive organizational style as

a guide, how might you organize your notes?

Inductive Organizational Style Notes

(Introduction)

Statement of intended topic

Anecdote(s ), narrative(s), test
description(s), observation(s)

based on above topnic

Conclusions based on the above
anecdote(s), narrative(s), test

description(s), observatiom (S)

(summary of points covered)

Activities based on the lecture are important. Quizzes
concerning the content of lectures can provide feedback to the
teacher and student on how much the student understood and
whether the student's problems center around missing general
points or missing details. Furthermore, practice in quiz
taking can bring to light some of the academic skills of
guessing, eliminating choices, etec. Otﬁer academic activities

can be the answering of essay questions and the discussion of
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how best to present essay answers. Practice in raising
questions for discussion and taking part in discussions or
preparing a case for a debare based on the content of the
| ectures can al so be classroomactivities.

Stage Four gives the students opportunity to practice

skills of listening and note-taking in less controlled and
| onger situations. At this stage, |ectures are not grouped
into discourse styles. A sequence for |ecture presentation
m ght be as foll ows:

(1) listening without note-taking--immediate recall of
subj ect and details for |ater discussion.

(2 listening with optional note-taking. Context should
be given and listening strategi es and note-taking
styl es appropriate for that context shoul d be
di scussed (e. g. "You are i n an anthropol ogy cl ass
i n which the professor stresses the general princi-
pl es discussed in class and is not terrible concerned
Wi th specific exanples."). Discussion, test-taking,
or conprehension activities foll ow

(3) section by section listening wth class discussion
of organizatiomal style, cues, notes, etc. Stress
the interplay of organizational patterns.

(&) listening and note-taking with group work in re-
writing. Discussion and comparison of notes.

it is at this stage that different media m ght be used such

as slides, video tapes, and films. |In additiom, different
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.

| ecture situations and styles may be sinmulated: in a large
| ecture hall or a classroom giving a lecture with or wth-
out allow ng audience interruption; giving a highly organ-
| zed lecture or giving a lecture with numerous tangents, etc.
At the end of these four stages, the student shoul d be
able to carry out the following skills detailed in the
| i steni ng conprehensi on, not e-taking, and production syl -
| abus for advanced ESL students on pages 77-83 above:
I. Listening to | ectures
A The student should be able to differentiate
bet ween mai n points and | ess inportant points.
3. The student should be able to foll ow the speak-
er's train of thought and organizational pattern.
C The student shoul d be able to make reasonabl e
predictions about future discourse.
D. The student shoul d be able to conprehend
vocabul ary and idions in context.
11. Note-taking
A. The-student should be able to take | ecture notes
for avariety of different purposes.
B. The student should be able to take notes from
a variety of lecturer styles.
C The student should be able to take notes in a
variety of |ecture environnents.
D. The student shoul d be able to rewite haphazard
notes so as to represent the organization of the

| ecture and nmake it clear for future reference.




CHAPTER V
CONCLUSI ON

The syl labus and materials presented in this thesis
attenpt to incorporate four areas of research: (1) the
pedagogi cal concepts concerning teaching |l ecture compre-
hension to NSs and NNSs; (2) the theoretical concepts
explored in the field of psycholinguistics; (3) lecture
di scourse anal yses; (4 the results obtained froma needs
anal ysi s concerning the |istening conprehension, note-

t aki ng, and production needs of university students.

In terms of skills to be devel oped, the syll abus
attenpts to expand the NNS's know edge of the phonem c,
syntactic, semantic, and paralinguistic codes of the |anguage
of academc lectures. It attenpts to expand the NNS's
abilities to conprehend the lecturer's |ogic and nake
associ ations, inferences, and eval uations that need to be
made, whether as a function Of the rhetorical structure of
the lecture or as a function of the cultural background
assuned in the lecture content. |t attenpts to reduce the
NNS*'s time of processing by an awareness of repetition,
par aphrase, overal |l discourse style, cues to prediction of
content, and cues of enphasis and de-enphasi s.

Studies in the discourse of |ectures provide the teacher
Wi th an awareness of what m ght be taking place during lecture

di scourse and can serve as guidelines to classroomteaching
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with the assunption that "identifying strategies of inter-
pretation can both serve to el ucidate discourse as well as
act a a |language | earning objective" (Candlin 1978:40).
These strategies of interpretation include awareness of
coheri ng and cohesi ve devices of lectures (lexical, syntactic,
and paralinguistic) as well as an awareness of devices that
serve to enphasize information(lexical, syntactic, para-
| i ngui stic, and organi zational cues). It should be not ed,
however, that the teaching of |ecture conprehensi on cannot
be acconplished solely by anal yzing the strategi es of
listening. Input and practice nust be extensive, with
di scussion of strategies serving to facilitate and i npose
order on i ncomng infermation.

Studies in the cognitive processes involved in |ecture
conpr ehensi on and note-taking are further renoved from
actual classroominteraction than the di scourse anal yses and
skil | -based anal yses of | ecture conprehension and not e-t aki ng.
However, nodel s of conprehensi on such as "schema" nodel s,
"anal ysis by synthesis'' nodels, and "depth of processi ng*'
nodel s do provide the teacher with 2 know edge of why s/he
IS teaching what s/he teaches. Hypothesizing that conprehen-
sion invol ves mappi ng i ncomng i nformati on agai nst sone schena
presupposes that the |istener's schena is conpatible or
fl exi bl e enough to incorporate the lecturer's schenma. Hypot h-
esi zing that conprehensionis 2 process of anal ysis and

hypot hesi s finding and testing suggests the inportance of
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guessing and predicting when listening to lectures. An

awar eness of how culture nmay affect the mappi ng process or

t he hypot hesis finding and testing process suggests the

need to expand the NNS's cul tural awareness by giving context
to topics and elucidating vari ous assunptions that NSs

woul d make while listening to a | ecture.

In terns of actual materials, the syllabus stresses
realismand rel evance to the student's academ c situation.
For this reason, outlines of lectures to be presented 'live
by a lecturer are used rather than using tapes or |lecture
transcripts. In this way, the | anguage, the cues, the
ki nesics, and the many haphazard performance features of
| i ve lectures(pauses, hesitations, false starts, etc.) are
guaranteed to be realistic. To further stress the realism
aids to | ecture conprehension(handouts, review sheets, ora
summaries, outlines on the board) should acconpany |ecture
presentations. Exercises are varied, sone focussing on
localized conprehension, others, on gl obal conprehension.
Wthin the global conprehension exercises, tasks vary from
answering true/false questions about concrete exanples to
maki ng i nferences to answering essay questions incorporating
out si de knowl edge.

Note-taking i S taken to be a by-product and a manifesta-
tion of interpretive conpetence. In order to take notes, the
NMS needs all of the skills involved in |istening nentioned

above, and, in addition, needs further tine for evaluating
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what needs to be noted and judgi ng how best to represent the
material visually so that the hierarchy of informationis
clear. The syllabus attenpts to practice and devel op these
skills by adding, along wth |istening strategies, other
strategies specifically applicable to note-taking: using
cues of enphasis; using synbols and abbreviations that
sinplify representing ideas and words; using organi zati onal
short cuts that visually represent what information is

i mportant or less inportant (outlines, indentation,

categori zation, ete.).

The syllabus and materials suggested in this thesis
cannot, at this point, be evaluated enpirically in terns of
effectiveness in increasing | ecture conprehension and note-
taking skills in the classroom Mirphy and Candlin(1979:
68-71) do, however, suggest some criteria for evaluating
| ecture conprehensi on and note-taking materials and syl -

| abuses.

Murphy and Candlin's Criteria| Proposed Syllabus and Materials

(1) Is each text for use a Yes. Transcripts used in Stage
pi ece of spoken dis- (ne are used as a vehicle to
course? under st andi ng aut hentic | ec-

tures. After Stage Ome, all
| ectures are presented live

or spoken fromoutlines or on

vi deo tape.




(2) Is there accompanying

visual naterial ?

(3) Do the naterials
sinmul ate the role/
place of a lecture
wi thin the academc

study schene?

(4) |s there provision in
the syl |l abus for teach-
ing and giving practice

In reference, conjunction,
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Depends on teacher. It is
suggested in the syllabus

that teachers incorporate into
their lectures the same aids
used by subject natter teach-
ers (e.g. handouts, outlines
on over head proj ectors,

di agrans).

Yes. The syllabus stresses
that activities based on the

| ecture content need to be
done in order to avoid the
practice of confusing |isten-
ing and testing. These
activities should be based on
dermands that woul d nornal |y

be found in the academc
environment Whi ch i ncl ude
taki ng qui zzes, witing essays,
asking questions to stinulate
di scussion, taking part in

di scussi ons, and debati ng.

Yes. The syllabus stresses
focussing attention on |ecture

di scour se whi ch i ncl udes these

aspects of cohesion. By




(6)

substitution, and

el l'ipsis?

s there provision

for teaching and
practice in recog-
nition of di scourse
features and their
communicative function:
noves of focussing,
descri bi ng, concl udi ng,
etc., acts such as the
mar ker, concl usi on,

asi de?

How i s note-taking
integrated with other
el ements of the course?
What provision is nade
for teaching it? (" The
teaching of this skill
will need to progress

t hrough various st ages,
from gui ded exerci ses
to free ones...practice

i n reducing the
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anal yzi ng di scourse in
segnents or through tran-
Scripts, realistic practice
I's attained.

Yes. As with the cohesive
devi ces nmentioned above, the
syl i abus al so stresses
cohering devices and how the
parts of the lecture are

put together rhetorically.

Note-taking is integrated into
the syl |l abus as both a by-
product of interpretive conpe-
tence and a nani festati on of
Interpretive conpetence. It

is introduced i n a sequenced
manner begi nning wi th noting
the m ni mumnunber of words

i n the nost conci se representa-
tive formto express a 30

second segment Of speech.
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redundancy of the Learni ng how to use cues,
recorded nessage; use predi cti ons, pauses, etc. is
of abbreviations and gai ned t hrough stopping
signs...learning to | ectures at varying points and
exploit lulls, pauses, di scussi ng notes, and reasons
asides to record the for noting. Note-takingis
notes', reinterpretation not seen as the essence of
of the notes...") the syl labus, but is rather

perceived as an inportant

academc skill.

Further research and evaluation do need to be done
concerning points nmentioned in this thesis and the syllabus
and materials. First, it still has to be enpirically proven
that anal ysis and awareness of strategies of |istening can
lead to better listening. Research conparing two groups--
one given instruction and guidance in analysis eventually
| eading te listening to full |ectures; the other, given only
equi val ent times of exposure listening to | ectures--could tel
nor e about mhethé} learning to listen is a matter of exposure
or a matter of strategy devel opnent.

Even i f the need for strategy devel opment is acknow edged,
research needs to be done into whether these strategies are
t eachabl e and al so whet her and how t hese strategies differ
with NNSs of different | anguages. Sone' questionsthat need

to be answered are: Do all literate peopl e have approximately
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the sanme schenma for listening to lectures? Is there a

| ecture schema? If so, what exactly is it? Do lecture
schemas vary fromculture to culture? GCan anal yses of notes
nmade by NNSs hel p define some of the problens of m sinterpre-
tation and clarify what types of schemas are used? WII
teaching of cues and the organi zation of |ectures be of use
to the NNS when listening? Are schemas so ingrained that
awar eness of new schemas will only be of anal ytical concern
but of little rel evance when processing infornation? In
terns of giving cultural background and infornation and
cultural frames for topics, are those skills that can only
be gained by direct experience and tine in the cul ture?

This thesis is an attenpt to provide a syllabus that
woul d not only practice but would al so teach. The exercises
and sequenci ng are based on theories of what occurs when
| istening, yet no enpirical tests have been done to determne
whi ch strategi es and exercises are, in fact, used by and use-
ful to the student when s/he listens to | ectures and takes
notes. The syl |l abus does, however, provide the student wth
a stronger base i n know ng what s/he needs to do when |isten-
ing and note-taking, and provides the teacher and students with

a clearer viewof the ultinate goal and the steps and reasons

for each step leading to that goal .
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Appendi x A: Needs Anal ysis Questionnaires

FormA: FOR DEPARTMENT CHAl RPERSON

LI STEN NG COMPREHENSION AND NOTE- TAKI NG NEEDS CF STUDENTS
AT THE UNIVERSITY CF HAWAI | AT MANOA

DEPARTMENT CHAIRPERSON

Q& aduat e under gr aduat e

Total majoring in dept. (as
of ‘]?a].lJ 1983) Pt

&ot al foreign students najor-
ing in_dept. (as of Fall 1981)

Tot al number of students
t aki n? courses in dept. (as of
Fal | 1981) X

Total nunber of foreign
student s taking courses in
ept. (as_of Fall 1981)

Among the courses offered by your department, approxinately
what per cent age are:

T aauat e Under gr aauat e

100% | ecturegin a large
ecture hall)” 3

ecture(in a large lecture
hall) plus |ab?

pprox. 75% cl assroom _
ecture: 25% cl ass di scussi on?

|
ppprox. 25% cl assroom _
[ ecture: 75% cl ass di scussi on?

00% cl ass di scussi on(sem nar
ormat)?

* Do not include native speakers of English under headi ng

‘foreign student' (e.g. fromU K, Australia, etc.)
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If the above divisions are not applicable to your department,
howv would you best describe the breakdown of courses offered
by your department?

Graduate:

Undergraduate:

Graduate | Undergraduate

Approx. hov many students are
there in one lecture section
(in a large hall)?

Approx. hov many students are
there in one classroom lecture
section?

Approx. hov many students are
there in one lab section?

. '
. . .

Approx. hov mawy students are
there in one seminar section?

Adaitional comments about class size not covered above:

Corments about foreign students' needs, preparation, etc. in
your department (especially in terms of listening comprehension
and note-taking ability):
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FORM B: FOR TEACH NG STAFF

LI STENI NG OCOPPREHENSI ON AND NOTE- TAKI NG NEEDS CF STUDENTS
AT THE UNIVERSITY OF HAWAI I AT MANQA

DEPARTMENT NAME

Description of courses presently teaching:

Cour se G ad. or Hours/ | Number of Number of foreign
Nunber Undergrad. ?| Week Student s St udent s

How woul d you describe each of the above courses in terns of
percentage of tine devoted to teacher |ectures, percentage
of time devoted to student presentations, percentage of
time devoted ,toclass di ssussion?

Cour se Student gass O her?
Nunber Lect ures Presentations | D scussion| (Specify)

For the follow ng questions, if individual courses vary, please
speci fy course nunbers.

1. Do you require active class participation? ___Yes
a minimum
— anount of
participation
IS sufficient

No
Can a student pass your course without.taking
part in class discussions? _\I(Ss
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Db you require student presentations? Yes

No
If so, please describe the number, type, length, and
expected preparation.

is it necessary for students to take detailed notes in
vour class? ___KES

If not, what kind of notes (if any) do the students need
to take? Why might they not need detailed notes?

Do you give handouts to your students summarizing the

main points of a lecture? —-Yes. For all
lectures.
Often

“Occasionally.

— For exceptional -
ly nard or impor-
tant lectures.
Rarely

~__Never

Db you use any method to help your students receive from
a lecture or discussion what you want them to get (e.g.
visual aids, outlines, review sheets, an oral summary
at the end of a lecture)? Please explain any method
used and the frequency of use (often, occasionally,
rarely, never, always).

Db you write essential points on the blackboard?

Yes. Always

— Often

—_ Occasionally. For
exceptionally hard
Or important points.

___Rarely

—__Never

Db you use movies or video tapes in your class? Specify
which. —Yes. Often

:Qggzé:ﬁ/l onally
___Never

. 1
" .
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8. If a student read and understood the text for your course
but did not followlectures or class discussions, could

s/he pass your course? Yes.
__Yels, ut the st Hdent
W Tl have m'ssed so

much that s/he can
only pass mninally
(a 'D")
__No.
9. Rate the followng skills in terns of their inportance
for success in your course(wth *1' being the nost
| nportant).
—— Readi ng Conpr ehensi on
— Witing _ _
—— Listening Conprehensi on and Not e-taki ng
— Speaki ng

10. What is the mninumlistening conprehensi on and note-
taki ng conpet ency you expect from your students?

11. What aspects of |istening conprehension and not e-t aki ng
do Kou think it would be nost inportant for the ELI to
work on in the ELI listeni nE. conpr ehensi on cl asses?

Put a check next to those skills you think woul d be
essential for success in your class.

Put a '1', '2', '3', and "4 next to the four nbst
essential skills for success in your class.

— Hearing the main idea of long talks (20+ min.) w t hout
not e- t aki ng _ _

— Understandi ng everyday conversational English

— Under st andi ng speech where the speaker is not present
(novies, tapes, radio, etc.)

- r ndi n in I nt nd | i rtant I nt
SPPROGengL00 Jpin poi nts and less i mportant poi nts

— E?%%‘éﬁf%\?%‘%% 8{{; f)er ent speakers(accents, speed of

—— Understandi ng statistics and writing them down

— Ll §t ening to and participating in discussions W t hout
not e-'t akrng. _

— Quganizing ideas into well written notes

_ %La%eni ng, note-taking, and participating at the sane

—— Learning 'ﬁ]est-takj ng skills
p— |:8F‘f 8\'/\1”%9 P Wetgpghxgr PLep re:r:]ut ﬁt ot hought or organi zati on
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— Being able to request clarification fromthe teacher
—— Being able to raise questions and ideas that woul d
geﬂerate di scussion in class
ot her

12. O the foreign students you have had or have in your
cl asses, what do you think their |argest obstacle was
or isin terns of |istening conprehension, participation,
not e-taki ng, etc.?

13. Additional comments:
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ELI STUDENT QUESTI ONNAI RE

LISTENING COMPREHENSIONZ AND NOTE- TAKI NG NEEDS (F STUDENTS AT

THE UNIVERSITY (r HAWAI | AT MANOA

ELI ___ Section

1. Are you a graduate or undergraduate student?
Wiat is your najor?

2. Have you ever taken classes for credit at an Anerican or
British university? — |If so, what were your experiences
I n those cl asses?

3. Put a "1" next to the situation that you are nost often

in(or expect to bein). Put a"2" next to your second
nost common situationm(or expected situation).

—_— Ielcltoure class in a large lecture hall (100% teacher
tal

— leeture class in a large | ecture hall (100% teacher
%aﬁ%_ Tus aB 'for quesgl ons “and “di Scussi 6nS con-
cerni ng lecture. .

iy

cl assroomw th 15-30 students (approxi mat ely

teacher |ecture and 25% cl ass di scussi on)

— classroomw th 15-30 students (approxi mately 25%
teacher |ecture and 75% student di scussion) _

— seminar (fewer than 15 people) (100% class’ di scussi on)

QG her

4. Wiich listening and note-taking situationis nost difficult

for you?
— %i]s(teni ng to alecturein alarge lecture hall and
aki ng not es

— L' P2y RoPeb o e BoBorl BRPL o7 87 dfef uaont
questions and snall anmount of di scussi on.
— listening to a elassroom discussion(nainly student
%aktl cipation) and taking notes.
er

Why is the situation you chose nost difficult for you?
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5. Put a check next to those skills that you think you need.

Put a "1", "2", "3", and "4" next to the four most important
skills for you (in that order--"1", being the most important).

—— Hearing the main idea of short talks (5-10 min.) without
note-taking.

—— Hearing the main ideas of long talks (20+ min.) without
note-taking.

— Understanding everyday conversational English.

—— Understanding speech where the speaker is not present
(movies, tapes, radio, etc.)

Di:fi'%%:éentiating between main points and |ess important

0]

Eollowing_the speaker's system of presentation and
organization.

Understanding different speakers (accents, speed of
presentation).

Understanding vocabulary and idioms.

Understanding statistics and writing them down.
Listeni 9 to and participating in discussions without
note-takrng.

Ifér_]%n%lgh?key words to note down during short talks

I(:ya_,(jnr]r%r;[r)]ekey words to note down during long talks

Organizing ideas'into well-written notes. _
Listening, note-taking, and participating at the same time
Learning test-taking skills.

Learning how to politely .interrupt speakers.in order to
a§< ﬂ'ne% to go over a omq or %8 nr:?(e a point c[earer.
Legmin tB rai §e gl.lestions or present ideas that start
and corrtribute to ass discussions.

Learning to give organized presentations.
Other

6. With a 5-10 minute |lecture, can you now:
get the main idea? o
differentiate between main ideas and details?
organize these ideas into useful notes?

7. With a 20 minute or longer lecture, can you now:
get the main idea? o _
differentiate becween main ideas and details?
organize these ideas into useful notes?

8. With a class discussion, can you now:

follow the main ideas that people are presenting?

—

' ¥
% ' .
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differentiate between main ideas and details? —
organize those ideas into useful notes?

9. Bdow are a list of possible problems concerning the
speaker that you might have when listening to lectures
in English. Check howv often you have each problem.

Hw often do you have tnis
problem?
Always Dften |Occasionally | Rarely |[Never

-

A. Speaker talks
too fast.

B. Speaker's hand-
writing on
blackboard is
unclear.

C. Speaker speaks
too low or
pronounces
unclearly.

D. Speaker talks
in an unfamiliar
accent.

E. Speaker's logic
and organization
of the lecture
I S unclear.

F. Speaker doesn't
make clear what
points are impor-
tant and what
points are
unimpertant.

G. Speaker uses a
lot of unfamiliar
vocabulary and
idioms

H. Speaker seems to
get off topic
too often
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How often do you have this problem? . \
Always Dften [Occasionally _%r—ely— Never

A

Speaker doesn't
give ne time
to think about

what | have
heard

La

Speaker tries
to cover too
much subject
matter. =

K. Other
problems? __

10. Below are a list of problem concerning note-taking that

you mey have when listening to lectures in English.
howv often you have each problem.

How offen do you have this problem: . .
Always Often [Occasionally %E"y ==

A. | write too

mich

B. I miss a |lot
of the lecture
because | an
writing while
the teacher
is talking 7

C. | write too

little and
don't write

_majnr noints

D. i can't under-
stand what is
important to
note and what
I s less impor-
tant to note.
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How often do you nave tnls

roblem?

Always [0Often [ Occasionally

Rarely

Never

E. I can't der-
stand ny notes
a wek |ater.

F. Other problems

11. Wha help with lecture comprehension and note-taking do

you hopgnto gain through this course?
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