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ABSTRACT

Exploring Second Language Learning: Communicative Competence, Pragmatics, and
Second Language Literacy
by
Timothy M. Mecham, Master of Second Language Teaching

Utah State University 2012

Major Professor: Dr. Karin de Jonge-Kannan
Department: Languages, Philosophy, and Communication Studies

This portfolio is a compilation of the author’s teaching philosophy and three
artifacts that explore elements of second language teaching. The teaching
philosophy contains the author’s strategies of second language teaching including
instructional practice, communicative language teaching theory, and application.
This portfolio also contains artifacts of second language teaching that explore
communicative competence, formal address pragmatics, and second language
literacy. An annotated bibliography of books and articles that have impacted the

author’s teaching beliefs and practices is also included.

(143 pages)
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Introduction

During my experience in the MSLT program, I participated in course work
that covered research, linguistics, pedagogy, and pragmatics. [ have retained the
best parts of each course and applied them to my teaching philosophy and artifacts
in this portfolio. The first item in the portfolio is my teaching philosophy. The
portfolio defines what I feel to be important aspects of language teaching and
demonstrates my professional development as a result of the program. Additional
contents of the portfolio demonstrate what I have learned in the MSLT courses.

The teaching philosophy discusses my goals as a German instructor. First, |
discuss my role as a coach in the classroom. Students acquire second languages
when they become an active participant in communication. Second, I explore what
good teaching practices are in second language teaching. Teaching language
requires ample modeling of communicative tasks, effective feedback, task-centered
activities, and time to practice. Third, communicative language learning should
incorporate interpersonal, interactional, and presentational communication
opportunities. Included in communicative language learning is the PACE model for
exploring authentic materials. Fourth, grammar must be learned in support of
communication. Learning grammar without communication can be confusing for
language learners, but incorporating grammar in a communicative activity enables
the student to use grammar in support of communication. Last, assessment must
have purpose. Assessment should test what the student can do in the 5 C’s:

communication, culture, connections, comparisons, and communities.
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Apprenticeship of Observation

My natural inclination to communicate has led me to language study and
second language teaching. When I consider elements that shape my apprenticeship
of observation, my first thought is that I cannot remember being taught how to read
in grade school. Instead, my reading skills were developed by learning at home or at
church when my mother would guide me through the hymnal, exaggerating the
pronunciation of the words that were on the page. This led me to understand that
language was fluid in nature and could be manipulated in many different ways to
give emphasized meaning, feeling, and expression.

From elementary school, I mostly remember reading time on the rug, school
plays, and going to recess. My earliest memory of learning academic material was
when Mrs. T. explained times tables in the fourth grade. This was the first time I
realized that [ was being taught. However, we were only given worksheets, time
limits, and charts. We did not learn patterns, even though patterns were likely
presented. Nor did we apply times tables to learning games. Every day we just had
a timed worksheet and if we did not finish, we did it again the next day. We just had
drills and more drills; there was no real application. Still, [ learned those times
tables.

Fifth grade was a new world. Mrs. C. taught us the value of reading, writing,
and learning just for the sake of wanting to know. She always asked us "what if?"
The curriculum was centered on student projects and helping the students
understand why they were learning. We learned to follow instructions and what the

worth of an 'A' was. We never had worksheets, we had science projects, long-term



investigations, group work experiments, shadow boxes, and lots of short stories and
non-fiction reports to read and write. Mrs. C’s instruction enabled me to find
meaning in summarizing, reporting, and creative writing.

My first attempt to learn a second language occurred when a Polish family
moved in down the street. The father spoke English, but the mother and the son did
not. I thought it was so cool to have friends who spoke a different language. In my
naive attempts, I tried to learn some Polish so I could talk with the son who was a
few years younger than I. It did not work. I thought that [ needed books to instruct
me and never thought to learn from the son directly.

The second language that [ formally studied was Spanish. This was in the
eighth grade, with a teacher who believed in worksheets, drills, and repeat-after-me
lessons. Every time there was something [ wanted to know more about, the teacher
would give a quick answer and continue because he felt he needed to cover the
course material in a certain time frame. [ felt frustrated yet continued to learn the
alphabet, selected a Spanish nickname, learned the verb ser, and colored pictures
that were supposed to help me recognize items in a house and what members of a
family are called. We had vocabulary lists, but no purpose for the lists except that
the words would be on the test at the end of the unit. I was learning things about
the language, but never did acquire the language. The lessons had no
communicative purpose. We had minimal opportunities to practice the language
through communicative tasks, daily routine tasks, nor were there any opportunities
to negotiate meaning. The same pattern was repeated in ninth grade. I did not learn

because [ saw no reason to learn the language. We were not given authentic texts or



exposed to media that was part of the pop-culture in a Spanish-speaking country.
Students kept asking if we were going to use the language we learned, but no plans
or activities were ever undertaken to provide us with an opportunity to speak,
write, or even watch a movie.

When [ found out that my heritage was significantly German, I took the first
opportunity to take a German class at school. In my inexperience of language
learning, [ assumed that because the language was part of my heritage and that I
could learn German easily. [ was disappointed to find that, even having spoken
some German with grandparents before enrollment, the outcome was still the same.
[ learned a great deal about the culture, geography, and history of Germany. All
instruction was given in English unless there was an example of how a sentence
structure was composed or what the general pronunciation of a word was. Later in
life, [ found out that my teacher had never been to Germany, Austria, Switzerland,
Lichtenstein, or Luxembourg. In spite of poor learning environments, [ still acquired
bits of German, not from class, but from my parents, grandparents, and specifically a
friend's stepfather Thomas, who was an immigrated German.

Thomas spoke six languages and dabbled in three or four others. This is the
reason Thomas was such a great resource for me growing up. He knew the
difficulties and frustrations of trying to learn a second language. Each time I visited,
Thomas required that I spoke to him in German. At first we only exchanged
pleasantries and introductions, but once we were sitting at the table he would turn
on the German and just speak. Everything that he said had meaning, such as: "Bitte

reichen Sie mir die Butter" (Please pass the butter). He told me stories and jokes,



and encouraged me to respond and join in the discussion. Even though I may not
have known a word or expressed an idea properly, he was patient and corrected me
through recasting, not just stating that I was incorrect. He directed me to become
functional in basic German. Thomas knew that one day I would learn reading and
writing, so he only concentrated on speaking and listening with me. He made it fun
and meaningful, and I could frequently use in class the new abilities that I learned
from him.

In 2003 [ was invited to serve as a missionary for my church for a two-year
period. I was assigned to Hamburg, Germany. Before departing for Germany [ was
required to attend a three-month crash course that would teach me the German
language and culture, as well as survival skills that [ would need while there. The
program was an immersion program in which we were encouraged to speak only
German inside and outside of class. There were brief lessons on grammar and
sentence structure, but the main objective was to speak the language and interact
with other students regardless of proficiency level. After | moved to Germany and
began interacting with native German speakers, my proficiency in speaking, reading,
and writing improved to the point where [ became fluent. There was purpose
behind my learning German as I lived in the country. It might be called a "do-or-die"
learning experience.

For my missionary work, I was assigned to a senior partner who had been in
the country for some time already. He helped me and insured that I would get along
with the language. We would read aloud in the morning, drill whenever we could

during the day, and repeat phrases at meal times. My high school experiences with



learning languages through drilling and repeating had not produced the results that
[ hoped for. However, while in Germany, I learned German well despite similar
styles of learning because, like my time with Thomas, it was all meaningful practice.
What I practiced or read would be used later in real-life and it would have to make
sense if | wanted to be understood. I continued this form of language study the
entire length of the missionary service, rehearsing with myself before [ would order
food, buy groceries, or ask for directions.

In 2005 I began attending USU and, a few years later, graduated with a
degree in German. During my studies in the undergraduate program I had three
main professors who continued my education of German. During an upper-division
course in grammar, Dr. P. was able to make our class meaningful and provided
ample opportunities to use the reviewed or new grammar rules inside and outside
of class. We were encouraged to meet outside of class to help improve on what we
had learned in class. Even though it was a grammar course we were not limited to
the textbook. We frequently read and analyzed magazine and newspaper articles
and pointed out where the grammar rules were exemplified in the readings. We
also listened to music and read poetry in order to recognize when unusual forms
and grammar structures were used and how they could still make sense. Dr. P.
heightened my awareness of grammar and how I could use explicit grammar
knowledge to improve my writing and speaking. In comparison to the beginning
German courses I took, in which grammar was taught, learning grammar in the
advanced course from Dr. P. was beneficial to my language education because I was

not being slowed down by cognitive overload as I had been in my beginning courses.



Examples of grammar and opportunity to practice grammar in real-life situations
enabled me to grasp the communicative side of German grammar and use it as a
tool.

Next was Dr. H. In her culture class the syllabus stated that we would be
instructed in German and the language expected for all assignments would be
German. However, that was not the case. Each time the professor could not
remember a word or was unable to construct a proper sentence she would quickly
make the point in English and move on. This was distracting because the class
would frequently help her construct the sentence that she was trying to say or
correct her on what we all considered simple German structure and idioms. It was
frustrating for me to observe that the professor teaching a class in German was
struggling with the language more than the students. For this reason most of my
confidence in the teacher was lost and I was unable to regain it as the semester
continued.

The third professor was Dr. M. We were challenged in the language through
reading literature and learning culture through the L2. Each time we turned in a
paper it was marked where the errors were, some corrected, but other errors were
labeled for the type of error it was, and we were encouraged to figure out what was
wrong and correct it. This type of learning at the upper-levels of German made me
an active participant in my education. [ was no longer an empty bucket, but a
partner. This type of learning is an example of how I wish I had been taught from
the beginning of my German language education. Dr. M. coached me to find my own

errors, and push myself in German language development, as he organized my



learning into stepping-stones instead of tossing me into a river of confusion. I took
interest in my own education because I was shown what potential it might have.

My potential to learn a second language has never changed from the first
time that [ started learning to the present day. I realized that learning a second
language depended more on me than on the instructor. But, good instruction can be
tremendously helpful. Each teacher in my education was teaching me that [ was the
only reason that would hold me back or push me forward. And further, the types of
instruction that I received in learning a second language varied from immersion to
application and self-improvement. In my teaching, I hope to be like Thomas
Partosch and Dr. M. who created a low-stress environment to learn. I hope to enable
my students to take interest in their own language learning by providing meaningful
communicative purposes and opportunities to use the language in and outside of the

classroom.
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Professional Environment

My teaching philosophy targets teaching English-speaking students of
German as a second or foreign language at postsecondary institutions. My
professional environment is a university setting because it will afford me the
opportunity to teach adult students. Beginning language students seem to be
common in college courses; they may take a German class because it meets a
requirement or fits in their schedule. However, I believe it is my responsibility to
instill enthusiasm and intrigue about the language in the American university
students, so that they will continue with their study of German. To captivate their
minds and foster excitement about German language and culture, my approach will
be interactive and communicative, allowing for English-speaking students to acquire
the language well. 1 will design activities to get the students using the target
language in the classroom environment as well as outside the classroom.

Although my goal is to teach German in American universities, it would also
appeal to me to teach English in German schools. Although I understand that
teaching German is not the same as teaching English, I believe that the principles I
explore in my teaching philosophy can be transferable to the teaching of English to

German-speaking students.
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Personal Teaching Philosophy

My primary goal in teaching German is to guide students to measurably
higher proficiency in speaking, reading, and writing by the end of each class, by
accomplishing specific communicative goals for the day in the L2. This means
following the ACTFL (2012) guidelines for second language teaching. It means
giving students comprehensible input (Krashen, 1982; Lee & Van Patten, 2003) that
is interesting to them, modeling (Merrill, 2009) that prepares them for
communication, teaching them with more than just words, and checking that they
understand (ACTFL, 2012). The students need to get used to interacting and
speaking in German so they can use the language to express what they are thinking
(ACTFL, 2012). As the instructor I encourage self-expression in German and
negotiation of meaning (Ballman, Liskin-Gasparro, & Mandell, 2001) in the
classroom to foster fluency and improve complex communicative expressions while
[ provide feedback to help improve communicative skills (Merrill, 2009).

[ believe in coaching my students in learning German by providing them with
the tools and course to follow while enabling them to continue to acquire the
language outside of class. I want to coach my students to understand new words in
context. By developing a new vocabulary and understanding the new vocabulary
separate from English translations, students will think of the German word instead
of attempting to translate an English word that they wish to use.

[ will help my students to see that they will acquire German through
dedication of time and effort on their part. It is my experience that only students

who are motivated and dedicated will acquire second languages. I require my
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students to show their dedication through participation in communicative activities.
These activities then contribute to language development by providing a meaningful
experience (Ballman, Liskin-Gasparro, & Mandell, 2001). During these activities, my
German students will make mistakes, but that is part of learning the language; the
students are encouraged to try again. Any mistake will not “impair [language
development] as long as...feedback is provided” (Carpenter, S.K, et al,, 2012, p. 85).
Coaching involves the principle of the zone of proximal development (ZPD)
(Lantolf, 2000; Vygotsky, 1978). Within the ZPD, | am able to teach German by
creating a social language learning experience in which language acquisition is
scaffolded. This requires that students receive assistance from an experienced
German speaker in order to accomplish a communicative goal (McCormick &
Donato, 2000). Through scaffolding I assist students by “addressing the [their]
varying levels of language [and] pragmatic ability” (Cohen, 2008, p. 128) and by
enabling them to create meaning in the target language through social interaction
within the classroom (Shrum & Glisan, 2010). This leads to students
comprehending the meaning of conversations and texts in small group activities.
Specifically, the student must be engaged in using the language with other German
speakers for authentic purposes such as problem solving (Johnson, 2011; Shrum &
Glisan, 2010). In this manner, the class works as a team to negotiate meaning in the
target language, and my role is to direct how the language is used (Johnson, 2011;
Lantolf, 2000). If the students work alone, then [ become a central figure who
dispenses information (Lee & VanPatten, 2003). However, language acquisition is

more effective if the students work together and “transform what [I] offer them as
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they appropriate” (Lantolf, 2000, p.17) or acquire the target language. Following
this ideal, coaching requires that I be well prepared to coach and have lesson plans
with specific communicative goals.

Language acquisition in a classroom occurs when teacher and students work
together for a common goal, which is communication. For students to acquire a
second language, two sets of key features must be present in the classroom: first,
sound teaching principles, comprehensible input, and assessment that measures
communicative ability accurately; and second, communicative language learning
and opportunity to use the language (Lee & Van Patten, 2003).

Teaching Principles

The instructional design principles set forth by Merrill (2009) for the
foundation of lesson planning describe the steps that I perceive as effective in
second language teaching. Merrill proposes that five steps of instruction provide a
clear process for students to comprehend and subsequently use what is taught. The
steps begin with demonstration, and then move to application, task-based
instruction, activation of the principles (i.e., in the case of the language classroom,
activation of principles is tasks, vocabulary, grammar, and pragmatics) with prior

«

knowledge, and lastly, integration of concepts into the student’s “everyday world”
(Merrill, 2009). Merrill claims that these steps of learning are generic and
applicable in all fields. They are “general so that [they apply] to any delivery system
or any instructional architecture” (Clark, 2003, as cited in Merrill, 2009, p. 43). The

steps of instruction are interrelated and each works in accordance with the other

steps. Merrill’s steps reflect the principles of instructional design for second
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language acquisition explained by Lee and VanPatten (2003), and Ballman, Liskin-
Gasparro and Mandel (2001).

The first principle in Merrill’s instruction design is demonstration.
Demonstration is commonly referred to as modeling in second language instruction.
Within the communicative approach to language learning, comprehensible input is
required to begin the language acquisition process (Lee & VanPatten, 2003). As part
of input, the student is exposed to vocabulary, structure, pronunciation, and other
linguistic aspects during modeling. The modeling prepares the student to function
in the task (Ballman, Liskin-Gasparro & Mandel, 2001). Merrill has labeled this type
of task modeling as “how-to”. The student is shown how to perform a given
communicative task. As Merrill explains, the student first receives modeling and an
example of how to use it in a task. This task is presented with supporting visuals
that correspond to new vocabulary or communicative function (Ballman, Liskin-
Gasparro & Mandel, 2001; Merrill, 2009). In addition to modeling, demonstration
provides guidance (Merrill), through which the instructor assists the students in
recognizing the steps of the task and can “monitor the students’ performance” (Lee
& Van Patten, 2003, p. 13) when the students are practicing with each other during
pair or group work (Merrill).

The above-cited scholars all appear to agree that modeling a communicative
task is the proper first step for second language instruction. However, modeling is
more than demonstrating or listing steps for the student to follow. I believe that
modeling should incorporate student participation in front of the class, because in

my experience, when students witness a classmate practicing a German language
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task, they become motivated to attempt the task as well. I have noticed that by
using this type of modeling, the class observes that mistakes may occur by the
demonstrating peer during communication, but those mistakes can be overcome
through negotiation of meaning and rephrasing. This style of demonstration
provides opportunity for feedback and phrase recasting.

When applying the model to the task, the students need feedback, coaching,
and practice with peers (Merrill, 2009). Feedback should be presented in the form
of recasts, in which the student receives positive reinforcement through a corrected
sentence so the student notices the correction, but is not explicitly instructed in
what was said incorrectly (Ellis & Sheen, 2006; Shrum & Glisan, 2010). The
instructor could also negotiate meaning by clarification feedback or metalinguistic
feedback that encourages the student to self-recast (Ellis & Sheen, 2006; Shrum &
Glisan, 2010). Coaching during application is what Shrum and Glisan (2010) offer in
their definition of the zone of proximal development in which the student receives
assistance in production of the L2 with the goal that the student will perform in the
L2 with less assistance in a later lesson.

Following the demonstrations, language lessons should move to application
through activities that are task-based (Merrill, 2009). Task-based activities need to
focus on specific communication goals that prepare the student for real-world
scenarios. Tasks should focus on communication, and provide some sort of gap of
information that the student must find through negotiation of meaning (Ballman,

Liskin-Gasparro & Mandel, 2001; Merrill, 2009; Nobuyoshi & Ellis, 1993). The
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contextualized practice should prepare the student to use the L2 for real-world
purposes.

Last, students must integrate prior knowledge and experiences to accomplish
the communicative goal (Merrill, 2009). In other words, students need to associate
new communicative skills with prior knowledge in order for the specific skill to
become a viable part of the students’ language ability. Activation and integrations
steps are essentially the same step and could be applied as one step in the language
classroom, because both reflect the students’ learned knowledge. This is when the
student attempts to bind the new communicative skill with prior general knowledge
and also prior learned communicative skills. This in turn enables students to use
more complex structures in the L2. Also, in the step of integration, the students
“publicly demonstrate” their new skill, which helps in acquiring the new skill
(Merrill, 2009). Although communication occurs in the classroom between
classmates, publicly using newly acquired skills should be practiced at extra-
curricular meetings, specifically for the purpose of speaking the L2 with fellow
students in real-world social settings.

Communicative Language Learning

The design principles from Merrill (2009) discussed above reflect a similar
pattern of language instruction. They emphasize good modeling, peer interaction,
and communicative instruction goals embedded in the tasks. In short, they all
support the communicative approach to language learning. The communicative
approach contains three goals, (1) interpersonal communication through which

students practice communicating with classmates, (2) interpretive communication
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which focuses on lexical knowledge and developing broad L2 usage in multiple topic
areas, and (3) presentational communication to enable the student to present both
oral and written discourse in public and professional settings (Ballman, Liskin-
Gasparro, & Mandell, 2001; Brecht & Walton, 1995).

Interpersonal communication is an opportunity for language learners to
communicate in person with interlocutors. The purpose of interpersonal
communication tasks is to challenge and develop the student's ability to produce the
language and negotiate meaning from the response of the interlocutor (Ballman,
Liskin-Gasparro, & Mandell, 2001). Native-speaking volunteers in the classroom
could assist with interpersonal communication activities. If it is difficult to find
native-speaking volunteers to assist with interpersonal communication, I will use
small groups in which the students complete tasks and engage in conversations that
contain goals for a specific language skill. Possible communication scenarios are
endless. For example, students could talk to friends about planning a trip,
preparations to make for the trip, etc. Each sub-task of communicative goals would
be built on the foundation of the previous activity. By the end of each lesson, the
student will then be able to demonstrate the ability for a specific task in the L2.
Ballman, Liskin-Gasparro, and Mandell (2001) claim that "students who regularly
engage in carefully constructed task-based activities [in the L2] learn how to listen,
to trust their ability to extrapolate and form hypotheses [about the L2], and to use
what they know in novel and creative ways" (p. 15). This means that the exercises
that the students complete in the classroom must be built around the interests of

the student, and the tasks must be meaningful. Thus, students will begin to form
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implicit rules about the language and how it works, and will begin to use the
language on their own for purposes that are intended by the student.

The second communicative goal is interpretive, which is focused on
developing broad L2 usage in multiple topic areas (Ballman, Liskin-Gasparro, &
Mandell, 2001). This requires that my lessons cover a broad range of topics to
encourage lexical and schema foundations in both written and oral form. Exposure
to oral and written discourse will exercise the students’ interpretive skills. Ballman,
Liskin-Gasparro, and Mandell (2001) suggest that story telling is a method by which
interpretive communication is practiced. If storytelling includes opportunities for
teacher and students to ask questions and negotiate meaning, the students can
begin to make inferences about the story and interpret its meaning. Another way of
teaching interpretive communication skills and developing oral proficiency is by
using PACE lessons. PACE stands for: Presentation, Attention, Co-Construction, and
Extension (Shrum & Glisan, 2010). For example, in the presentation phase, the
instructor first reads a passage to the students without the students looking at the
text. Next, in the attention phase, the instructor and the class both read through the
text again, this time paying special attention to a grammar point, or a story feature,
or vocabulary, etc. In the co-construction phase, the instructor and the students
collaboratively talk “to reflect on, hypothesize about, and create understandings
about the form, meanings and function of the new structure in question” (Shrum &
Glisan, 2010). Lastis the extension phase, in which students use their newly
acquired language, such as completing a task. After all the steps of PACE are used in

the lesson, [ would give the students time to reflect on the plot, grammar models,
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and vocabulary within the story. Time to reflect on the text enables students to
focus on form and integrate forms into their language ability (Adair-Hauk & Donato,
2002). Students are required to use the newly learned form in a task-based activity.
For example, if the form exemplified in the text is accusative prepositions, the
students would use the PACE text as an example on which to build their
understanding of usage of accusative prepositions. The students would then be
required to conduct a task-based activity that focused on accusative prepositions.
The purpose of PACE and the following task-activity is to enable students to develop
interpretive communication skills as well as negotiation of meaning skills (Adair-
Hauk & Donato, 2002; Shrum & Glisan, 2010).

In order to glean interpretive communication skills from the PACE reading,
listening to a text, carefully reading the text, co-constructing language features
based on the text, and engaging in a task-based activity, students must first
understand the oral language sufficiently to recognize the orthography, morphology,
syntax, and the written structure of the language (Koda, 2007). This knowledge
may be part of Universal Grammar (Chomsky, 1985, as cited in Shrum, & Glisan,
2010) at a subconscious level, but it does need to be made explicit in the L2,
specifically the writing system. PACE would also serve as a tool in promoting the
interpretive communication development in the student, because it provides the
student with meaningful input, and allows the student to make inferences about the
text and receive feedback about the text for proper understanding (Ballman, Liskin-
Gasparro, Mandell, 2001). With the utilization of PACE along with other interpretive

tasks such as story telling, following instructions, or responding to L2 news reports,
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topics can be broadened from simple schema about parties, shopping, school
schedules, etc., to developing schema for topics that are presented in the literature
that may not be presented in a textbook or considered for classroom discussion,
such as hypothetical speech, narrative forms, and spontaneous language production
during casual conversations. PACE can also be broadened to include non-text forms
of media. Exposure to videos, audio segments, tasks, or role-play, as long as they are
authentic, can produce effective language learning (Ballman, Liskin-Gasparro, &
Mandell, 2001).

Third, I will use presentational tasks (Ballman, Liskin-Gasparro, & Mandell,
2001), which require students to display their language abilities to others and
promote public display of L2 proficiency while clearly conveying information.
Students will be required to give oral presentations and submit written
presentations. This work can be completed individually or in groups, but the main
purpose is that the students understand that presenting information to an audience
is the main goal, with the choice of words and explanations understood by the
audience (Shrum & Glisan, 2010). There are several ways to practice presentational
communication. If presentational communication is, at first, difficult for the student,
several helping media may be utilized. First, [ will use authentic literature as a
starting point. From the authentic literature, language learners could re-tell or
summarize stories to small groups of language-learning peers. Besides being
authentic text, L2 literature provides examples of smooth language use. For
example, beginning German language students might use the reading primer “Mein

Geschichtenbuch fiir das 1. Schuljahr” by Manfred Mai, or short children’s stories by
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the Brothers Grimm. For the advanced students there are several plays and poems
that provide useful structures for presentational communication. Examples [ have
used include poems and short stories by Annette von Droste-Hiilshoff and the plays
of Gotthold Ephraim Lessing. Once the students develop confidence in speaking
before an audience, they present to the class a report on a short story or a poem that
they have read.

Presentational communication may raise affective filters (Krashen, 1984),
which is any personal, interpersonal, environmental, or instructional element that
can create debilitating anxiety within the student, which could prevent the student
from performing in the L2. When language learners are presenting before the class,
it is important that the entire class is supportive of the presenter and create a
welcoming environment when practicing presentational communication. This
occurs when the class takes on the attitude that language learning should occur in a
supportive and accepting environment, and that when peers make mistakes,
encouragement should be given to foster language learning.

Reading authentic literature presents opportunities to practice
interpersonal, interpretive, and presentational communication. If students are
exposed to ample and varied L2 situations and texts, they will be ready to use the L2
outside the classroom for communication and reading (Arnold, 2009). Extensive
reading activities, which “replicate real-life reading” (Arnold, 2009, p. 341), are
activities in which students engage in reading several texts on several subjects in
the L2. Examples of extensive texts can be books, newspapers, magazine articles,

and online materials. Extensive reading focuses on input whereas intensive reading
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focuses on grammar, form and content. Extensive reading as comprehensible input
and as a communicative tool presents situations in which the student notices the
grammar (Zyzik, 2008) in the text and can implicitly learn grammar (Arnold, 2009;
Zyzik, 2008). As Zyzik clarifies, grammar study is linked to vocabulary study
because in order to understand the function of vocabulary it is required that the
grammar behind the vocabulary is presented simultaneously. For example, in the
case of verbs, it is required to know not only the meaning of a verb, but also how a
verb interacts in the parts of speech (Zyzik, 2008). Extensive reading engages the
student in acquiring grammar and vocabulary simultaneously by providing
examples through meaningful input and context.
Teaching Grammar

Grammar instruction can have three approaches: “grammar has no place in
the classroom”, “grammar for grammar’s sake”, and my preferred method,
“grammar in support of communication” (Ballman, Liskin-Gasparro, & Mandell,
2001). If real-world examples of usage are being provided, then grammar is taught
in tandem with how it is used. Teaching grammar just to cover content in the
textbook does not benefit the student’s language acquisition. Students may use the
newly taught grammar rule during class, but after class has ended they simply forget
the rule, usually because the rule was not used in a meaningful way embedded in
comprehensible input. Much time may be spent on grammar, but for grammar
instruction to be effective it has to be meaningful and the student must have a
chance to use the grammar learned in real-world exercises that are similar to the

demonstration (Merrill, 2009). Students must be given time to acquire the language
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for a real-world use from real-world examples (Shrum & Glisan, 2010). Grammar
should be taught in support of communication, as a property of communication, not
as a property of language, meaning that "explicit grammar instruction has a definite
[but limited] role in the classroom, but it is not the goal of instruction" (Ballman,
Liskin-Gasparro, & Mandell, 2001). There must be a specific goal of communication
that involves the grammar rule in order for the grammar to be considered
meaningful and to be 'picked up' by the student (Ballman, Liskin-Gasparro, &
Mandell, 2001). By learning grammar in this manner, students begin to recognize
that grammar is used as a tool within language and can actually “liberate”
communication (Cullen, 2008). Cullen (2008) also posits that language learners do
not struggle with communication because they are lacking in grammar knowledge,
but rather they are restricted by vocabulary and context. Teaching grammar in
support of communication enables language learners to concentrate on tasks and
vocabulary.

German language learners frequently struggle with grammar because they
attempt to equate German and English word for word (Chavez, 2011). Equating
German to English becomes problematic because language learners attempt to
develop linguistic meaning in German from English (Chavez, 2011; Culman, Henry,
& VanPatten, 2009). An example of this is when language students attempt to assign
the first noun in a sentence as the subject of the sentence (Culman, Henry, &
VanPatten, 2009). In addition, some German learners attempt to equate learning
German with other content areas. However, this is bound to lead to frustration

because “unlike learning in content classes, which are taught in the learners’ native
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tongue and...takes place by way of a mutually intelligible language, L2
learning...does so...via the very subject under examination - the L2.” (Brown, 2009,
p. 46). Because of preconceptions of language learning among learners of German
(Brown, 2009; Chavez, 2011) it would be beneficial to German students to learn
some basics about second language acquisition. Language learners frequently
believe that learning grammar means following a classic form of learning by analysis
(Brown, 2009). In the past, many of my students have asked for explicit
explanations of grammar and do not want to practice grammar in communication.
To overcome these grammar-learning difficulties, I continually encourage the
students to use German, | explain the basics of second language acquisition, and I
stress the importance of practicing grammar through communicative activities. If
individual students are still struggling with German grammar, I assist them during
private tutoring sessions.

Class time should be used to encourage the students to use only the target
language. This is another characteristic of the communicative approach. Using only
the L2 in the classroom for instruction and tasks will foster an understanding of
how the language works in various situations, and how the language can be used in
everyday speech. If the teacher speaks the L1 in the classroom, no matter the
reason, students may become dependent on the L1, and the L2 could be labeled as
less important. This display from the instructor defeats the purpose of learning the
L2. In my experience when using only the L2 in the classroom, I have found that any
slips into the L1 increase the desire for students to also use the L1. In a study by

Bateman (2008) on target language use by student teachers, one teacher reported
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that students became more motivated to speak the target language when they saw
the teacher use the target language. Another student teacher reported that the
students “felt good about their increased knowledge of [the target language]”
(Bateman, 2010, p. 24) because of dedicated L2 speaking in class. Even though L1
usage at the beginning of the course might be seem preferable for lowering student
anxiety, | believe that the classroom needs to become as L2 immersive as possible
for the benefit of the students’ lan