§17 LANGUAGE PEDAGOGY
(Teaching and Learning)

There are many theories and practices of education. Among the first in use in the USA was the dialog and drill method. There is also a programmed method, whereby units were taught in easy-to-hard sequence and consisted of "bite-sized bits" and grammatical explanations. When grammar fell into disrepute in the 1970's, a program of communicative competence was developed which taught a language in various societal domains, e.g., greetings, marketing, cooking, eating, writing and sending a letter, on the telephone, etc.. More recently courses consist of both language and culture and dwell as much on non-verbal cues, such as cultural expectations (appropriate signs, body language, physical distance) as they do on dialogs and language lessons (expectation of bargaining, intonation).
There are the following differences between adult and child education.

	Children :   ( = pedagogy)
	Adults :    ( = androgogy)

	are sponges
	educated professionals

	are being prepared
	are already functioning

	are told when to learn
	decide when to learn

	are told what to learn
	know what to learn

	depend on teachers
	are self-directed

	minimize experience
	are their own resources

	master prescribed content (e.g., string beads)
	learn thoroughly (what beads are)

	are motivated externally
	use internal motivation

	    (e.g., family pressure, the law)
	want to better themselves

	respond to negative motivation
	need a lot of feedback

	respond to rote learning
	need various physical formats and variety

	willing to learn parts (bit and pieces)
	want materials to form a coherent whole

	can be teased; will cheat (if possible)
	use answers to learn, not cheat for shortcuts


The science of teaching or learning a language is broadly called Pedagogy (not always associated with children). There are two areas we will dwell on today: the use of corpora and their consequent frequency counts to develop language teaching materials and the teaching and learning of prepositions in different languages.
There are several types of frequency counts, two of which are:

· 1. Lexical counts represent the standard form one usually thinks of. This is the product of selecting or keyboarding a given amount of textual material and running it through a process of counting all the words that occurred and how many times each word (token) was used
· 2. Grammatical counts require breaking a word into its constituent morphemes so that every element of word formation can be counted, e.g., friend/li/ness, kind/er, walk/ing, etc. This is by far the most complex procedure, but is useful in determining the importance of grammatical forms in whatever types of text have been chosen
The value of a frequency count depends on the material upon which it was based. If, for example, children's stories were used exclusively, it would reflect the lexicon and grammar aimed at or useful to such an audience. If, on the other hand, a broad base of literature and/or transcribed text were included, one would begin to get a reasonable characterization of the language in question. One might safely assume that the most (or at least more) important grammatical and lexical items would be represented.
My enthusiasm for this procedure (despite the great amount of tedium involved in developing it and following it though), should not be construed to imply that there are no problems with it.

For one thing, there will always be uneven representation. No matter how the results are ordered (alphabetically or by frequency), items that "belong together" (naturally, semantically, or grammatically) will not so occur. Pedagogically students need to learn certain vocabulary together, e.g., days of the week, months of the year, antonyms, pronouns, interrogatives, negatives, etc., but are to be found (if at all) here and there on the list.

Secondly, as a direct result of the materials chosen, there is likely to be a skewed representation (i.e., topic- or time-related) as in the Somali corpus:

dugsiga
the school
[topic related]


jaalle
comrade
[no longer in use]

Thirdly, there invariably will be no representation of certain items (a particular grammatical structure, e.g., negative imperative or optative, or even basic vocabulary, e.g., heart, tooth, fingernail, brother, Tuesday, etc.).
Bearing these caveats in mind, one cannot underestimate the pedagogical importance of a frequency count done right. There was a magnificent presentation at GURT (1989?) on the results of a two-million word survey of French spoken and written material. When the results were compared with eight textbooks, there was a serious discrepancy between what authors presented and how the French actually talked and wrote. Some constructions of high text frequency (and therefore importance) were not treated until later chapters (or not at all) in some books, while little-used or rare constructions were introduced (sometimes very early). I was at that time in the midst of developing the Somali Textbook, and had used frequency counts. So I related quite enthusiastically throughout to the authoress's statements, while much of the audience appeared bewildered, defensive, or even argumentative. She uncovered several false prescriptivisms such as Je ne sais pa, 'I don't know' as opposed to the spoken Je sais pa. She also suggested that there was an unjustified priority for teaching certain constructions, .e.g., the pluperfect only occurred twice in her corpus, but was treated as early as Chapter 12 in one book, but appropriately as late as Chapter 40 in another. Sad to say, her time had not yet come. Vested interests and authors in the audience heaped upon her such opposition and ridicule that she left the podium in tears!
In the preface to the Somali Textbook (Zorc & Issa, 1990), I wrote:


This textbook was designed on the basis of FREQUENCY COUNTS done on both the lexical and grammatical material contained in the folktales and pedagogical works like the Somali Newspaper Reader and Somali Common Expressions, supplemented by other articles in or on the language. The ordering of the fifty chapters was generally dictated by the highest frequency forms. For example, classifiers (like baa [FOCUS] and waa [DECLARATIVE]), the definite articles (-ka and -ta), or the use of the PAST TENSE all occurred hundreds of times and are crucial to the understanding of Somali texts. These are put very early (in chapters 2 through 8). However, the principle of PROGRAMMED INSTRUCTION also played a decisive role in course design, i.e., building upon easier or earlier material. Thus, IMPERATIVE VERBS are not very common in Somali texts, but they are the basis of finding or learning a VERB ROOT, upon which all the tenses are built. Hence, these are treated earlier (in Chapter 7), prior to the introduction of the PAST TENSE (Chapter 8). Conversely, NEGATIVE IMPERATIVES may be easy to learn, but they are taken relatively late (in Chapter 28) because they are not so common. Similarly, verbs of Group One (Chapters 8-9) are far more frequent than those of Group Two (Chapter 11), Group Three (Chapter 15), or Group Four (Chapters 35-38). Although some forms of the verb to be are very frequent and important (Chapter 14), others are not so (and are delayed until Chapter 42).

When I started out in 1987 on the development of a Somali curriculum, I felt that we needed a decent sample of text and spoken frequency. Hence, 

The Somali Newspaper Reader and Thirty Folktales represented text samples;


Somali Common Expressions and Somali Dialogs represented spoken language.

The Language Research Center (LRC) of McNeil Inc. has been using corpora to develop bilingual dictionaries since the late 1980's. In 1992, a modestly sized Somali corpus of around 80,000 words, which had been developed to enrich our Somali-English Dictionary (second edition), was also utilized to develop the Somali Textbook. The very same principles that make a corpus so valuable in lexicographic work make them invaluable in pedagogy. If one can impart to the student the highest frequency words (lexemes) and highest frequency grammatical constructions (functors), it is amazing what progress one can make in the language in a relatively short time. Somali verbs were parsed for tense and mood combinations and nouns for gender and plural affixation, and the resulting frequencies went directly into the organization of chapters. Although the book consisted of 50 chapters, by Chapter 21 the student was grammatically prepared to tackle real world texts (a series of folktales and selections cross-referenced to the Somali Newspaper Reader).

Collaboration with Ateneo de Zamboanga University has led to a corpus of approximately four million Chabakano words. This corpus was used in developing a Chabakano Reader (in progress). It would also assist in the development of a Chabakano Textbook, and hopefully will culminate in a Chabakano-English Dictionary.

Data from this corpus (especially the highest frequency items) can be organized to determine the order of lessons or chapters within that textbook for optimum language learning. Chabakano entries with the highest number of hits should be organized by grammatical class and lexical importance and given priority in the earliest chapters.

The first thing that is striking about any frequency count is that the highest frequency items are usually functors (grammatical items), not contentives (e.g., ordinary words). Of the top forty Chabakano items, note that only two are strictly lexical: abla 'say, tell' and ase 'do, make' (however, the latter's homograph can be used to create a causative construction and is therefore more grammatical than lexical). A common word like kasa 'house' comes sixty-fifth in this particular frequency count, which is still relatively high on the list.

The next most important item to consider in course development is the problem of homographs. Several of these items must be disambiguated, such as: si (1) [marker of a singular personal name subject], (2) 'if' [conjunction], and (3) 'yes' [interjection] or le (1) 'he, she' [third person singular subject pronoun; alt: ele], (2) 'read' [verb]. Nevertheless, their occurrence so high up the list means that their potential difficulty and disambiguation must be taught early in a course.

In constructing the initial chapters of a Chabakano course, one must complete paradigms with items criticial to the topic at hand. Besides statistics, common sense must be one's guide. Thus, in the treatment of pronouns, uste 'you' [pro 2sg], ustedes and kamo [pro 2pl] and ele 'he, she' [pro 3sg full form] need to be included.

In treating verbs, it is clear that the present (ta) and the past (ya) preverbs play an important role. However, the future preverb (ay) comes sixty-seventh on the list and forms part of the verb tense trilogy. Even if it had come further down the list, the three should be taught in tandem. Firstly, because they are so few and so simple to master. Secondly, because they can be contrasted in numerous realistic constructions and therefore more thoroughly mastered.
Table 1. Top 40 Chabakano Words by Grammatical Category

NOUN MARKERS (COMMON NOUN VS. PERSONAL NAME)

el
[noun topic]
96,890
si
[name topic]; if [conj]; yes [intj]
45,809
del
[noun poss]
33,488
di
[name poss]
25,231
na
[noun object]
107,831
maga (mga)
[noun plural]
52,816
de
from [marker]
50,718
para
for [marker]
22,379
y
[linker]
15,501
PRONOUNS

el
[noun topic]
96,890
yo
I [pro 1sg]
63,138

kame
we [pro 1pl excl]
15,207

tu
you [pro 2sg]
29,555

le
he, she [pro 3sg]; read [v]
20,658

konel (conel)
with him/her [pro 3sg loc]
12,997

sila
they [pro 3pl]
23,416

DEICTICS (DEMONSTRATIVE PRONOUNS)

este
this [deic 1]
20113

aki (aqui)
here [deic 1]
12666

se
that [deic 2]
33835

ese
that [deic 2]
16083

akel (aquel + akel)
that [deic 3]
25492

EXISTENTIAL MARKERS

chene (tiene, tyene)
have [exis]
30049

nuway
none [neg exis]; did not [v past]
13496

QUESTION WORDS (INTERROGATIVES)

ke (que)
how; what [qw]
18227

kosa (cosa)
what [qw]; thing [n]
17056

VERB MARKERS

ta
[v present]
80097

ya
[v past]; now [dp]
127590

pwede (puede)
can [aux v]
12864

NEGATIVES

hinde
not [neg]
20977

nuway
none [neg exis]; did not [v past]
13496

DISCOURSE PARTICLES

ba
that [dp emphasis]
20119

gat (gayot)
very [dp]
23506

lang
only [dp]
49048

man
really [dp confirm]
52247

pa
yet, still [dp]
25244

tamen
again; please [dp]
23674

ya
[v past]; now [dp]
127590

CONJUNCTIONS

kay (cay)
because [conj]
30621

kel (quel)
since, because [conj]
27268

o
or [conj]; oh! [intj]
20006

pero
but [conj]
17186

COMMON VOCABULARY

abla
say, tell [v]
29337

ase
do, make [v]; cause to [caus]
12634

The teaching and learning of prepositions.
Although there are fewer than one hundred English prepositions, although prepositions do not take endings, and although the structure of most prepositional phrases is simple, the use of English prepositions is very complex. The reasons for this are that most prepositions have more than one meaning, many prepositions can also be used as adverbs, prepositions are used in hundreds of idioms, many adjectives, nouns, and verbs must usually be followed by certain prepositions, and there are hundreds of phrasal verbs formed from combinations of verbs with adverbs and prepositions.

http://www.fortunecity.com/bally/durrus/153/gramch26.html
· English prepositions are difficult because they have many meanings (polysemic) or specialized uses, e.g.,


We work at 6525 on Belcrest Road in Hyattsville in Maryland in the USA.


at with number (address)


on with a street name


in with larger civic units, e.g., city, state, country

· Rwanda and Rundi (as well as other Bantu languages) have prepositions that are distinguished by three factors:

mu insideness

ku outsideness

i generic locative
· Philippine languages basically have one locative (sa), but it can be used in conjunction with a head noun and a possessive noun to reflect a horizontal vs. vertical frame of reference in expressions such as:

Aklanon sa head noun ʔit possessive noun

Tagalog sa head noun nang possessive noun
Philippine Locationals with a Horizontal/Vertical Frame of Reference
	Language
	Horizontal
	English
	Vertical
	English

	Aklanon
Tagalog
	idáEum
ilálim
	under /
bottom
	ubús
ibabáʔ
	downstairs
below

	Aklanon
Tagalog
	ʔatúbaŋ
haráp
	front
facing
	ʔunahán
ʔúna
	ahead /
first

	Aklanon
Tagalog
	likúd
likód
	back
reverse
	ʔulíhi
hulí
	behind /
last

	Cebuano
Tagalog
	ʔibabáw
ʔibábaw
	top /
over
	ʔitaʔás
taʔás
	upstairs /
above

	Aklanon
Tagalog
	tabúk
ʔibáyo
	across / other side (river)
	pihák
kabiláʔ
	across / other side / over (mountain)

	Aklanon
Cebuano
	líwan
gawás
	outside / going out
	guwáʔ
guláʔ
	outside / out of
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