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Inspired by the success of Canadian immer-
sion programs (see e.g. Lambert and Tucker,
1972), sheltered subject matter teaching
(SSMT) derives from one important concept:
Subject matter teaching in a second language,
when it is comprehensible, is language teach-
ing, because it provides comprehensible input.’
A history class, given to second language
acquirers, if it is comprehensible, is alanguage
class.

There are several crucial characteristics of
SSMT:

1. In SSMT, only second language acquir-
ers are allowed in the class. When all students
are second language acquirers, when all stu-
dents are in the same linguistic boat, it is easier
for the teacher to make the input comprehen-
sible.— :

2. In Sheltered Subject Matter classes, the
focus of the class is on subject matter, not
language. This encourages a focus on mean-
ing, not form, and results in more comprehen-
sible input, and thus more language acquisi-
tion. Sheltered subject matter classes are thus
not “ESL Math” or “ESL History” but are
“math” and “history.”

If possible, the tests and projects also focus
on subject matter and not language. When the
test is on subject matter, students will listen to
lectures, participate in discussions, read the
required and recommended texts, and obtain a
great deal of comprehensible input. When the
tests are on language, students will be tempted
to conjugate verbs and memorize nouns, and
little language acquisition will take place.
Similarly, when projects and papers deal with
subject matter, students will read extensively
in the second language and will obtain compre-
hensible input.

3. In SSMT, teachers attempt to make input
comprehensible. This is done in several ways,
including frequent comprehension checking,
which indicates to teachers when they need to
adjust the input they are providing, and the use
of extra-linguistic information (pictures, charts,
realia, and occasional readings in the students’
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first language).

SSMT may be part of the solution to the
“transition problem.” There are several begin-
ning language teaching methods that have been
shown to be highly effective. Students in these
comprehensible-input based methods typically
outperform traditionally taught first year for-
eign language students on tests involving
communication and do as well or better on
discrete-point grammar tests (Asher, 1988;
Bushman and Madsen, 1976; Voge, 1981;
Hammond 1989; Nicola, 1990).

These methods, however, are limited in that
they provide only “conversational” language.
Second language students need more. It has
been shown that conversational language does
not make a large contribution to academic
success among language minority students
(Cummins, 1981; Saville-Troike, 1984). Con-
versational language is also not enough to
allow the foreign language student to read the
classics, engage in the serious study of litera-
ture, use the language for international busi-
ness, or-do advanced scholarship. Students
need, inother words, the advanced vocabulary,
grammar, and discourse structures necessary
for truly sophisticated language use. SSMT is
intended to help provide this competence.?

Research on SSMT

Research on SSMT has shown that students
in these classes acquire considerable amounts
of the second language, typically doing at least
as well as students in regular language classes,
and they also learn impressive amounts of
subject matter. Thus, SSMT is very time-effi-
cient; students get both language and subject
matter knowledge at the same time.

We can divide the research into two catego-
ries:

1. Second-Language Medium Studies: Here,
second language acquirers are tested on, and
given course credit for subject matter learning.

2. Content-Based Second Language Stud-
ies: Here, subject matter is focused on, but
students are not tested on subject matter. They
get credit only for language. Some content-
based classes have a grammar component, but
when grammar is included, it is considered to
be peripheral.
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Second-Language Medium Studies
The best known of the second language
medium studies are the many reports of Cana-
dian-styleimmersion (summarized in Lambert tional second language acquisition. Both ex-
and Tucker, 1972; Swain and Lapkin, 1982). 1t perimental and comparison students in this
has been shown repeatedly that children in study, however, did all subject matter reading
these programs acquire impressive amounts of inEnglish, which reduced the treatment differ-
the second language, and learn a great deal of  ences. (Swain, 1988, in discussing this study,
subject matter. In addition to the immersion alsosuggests that the fact that nonnative speak-
studies, a number of research projects confirm  erstaught the Second-Language Medium class
that SSMT works for older students as well. may have been a factor, as well as the method-
The Ouawa studies, (Edwards, Wesche, ology used.)
Krashen, Clement and Krudenier, 1985 ; and Buch and de Bagheera (1978) found that
Hauptman, Wesche and Ready, 1988) showed  ESL teachers who were not native speakers of
that university students could learn both sub- English made significant gains on the Michi-
Ject matter (psychology) and make progressin  gan Test and non-significant gains on a cloze
a second language at the same time. Partici-  test and writing test after taking eight applied
pants, who were volunteers, had already stud-  linguistics courses in English. No comparison
ied one semester of college psychology in their groups were used in this study for either lan-
first language (English or French), and had at guage acquisition or content-knowledge learn-
least low intermediate knowledge of the sec- ing.
ond language (French or English). The shel- Two studies (Saegart, Scott, Perkins, and
tered course was second semester psychology  Tucker, 1974;and Gradmanand Hanania, 1991)
(in Hauptman et. al. one experimental group founda significant relationship between years
did sheltered psychology for two semesters),  of subject matter instruction through a second
and was supplemented by a half-hour weekly  language and second language proficiency
session with a language teacher, who did no among students of English as a foreign lan-
direct grammar teaching, but focussed on guage. In both studies, years of subject matter
comprchension of content and “developing instruction through English was a better pre-
strategies for effective reading and class inter-  dictor of English proficiency than was years of
ventions” (Hauptman et. al., p. 445). formal instruction in English.’

In general, SUhjc.c 1% sk PEDSIESS i soc- Content-based Second Language Teaching
ond language acquisition equivalent to stu- Schl 11 (1984 ed that EFL
dents in regular second language classes, and >chieppegrell (1984) TP 5
acquired subject matterjust as well as students ~ Students made _sngn{ﬁcant SRUIE N AN £5SRY
who took the same course in their first Jan. €5t and testof listening comprchcr{smn aflefa
guage. five week content-based economics course.

Ho (1982a) (sce also Ho. 19826) reported  NO. o p, P Wit ised. (Thoge
that tenth graders in Hong Kong who had had ;l.’ 3“:15 itpesiomme Sromparson grﬁu Pt hm
second language medium instruction for three 419 ahs cliered economics course ":hw ich the
of their eight years of EFL were far more gmp e s i oulpu_t faihes thag lnrlma
proficient in English than comparison students omparison subjects took %he casly et only )
witheightyears of traditional EFL. (The English Mm—,agh—ﬂ-_—{m FEporid
medium students may have had more tora] that fourth semester university level sludc_ms
exposure to English as well, however.) Hoalso  ©f French as a foreign language who studied
reported that second language medium s French c_mhz.anon and culture did just as well

dents learned as much physics through English  asatraditional fourth semester class on several
over a three month period as comparison stu- measures of French proficiency (listening and
dents did in their first language. reading), and made better gains on a speaking
InHo (1985), eighth graders in Hong Kong test. On a writing test, however, the compari-
who took courses in English learned as much ~ son class was slightly better, gaining about 5
subject matter as comparison students who points (pre=169.3; post=174.54) as compared,

took courses in their first language in four out
of five courses. Second-language medium
instruction did not appear to result in addi-

185
CONTENT-BASED LANGUAGE TEACHING
' i i Adjunct Model |
imental class’ 3 point gain The 1 S kr
- m‘;6§x;;'n::;t=168.47). Lafayette and SS_MT is not the 'ﬂmyc(ﬁzﬂtt.’ - )c’mly
o {cd that the writing test was really tcachmg language using Eaowledge, been
l:ugscammgllz;ﬂ:m with more than 20% of the altemative that l};ls 131 my djlt:ncl mod;:l S
v S i empirically tested is the “a v
* 5 CcOmpanson group ]J : with
itemson lhesut:g:::rc;;\f m W Dpunils on the which students enroll in regu;;ri;i)a:::ﬁin 5
: Eocusse(ti\c'lg_ &hi!e lhelshcllcmd classes relied  native speakers, bml-aisgligked" e
sub{u:‘c\r::ly‘on acquisition. Since it is quite additional language class
e i -ac- larclass.
= the French subjunctive is late-ac dReady (1988)
e tI;'mr.e\.:iadcn.cc from Spanish, see Stokes, Inthe Hauptman, Wetscgt:‘:n it -':; ¢ ESL
quu'of:l( ok and Krashen, 1990), itisno sur-  study cited in the text, i ngol T helicd
i heltered class did notdoquite as  students (1984-85 cohort) e
prise that the shelle - psychology but were enrolled in he adjese>
welLon miir;\es:;mivc finding is that more of  model, taking rcgutllar l?jsilcsf::olosguypplcmcnmf)'
th shviz:tdpslﬁ(icnls intended to enroll in  speakers of Englis t:::if s o el The
ad‘:!iti:nal French courses, and more students clgss for one _a.n;.i ?led i s
inthis class reported that their interestin study-  ad ]uln:tiﬁl?;.:»’sd:ir;; :cadingﬂ[;glatcd o et
: =3 : i ents, S Lo
ingErench had Ingreased gsa esult T ]t]:)pics, written summaries al}d cnuciuies r;f;g}ﬂ
me;;u;w{ 1987 ). Students of Spanish as a for-  readings, a;sd losr‘n: dﬂﬁ'}ﬁ‘éﬁfﬁ;ﬁ irl]’-g sl
ign language (second-semester college level) - Adjunctmode ter (p<.09) than gain
e' ade i 'gca;n glikondaied iR £ 1 iy oo gl-e’adnzntla e;lmlled in ESI
ﬁsmizgtomprchension test after lakir}:g a U:;Sd:c 2?(?35?&?_:1%‘@ i
T cave ek e or i ¢, whichin- ¢ 5. , 1ise
seven week course on socua! work, w . Drvssudicsalsohadasupplementaryc q
cludcdsomcc!ir‘c\cl gmrglrm1nstmcllun.Thcm oy For & halfliout ves ‘-;eﬁ*‘:_‘;rggi‘:l:
ji'‘II'aS§IIt_nzot':l:1??.111?:1]:‘d] Pgsgglgﬁig.study is unique be-  students received n:i SCPad':[:fsg:l?d 56
ﬁm R s e lang(;-l e dass‘c,;ul::la;?gfinw:l{]bsg)rcPOncdomwelv
( irst- anish students ’ g
smdmcmsc.ﬁiarsllj::f Acrggfi{g:insrl?ismry. geogra-  university ESL students who‘ ?t:;ic?hzljwer
phy :.::ud culture did as well as traditionally c}asscs for 12 Iof ::vl;?al;r:czulm gy
fgghtstudents on esisof eading eomprehen T icalsience, history, geograph
sion and listeni hension. Compari- ¢ .poli > S
;‘:)wcver. Sternfeld noted that this may have  eight _hﬁ'-'fsn Iflc;s;:gﬁai S odes of asalea
been due to the fact that the topic of the w(li'm?g fxl:]'::: a:adcmic reading, study skills deve
familiar to the comparison students, . o oerdstent i
'Ifjtt ‘\::: not included in the sheltcnijd cl?iss. ?fr[;ccnrlr‘oal‘:s (l;csgg?me:ddiligi, students h:
Milk ( ) ided content-based sec- ¢ - ) e o
d !::n ulag?:nlelzjl::?l‘i'l:g as part of a teacher tutorial and counseltngssrrgzi?mtcfcss%m
g:inin grogmmlo 17bilingual and ESL teach- lasi_cd for seven :Seas borjmpiiar
ersat l!glz University of Texas at San Antonio. At:f:ll::l:iii ::;gﬁﬁinlregular Dot e
ici in one of two summer § r : =2
fésusdlf:::;s Il:::.::llcflg: l:wdol;ot:lrs per day for five fallona s:mui?le:sﬁ:in;lgr:?;(:;‘;y .
y jective questio!
t hours). Students read and ~ objective qu _ hort i35
mﬁsng‘n%j:cr::irces on sr:gund language acqui-  hearing abrieflecture and:ca:;ggh?;her s
sition theory, designed classroom activities in ~ Since the corp;gxnnﬁ?;g:gnguage proficien
grou ' i e journals in Spanish. on a test of kng sl
Pamﬁp:?:ctlsk‘igr?;l Cl(.fgizl:usjicleral:ll:,( in initial Snow and Brinton C?.—fiﬁiﬁeﬁ? the ad)
Spanish ‘competence, but significant group class had had a bcr:lt:.e!s oF e adimctiona
" gainswere found onavariety of language tests. Thus, both studi e
-ompa oungro'upm used . yielded positive results. From these



186

alone, however, it cannot be determined which
factors of the adjunct model were helpful,
especially since the adjunct classes in the two
studies were somewhat different.

Objections to SSMT

Swain (1988) maintains that “not all con-
tent leaching is necessarily good language
teaching” (p. 68). In content-teaching in a
second language, according to Swain: 1) stu-
dentsdonot produce enough output, and do not
produce enough complex output. More de-
mands for output, according to Swain, will
“help leamners focus their attention on particu-
lar form-function relationships” (p. 73); 2)
there is little correction; 3) the input is “func-
tionally restricted,” that is, “certain uses of
language may simply not naturally occur, or
may occur fairly infrequently in the classroom
setting” (p. 74).

I have argued (Krashen, 1991) that points
(1) and (2) are not a problem, since language
acquisition does not require output or error
correction. In fact, Swain’s findings showing
that sixth grade immersion students get little
correction and produce only modest amounts
of language are excellent arguments that out-
put and correction are not necessary, since
these children have clearly made excellent
progress despite having so little output and
correction. (This is not, of course, to say that
output is bad for language acquisition. I have
argued in several places, e.g. Krashen, 1982,
1985a, that output helps indirectly, by inviting
comprehensible input, as well as affectively.)

There are two possible solutions for the
third problem Swain mentions, restricted in-
put. One possibility is to “contrive contexts,”
deliberately introduce contexts that ensure the
use of certain forms. This is difficult to do,
since it requires knowing what rules students
are ready to acquire ( “i+1” ).

A second possibility is simply to expand
activities and the range of topics and subjects
covered, which will natrally include more
functions and forms (Swain, p. 77). This solu-
tion is easier and is more interesting for teach-
ers and students. I will have some specific
suggestions below.

gt ) TR "y LAy

CROSS CURRENTS 18, WINTER 1991

New Directions in SSMT

SSMT has been successfully applied to
much of the elementary school curriculum
(Swain and Lapkin, 1982), and, as we have
seen, to subject matter at the university level.
Students have leamed psychology (Edwards et
al, 1985; Hauptman et al, 1988), culture and
civilization (Sternfeld, 1989; Lafayette and
Buscaglia, 1985), economics (Schleppegrell,
1984), social work (Peck) and applied linguis-
tics (Buch and de Bagheera, 1978; Milk, 1990)
in SSMT.

I have discussed some other possibilities
for sheltered courses for foreign and second
language students elsewhere (Krashen, 1982,
1985a). These courses would probably pro-
vide much of the variety of input that Swain
maintains is currently lacking from many
content-based courses.

Two of the most promising areas for shel-
tered classes that would be usable for all levels
are courses in popular literature and the use of
games. Popular literature and games promise
to provide a wide variety of input, using activi-
ties that students find not merely interesting
but often compelling.

Popular Literature

Including a sheltered popular literature class
may be a good way to combine pleasure read-
ing and sheltered subject matter instruction,
two very effective means of moving beyond
conversational language.

There is very strong evidence that pleasure
reading is a major source of our advanced
linguisticcompetence (seee.g. Krashen, 1985b,
1989a). In fact, there is evidence suggesting
that merely making some popular literature
available has a positive effect on literacy de-
velopment (Rucker, 1982).

The goal of a popular literature class is to
introduce students to many kinds of popular
literature, so that eventually students will read
on their own. This includes comic books (fora
review of the research, see Krashen, 1989b),
magazines, newspapers, and popular novels.

Such a class will also give students a con-
siderable amount of information about the
everyday culture of the speakers of the target
language, as well as linguistic competence.

L Uty R ¢ A
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Games :
" Severalkinds of games might be very effec-
tive at the intermediate level. Straight-forward
board games promote interaction, and have the
potential of supplying some subject matter
knowledge: Britannia (Avalon Hill Game Co.),

“for example, takes place in Britain in the first

century. While playing, participants inevitably
learn a great deal of history. f
The fullest potential of games is reached in
what are termed “‘role-playing games,” ex-
tremely complex games which require demand-
ing solitary reading for character creation, and
extensive group interaction in playing the ac-
tual game. The best known of the role-playing
games is Dungeons and Dragons, but many
variants exist, including some that set their
adventures in actual historical locations, such
as the China and Vikings modules from the
GURP (Generic Universal Role Playing) sys-
tem. Playing these games should result in sig-
nificant subject matter learning as well as lan-
guage acquisition. .
While there has been no evaluation of the
value of role-playing games in language acqui-
sition, it is a safe bet that they will be effective.
Role-playing games provide input through
reading, as well as input through interaction,
and research suggests that interaction is ex-
tremely helpful in making input comprehen-
sible (e.g. Pica, Young, and Doughty, 1987).In
addition, Rhoda McGraw and Sian Howells
have been offering role-playing games as part
of advanced English as a Foreign Language at
the Ecole Nationale des Pont et Chassées in
Paris, with great apparent success.
Anobvious problem with games, as with all
interaction activities, is that students hear pri-
marily the speech of other students, or “inter-
language talk” (Krashen, 1981).  have argued
that interlanguage talk probably does more
good than harm, but if students hear only
interlanguage talk, there is some chance they
may acquire the errors they hear, leading to
fossilization (Krashen, 1985a). The cure for
this is to include native speakers in the games.
Including native speakers as game participants
violates one of the principles of sheltered subject
_matter teaching, but is consistent with adeeper
 principle: comprehensible input. When native
~ speakers are in the game, their input can be

.-J-' |"';,' I,".i comprenen J b!ﬁmd 'uscf'l,‘ll; because of
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the constraints of the game, the students will
have background knowledge to help them
understand what the native speakers are say-
ing.
For second language acquisition, finding
participants is not a problem, since enthusias-
tic gamers are presentinall school and univer-
sity campuses. For foreign language situations,
native speakers are harder to find, but when
they are available, their task in the classroom
will be obvious—simply to participate in the
game.

Implementation

Implementation of SSMT requires some
planning and effort, butitis not as hard todo as
some exotic language teaching methods. One
possibility is to move toward SSMT gradually,
beginning with short modules as part of tradi-
tional intermediate classes. As these modules
are developed and introduced into the curricu-
lum, the language courses will take on the
character of content-based second language
classes and second language medium classes.

Footnotes

1. I am assuming some familiarity with the
Input Hypothesis, the hypothesis that we ac-
quire language in only one way, by under-
standing messages. See e¢.g. Krashen (1982,
1985a).

2. SSMT is not the only way of helping stu-
dents move beyond conversational language.
Other techniques include encouraging free
voluntary reading and the proper use of the
student’s first language (bilingual education).
(For supporting arguments, as well as ways in
which SSMT can be combined with bilingual
education see Krashen, 1985a, 1985b).

3. Interestingly, Scott et. al. also found that
instruction using French as a language of in-
struction was also a significant predictor of
English proficiency. French/Spanish as a lan-
guage of instruction was not a significant pre-
dictor in Gradman and Hanania’s study, how-
ever. The strongest predictor of English profi-
ciency in Gradman and Hanania was “extra-
curricular reading.”
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