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General Editor's Preface

A glance at the available literature for teachers-in-training in a range of educational
subject matters reveals a strong tendency towards revealed truth. Unfortunately for
these trainees, however, the pathway towards this goal is not couched in terms of
personal exploration but is expressed more as sets of precepts for teachers’ actions,
tied to injunctions and homilies about desirable (and very frequently undesirable)
classroom behaviours. Prescriptions for practice abound and are presented un-
questioningly, placing the teacher/reader in a characteristically mimetic role, expec-
ted to mark and follow what has been laid down, often by writers unfamiliar to these
readers and from culturally and educationally alien worlds. Very often these pre-
scriptions are bundled together to constitute a method, a pathway to presumed
effectiveness in the classroom. Language teaching, among all disciplines, has suf-
fered particularly from these recipes for ills.

Although such an approach has been hugely successful in terms of publication, it
has been much less so in terms of teacher converston to innovative classroom action.
Despite what they may appear to support in theory, or say they are in favour of in
training seminars, teachers seem in actuality strangely resistant to changes to their
established practices. It sometimes seems as if they operate in two worlds, a2 world of
apparent acceptance in one plane and one of actual rejection in the other. There is
undoubtedly some correlation between being presented with someone else’s answers
to what they perceive to be your problems and your likely unwillingness to adopt
such nostrums and to convert them to your personal intellectual and practical
philosophy.

1f this disparity is as prevalent as it appears to be, then there are serious questions
to be raised about the nature and process of language teacher education, and about
the delivery modes and vehicles for pre- and in-service teacher development, Ways
need ta be found where the experiences of successful teaching. the results of relevant
research into language and learning and the exigencies and demands of the classroom
can be woven into a set of principles for practical experimentation and challenge by
classroom teachers and their learners.

It is this objective that David Nunan scts himself in this latest contribution to the
Language Teaching Methodology Series. First and foremost the reader is introduced,
through carefully chosen and apt extracts, to the world of language teaching class-
rooms, which, if not directly identifiable, are at least familiar in outline to the
practising teacher, whatever her or his context. From these extracts, problems and
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issues arise to illustrate and exemplify what research and experience tell us about
the teaching of the various components of the language teaching curriculum: the
teaching of skills, the teaching of grammar and phonology, the exploration of the
roles and potential of the learner, the strategies and management of the teacher, and
the innovative ways in which relevant materials can be developed for classroom use.

In short, Language Teaching Methodology: A Textbook for Teachers provides a
valuable counterpoint to the author’s already very successful action research book
for language teachers, Understanding Language Classrooms, also in the Language
Teaching Methodology Series. It shares a similar philosophy of exploration and
doing; a commitment to the teacher trying out new ways of teaching content and
enhancing learner skills and strategies through constructing appropriate curricula for
her or his classroom. Suggestions and insights for reflective teaching abound and are
always linked to practical tasks and relevant action, while the references cited serve
to underpin the techniques and researches David Nunan carefully exemplifies.

PrOFESSOR CHRISTOPHER N. CANDLIN
NCELTR
Macquarie University, Sydney

Preface

Frank Lloyd Wright, the great American architect, once walked into his studio and
announced that he had just completed his latest project. Mystified, his students
looked around the studio for the plans, which were no where in evidence, when
Wright said, ‘All I need to do now is get it down on paper.’ Language-Teaching
Methodology is a book I have been writing for many years — the major problem was
getting it down on paper.

When I became involved in second language teacher education in the 1970s, | was
struck by the discrepancy between the prescriptive statements by methodologists
about what cught to go on in language classrooms, and what actually went on in the
classrooms where I taught and where 1 observed others teach. During the 1970s and
carly 1980s there was a preoccupation with methods. and the focus of attention was
on finding the right method. While I must confess to flirtations with Suggestopedia,
Total Physical Response, the Silent Way, and even the rather obscure, and now
largely defunct, All’s Well, I was uneasy with the notion of classroom practices which
were based on prescriptions which were imported from outside the classroom itself.
It seemed to me that in developing pedagogical tasks for the classroom we needed to
meld insights into the nature of language learning and use from source disciplines
such as linguistics and psychology, with insights from the classroom itself.

In this book, I have tried to achieve such a synthesis. The two questions which
motivated the book were: what does current theory and research have to tell us about
the nature of language learning and use, and what is it that teachers and learners
actually do in language classrooms? In seeking answers to the second question, Ispent
many hours observing, recording and transcribing classroom interactions. While not
all of the material I collected has found its way into the book, the final product was in-
formed by insights from over thirty classrooms. [ should point out that my purpose was
not to provide instances of exemplary practice, thatis, to show what should be done,
but to demonstrate what actually isdone in language classrooms. Toadopta normative
approach would have been to fall into the very trap I was trying to avoid. This is not
to say that there is no such thing as successful practice. However, success can only be
evaluated against criteria such as curriculum goals. teacher aims, learner intentions
and learning outcomes. Ultimately, it is up to individual teachers and learners to de-
velop and apply their own criteria for determining whatis or is not successful practice.
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This brings me to my final goal in writing this book, It is not enough to set out what
others have discovered and written about the nature of language learning and use.
Nor is it sufficient to point out what others have done. The final step is for teachers to
identify what works for them and their learners, in their own particular context,
through the collaborative exploration of their own classrooms. In this book I have
attempted to provide the concrete steps through which such exploration might be
carried out.

1 should like to thank Kathi Baily for the detailed and discerning comments and
criticisms she made on an earlier draft of this book. Thanks are aiso due to Chris
Candlin, David Haines and Isobel Fletcher de Tellez for their advice, criticism and
support.

Davib Nunan
- Macquarie University
March 1991
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Chapter One

An Empirical Approach to Language
Teaching Methodology

1.1 Introduction

An important task confronting applied linguists and teachers concerned with second
and foreign language learning is to overcome the pendulum effect in language
teaching. This effect is most evident in the area of methodelogy where fads and
fashions, like theories of grammar, come and go with monotonous regularity. The
way to overcome the pendulum effect is to derive appropriate classroom practices
from empirical evidence on the nature of language learning and use and from
insights into what makes learners tick. The major purpose of this book is to intro-
duce teachers and student teachers to an empirically-based approach to language
teaching methadology. Such an approach integrates theory and research into the
nature of language learning and use, with insights derived from the observation
and analysis of what actually goes on in classrooms (as opposed to what some
say should go on), and uses this knowledge to inform the issues raised and points
made.

In this chapter | attempt to define methodology and relate it to the broader field of
curriculum development. I also give some indication of the themes to be pursued in
the book and provide an overview of its contents. The chapter answers the following
questions:

[. What is methodology, and how does it relate to other important concepts such as
curricuium and syllabus design?

2. What does recent research have to say about the nature of language processing
and production? ‘

3. Why is it important te relate theory and research to what actually goes on in the

classroom? !

Why is task’ an important element in language learning and teaching?

How can teachers and student teachers explore the ideas in this book to their own

classrooms?

IS
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1.2 Defining methodology

Traditionally, adistinction hasbeendrawn between syllabus design and methodology:
the former concerning itself with the selection and grading of linguistic and experieri-
tial content, the latter with the selection and sequencing of learning tasks and
activities. In other words, syllabus design is concerned with what, why and when;
methodology is concerned with how. However, with the development of communi-
cative approaches to language teaching, the traditional distinction between syllabus
design and methodeology has become -difficult to sustain. As Breen points out,
while syllabus design, as traditionally conceived, is concerned with the learner’s
destination, communicatively oriented syliabuses should:

prioritize the route itself; a focusing upon the means towards the learning of a new lan-

guage. Here the designer would give priority to the changing processes of learning and the

potential of the classroom - to the psychological and social resources applied to a new
language by learners in the classroom context . . . a greater concern with capacity for

communication rather than repertoire of communication, with the activity of learning a

language viewed as important as the language itself, and with a focus upon the means rather

than predetermined objectives, all indicate priority of process over content. {Breen 1984:

52-3)

(For a detailed account of the effect of communicative language teaching on syllabus
design and methodology, see Nunan 1988a, 1989a.)

It is also worth looking at the original formulation of the relationship between the
different variables in the curriculum equation proposed by Breen and Candlin in
their seminal 1980 paper ‘The essentials of a communicative curriculum in language
teaching’.

In the Longman Dictionary of Applied Linguistics, methodology is defined as
foliows:

{1) .. . the study of the practices and procedures used in teaching, and the principles and

beliefs that underlie them.

Methodology includes:

(a) study of the nature of LANGUAGE SKILLS (e.g. reading, writing, speaking, listening) and
procedures for teaching them

{b) study of the preparation of LESSON PLANS, materials, and textbooks for teaching
language skills

(c) theevaluation and comparison of language teaching METHODS {e.g. the AUDIOLINGUAL
METHOD) ‘

(2) such practices, procedures, principles, and beliefs themselves. One can, for example

criticize or praise the methodelogy of a particuiar language course.

(Richards er af. 1985: 177)

In this book I consider methodology from the perspective of the classroom. The
major focus is on classroom tasks and activities and the management of learning. In
Chapters 2, 3, 4 and 5 we study the nature of language skills and the procedures for
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teaching them. | have presented the skills in separate chapters both for convenience
and for the purposes of exposition; 1 am not suggesting that they should be treated
separately in the classroom. In fact, we see that even in iessons which are explicitly
devoted to the development of one or other of the macro-skills, the other skills
usually also feature prominently. (For a detailed treatment of the sequencing and
integration of skills see Nunan 1989a.)

There has been a tendency historically to equate methodology with method. As
Richards (1987:11) points out, the goal of many language teachers is to find the right
method: ‘the history of our profession in the last hundred years has done much to
support the impression that improvements in language teaching will come about as a
result of improvements in the quality of methods, and that ultimately an effective
language teaching method will be developed.” He goes on to say that for many years
it was believed that linguistic or psychelinguistic theory would uncover the secrets of
second language acquisition, and that then the problem of how to teach a second
Janguage would be solved once and for ali.

In this book 1 have comparatively little to say about methods, and one chapter
only will be devoted to a comparative analysis and critique of the more prominent
methods. Without wishing to pre-empt what 1 have to say later, 1 should indicate my
general orientation. Despite their diversity, all methods have one thing in common.
They ail assume that there is a single set of principles which will determine whether
or not learning will take place. Thus they all propose a single set of precepts for
teacher and learner classroom behaviour, and assert that if these principles are
faithfully followed, they will result in learning for all, Unfortunately, littie evidence
has been forthcoming to support one approach rather than another, or to suggest that
it is the method rather than some other variable which caused learning to occur.
There is also little evidence that methods are realised at the level of classroom action
in the ways intended by their creators. For examptle, Swaffar et af. (1982) foundthat
although the teachers who took part in their study were specifically trained in a
particular method. their actual classroom practice was characterised by a range of
activities and tasks which transcended the methed in question. Their study under-
lines the importance of collecting evidence directly fro:n the classroom rather than
assuming that what teachers are taught to do, or what they say they do, accurately
reflects what goes on in their classrooms (see also the study by Long and Sato (1983),
which underlines the importance of collecting classroom data).

- 1.3 Research into language processing and production

An important aspect of methodology is the development of teaching routines,
materials and tasks tor use in the classroom. In this book we look at the growing body
of literature on language learning and use by both first and second language learners
which can be drawn on by methodologists in the process of formulating principles for
the design of classroom materials and learning tasks. In this section | review a
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selection of the literature which addresses most readily the concerns of second
language education. The research is presented more fully in the chapters on language
skills and strategies, and their applications to the classroom processes and teaching
materials are spelled out. '

In terms of language processing, it is now generally accepted that learners need
access to both top-down as well as bottom-up processing strategies. Bottom-up
processing strategies focus learners on the individual components of spoken and
written messages, that is, the phonemes, graphemes, individual words and gram-
matical elements which need to be comprehended in order to understand these
messages. Top-down processing strategies, on the other hand, focus learners on
macro-features of text such as the writer’s or speaker’s purpose, the topic of the
message, the overall structure of the text and so on.

In comprehending spoken messages, it has been suggested that learners need the
following bottom-up and top-down strategies:

Bottom-up listening involves the listener in scanning the input to identify familiar lexical
items; segmenting the stream of speech into constituents, for example, in order to recognise
that ‘abookofmine’ consists of four words; using phonological cues to identify the informa-
tion focus in an utterance; using grammatical cues to organise the input into constituents,
for example, in order to recognise that in ‘the book which I lent you’ [the book] and [which
I lent you] are major constituents, rather than [the book which I] and [lent you].

Top-down listening strategies, on the other hand, involve the listener in assigning an
interaction to part of a particular event, such as story telling, joking, praying, complaining;
assigning persons, places and things to categories; inferring cause and effect relationships;
anticipating outcomes; inferring the topic of a discourse; inferring the sequence between
events; inferring missing details. (Adapted from Richards 1990: 51)

Until fairly recently, the focus in the language classroom was firmly on the
development of bottom-up processing strategies. However, in recent years, the need
for a balance between both types of strategy has been recognised. A major task
confronting the curriculum developer, materials writer and classroom teacher is to
sequence and integrate these strategies in ways which facilitate learning. In this book
we explore ways in which this might be achieved.

Issues and factors similar to those we have seen in relation to listening comprehen-
ston also appear in the research into reading comprehension. For quite a few years
there has been a lively debate on the relative claims of bottom-up and top-down
approaches to reading comprehension. The central notion behind the bottom-up
approach is that reading is basically a matter of decoding a series of written symbols
into their aural equivalent. According to this approach, the reader processes every
letter as it is encountered. These letters or graphemes are matched with the
phonemes of the language, which it is assumed the reader already knows. These
phonemes, the minimal units of meaning in the sound system of the language, are
blended together to form words. The derivation of meaning is thus the end process in
which the language is translated from one form of symbolic representation to
another. More recent interactive models of reading give much greater prominence to
top-down reading strategies, which obviate sonte of the shoricomings of a purely

i
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bottom-up approach by enabling readers 1o use their background knowledge of the
content of a text as well as knowledge of text structure to reconstruct the writer’s
original communicative intentions in writing the text.

The importance of interactive approaches to second language reading has been
demonstrated in a growing body of empirical research. Nunan (1985), for example,
found that the lack of appropriate background knowledge was a more significant
factor in the ability of second language learners to comprehend school texts than
linguistic complexity as measured by various readability formulae. Carrell ef af.
(1988) also contains a wealth of data on the significance of interactive models of
reading for second language reading programs.

It is worth noting that for most of its history, language teaching has focused on
written language (see, for example, Kelly 1969; Stern 1983; Howatt 1984). With a
few exceptions, it is only comparatively recently that the focus has turned to spoken
language. Interest in spoken language was kindled, among other things, by the
development of tape recorders which made it possible for researchers to record,
transcribe and study in detail oral interactions between people. This research high-
lighted some of the contrasts between spoken and written language. Thus, while
written texts are characterised by well formed sentences which are integrated into
highly structured paragraphs. spoken language consists of short, fragmentary utter-
ances in a range of pronunciations. There is often a great deal of repetition and
overlap between one speaker and another, and speakers frequently use non-specific
references. (They are more likely to say ‘it” and ‘this” than ‘the left-handed monkey
wrench’ or ‘the highly perfumed French poodle on the sofa’.) This is not to say
that spoken language is unstructured, but that it ts structured differently from written
language (Halliday 1985a).

Brown and Yule (1983h) suggest that in contrast with the teaching of written
language, teachers concerned with teaching the spoken language must address the
following types of question:

1. What is the appropriate form of spoken language to teach?

2. From the point of view of pronunciation, what is an appropriate model?

3. How important is pronunciation?

4. Is it any more important than teaching appropriate handwriting in the foreign
language?

5. Ifso, why?

6. From the point of view of the structures taught, is it all right to teach the spoken

language as if it were exactly like the written language, but with a few ‘spoken’
expressions thrown in?

7. Is it appropriate to teach the same structures to all foreign language students, no
matter what their age or their intentions in learning the spoken language?

8. ‘Are those structures which are described in standard grammars the structures
which our students shouid be expected to produce when they speak English?

9. How is it possible to give students any sort of meaningful practice in producing
spoken English?
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Brown and Yule distinguish between two basic language functions, the transactional
function and the interactional function. The transactional function is primarily
concerned with the transfer of information, and the getting of goods and services,
while the primary purpose of interactional language is to maintain social relation-
ships (Brown and Yule 1983b; Richards 1990). In Chapter 3 we look in greater detail
at the methodological implications of this distinction.

Another basic distinction is between monologues and dialogues. The ablllty to
give an uninterrupted oral presentation requires different skills from those involved
in having a conversation with one or more other speakers: skills which many native
speakers never master adequately (Brown and Yule 1983b). Researchers under-
taking conversational and interactional analysis have also shown that interactions do
not unfold neatly like textbook dialogues, and that meanings do not come ready
made. Participants have to work together to achieve mutual understanding, and con-
versational skills include the ability to negotiate meaning with one’s interlocutors.
These are skills which learners must acquire or transfer from their first language, just
as they must acquire lexical and morphosyntactic knowledge. -

There is also a growing body of research into the development of writing skills.
Bell and Burnaby (1984} point out that writing is an extremely complex cognitive
activity which requires the writer to demonstrate control of several variables at once.
At the sentence level, these include control of content, format, sentence structure,
vocabulary, pronunciation, spelling and Jetter formation. Beyond the sentence, the
writer must be able to structure and integrate information into cohesive and coherent
paragraphs and texts. These discourse level skills are probably the maost difficult of all
to master, not only for foreign language learners but for native speakers as well.
Some of the most interesting work on the development of writing skills is being
carried out by researchers investigating the development of writing in first language
users and using Halliday’s systemic—functional model as their theoretical framework
(see, for example, Martin 1985), and it is time for such a model to be applied to
second language research.

To summarise this section, I set out some of the skills which research shows are
needed by learners if they are to become successful users of the langnage . These have
been extracted from Nunan (1989a}.

In relation to listening, learners need skills in segmemmg the stream of speech into
meaningful words and phrases; the ability to recognise words, phrases and word
classes; ways of relating the incoming message to one’s own background knowledge,
and identifying the rhetorical and functional intent of an utterance or parts of an
aural text; skills in interpreting rhythm, stress and intonation to identify information
focus and emotional/attitudinal tone; the ability to extract the gist/essential informa-
tion from longer aural texts without necessarily understanding every word.

Successful reading involves using word attack skills such as identifying sound/
symbol correspondences; using grammatical knowledge to recover meaning, for
example interpreting non-finite clauses; using different techniques for different
purposes, for example skimming and scanning for key words or information; relating
text content to one’s own background knowledge of the subject; identifying the
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rhetorical or functional intention of individual sentences or text segments, for
example recognising when the writer is offering a definition or a summary, even
when these are not explicitly signalled by phrases such as “X may be defined as . . .".

In relation to speaking and oral interaction, learners need the ability to articulate
phonological features of the language comprehensibly; mastery of stress, rhythm,
intonation patterns; an acceptable degree of fluency; transactional and interpersonal
skills; skills in taking short and long speaking turns; skills in the management of
interaction; skills in negotiating meaning; conversational listening skills (successful
conversations require good listeners as well as good speakers); skills in knowing
about and negotiating purposes for conversations; using appropriate conversational
formulae and fillers. '

Lastly, successful writing involves mastering the mechanics of letter formation
and obeying conventions of spelling and punctuation; using the grammatical system
to convey one’s intended meaning; organising content at the level of the paragraph
and the complete text to reflect given/new information and topic/comment struc-
tures; polishing and revising one’s initial efforts; selecting an appropriate style for
one’s audience.

An area of increasing significance to language teaching methodology is that of
learning strategies, and there has been a marked increase in recent years in research
into the learning strategy preferences of second and foreign language learners.
Published coursebooks and teaching materials are also begining to utilise tasks
designed to increase learners’ sensitivity to their own preferred learning strafegies as
well as to develop more efficient learning strategies. Relevant theory and research
and practical appiications of this research are explored in Chapter 9.

1.4 The context and environment of learning

The context and environment of learning, as well as the management of language
classrooms, are relatively under-represented in the literature on language teaching
methodology, and one of the aims of this book is to redress the balance by providing
adetailed and comprehensive overview of teacher and learner actionin the classroom.
Inkeeping with the rest of the book, the discussion isinformed by theory and research,
and supported by detailed extracts from a wide variety of language classrooms.

In all types of classrooms, teacher talk is important, and has been extensively
researched and documented. In language classrooms it is particularly important
because the medium is the message. The modifications which teachers make to
their language, the questions they ask, the feedback they provide and the types of
mstructions and .explanations they provide can all have an important bearing, not
only on the effective management of the classroom, but aiso on the acquisition by
learners of the target language. In this book we explore the language which teachers
use in the management of learning and evaluate the effectiveness of different types
of teacher talk.
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In the preceding section I provided a brief summary of what is currently known
about the nature of language in use. In order to develop an effective, empirically
based methodology, this knowledge needs to inform and guide classroom practice.
In Nunan 1989a, I argue that the concept of the communicative task can provide a
way of integrating the research on language learning and use, as well as give practical
effect to the research at the leve] of pedagoglcal action. The communicative task is
described as:

a piece of classroom work which involves learners in domprehending, manipuiating,
producing or interacting in the target language while their attention is principally focused
onmeaning rather than form, The task should also have a sense of completeness, being able
to stand alone as a communicative act in its own right. (Nunan 1989a: 10)

Tasks can be typified in many different ways. In analytic terms, tasks will contain
some form of input data which might be verbal (for example, a dialogue or reading
passage) or non-verbal (for example, a picture sequence) and an activity or pro-
cedure which is in some way derived from the input and which sets out what learners
are to do in relation to the input. The task will also have (implicitly or explicitly) a
goal and roles for teachers and learners.

In this book we look at the research which has provided a theoretical rationale for
different types of classroom task. We also look at ways of organising learners, the
efficacy of different types of group work, individualised instruction and mixed ability
groups. In this analysis, our focus will be on managerial aspects of organising
learners for learning as well as the types of organisation and tasks which maximise the
potential for second language acquisition.

1.5 Classrooins in action

One of the naive assumptions underpinning a great deal of speculative writing on
language teaching is that curriculum plans will be faithfully realised at the level of
classroom action. There is the further assumption that what teachers present to
learners is (more or less) what they learn. This assumption, that planning equals
teaching equals learning, has been shown to be simplistic (Nunan 1988b). In this
book we see that classrooms are extremely complex places where the moment-by-
moment decisions which teachers have to make transform and translate plans into
action. In order to capture the realities of the classroom in action, we need to spend
time in classrooms observing, documenting and analysing what goes on there. While
this might seem like a relatively uncontroversial statement, few books on language
teaching methodology actually ground their proposals in the day-to-day realities of
the classroom. I have attempted to go some way towards providing a fuller context
for the theory and research, as well as the themes, issues and concerns of this book by
incorporating into the text classroom transcripts and ethnographic accounts of class-
rooms in action. The empirical database for this book is derived from observations
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and transcripts: from many classrooms containing a wide variety of learner and
teacher types. The great majority of these are reported here for the first time, and
were specifically collected for this book. In producing these accounts, I have trans-
cribed all of the teacher and learner language verbatim, and have tried to provide
gnough information on the context and setting in which the teaching and learning
took place to ensure the coherence of the transcriptions.

The flavour of these classroom snapshotsis captured in the following extract. It has
been taken from a lesson with a group of advanced EFL learners who are under-
taking an intensive summer course on English for Business. Like most extracts, it
illuminates a number of pedagogical and methodological concerns, and it could be
utilised to inform discussion in more than one chapter. For example, if the extract
were 10 occur in a section on group work and learner language, it could illustrate the
way in which advanced learners can be stimulated to negotiate content by providing
contradictory information. In the context of a discussion on task grading, it could be
utilised to show the way in which text, task and learner factors interact to determine
difficulty. In a chapter on listening and group interaction, it could provide evaluative
data on the potential of jigsaw listening tasks to stimulate interaction. Lastly, in the
context of a discussion on grammar, one could ook at the use (and misuse) of
modality choices by the speakers, and consider the ways in which the interaction
could be used in a follow-up grammar lesson focusing on modality.

Pre-reading task

This extract is from a lesson based on a jigsaw listening task. The students have spent
forty minutes working in two groups of ten. The students in cach group were given a
taped conversation and the following worksheet, While the worksheet for the two
groups was identical, the tapes contained different, and, in some instances,
conflicting information.

Before reading the extract, make a note of the language you would expect this sort
of task to elicit (think in particular of the language of negotiation and expressing
agreement/disagreement).

SITUATION You work for a printing firm which produces weekly mmagazines. Your
firm is going through a period of contraction, and the manager is in the process of
deciding on a number of redundancies. At present there are three foremen in the Works
Department: Alan Larkin, Geoffrey Richards and Philip Green. At least one, and
possibly two of these men are going to be made redundant.

TASK The Managing Director has asked you to put forward a joint recommendation
saying which of the three men should be sacked and which should definitely be kept on.

PROCEDURE
1. Listen to the tape and fill in the information table,
2. Rank the information from most to least important in terms of its value in deciding

whether the individual should be retained.
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3. Decide who should be sacked and who should be retained.

4. Discuss your conclusion with a member of the other class group. You have to reach
ajoint agreement which is satisfactory to both of you,

5. Having reached agreement, complete and sign the memorandum.

INFORMATION TABLE
Alan Larkin " Geoffrey Richards Philip Green
MEMORANDUM
To: The Managing Director

From: The Works Manager/Personnel Manager

Having given lengthy consideration to your request, we have come to the
following decision:
Sheuld be made redundant.

May be made redundant if the financial situation deteriorates.

Should be retained.

Signed:

Dated:
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Classroom extract 1.1: A jigsaw listening task

Having completed steps 1-3, the students regroup into pairs. As the members of the pairs are
drawn from different groups, they have access to rather different information. The following
discussion is between one of the students and a native-speaking student teacher who joined in
the task to make up the numbers.

[Michael and George are sitting in a corner of the classroom facing each other across a desk.
They have been trving to resolve a difference of opinion engendered by the different versions
of the tape they have heard.}
M: Are you talking about Alan or Geoffrey? Just
the first name.
G: Well, Iunderstood [ was talking about
Geoffrey, yeah. Is that correct?
M: Notatall.
[At several points in the Interaction, M, the second language learner exhibits weaknesses in
modality choices which makes his disagreements seem abrupt, even confrontationist. ]
G: Notatall, SoIhave confused the man, have I?
FPve made a mistake here, Who . . . whoare

you. ..canyou. . . . Whatnotes do you have
on Richards? See if we can get this sorted out
first.

M: We're talking about Geoffrey, right? And
he's certainly the man that had a very good
report. He knows the job, and I don"t see why
we should at all discuss this because it is so
obvious to me that he should be on the
payroll.

G: Well, it could very well be that I'm confusing
the names of the people involved, so let’s
make sure we’re talking about the same
people, shall we?

[They study their notes for a few minutes, and, after some discussion, finally agree on who to

eliminate. They then begin discussing Alan Larkin.]

G: Butheisaforeman, rather than a supervisor,
Tunderstand, and this is basically a union job,

isitnot? Imean, . . . myinformation is that
alt these people are occupying more or less the
same rank.

M: Yes,butImean, er.lagree, theyare all, erm,
foremen. Supervisor. by the way. is the same
tome. Isn'tit to you?
G: Um. no, it’s not quite the same thing to me.
A foreman is, uh, somewhat lower on the, er,
range, right?
M: Allright, sohe himselfis not asupervisor and
he 15 in the same rank as Geoffrey, yeah?
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[Here, the participants spend several minutes negotiating to resolve a misunderstanding of the
role and functions of ‘foreman’ and ‘supervisor’. The misunderstanding is finally resolved
when George insists that he knows best.]
‘ G: Yeah.
M: But they, they all three have some kind of a

leading operator or a foreman’s job, right?

We can’t have a foreman doing a union job.

G: Well, actually, I must say on thisissue that
foremen are, in fact, um, key figures — usually
in the union . . . the trade union set up.

[G. as the native speaker, finaily claims privileged knowledge, in the process providing a good
model of how to use modality to soften disagreement. ]
[The teacher claps his hands]
T: Okay, canwe, can we just reformulate now
into one group?
[There is shuffling and noise as chairs and desks are rearranged. |
T: Okay, then, what did you agree on?
M: Not much.
[Laughter.]
T: Who did you think should get the . . . should
be made redundant?
M: Philip Green.
T: And who should be kept on?
M: Wedidn't finish that.

Post-reading task

1. To what extent were your predictions about the type of language generated by the
task borne out?

2. 1f you were designing a follow-up lesson to this, with highly proficient second
language learners, what would you focus on?

Most classroom extracts demonstrate the complexity of the classroom, and the
multiple events which occur within them. Extract 1.1 is no exception, and could
provide analytical data for many different aspects of language learning and teaching.
including listening comprehension, modality choices by advanced learners (for
example, using ‘may’ or ‘might’ to soften the force of disagreeing with one’s
interlocutor), negotiation of meaning and pedagogical task, group and pair work and
so un. In presenting each extract, I limit my comments to those issues and events
pertinent to the chapter in which the extract occurs. Further analysis by the reader
will reveal many other interesting things going on, and most of the extracts will repay
more study and analysis.

5
:
¢
I
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1.6 Exploring language classrooms

It is all very well to find out what has been said about a particular subject, and how
this knowledge has been applied in the development of teaching materials and
classroom tasks. However, from the perspective of practical methodology, such
information is of limited value to readers unless they have the opportunity to explore
the ideas in relation to their own classroom context or to their own development as
practitioners. In order to provide this essential third step in the process of profes-
sional engagement — from ideas, to application, to exploration — each of the chapters
concludes with a series of tasks which are designed to encourage readers to apply
and assess the ideas, materials and methods presented in the body of the chapter.
The notion of teachers researching their own classrooms has been current for a
number of years. As far back as 1975, Stenhouse argued that it was not enough
for teachers work to be researched, that they need to research it themselves.
More recently, Larsen-Freeman and Long (1991) have commented on the growing
interest in teacher-initiated action research, and the value of such research in helping
teachers gain understanding of and enhance their teaching. They see cause for
optimism in this trend, and express the hope that eventually all language teacher
preparation programmes will contain a ‘train the teacher as classroom researcher’
component.

Action research as an integral part of teachers’ professional practice hus been
argued for most recently and forcefully by Kemmis and McTaggart (1988: 1)) who
provide a four-stage cycle for carrying out such research. They suggest that to do
action research, a group and its members must first develop an action plan to improve
what is already happening. The next step is to implement the plan. Step three is to
observe the effects of the intervention in the context in which it occurs. The final step
is to reflect on these effects and use this as a basis for a further cycle of planning,
action. observation and reflection.

Of course, it is not necessary for every exploratory investigation 1o take the shape
of a fully formulated action research project along the lines supgested by Kemmis
and McTaggart. However, such projects, in the appropriate circumstances and with
adequate support, can be immensely valuable as a way of contesting ideas and
fuelling professional growth, and are one of the most effective ways of counteracting
the pendutum etfect referred to at the beginning of the chapter.

The following example of an action research project illustrates the various steps in
the process, and shows how the process might operate in the context of language
education.

Step 1: Problem identification. In a staffroom, a teacher is talking to me about the
problems she is having with one of her classes. The major problem seems to be that
the students do not secem interested or motivated.

Step 2: Preliminary investigation. The teacher and I decide that we will collaborate
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to investigate the classroom and obtain a record of what is going on. I spend several
hours in the classroom over the next few days, recording and observing the teacher
and the students. The teacher and I review the material I have gathered and discuss
it. -

Step 3: Hypothesis. On the basis of our review, we decide that the content does not
seem to stimulate students, nor do they seem to make connections between the
content of the lessons and their own needs and interests.

Step 4: Plan intervention. A conscious effort is made by the teacher to make links
between the content and the learners. She doees this principaily by modifying the
types of question she asks, in particular increasing the number of open, referential
questions. (Referential questions are those to which the teacher does not know the
answer. For an extended discussion of their role in second language classrooms see
Long and Satce 1983.)

Step 5: Owutcome. Recordings made a week later show that more complex
interactions are taking place in the classroom. There is more involvement and
interest on the part of the students, there is more ‘natural’ discourse (e.g. students
nominate topics, they disagree with teacher, and there is more student-student
interaction), and the langoage learners use is more complex syntactically.

Step 6: Reporting. The teacher conducts a staff development session in-which she
describes the project and its outcomes.

Asalready indicated, I am not suggesting here that all observations and investigations
need to assume the proportions of a full-scale action research project. However,
this case study does illustrate a number of important points. In the first place, such
research has the potential to address practical problems affecting teachers’ everyday
lives. Secondly, that it can provide a link between theory, research and practice. In
the example you have just read, the teacher reflected on the nature of teacher—
student interaction, and read several research reports on teacher questions and their
effect on learner output. In short, the study illustrates the potential of classroom
observation and research to act as a professional development tool. {For a detailed
description and analysis of the use of action research in language classrooms see
Nunan 1989b.)

In the chapters which follow, we see that published research can be a useful point
of departure for teachers interested in researching their own classrooms. Teachers
can either replicate published research to evaluate its usefulness for their own
context, or they can take the research one step further, modifying and adapting it to
explore questions of importance in their classrooms.

1.7 How to use this book

This book has been designed to provide maximum flexibility for teachers, teacher
educators and student teachers. The chapters can be worked through sequentially, or

An Empirical Approach to Language Teaching Methodology 15

individual chapters can be studied discretely. In fact, the materials on which this

‘pook is based have been used on a number of courses in a modular format. That said,
1 would recommend that the first five chapters be dealt with sequentially because a

model of language and learning is built up over the course of the chapters, and it will
be easier to understand this model if the chapters are read in sequence.

Each chapter follows a similar pattern. The initial sections are devoted to an over-
view of the theory and research which has been conducted. This provides a basis for
exploring how the ideas and research outcomes have been applied in teaching, task
design and materials development. The chapter concludes with a series of action
research tasks which invite you to explore the ideas in the context of your own
classroom.

The book can be either used individually or collaboratively. In the latter case, it is
a good idea to read the initial sections individually. This can be followed by group
work, in which the classroom extracts and sample teaching tasks and materials are
evaluated against the theory and research. Because of the centrality of the classroom
extracts to the philosophy of the book as.a whole, I have provided, pre- and post-
reading tasks to help focus your reading of the tasks. Lastly, if you are currently
teaching, you can take one or two of the exploration/application tasks to try with
vour own students. A final group discussion session can then enable you to provide
and receive feedback on the outcomes of the application tasks.

1.8 Conclusion

I have argued that language teaching methodology needs to be placed on a more
secure empirical footing. Materials, learning tasks and pedagogical exercises need to
be based not on ideology or dogma, as is too often the case now, but on evidence and
insights into what constitutes effective language teaching. I have tried to show that a
considerable body of knowledge exists and can be readily exploited by materials
designers and methodologists.

In the long run, research will be effective only to the extent that it is embraced by
teachers. Therefore, there needs to be a much closer relationship between teaching
and research and between teachers and researchers, and teachers themselves need to
be involved in the research process. Such involvement is consonant with the vision of
Barnes, who said:

To frame the questions and answer them, we must grope towards our invisible knowledge
and bring it into sight. Only in this way can we see the classroom with an outsider’s eye but
an insider’s knowledge, by seeing it as if it werc the behaviour of people from an alien
culture. Then, by an act of imagination we can both understand better what happens and
conceive of alternative possibilities. (Barnes 1975: 13}

In the rest of this book we shall be taking up and extending some of the themes and
issues which have been briefly touched upon here. Chapters 2-9 look at the nature of
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language learning and use, and include chapters on listening, speaking and oral
interaction, the development of literacy, vocabulary and pronunciation, the role of
grémmar within language teaching methodelogy, and learning strategies and styles.
In Chapter 10 the focus of attention is the context in which language learning and
teaching take place: and here we shall address issues related to classroom manage-
ment and organisation. Chapter 11 looks at resources for teaching, particularly the
development of teaching materiais. Chapter 12 provides a critical analysis of a
number of prominent methods, along with an evaluation of the place of methods
within language teaching methodology. The final chapter summarises the major
issues which have emerged in the book, and points the way to future developments.

This book differs in several significant ways from other texts on language teach-
ing methodology. I have already indicated some of these, including the empirical
approach based on research and real classroom data, and the active involvement of
the reader. In concluding, I should like to highlight other important distinguishing
features of this book. This book is not intended as a book of recipes for tired
teachers. Nor is it a prescription for practice. Rather, readers are invited, through
the critical reading, evaluation and informed application of the research and ideas set
out here, to discover and develop their own philosophy of teaching, and to create
their own methodological practices.

Chapter Two

Communicative Approaches to Listening
Comprehension

2.1 Introduction

In this chapter we address issues relating to listening comprehension. In the first
section, we shall examine different views on the nature of listening comprehension
and look at recent research into listening. This is followed by a section in which we
shall see how views on the nature of listening and the results of research into listening
have been applied to listening programmes, materials and pedagogical tasks. This
will provide a basis for you to explore listening processes in your own context. The
chapter addresses the following questions:

What is meant by bottom-up and top-down approaches to listening?

. How can we characterise different types of listening task?

. What is it that distinguishes texts from non-texts?

. What makes listening difficult for language learners?

. How can insights from theory and research be incorporatedinto listening materials
and pedagogical tasks?

LS (R N S T S T

2.2 Bottom-up and top-down views of listening

What happens when we comprehend aural messages? What is it that good listeners
do to derive meaning from the texts they hear? According to one view, they segment
the stream of speech into its constituent sounds, link these together to form words,
chain the words together to form clauses and sentences and so on. This view is known
as the bottom-up approach to listening, and its inadequacy can be easily demon-
strated. Consider the following text from Bransford and Johnson (1972):

Text 1

The procedure is actually quite simple. First you arrange things into different groups. Of
course, ong pile may be sufficient, depending on how much there is to do. If you have to go
somewhere else due to lack of facilities that is the next step, otherwise you are pretty well set.
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It is important not to overdo things. That is, it is better to do too few things at once than too

many. In the short run this may not seem important, but complications can easily arise. A

mistake can be expensive as well. At first the whole procedure will seem complicated. Soon,

however, it will become just another facet of life. It is difficult to see any end to the necessity

for this task in the immediate future, but then one can never tell. After the procedure is.
completed, one arranges the materials into different groups again. Then they can be put into

their appropriate places. Eventually they can be used once more, and the whole cycle will then

have to be repeated, However, that is a part of life.

While most native speakers of English would have little trouble in comprehending
the sounds, words and clauses in this messages, it is unlikely that they would be able
to demonstrate comprehension by listening to the text and writing a precis or provid-
ing a verbal account. However, if they are provided with a context for making sense
of the text then the task becomes relatively simple. For example, if the listener is told
that text 1 is about ‘washing clothes’, then the individual constituents are much more
readily interpretable, and the task of recalling the information in it is much easier.

In effect the title “Washing Clothes' enables the listener to bring knowledge from
outside the text to the task of interpreting and comprehending the textitself, and this
illustrates an important point: that meaning does not reside exclusively within the
words on the tape recorder or on the page. It also exists in the head of the listener
or reader. Successtul listeners and readers are those whe can utilise both ‘inside the
head’ knowledge and ‘outside the head’ knowledge to interpret what they hear and
see. The use of inside the head knowledge, that is, knowledge which is not directly
encoded in words, is known as the top-down view of listening.

In their book on listening, Anderson and Lynch (1988) contrast the bottom-up view
of ‘listener as tape recorder’ with the top-down view of ‘listener as model builder’.
The view of listener as tape recorder suggests that the listener takes in and stores aural
messages in much the same way as a tape recorder. However, research shows that this
is not the way that listening works. If you ask someone to listen to a message and write
down as much of the message as they can recall, you will generally find that they have
remembered some bits of the message, they have forgotten other bits, and they have
added in bits which were not in fact in the message at all. In addition, those bits which
are successfully recalled will not be in the exact words of the original message. It seems
that when we comprehend messages, we store the meanings but not the linguistic
forms. The alternative to the listener as tape recorder view, that of listener as active
model builder, accords a much more active role to listeners as they construct an
interpretation of a message by utilising both bottom-up and top-down knowledge.

2.3 Identifying different types of listening

One of the underlying thémes of this book is that langyage exists to fuifil
communicative and functional purposes, and that these purposes will be reflected in
language structures themselves. In other words, the context in which language is
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used and the purposes to which it is put will play a large part in shaping language.
Given this view, a logical place to start in our investigation of listening is to consider
the different purposes for listening and attempting to come up with a taxonomy of
listening tasks. As a preliminary exercise, you might like to examine the following
texts and consider the ways in which they might be grouped together.

Text 2

Weatherwise for the city, continuing mild to warm conditions. Cloudy at times. There’s the
slight chance of a late shower or thunderstorm. Local overnight fogs inland. The predicted
temperature ranges: 17-26 near the coast; 15-29 inland. Currently it is 25 degrees in town.
That's 3 degrees above the average. Further outlook, sunny and warm on Friday, a cool
change with showers on Saturday, and rain on Sunday.

Text 3

Helga: Er, excuse me.

Receptionist:  Yes?

Helga: Can you tell me how to get from the Youth Hostel to the Zoo?
Receptionist: Are you going by public transport or what?

Helga: Yes, I want to go by public transport.

Receptionist: Your best bet is just to walk out to Paramatta Road.
Helga: Yes.

Receptionist: Turn left.

Helga: Mmm . . .

Receptionist; Get the bus to Circular Quay.

Helga: Yes.

Receptienist: Then get a ferry straight over to the Zoo.

Helga: Great! Good! What number bus would that be?

Receptionist: Oh, they've got it on the front - ‘Circular Quay’. There’re about half a dozen
buses that go through on Paramatta Road, so you've got no problems.

Helga: ‘ Right! Great! Thanks a lot. Oh, and, er, how much is it?
Receptionist: Let’s see —it’s three sections. That’s $1.20.
Helga: Okay.

Receptionist: Bye.

Text 4

Oh, anything — I'm terrible, you know ~ EastEnders - I'm terrible for the soapies. I'Hl watch
real rubbish — Sale of the Century — anything like that . . . I should be saying the News, and ali
the current affairs programmes, documentaries and that kind of thing, but I've got to be in the
'mood for them, *cause they take more effort. I use the TV to relax, you know, after work. I
Just want to put my feet up and watch a load of rubbish. I feel ashamed butit’s true . . . But at
least I don’t watch the video clips until 4 am!

Text 5

A forty—yea}r-old fisherman has died after being swept off the rocks at Malabar this afterncon.
He and a friend were both swept into the sea. The friend struggled to safety, but the victim died
after being airlifted from the water to the Prince Henry Hospital.
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Text 6 :
Sue: Hangon{yell] ... . ) CL

) [Door opens] Sorry. Ah, you must be Yumiko. . . . We ... ..
Yumiko: Hello, yes. And you are Sue. .

Sue: Yes, yes. And this is Dave, my husband.
Dave:  How do you do?
Sue: And the kids are in watching TV. Come in, come in . . . Let me help you with your

cases —Is that all?

Yumiko: Thank you. ] o .

Sue: Here, Dave, take these to Yumiko’s room. Your foom's downstairs — first on the
right. Il show you later. Come on into the kitchen and we’ll have a drink,
[footsteps] Kids, thisis Yumiko from Japan. N

Kids: Hi!

Sue: Come on, turn off the telly. Come on and have a drink, Yumiko. Are you tired? The
flight was late wasn’t it?

Text 7

Alice: Hithere. . .. hi!

Bruce: Oh, Alice, hi - slaving over a hot barbecue..The wood’s wet — not burning [coughs].
All this rain. Come in — yeah —~ I nearly thought we'd have to . . . you know, call the
party off.

Yes, 1 almost rang yesterday. But the weather looks okay. I almost got stranded on the
Gladesville Bridge — I could hardly see anything.

Bruce: Alice - you know Alex and Jan, don’t you?

Alice:

Alice:  Well, no~ I know you both by sight . . .

Alex: ...yes...

Alice:  You live next door to Jerry and Sharon, don’t you?

Jan:  Yes-—hi—it's awful - we've all been here for years but . . .
Alex: .. .and thisis David, our three year old.

(Texts 2-7 adapted from Nunan and Lockwood 1989)

The first thing to notice is that some texts are monologues, being produced by enly
one speaker, while others are created by the joint endeavour of two or more
speakers. Obviously, comprehending monologues involves different listening skills
from those required to take part in interactional tasks involving speaking as well as
listening. This suggests that we can classify listening tasks into those which involve
only listening and those which demand some form of oral interaction.

In considering the three monologues (that is, texts 2, 4 and 5), most people would
agree that that texts 2 and 5 seem to have more characteristics in common than
text 4. They are more carefully structured and planned than text 3 which consists
of fragmentary utterances and which seems to have been created on the spot in
response to an initial question. Texts 2 and 3, in contrast, look as though they were
written out beforehand. Notice also the clipped, elided language of text 2 which is
designed to convey the maximum amount of information in the shortest possible
time.

T
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Texts 3, 6 and 7 can also be subdivided. In this case, texts 6 and 7 seem to have
more in common than text 3. Texts 6 and 7 seem to be basically social in their
purpose, while the purpose of text 3 is to obtain and provide information. This
reflects the broad distinction between ‘interactional’ talk and ‘transactional’ talk
(Brown and Yule 1983b; Richards 1990). Of course, both interactional and trans-
actionai functions can coexist in any given interaction, and interactions themselves

“are more-or-less interactional and more-or-less transactional {in fact, many utter-

ances have both an interactional end a transactional function). In a sense, all three
texts are interactional, and it might be better to use the term ‘interpersonal’ for the
socially oriented talk.

Texts 6 and 7 can be further subdivided. Text 6 is created by people who are
strangers to each other, whereas the interactions in text 7 are between pecple who
know each other. This is reflected in the level of formality in the language used and
the shared knowledge of the interactants in text 7. This can be schematised as in
Figure 2.1.

Aural texts
I 1

Dialoguc

/_Jﬁ

Transactional

Monologue

——

Unplanned Interpersonal

I—J—!

Familiar

Planned

Unfamiliar

FIGURE 2.1 A classification of aural texts.

2.4 Textual connectivity

Since the 1960s, there has been a broadening of focus from linguistic analysis at the
level of the sentence, to analysis at the level of discourse: that is, to an analysis of
sentences in combination. A major problem confronting discourse analysts is that of
defining discourse and determining what it is that distinguishes coherent discourse
from random sentences. (Coherence refers to the sense in which the individual
sentences or utterances of a text *hang together’.) In some instances, it seems fairly
obvious that a piece of language forms a coherent text. Consider, for example, texts
8and 9. :
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Text 8 .

A fortnight ago, I walked into a gloomy isolation shelter constructed of black plastic stretched - ‘ﬁ

over eucalyptus poles.: Sprawled on the dirt floor was a young lad we had nicknamed
Snakebite. He was brought in by one of the nurses early in the morning, after being bitten on
the foot by a snake which had slithered into his shelter. Snakebite survived that incident, but
he looked close to death through shock and hunger.

Text 9

The offspring born, some say, of a marriage of convenience, died in infancy last Sunday. Walk
into any office and you are likely to be offered a cup of Chinese tea or a cup of coffee. Itis
becoming acceptable for women to visit — either in'groups or alone — discos and lounges for an
enjoyable night out. T -

Most people immediately, and correctly, identify that the sentences which make up
text 8 seem to cohere, whereas those in text 9 do not. What is it that gives text 8 its
coherence? A cursory inspection indicates that there are certain expressions within
the text which help to bind the sentences together. Some of these expressions, and
the way they provide vertical integration are illustrated below.

Sentence 1: II ............ shlelter

Sentence 2: we ......... floor ......... Sn!akebite

Sentence 3: Hl|3 ............ biTten
Sentence 4: Snakebite/he ... incident

In text 9, however, there are no such devices. From this, it would seem that texts
are given their coherence, that is, their sense of unity, by certain relationships
between the different sentences or utterances in the text which are marked by
particular words and expressions. This view is proposed by Halliday and Hasan
{1976), who define texts, as opposed to random sentences, in terms of the linguistic
elements which serve to bind the texts together. These linguistic elements and ex-
pressions are referred to as cohesive devices. ’

The notion that the coherence or sense of unity of a text is created by cohesion is
challenged by Widdowson (1978, 1979) among others. He provides the following
(invented) example to support his case.

A: That’s the telephone.
B: I'min the bath.
A: Okay.

Most people recognise the utterances in this text as somehow ‘going together’ even
though there are no explicit cohesive links between the utterances. Widdowson
suggests that we are able to create our own coherence for the sample by recognising
the function that each utterance fulfils within a given context or situation. He
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suggests that most native speakers of English would create a domestic context in
which the following functions are assigned to each utterance:

Utterance Function
A: That’s the telephone. Request
B: I’'m in the bath. Excuse
A: Okay. Acceptance of excuse

In creating a meaningful context and attributing functional intent, coherence (that
is, a sense that the three utterances form a meaningful whole) is established.
Widdowson suggests that as a resuit the missing bits of the conversation, which would
make it cohesive as well as coherent, could be restored. Such a conversation might
run as follows:

A: That's the telephone. Could you answer it, please?
B: No, Pmsorry, [ can’t answer it because I'm in the bath.
A: Okay, I'll answer it.

Edmonson (1981) also asks what distinguishes text from non-text, He points out
that it is difficalt to fabricate non-text because some sort of context can generally be
created within which a given set of sentences can be accorded some sort of meaning.
In illustrating his argument, he borrows the following text from van Dijk (who
asserted that the two sentences were a non-text because there was nothing to bind
them together).

We will have guests for lunch.
Calderon was a great writer.

According to Edmonson (1981: 13), any native speaker will immediately sec a
causal link between these two sentences. His own interpretation is as follows:

Did you know Calderon died exactly 100 years ago today? Good heavens! I'd forgotten.
The occasion shall not pass unnoticed. We will have guests for lunch. Calderon was a great
Spanish writer. I shall invite Professor Wilson and Sefior Castellano right away . .

It is worth noting that in order to illustrate their point, both Widdowson and
Edmonson provide fictitious and very curtailed examples — three utterances in the
case of one text and two in the other. It is extremely difficult to find natural texts of
any duration which do not contain any form of cohesion. The other point with which
one might want to take issue is Edmonson’s claim that any native speaker will
immediately be able to see that van Dijk’s sentences are (or cant be) coherent. In fact,
coming up with a context such as his requires considerable ingenuity.

2.5 Listening purpose

Another important consideration in listening concerns the listener’s purpose. Course-
books for teaching listening sometimes seem to imply that listeners grimly focus on
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e?efy-" ord. This is, of course, Sil:np]y not true. [‘Xf hen list_eningfo Felgvis‘i_on or radio
news broadcasts, we usually tune in to certain items ant;l exclude.z others. The exclusion
can be due to a lapse in concentration or to a tack of interest in certain topics, or to
efficiency in listenirlgij e R . )

An important faétor in interactive listening is whether or not we are taking part in
the interaction. Eavesdropping on a conversation is very different from actually
participating in one. Because of this, it may seem a waste of time to myo}ve learners
in classroom tasks in which they are involved in listening to conversations among
other peopie. However, such tasks cari be justified on at least two grounds. In the first
instance, providing the conversations are authentic (that is, they were not specifically
created for the purpose of illustrating or teaching features of the language), they can
provide learners with insights into ways in which conversations work. They can also
provide learners with strategies for comprehending conversation outside tpe class-
room in which they are not actively involved, but which may provide them with input
to feed their learning processes, :

2.6 What makes listening difficult? -

Determining difficulty is a major problem confronting syllabus designers gnd
curriculum specialists who choose to adopt the notion of ‘task” as a central planning
tool (see Nunan 1989a, for an extended discussion on this point). Fortunately, there
has been considerable work done in recent years on the factors which create difficulty
for listeners and speakers. {An excellent book on listening is Rost 1990.)

—Erown and Yule {1983b) suggest that there are four clusters of factors which can

affect the-difficulippof oral language tasks: these relate to the speaker .(how many
there are,%\if"'c';uickly they speak, what types of accent they have); the listener (the

role of the listener — whether a participant or eavesdropper, the level of response
required, the individuai interest in the subject); the content (grammar, vocabulary,
information structure, background knowledge assumed); support (whether there are
pictures, diagrams or other visual aids to support the text). e

Anderson and Lynch (1988) present a graded languagé program in which they
systematically varied aspects of the text which the learners heard and the tasks they
were to perform. Anderson and Lynch suggest that, while a large number of factors
are invoived these fall into three principal categories: (1) the type of language; (2) the
purpose in listening; (3) the context in which the listening takes place. We have to
consider not only the number of factors involved but also the relationships between
them. By holding the text constant (for example, a parliamentary debate) and vary-
ing the purpose (e.g. keeping an ear out for the end of the broadcast as opp_osed to
making a mental note of the main points in the debate), one can alter the difficuity
level of the task. o

In a series of experiments Anderson and Lynch found that the difficulty of listening
tasks was particuiarly influenced by the following: .
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1. The organisation of information (texts in which the order in which the information
was presented matched its chronological sequence in real life were easier than
texts in which the information was presented out of sequence).

2. The familiarity of the topic. :

3. The explicitness and sufficiency of the information.

4. The type of referring expressions used (for example, use of proncuns rather than
complete noun phrase referents made texts more difficult).

5. Whether the text described ‘static’ refationships (for example, geometric figures)
or dynamic relationship (for example, a road accident).

The way these features were manipulated to produce texts which were similar
generically but which were graded for difficulty can be iflustrated by the task of ‘trace
the route’. In this task, students listen to a description of a journey, route or tour and
have to trace this route on a map. The task designers systematically varied the type of
map, the completeness of information, whether the start or end is given, the number
of features and the congruence or otherwise of the information presented in the text
and that displayed on the map. These variations changed the difficuity level of the
task. It was found that maps which were laid out in a rectangular fashion with all
roads marked were easier than those in which the roads and paths were irregular;
these were in turn easier than maps consisting of natural landmarks. In terms of
completeness of information, tasks became increasingly difficult according to the
number of items mentioned in the text which were missing from the map. Those in
which the start and end of the route were indicated on the map were easier than those
in which they were omitted. As the number of features (buildings, natural land-
marks, etc.) increased, so too did the difficulty. Lastly, in terms of referring expres-
sions, it was found that reiterations were easier than synonyms, The most difficult
tasks were those in which there was contradictory information in the text and on the
map. In the next section we look in detail at the construction of a listening task which
exploits these features.

2.7 Listening texts and tasks

Thus far, we have noted that successful listening involves the integration of in-
formation encoded in the message itself with broader knowledge of the world. In
other words, successful listeners use bath bottom-up and top-down strategies in
reconstructing messages. We have also seen that listening texts and tasks differ, and
can be classified in several different ways. In the first instance, we have listening tasks
which involve the comprehension of aural texts in which there is only one speaker, as
opposed to two or more speakers. The task of comprehending interactive language
will be quite different according to whether the listener is eavesdropping or taking
part in the conversation. Interactive listening can also be classified according to
whether its function is primarily social or transactional. Purpose is also a crucial
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factor, and listening tasks will differ according to the listener’s purpose. In this
section, we shall look at some of the ways in which these ideas have been applied in
practice. In addition to the sources cited here, Rost (1990) provides probably the best
practical set of ideas on teachmg listening currently available.

In pedagogical terms, it is possible to draw a distinction between bottom-up and
top-dowti approaches to listening comprehension. Bottom-up listening activities
focus learners on the individual elements and bu:ldmg

locks of the languagé:

Decodmg ‘oral utterances, dlscrlmlnatlﬁé'between individual sounds, particularly
those with minimal contrasts, and identifying different3teess; thythm and intonation
patterns feature prommently in the early stages of learning, and the student is only
gradually moved from sound to word to sentence to text,

In a listening comprehension course which was widely used in the 1970s, the
assumption that learning is a gradual, linear and additive process is evident in the way
the input is staged. '

Book 1 gives a practical introduction to the main features of pronunciation practice, with
exercises in sound (phoneme) contrasts, stress and rhythm, and intonation patterns. It is
divided into three parts; the first deals with individual sounds, the second with stress,
rhythm and intonation, while the third contains tests.

Book 2 tests aural comprehension of short pieces of spoken English, longer than just a
single sentence. It often uses anecdotes for this purpose, and again there are numerous
exercises.

Book 3 contains short lectures on a variety of subjects, in styles ranging from quite formal
to informal. This book exposes students to longer stretches of speech, and tests their ability
both to make written notes and to reproduce these notes either orally or in writing.
(Byrne 1973: vii)

With the development of communicative approaches to language teaching, and
particularly with the increasing popularity of authentic materials, classroom activities
have become more closely related to the sorts of thing learners are likely to want or
need to do outside the Classroom‘-rV—Vith low-level tearners, the activity rather than'the
listening text is modified to make the task easier. Instead of being expected to-extract
the full meaning of the text, the listener might only be required to determine the
number of speakers or to identify the number of key words, The following shows how
the activity rather than the text can be adapted. /"

Tapescript

Part1
Receptionist: Good morning. Burwood Clinic. Hold the line, please.

[music]

Sorry to keep you waiting. Can [ help you?

Yes, I'm wondering if I can make a doctor’s appomtrnent sometime today?

Yes, certainly, With Dr Cullen?

Adam:
Receptiomnist:

i
f
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Yes, please.

When would you like the appointment?

Um, what about mid-afternoon? Would that be all right?
Um, well, Doctor only starts his clinic at four o'clock.

Four o'clock . . . Okay , well, could we make it for 4.30, please.
Yes, certainly. What’s the name, please?

The name is Walker, w-a-1-x-E-r. Adam Walker.

Okay, we'll see you then.

Um, T haven’t been there before.

That’s okay, I'll take all your details when you come in then.
Okay, fine, bye.

Bye.

Adam:
Receptionist:
Adam:
Receptionist:
Adam:
Receptionist:
Adam:
Receptionist:
Adam:
Receptionist:
Adam:
Receptionist:

~With low-level learners who would clearly be challenged by such input, the difficulty
can be eased by letting them hear the text as often as necessary and providing a range
of activities of increasing complexity. The first time they hear the text, they might be
asked to identify how many speakers they hear. The second time they hear the text,
they can be given a list of key words and asked to nominate how often they hear the .
words. Nem they can be given phrasc to identify. Lastly, they can be asked to
identify the number of questions they hear. These activities are exemplified below.

1. Listen to the tape. How many speakers can you hear?

2. Listen to the tape a second time. How many times can you hear these words? (Tick the
column. )
Clinic
Doctor
Appointment
Surgery
Name

3. Listen again and circle the words you hear.
1. (a) Hold the phone, please.
(b) Hold the line, please.
2. {a} With Dr Cullen?
(b) With Dr Mullen?
3. (a) What about the afternoon?
(b} What about mid-afternoon?
4. (a) Could we make it for four-thirty?
(b) Could we make it for half-past four?
5. (a) Ihaven’t been there before.
(b) Ihaven’t seen him before.

4. Listen to the tape one more time. How many questions can you hear?
Os506070809

{Adapted from Nunan and Lockwood 1989}
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Another technique, this time one which encourages learners to utilise both bottom-

up and top-down listening strategies is the ‘dictogioss’. Here, the teacher 5a
passage at normal speed to learners who listen and write down as many words as they

can idenuty. They thei ol oll3BoFATe in small groups to feco l;ﬁ_qct_}he text on the
‘Bagisof the ffagments which they have written down. While the technique bears a
passing resemblance to the traditional dictation tést, the resemblance is only super-
ficial. In the words of the author: '

¢ The method requires learners in the classroom to interact with each other in small groups
s0 as 1o reconstruct the text as a co-operative endea@ Learners working inself-study are
required to bring their own grammatical resources intg play with the notes taken during the
dictation so as to create a text. Both in the classroom and in self-study, learners are actively
engaged in the learning process. Itis believed that through this active fearner involvement
“§tudents come to confront their own strengths and weaknesses in English language use. In
so doing, they find out what they don’t know, then they find out what they need to know and
this is the process by which they improve their language skills. (Wajnryb 1986: 6)

There are four stages in the dictogloss approach.

1. Preparation. At this stage, teachers prepare students for the text they will be
hearing by asking questions and discussing a stimulus picture, by discussing
vocabulary, by ensuring that students know what they are supposed to do, and by
ensuring that the students are in the appropriate groups.

2. Dictation. Learners hear the dictation twice. The first time, they listen only and

v get a general feeling for the text. The second time they take down notes, being
encouraged to listen for content words which will assist them in reconstructing the
text. For reasons of consistency, it is preferable that students listen to a cassette
recording rather than teacher-read text.

3. Reconstruction. At the conclusion of the dictation, Jlearners.pool notes and

v~ produce their version of the.text. During this stage it is important that the teacher
does not provide any language input.

4. Analysis and correction. There are various ways of dealing with this stage. The
small group versions.can be.reproduced.on the board or overhead projector, the

texts can be photocopied and distributed, or the studénts can compare their

version with the original, sentence by sentence.

The dictogloss technique provides a useful bridge between bottom-up and top-
down listening. In the first instance, learners are primarily concerned-with identitying
individual elements in the text — a bottom-up strategy. However, during the small

group discussions, some or all of the following_top-down strategies might be em:

ployed Tn all of these, the listener will in tegrate | baclgground ‘inside the head” know-
ledgewith the clues picked up during the dictation. .

1. Listeners will make predictions.
2. Listeners will make inferences about things not dlrectly stated in the text.
3. Listeners will identify the topic of the text. -
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4. Listeners will identify the text type (whether it is a narrative, description, anec-
dote etc.).
5. Listeners will identify various sorts of semantic relationships in the text.

Th_e fo!lowing texts give some idea of the length and complexity of the texts
provided in the books on dictogloss. I have chosen the first text in book 1 and the final
text in book 2.

EARTHQUAKE

In 1985 there was an earthquake in Mexico City. Many thousands of people died in the
disaster. People searched the city for missing relatives and friends. Rescuers worked
without rest for many days. There was a great deal of suffering and enormous destruction.
(Wajnryb 1986: 16)

HATS ARE BACK

Australia has the highest rate of skin cancer in the world and moves are now under way to
cut down its incidence. One means of combating skin cancer is to wear a hat. Pressured by
parent committees, many schools are now introducing hats as part of the standard uniform.
The committees are made up of parents who went through school when hats were rarely
worn and they are the ones who have suffered badly from skin cancer. Designed by the
parent committees, the hats are tested by the Cancer Council authorities before being
accepted as part of the uniform. After being out of vogue for years, hats are now beginning
to reappear. {Wajnryb 1988: 80)

Dictogloss exploits the principle that two heads are better than one *Students are
able 10 pool their resources, and even low-level learners are able, . through
collaborat:ve action, to ‘outperform their.competence’..... o

T Anderson and Lynch (1988) have also developed a technique for making listening

tasks. mp{gmteractwe They have done this by changing the roles of the teacher and
learflers -The feacher plays a recorded text to which the students listen and complete
an activity such as tracing a route en a map. The teacher pauses at certain key
points, and the students are able to discuss the task. The students can also request
that the teacher@topthe‘tﬁﬁe—m dny poifnt so'they can discuss the task. The teacher
only provides information on demand from the students. A number of ‘problem
paints’ are built into the task which are des1gned to increase the processing demands
on the learners and to encourage students to interact.

The selection of problem points was guided by research into task difficulty. In the
preceding section we saw that in the ‘trace the route’ task, in which students listen to
adescription and trace the route being described, the type of map, the completeness
of information, whether the start or end is given, the number of features and the
compatibility or otherwise of the information presented in the text and that displayed
in the map can all be varied to affect the difficulty level of the task. The trace the
route task is iustrated by the Tai Tu City Tour task (Illustration [). Listeners were

given the map and listened to the accompanying text.
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ILLUSTRATION 1

Tai Tu City Tour: Introduction

“The map you have in front of you shows part of the city centre of Tai
Tu, in the Far East. As you listen, mark in the route that your tounr
will take. You are staying at the hotel in the centre of the map and
your tour will begin and end there.

If you are not sure of the route as the guide explains it, ask for the
tape to be stopped. You can then hear that part of the tape replayed,
or you can ask for more information to help you.’

Muscum of the
pagodaa 4 Revolution
¥

BETING RUAD
Heaven's
Boor alace
Boor s

PALACE AVENUE

+
'
tour starts | market '
and ends
here
Attttateptel

NATIONS ROAD

i!~'r:grsmt ] EA ]
=R
Pagoda E

4
PROGRESS STREET
P e |

{Arrows on map indicate position of earrances o places of interest)

Hearer's map

Instructions tapescript

*right + the tour starts off from the hotel + and we goup as far asthe
Beijing Road + we turn into the Beijing Road + and then we take the
first lefc and that's the first stop + the White Cloud Pagoda (pause)
we have about half an hour or so at-the pagoda + than we
leave for the patace + that’s down to Palace Avenue and then along
(pause) after that we come out of the palace and go down the avenue
+ we go 10 visit the National Monument {pause) right + about
twenty minutes there for photographs + then the bus takes us on
down that road and first left to the market + and we go into the
market from round the back + that's the beach side (pawse) you'll
have time to do some shopping + then back to the bus and we go
along Progress Street + and the next place we visit is the Nations
Museum + you'li have plenty of time for a good look round and Pl
be doing a guided walk for those who want it (pawse) and then the
laststop on the tour is the silk mill + that’s along Progress Street and
turn right (panse) we have about an hour’s tour at the mill + then the
bus brings us back to the hotel + left into Nations Road + round the
comner + and we're back at the hotel (pause) and that’s the city tour
complete”

Source: A.Andersonand T. Lynch, Listening {Oxford University Press,
1958), pp- 107-108. © Oxford University Press. Reproduced by
permission.,
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The Tai Tu City Tour is the first (and easiest) of three trace the route tasks. You
will note that the roads are set out in a rectangular fashion, thatitis complete (that is,
all the places the tourists are to visit appear on the map) and that the start and end of
the journey are indicated. There are six features in this task (some of the more
challenging tasks contain ten to fifteen features. ) In terms of expressions referring to
these six features, one is identical, three are synonymous and two are compatible.
These are the intended problem points in the task as can be seen from the following:

Tapescript Decision

we turn into the Beijing Road  turn right not left

the White Cloud Pagoda identified simply as ‘pagoda’

the National Monument identified as ‘statue’ on map

the market there are two markets - correct one is fish market
the Nations Museum identified simply as ‘museum’

The following extracts are taken from Anderson and Lynch (1988). Students are
working in small groups. The extracts illustrate the ‘active listening’ approach used
by the authors, in which learners are encouraged to stop the tape and work
collaboratively to solve the various problems associated with the task. It is worth
noting that one group seems to have more success than the other, and it is instructive
to note why this is so. Apart from the obvious advantages of collaborative listening,
tasks such as this are an effective antidote to the ‘listener as tape recorder” view of
listening which learners themselves often have.

Pre-reading task

1. What difficulties would you anticipate with a task such as this?

2. How would you prepare learners for these potential difficulties (in other words,
what pre-teaching would you do)?

3. As you read the extracts, make a note of the difficulties which seem to emerge.
Which group seems to be more successful?

Classroom extract 2.1: An interactive listening task

Group 1

Tape: . . . we turn into Beijing Road and then take the first left and that’s the first stop, the
White Cloud Pagoda.

Z: Sorry, is this some information? Is this explain? Only a name, not Pagoda - but it is not
enough to directly explain direction. Is the man enter, uh, go out of hotels. It is not
enough —explain . . . T think it must explain the go out the hotel and turn the right . . .
cross road and then palace behind you.

O: Ifhedothat . ..

Z: ..andthen. . .

0: .. .itwill beclear.

Z: Beijing Road . . . in Beijing Road you turn on the right.
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O:  If he do that [Z] excuse me, if you do that, why you need to listen and make it — it's
clear, everybody know it. .

Z Yes, yes, you are right.

O: That is this exercise — try to think which one.

(Adapted from Anderson and Lynch 1988: 112)

Group 2

Tape: . . . the silk mill + that’s along Progress Street and turn right
Ss: Stop

F: Where is silk mill?

B: Silk factory?

A Silk factory?

B Maybe the factory — at the left side —in the middte.
F: Go back?

A Oh no, she told to turn — they turn the first on the right
S: On the right, yeah.

C: The right?

A: Yeah, soif youcome. . .
S: But this factory is on the left — the factory.

A No, when you come back from the museum, it's the first on the right.
F: Go back?

I They turn back?

A I think they return and turn, but ['m not sure.

F: Why don’t we ask a question?

F: Is it the factory on Progress Street?

{Adapted from Anderson and Lynch 1988: 113)

Post-reading task

1. What do you see as the benefits of such a task?
2. In the light of the difficulties experienced by students, what modifications might
be made to the procedure?

The authors report that students, even the weakest ones, saw the benefit of such tasks
and wanted to do more of them. Students said such tasks made them more aware of:

1. The need to cope with alternative descriptions of the same thing, rather than always
expecting a single term.

2. The way in which one small piece of language can affect the interpretation of a text.

3. That some native speakers (i.e. not only these materials!) are¢ hard to understand,
making it necessary to ask for something to be clarified or repeated.

(Anderson and Lynch 1988: 114)

In the next extract, the teacher has two goals, a language goal and a ‘learning how
to learn’ goal. :
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Pre-reading task

1. Asyou read the text, see whether you can identify the language goal.

2. The second, a learning-how-to-learn goal. is to get learners to group new vocab-
ulary items according to the semantic field to which they belong, rather than
alphabetically. How does the teacher attempt to do this?

3. As you study the extract, you might like to consider whether the teacher is
focusing on top-down or bottom-up processing strategies.

Classroom extract 2.2: Listening lo the news

[The teacher stands at the front of the class and addresses the students who are sitting in small
sroups of three to four. ]
T: Now we're going to listen to the news, and I'm
going to hand out a worksheet to you all, and
we’'re going to do as we have done before. Just
listen and decide which category the newsitem
we hear falls into. So I'll pass these around and
you just read the instructions.
[She hands out the following worksheet.]

LISTENING TASK

Tick which category or categories each story belongs to.

CATEGORIES

Political/Government

Qverseas

Disaster/Accidents

Sports

Art/Culture

Religion

Economics

Health

Education

Defence/Military

Judicial
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T: The first time, I'fl just play the main titles or
the headlines once, and just get a general
idea. . . . Right?Sodon’t. . . youdon’t have
to tick the boxesin now, you can just fisten.

[She turns on a cassette player.]

Tape: Thisis ABC national news read by William Marga. Here’re the headlines. Overseas, a
shake-up in the currency and stock markets. Syria getting ready to intervene in the
Beiruit fighting; and in Moscow the death of superspy Reg Smith. On the local scene,
financial cutting expected at today’s premiers’ conference. Other items in the news are
student demonstrations, the cost of IVE babies, and aboriginal cricketers. The news in
detail after this break. L :

[The teacher stops the tape, pushes the rewind button, and turns to one of the students.]

T: What’re you going to do, Irene? [She points to

the board on which are written some of the
news categories.| Next time you listen, what
will you be doing?

S: I'm going to tick what categories they goin.
Differentitems . . .

T: Good. ~

[She replays the news item. The students listen to the news a second time, ticking the various

categories on their handout as they do 50.]

T: Now, just before we listen for the third time,

check with a partner what they've . . . how
many they’ve ticked on theirs and see if you've
got the same or if you can remember any of the
items.

[The students work in their small groups, comparing their handouts. The teacher gives them

three or four minutes to compare notes and then calls their attention to the front of the class. ]

T: So this time listen just to confirm whether what

you heard was accurate or not.
Tape: This is ABC national news read by William Marga. Here're the headlines. Overseas, a
shake-up in the currency and stock markets.
T: Right.Whatdidyou. . . would youtick for
that?

Ss: Overseas. Business.

T: Overseas. . .and. ..
Ss: Business. . . business. . ,business. . .

economical.
F: Business. . .and. . . whereisit? [ She turns

and points at the board.]
S: Economic.

T: Economics. ’Cause it talked about the word
. . . which word gave you that clue? Beginning
with “C".
T: Stock market.

T: Stockmarket. . .And...?
S: Currency.
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T; Currency. Good. Okay. So two there —
overseas and ecomomics. Let's listen to the
next one.
[The stadents listen to the next items completing them successfully until they reach the last
jtemn. ]
T: Medical.. . . And. . .?
' S: And,er, economics.
T: Andeconomics, yes, because they're talking
about the cost of it. Good. [She plays the last
item.]
Tape: And aboriginalcricketers.
T: And Shaheed? [There is some confusion, and
anumber of students confer with each other. ]
‘What would you put it under?
Ss: Er, political . . . political . . . judicial.
S: Judicial.
T: Whatwere the two words you heard?
) Ss: Culture, culture.
T: I’lijust rewind those words. {She plays the
segment again. ]
Ss: Aboriginal cricketers, cricketers, sport.
T: Youchanged your mind, and decided . . . ?
Ss: Sport, sport.
T: Whatsport? What was the word?
) S: Cricket.
T: Cricketers, that’s right. Cricketers, so that
would be sport. [She consults her sheet. ]
Okay, so we’ll just stop that activity for now.

Post-reading task

1. The language learning goal of this task was to get learners to extract key
information from an authentic listening text. Was the teacher successful in this?
What, if anything, would you have done differently?

2. Isthere any evidence that the task was too easy? If so, how might it be made more
challenging for learners at this level?

Several interesting observations can be made about this extract. Perhaps one of the
most obvious is the fact that in teaching and learning a great deal of interactive
fanglllagfe work occurs. While this extract shows a teacher focusing on listening, there
s a significant amount of talking between teacher and students and among students.
Like most samples of classroom interaction, it also reveals a great deal about the
?eacher‘s puzposes. It shows, for example, that the teacher has twin goals, one focus-
ing on the development of language skills, the other focusing of the development of
learning skills and strategies. She is focusing on top-down processing strategies
by encouraging learners to utilise their background knowledge. Students are also
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learning that they can atilise resources outside the classroom to’ pract_ise their
listening, and that it is not necessary to understand every word for listening 0 _be
successful. Pedagogically, it could be argued that the task is too easy for the majority
of the learners because they only had difficulty with one news item — that dealing with
aboriginal cricketers. (Of course, we are forced to rely on the evide_ncc': from students
who speak out, and 1t may well be that there are weaker students in tl}e c1a§s for
whom the task is at an appropriate level of difficulty.) As recently-arrived, inter-
national students in Australia, it is doubtful that these learners would have c-;ontex?t
knowledge relating to either aboriginals or cricket, and their difficulty with this
particular item can therefore be neatly accounted for by a top-down theory of
listening. However, in order to judge the difficulty or appropriateness of the task,' we
would need to know the context of the lesson as a whole, and the range of ability
levels in the group.

The task is also tightly controlled by the teacher, and the students play a rather
passive role. With more advanced learners, a more active role could be encouraged
by getting students to choose uniikely categories and argue for these, or to rank
order the categories from most to least likely. (In fact, at one stage one of_ the
students does this by suggesting the ‘death of-a superspy’ item could be classified

under ‘health’.)

2.8 Investigating listening comprehension

This section consists of a set of exploration tasks which are designed to encourage
you to experiment with and assess the ideas on listening contained in the body of the
chapter. If you are currently teaching, you will have ready access to students with
whom you might explore these ideas. If not, you should endeavour to getaccesstoa
small group of non-native students who may or may not be under-takm‘g formal
instruction. If this is not practicable, you can still create some of the hstepmg tasks,
and may be able to find one or two individual non-native speakers who will agree to
take part in the activities. ' . -

Where possible it is a good idea to tape record any teaching/learning actvities.
This makes it easier to review and evaluate the tasks.

Task 2.1
1. Select a text which you believe to be appropriate for a group of learners you are

teaching, or to whom you have aceess, and develop a unit of work based on the
dictogloss approach.

Teach the unit, and record. review and evaluate the approach.

Were the text and/or activities appropriate for the group?

What modifications would you make next time?

What do the students think of the technique?

PR
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Task 2.2

Record a radio news broadcast and use it in the same way as the teacher in classroom
extract 2.2. Record and review the lesson. Were the patterns of interaction similar to
or different from those in extract 2.27

Task 2.3

1. Study the “trace the route’ rask and develop a similar one of your own. Teach the
task to a group of students and record the session. Review the discussion.

. What does it tell you about the fistening skills of the students?

. What does it tell you about the appropriateness of the task?

. Compare the discussion with those in extract 2.1.

. What similarities and or differences are there between your students’ discussion
and that in extract 2.17

(SRS )

Task 2.4

Develop a parallel versions of the task using a different map and altering the
difficulty of the task. You could do this by increasing the number of elements and by
putting in coniradictory information. Try this task on the same group of students,
and record the session. Did the students have more difficulty with the task, as
predicted by Anderson and Lynch?

Task 2.5

Develop different texts for three different maps. For example, text I might be a
tour guide explaining where the group will be going; text 2 might be a set of instruc-
tions by an hotel employee to a guest, and text 3 might be a recount by one of the
tourists to a friend. Try and keep all other factors constant. (In effect, you are
imvestigating the difficulty of different text types on listening comprehension.) Try
the three tasks out on a group of students on three separate occasions, recording
the group interaction as before. Review and evaluate the recordings. Is there any
evidence that students had more difficulty with one text type rather than another?

Task 2.6
Select several tasks from a listening coursebook. Analyse them and decide on their
order of difficulty. Teach them over a period of time and evaluate whether your

predictions were correct. What factors seemed to be most significant in determining
difficulty?

Task 2.7

Select or create a listening text which has an accompanying visual (for example, a
description or set of instructions on how to make something). Write a set of compre-
hension questions. Administer the test to two groups of students who are at about the
same level of proficiency. Let one group fook at the picture, but not the other group.
(Or, if you are doing the task in class, let one half of the class look at the picture but
not the other half.) Evaluate the task by deciding whether the availability of the
visual affected students’ ability to complete the task.
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2.9 Conclusion

In this chapter we have looked at the nature of listening comprehension. We have -

seen that the notion of ‘listener as tape recorder’ is not a tenable one: that in
comprehending aural language listeners do a great deal of constructive and interpre-
tative work in which they integrate what they hear with what they know about the
world.

We also looked at some of the different ways of categorising listening texts and
tasks. It was suggested that there is a basic distinction between interactive and non-
interactive listening, and that interactive listening can be further categorised in
various ways. In functicnal terms, we can distinguish between interactive listening
which has the interpersonai function of establishing and maintaining social relation-
ships, and listening which takes place in the course of transactional encounters where
the primary purpose is to obtain goods and services. .

We also saw how these ideas have been applied at the level of pedagogy, both in
terms of teaching materials and also in terms of classroom action. From a methodo-
logical perspective, theories, ideas and research are only as good as teachers and
textbook writers make them. Interesting and unexpected things happen in the class-
room, and in the final analysis, principles and ideas need to be tested in practice. Itis
to demonstrate the operation of principles and ideas at the level of classroom action
that the classroom extracts have been included.

Chapter Three

Speaking in a Second Language

3.1 Introduction

To most people, mastering the art of speaking is the single most important aspect of
learning a second or foreign language, and success is measured in terms of the ability
to carry out a conversation in the language. In this chapter we look at what it means
to speak and interact orally in a second language, and at howdata from theory and
rescarch into speaking can be transiated into pedagogy. Some of the issues raised in
Chapter 2 are revisited, this time from the perspective of speaking. In this chapter, I
explore the following questions:

1. What are the different speaking tasks confronting learners and how might these
be classified?

2. Why is the predictability-unpredictability continuum important in understanding
speaking?

3. What is ‘genre’, and why is it an important concept in language fearning and
teaching?

4. What are some of the factors to consider in determining the difficulty of speaking
tasks?

5. How can second language acquisition research inform the selection, development
and adaptation of speaking tasks?

6. How can we stimulate oral interaction in the classroom?

7. What can we learn by recording and analysing student-student interaction in the
classroom?

3.2 ldentifying different types of speaking

In Chapter 2 we saw that listening texts and tasks can be classified in functional
terms. For example, we saw that weather forecasts fulfil a different function from
transactional encounters, and that this difference is reflected in the type of language
whick is used. Similar functional considerations help inform our analyses of texts
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from the perspective of the producer rather than the receiver. In his functional
analysis of speaking, Bygate (1987) suggests that oral interactions can be character-
ised in terms of routines, which are conventional (and therefore predictable) ways
of presenting information which can either focus on information or interaction.
Information routines contain frequently recurring types of infermation structures,
being either be expository (e.g. narration, description, instruction, comparison) or
evaluative (e.g. explanation, justification, prediction, decision). Interaction routines
can be either service (e.g. a job interview} or social (e.g. a dinner party). This
distinction between information and interaction routines mirrors the distinction
between the transactional and interactional (or interpersonal) functions of language
discussed in the preceding chapter. According to Bygate, a further feature of oral
interaction is that the participants need constantly to negotiate meaning, and

Negotiation of meaning
Management of interaction

generally manage the interaction in terms of who is to say what, to whom, when, and <
about what. His scheme is set out in Figure 3.1. _§
Expository: description, instruction, comparison o _g
. - 2 9
Information routines § a.
Evaluative; explanation, justification, prediction, decision g 5
=
Routines 1=
=
Service: job interview - %
Interaction routines =
Social: dinner party = c%
= o
Negotiation of meuaning g
=]
g
Negotiations Z E
8 w2
7
2w
Management of interaction 2
wog
.. . . w
FIGURE 3.1 Characterising oral interaction (after Bygate 1987). =
b2
. . . Co - . . . ®
While the figure is an extremely useful typification, it may give the impression that =
&

life proceeds through sets of finite interactional routines. Infact, any interaction may
contain elements of any or all of the various elements identified by Bygate. Thisis par-

TABLE 3.1 A planning grid forspeaking and oral interaction

ticularly true of negotiation, which is a characteristic of all but the most formulaic of in-
teractions. I have therefore modified and rearranged Bygate’sscheme to allow for this, z & 2
the modification being set out in Table 3.1. From the table, you can see that [ have - I £ = ‘g § o
created a three-dimensional grid, one dimension relating to the interactional contexts, 5 wf ¥ & & =5
another relating to the different functions which can be performed in these contexts, s £ £33 %88 | g é g'
and the third relating to the management of interaction and negotiation of meaning. § S2fads & a8 8§ B %5
Such a table could be used to provide a map or profile of a given interaction. It could g

S PHe> 0w WOW— <

also be a planning device for designing a syllabus for speaking and oral interaction.
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3.3 Predictability and unpredictability

It is something of a truism to suggest that communication involves the reduction of

uncertainty through a process of negotiation. I language were totally predictable :

communication would be unnecessary (i.¢. if I know in advance exactly what you are
going to say, then there is no point in my listening to you). If language were totally
unpredictable, communication could probably not occur. 1 would like to suggest
that most interactions can be placed on a continuum from relatively predictable to
relatively unpredictable.

Predictability will depend on a range of factors, some of which will be associated
with the language itself, and some of which will be retated to the context of situation,
including the interlocutors and their relationships, the topic of conversation and so
on. In terms of the discourse we are engaged in, predictability will depend on
whether the discourse or text type contain predictable patterns, and also the extent
to which we are familiar with these patterns.”All other things being equal (such as
shared knowledge, cultural expectations, etc.) transactional encounters of a fairly
restricted kind will usually contain highly predictable patterns, while interpersonal
encounters, where the focus is on the maintenance of social relationships rather than
the exchange of goods and services, will be Iess predictable. In order to illustrate this
point, consider the following texts. Text 1 is a telephone conversation I had recently
with the telephone operator of a taxi company. I have had many such conversations
in the past few years, and they have been virtually identical. Now and then I have
tried deliberately altering the usual order of events (by, for example, trying to tell the
operator at the outset that I do not want the taxi immediately but that I want to make
a booking). This often has a surprisingly disconcerting effect on the operator and 1
can only guess that it upsets the procedures through which they enter the relevant

data into their system.

Text 1

Tape: Hotd the line, please, all our operators are currently busy. fMusic}
Operator: Cabcharge — Account name?
Customer: Macguarie University.
Operator: Passenger’s name?

Customer: Nunan.

Operator: Pick-up address?

Customer: 13 Finch Avenue, East Ryde.
QOperator:  Is that a private house or flat?
Customer: Yes.

Operator: Going to?

Customer: The airport.

Operator: How many passengers?
Customer: One.

Operator: Are you ready now?

Customer:; I’d like a cab for 2.30 pm, please.
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Operator: We'll get a car to you as close to the time as we can.
Customer: Thank you.

Text 2, incontrast, is a chat between fellow workers which takes place in the coffee
break of a workplace.

Text 2

Gary: 1f 1 won the Lotto, I'd buy six or seven catamarans up at Noosa and sit them on the
beach and hire them out and just rest there all the time.
(Everyone laughs)

Pauline: Oh yes and then you - you’d want something to do.

Gary: Yes, youwould but . . .

Bronwyn: Mm;'o. look, even if I'd won the Lotto, T'd still have to come to work — I couldn’t
stand it.

Garry:  No, that'sright.

Bronwyn: Icouldn'tstand it.

Pauline:  Yes, [ think thatum . . .

Pat: Fd buy my farm.

Broawyn: I'd still -no, I need contact with people.

Pauline:  Yes, that's right — { think I’d probably — if I'd paid off all my debts and wouldn’t
have that on my mind — I’d feel better —um but then I'd think I woulid like to work

part time,
Bronwyn: Mm.
Gary: Mm.

Pauline:  You know, just for. . .

Gary: Oh, I-Tdon’t know.

Pauline: Being able to do things and then you’d stil kind of . . .
Gary: I think I'd use the money a bit in investment.
(Economou 1985: 106)

For most native speakers, text 2 is less predictable than text 1. This does not mean
that it has no patterns at all, just that they are less obvious, The interaction is likely
to cause comprehension problems for a non-native speaker who was either eaves-
dropping or trying to take part in the conversation, and who was unfamiliar with
coffee break chat as a culturai event. (For example, for some observers it may seem
strange that Gary. a young male, is engaging in repartee with Bronwyn and Pauline
who are older women).

3.4 The concept of genre

Within functi_ona! linguistics, the concept of genre has been proposed as a useful
one for helpmg us to understand the nature of language in use, including the
issue of predictability. We have, in fact, encountered the notion of genre, although
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the term itself was not used. You will recall that in Chapter 2 we looked at .

a number of different texts and saw that some were more. alike than others.
In that chapter, it was suggested that language exists to fulfil certain functions,
and that these functions will determine the shape of the text which emerges as
people communicate with one another. The term ‘genre’ tefers to a purposeful,
socially-constructed, communicative event. Most such events result in texts (that
is, pieces of oral or written communication), for example, political speeches, nur-
sery thymes, church sermons, casual conversations and so on. These are all dif-
ferent text types. which have different communicative functions and if we saw
several examples of each, we would have little trouble identifying which was which.
Each has its own distinctive linguistic characteristics, and its own generic struc-
ture (that is, its own, internal structure). Consider text 3, which is a personal recount.

Text 3

Well we had an even better time than that last week. We went up to Noosa for the weekend
.and stayed with Mina — spent most of the weekend on the beach, of course. On Sunday, Tony
took us out in his boat. Didn’t fancy that much. Pity it's such a rotten drive back.

The generic structure of this text can be characterised in the following way.

Introduction Well we had an even better time than that last week.
Orientation We went up to Noosa for the weekend and stayed with Mina -
Event spent most of the weekend on the beach, of course.

Event On Sunday, Tony tock us out in his boat.

Comment Didn’t fancy that much.

Conclusion Pity it’s such a rotten drive back.

Grammatically, the text is characterised by the use of the simple past tense, and the
use of specific reference to people and places which (we assume) are familiar to the
people who are listening to the narrative. Its generic structure is characterised by a
chronological sequence of events capped by an introduction, orientation, comment
and conclusion. A detailed and comprehensive account of the way grammar operates
as sets of options for making meaning is provided by Halliday who suggests that
language structure and language function are systematically related:

Every text — that is, everything that is said or written — unfolds in some context of use;
furthermore, it is the uses of language that, over tens of thousands of generations, have
shaped the system. Language has evolved to satisfy human needs; and the way it is
organised is functional with respect to those needs — it is not arbitrary. A functional
grammar is essentially a ‘natural’ grammar, in the sense that everything in it can be
explained, ultimately, by reference to how language is used. (Halliday 1985a: xiii)

Another point to bear in mind is the fact that genres are culturally and socially
determined, and that new genres are constantly being created. This has important
implications, particularly for second and foreign language teachers. In the first

T
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instance, it means that there is not a finite set of genres belonging to a culture existing
‘out there” waiting to be discovered: it is not possible to say there are 364 genres in
spoken English, and different members of a speech community will not necessarily
agree about the number and type of genres in the language or languages spoken by
that community.

Hall.iday gnd Hasan (1985) suggest that text and context can be related through
a c'onsnderatlon of ficld, tenor and mode. The field of discourse refers to ‘what is
going on’, tenor to ‘who is taking part’, and mode to the ‘role assigned to language’.
They exemplify these concepts by characterising a radio broadcast by a bishop
about the nature of Christian beliefs in the twentieth century in the following
manner:

Field: Maintenance of institutionalized system of beliefs; religion (Christianity), and the
members’ attitude towards it; semi-technical |

Tenor: Aut.hority (in both senses, i.e. person holding authority, and specialist) to the
aL.idIBﬂCE; audience unseen and unknown (like readership), but relationship in-
stitutionalized (pastor to flock)

Mode: Written to be read aloud; public act {mass media: radio}: monclogue; text is whole
of relevant activity
Lecture; persuasive, with rational argument

(Hatliday and Hasan 1985: 14)

Th‘is view of language has a number of important implications for teaching and
learning. In the first place, it suggests that we should start with whole texts or
whole language events rather than discrete elements (such as words or sentences).
'Secondl'y, it would suggest that learners in class should be exposed to the types of
interactional opportunity which they will encounter outside. In other words, there
_should be principled links between the learning opportunities presented to Ie’arners
in the classroom, and the target language uses to which the language will be put.
Pr.esumably, we would not expect learners interested in developing conversational
skills t_o develop these skills by studying monologues on the nature of Christianity by
the Bishop of Woolwich. (See Nunan 1989a for a discussion of the relationship
betw_een real-world and pedagogical language use and the implications of this
relationship for pedagogy.) This view of language would also suggest that we should
actually provide learners with an opportunity to explore the generic structures of
spoken language. i -

In Chapter 2 we contrasted bottom-up views of listening comprehension with top-
down.approaches. The bottom-up/top-down distinction can also be applied to
Si?eakmg. The bottom-up view suggests that learners move from mastery of the
discrete elements or building blocks of the language to a mastery of the larger
components. In other words, they move from phonemes, to words, to clauses, to
sentences to complete texts. Top-down approaches, such as the genre-based one
outlined above, however, suggest that we work from the larger eiements to the-
smaller, These views are contrasted by Hatch who suggests that:



46 Language Teaching Methodology

In second language learning the basic assumption has been . . . that one first learns how to
manipulate structures, that one gradually builds up a repertoire of structures and then,
somehow, learns to put these structures to use in discourse. We would like to consider the
possibility that just the reverse happens. One learns how to do conversation, one learns
how to interact verbally, and out of this interaction syntactic structures are developed.
(Hatch 1978: 404) '

Ellis (1984) cites evidence from second language classrooms which builds on this
notion. He suggests that learners can use an ‘expansion strategy’ to extend their mes-
sages vertically (that is, discoursaily) rather than horizontally (that is, structu‘rally).
He lists three strategies through which this vertical extension may be accomplished:

1. Imitating (part of) another speaker’s utterance and adding to it.
2. Building on one’s own previous utterance.
3. Juxtaposing two formulaic utterances.

Bygate (1988) also argues against the notion that one moves from syntax to
discourse. In fact, he demonstrates that a great deal of interactional talk consists not
of complete grammatical structures, but of what he calls satellite units. Satellite units
are moodless utterances which lack a finite verb or verb group. They can consist of
any dependent syatactic element including noun, adjective, adverb and verb groups,
prepositional phrases, pronouns and subordinate clauses. Examples from Bygate’s
data include the following:

Prepositional phrase:

$12: aatrthe door

S$11: vesin the same door 1 think
S12: besides ihe man who is leaving
S11: behind him

Adjective group:
$8: aha they’re very polite )
ST7: polite really polite that’s er one of their characteristics

Subordinate clause:

$11: well that man I think he is a robber. a thief
§12: he might be

S11: because he is running with a handbag

§12: yeah

{Bygate 1988: 68)

Bygate suggests that the pedagogical implication of the view of language is that
learners should be given the opportunity to practise language below the level of the
clause.

In structural courses and in notional/functional courses, the units taught are clausal. Both
oral and written practice focuses on finite clause units and the way they can combine. What
is perhaps just as important, if not more so, is for the learner to explore the ways in which
dependent units can be constituted, and thence, the way they can combine to form clauses
. . . orat communication practice may offer an antidote 10 the ‘clause-down’ approach. One

Speaking in a Second Language 47

way it might do this is by exercising learners in the business of accessing chunks,
constituting them correctly, combining them and modifying them efficiently, at a
sufficiently low level of ambiguity for communication to take place. (Bygate 1988: 65}

Some SLA researchers believe that second languages are acquired through a
process by which learners learn unanalysed “chunks’ of language (such as Bygate’s
satellite units) as formulae. Over time, they learn to break these down into their
constituent elements. If this is true, it would support the top-down, discourse driven
view of Bygate and others.

3.5 The difficulty of speaking tasks

Determining the difficuity of pedagogical tasks is one of the major challenges
confronting teachers and curriculum developers who subscribe to the sorts of
principle articulated above, and which have become an issue with the develop-
ment of communicative language teaching. In Chapter 2 we looked at some of the
factors which are implicated in the difficulty level of listening tasks, and in this
section, we shall see that similar sets of factors have been identified in relation to
speaking tasks.

One of the complications in determining the difficuity of speaking tasks is the
so-called interlocutor effect. As we have seen, in any interactional speaking task,
communication is a collaborative venture in which the interlocutors negotiate
meaning in order to achieve their communicative ends. The difficulty of a task, and
the success one has in achieving one’s communicative goal will be partly determined
by the skills of one’s interlocutor(s). Interlocutor effect has to be taken into con-
sideration by researchers investigating task difficulty, and also by those designing
task-based testing procedures. In developing tests involving interactive speaking, the
problem is to devise tasks in which the speaker is not disadvantaged by possible
shortcomings on the part of the interlocutor.

Brownand Yule (1983b) and Brownetaf. (1984) have carried outextensive research
into the factors implicated in task difficulty. In conducting their research (which used
native speaking, secondary school pupils}, Brown et al. (1984) were confronted with a
number of major problems. The first was to motivate pupils to talk while working with
an unfamiliar interviewer and while being tape recorded. Their solution was to use a
serics of short tasks conducted under what they describe as ideal conditions and with
different content and different demands to sustain the interest of the pupils. Using a
wide variety of tasks created a second problem in that they did not wish to end up with
‘a hotchpotch of unrelated performances from which no general description couid be
drawn’ (p.49). They solved this problem by devising tasks which formed related
groups, each group being distinguished by a particular communicative skill.

In grouping tasks according to ‘communicative skill’, Brown ¢t al. bring together
seemingly disparate real-world tasks. This can be illustrated by considering three par-
ticular tasks: {1) a diagram-drawing task; (2) a pegboard task; (3) a wiring-board task.
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On the surface, these tasks appear to be very different_. In one, the speaker has to tell
the listener how to reproduce a coloured diagram,'m the second, how to arralllg‘e
different coloured pegs and elastic bands into a partlcular' pattern on a pegbogrd, in
the third, how to complete an electrical circui_t by arranging a series of wxresh in :Ee
appropriate sockets. Despite their apparent differences, Brown ef al. argue that i e
tasksall make similar communicative demandson ’fhe sp_eake_r. J_Xll require th_e speaker
to provide asequence of clear and explicit instr.uct:ons_ ; 1den_t1fy1ng and dlscnmm‘atmg
between static objects and expressing the spatial relat.IOIle-llpS between these objects.
The researchers found that such tasks generated quite different types of language,
patterns of interaction and communicative problems _from _other task types. ‘
Whether tasks involved dynamic or abstract relat_lonshlps was also 1mportan‘tl :;1
determining task difficulty. Tasks involving dynamic rele}txonshlp_s were more dif-
ficult than static tasks, as they required speakers to describe relationships !Jetheg
objects and entities which changed in the course of the tgsk. Sample tasks mcl;ll_u e
describing a car crash, recounting how a piece of equipment worlfs, retelling a
narrative based on a cartoon strip. Tasks invqlving abstract reflatxons_hlps were rﬁore
difficult again than those invoiving the descrfptlon of dynamic r:?latxonshi_ps_. These
tasks required the speaker to dealin abstract_xons such as expressing an opmlolx;llon a
particular topic or justifying a course of actlon._Sample tasks included watching ai
video of a schoolteacher giving a speech in wh}:ch h; st:ongly advocates corpora
i then providing an opinion on the subject. - _
PU;E‘: Tlf:lett; T;gk typgs descri%)ed a[l))ove all involve learners in exploiting paswf
information-transferring skills, and all could be rather neatly fitted onto a grid o

ascending difficulty as shown in Illustration 2.

ILLUSTRATION 2
Degree of difficulty
Static task Dynamictask Abm-actplk
TaskA TaskBoums TaskG  TauskHo—s TuskL—o
g g &8 L2 eg.
;)ns.nmm ;'e‘gburd Story Carcrash Opinion

o] ] .

Many elements, relationebips, characters, €tc.

ki (more difficult)

% Few elements, relationships, etc.

§ {less difficulty)

i Teaching Talk:
: G.Brown, A. Anderson, R. Shillcockand G. Yule,‘ ; !
Soures: Strategies for Production and Assessmem'(c_ambndge University
Press, 1984), p. 64. Reproduced by permission.
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‘Two other tasks identified by Brown et al. did not fit so neatly onto the grid. The
first of these is the summary task. Insuch a task, the pupil has typically to give a short
summary of a story presented, say, as a sequence of cartoon pictures. The researchers
found that speakers had great difficulty presenting information in a condensed form,
often producing ‘summaries’ which were as long as a complete retelling of the story.

The tasks described so far are generally one-way information gap tasks, in which
the speaker has all the information which must be conveyed to the listener. They
contrast with two-way tasks, in which both participants must pool their information
in order to complete the task successfully. The researchers found such tasks par-
ticularly difficult to grade because of the interlocutor effect referred to above.

Brown et al. were interested not only in finding out which speaking tasks were

easy and which difficult, but also in determining what factors helped pupils improve
their performance on speaking tasks. (Pupils were judged on how successfully they
managed to complete the tasks; for example, how accurately they described the
spatial relationships between objects in a static task.) Contrary to expectations, the
researchers found that practice did not lead to improved performance on the static
tasks, although it did on the dynamic tasks. They concluded that, ‘practice enables
speakers to improve those aspects of the task which they had already largely
mastered’ (p. 123). Another condition which they investigated was the possibility
that prior experience as a ‘hearer’ might facilitate being a speaker. This particular
condition did seem to help speakers improve their performance because it helped the
speaker appreciate the difficulties inherent in the task.

Giving speakers experience in the hearer’s role is more helpful than simple practice in tasks
where a speaker is having real difficulties in appreciating what a particular task requires. In
tasks where speakers are largely successful in mecting a particular task demand, then
repeated practice may enable them to improve further their performance in this respect,
and may indeed be a pleasant and motivating experience. {Brown et af, 1984: 123)

A further condition which enhanced performance was the opportunity to take
part in a training session where tape recordings of inadequate performances were
reviewed and discussed.

In conclusion, then, speaking performance was enhanced by rehearsal of the task
under different conditions, and the opportunity to review and reflect on the tasks.
This ability to reflect critically on one’s performance as a language user is an im-
portant skill, which should be incorporated into any language programme. In Chap-
ter 9, we look at practical ways this can be achjeved through the incorporation of
learning-how-to-learn tasks into teaching programmes.

3.6 Classroom interaction

A considerable amount of research has been conducted in recent years into learner
interaction, particularly interaction which takes place through group work. In this sec-
tion, we shall review some of this research, focusing on the linguistic and acquisitional
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aspects of interaction. Much of the research into classroom interaction among second

language learners has been conducted within the discipline of second language "-E

isition. The theoretical point of departure for this work has been the interpreta-
tai‘;(}-lu;)s;tfgng (1983) and otll:ers of the so-called comprehensible input hypqthesns,
which is based on the belief that opportunities for segonq language acquisition are
maximised when learnérs are exposed to ianguage which is just a fittle t;eyond thqr
current level of competence (Krashen 1981, 1982). The central research issue here is:

what classroom tasks and patterns of interaction provide learners with the greatest .
amount of comprehensible input? One line of research has argued that patterns ofin- -

teraction in which learners are forced to make convcrsati(’mal adjus_tmenFs promote
acquisition. This view represents an indirect rather thfm direct relationship bgt.w‘een
environmental factors (for example, types of instruction} and language acquisition.
The argument is as follows: . .

Step 1: Show that (a) linguistic/conversational adjustments promote (b) comprehensible
input.

Step 2: Sh[;w that (b) comprehensible input promotes (c) acquisition. o

Step 3: Deduce that {a) linguistic/conversational adjustments promote (c) acquisition. Sat-
isfactory evidence of the a— b—» crelatiohships would allow the llE’lgulSI’lC environ-
ment to be posited as an indirect causal variable in SLA. (The relationship would be
indirect because of the intervening ‘comprehension’ variable.) (Eong 1985: 378)

Numerous studies have used this theoretical framework as a point 'of departure.
Long (1981) found that two-way information gap tasks prompted significantly more
linguistic/conversational adjustments than one-way tasks. In two-way tasks, all
participants have a piece of information known only to them which must be con-
tributed to the small group discussion for the task to be'completed successfull;_(.
In one-way tasks, one student has all the relevant information and must convey this
to the other student(s). Duff (1986) found that convergent tasks produce more
adjustments than divergent tasks. Thus, debates, which encourage dlv_ergen.t views
and arguments, yield fewer adjustments than Problem-solvmg tasks in which the
views of all participants must ‘converge’ to provide the appropriatc answer.

A different perspective has been provided by Swain (1585) who ac-ivan.ges the
comprehensible output hypothesis. While she accepts that comprehensible input is
an important construct in understandinginrocess-es of seconfi language acquisition,
she argues, on the basis of a study involving children le_armng French as a second
language in an immersion program, that language proficiency cannot be accounted
for solely on the basis of the input received. She suggests.that the role of compre-
hensible input on the development in particular of gramm:.itlcal competence has been
overstated, and that the role of comprehensible output is also significant. Out;?ut,
@Mhen it occurs in conversations where the learner is pa\_ring to negotiate

meaning, provides learner’s with the opportunity {0 push to the ]ll:ﬂlt their emerging
competence. I addition to ‘pushed’ language use, output provides le:‘irners with
“the opportunity to try out hypotheses about how ]anggage works', al?d it may also
force learrers to impose syntax on their language. This latter point is particularly
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significant if, as Krashen {1982) suggests, learners can often extract adequate mean-
ing from aural messages by focusing on lexis and extralinguistic information and
bypassing syntactic processing.

Research has focused on other aspects of small group work besides the negotiation
of meaning. For example, it has been shown that learners use considerably more
language, and exploit a greater range of language functions when working in small
groups as opposed to teacher-fronted tasks in which all students proceed in a lock-
step fashion (Long er al. 1976). Bruton and Samuda (1980) found that, contrary to
popular belief, learners in small groups were capable of correcting one another
successfully. Porter (1983, 1986) found (also contrary to popuiar opinien) that
learners do not produce more errors or ‘learn each other’s mistakes’ when working
together in small groups. Taken together, these studies provide a powerful rationale
for the use of interactive groupwork in the classroom. However, I would add one
caveat. Some of these studies have, for very good reasons, been carried out in
laboratory or simulated settings. It remains to be seen whether the results hold up
in genuine language classrooms, that is, classrooms constituted for the purposes of
learning, not research.

3.7 Stimulating oral interaction in the classroom

The theory and research summarised in the preceding section suggest that [earning
to speak in a second or foreign language will be facilitated when learners are actively
engaged in attempting to communicate. As Swain suggests: just as the research
suggests that we learn to read by reading, so also do we learn to speak by speaking.
This does not mean that we should never allow our learners to engage in manipula-
tive exercises in which focus of attention is on the manipulation of linguistic form (we
shall look at this aspect of language learning in Chapter 8). However, it is interesting
to analyse currently available books writter within a communicative language teach-
ing paradigm, for many of these coursebooks, particularly those aimed at lower
proficiency learners, consist largely of manipulative, form focused exercises. The
following list of speaking exercises is a case in point. The exercises have been
extracted from a coursebook whose avowed aim is to ltelp learners use the language
essential to real-life situations. The following exercises constitute the sum total of
speaking practice which learners received in the course.

- Learner listens to and reads two-line dialogue and practises with a partner.

. Listen and repeat.

- Listen to a model dialogue and repeat. interpolating own name.

- Read question cue and make up question.

- Read two line skeleton dialogue and practise with partner.

- Listen/read a model question and ask a partner.

Read a modei dialogue and have a similar conversation using cues provided.
Study a substitution table and make up sentences.

00 =N LB W N
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9. Study questions and answers in a mode} dialogue and make up similar questions

using cue words. . - : : ‘ :

10. Look at a picture and study model sentences. Make up similar sentences about a
similar picture. ‘

11. Listen to numbers and dates. Read numbers and dates and say them.

12. Listen to tapescript and answer written comprehension questions.

13. Listen to an interview. Ask and answer similar questions with a partaer.

14. Look at diagrams of clocks. With a partner ask and answer questions about the

time. :
15. Listen to a model, study a map and say the route from one specified point to

another. : :

You might consider whether this is a reasonable number of activities for low-level
second language learners, and if not, what other activities might be included. Would
it be a reasonable number for low-level foreign language learners? My own view is
that while these exercises provide essential preparatory practice for communication,
they are essentially enabling activities which do not go far enough (i.e. they give
controlled practice in the grammatical and phonological building blocks of the
language, but provide few opportunities for ‘genuine communication). Even with
low-level learners, it is possible to build on the fluency skills developed by such
exercises, and provide learners with genuine, if limited, opportunities to engage in
communicative interaction.

In the preceding section, we looked at research into classroom tasks which is aimed
at identifying those tasks which prompt interactional modifications between partici-
pants. It has been suggested that two-way tasks prompt more modifications than one-
way tasks, that convergent tasks prompt more modifications than divergent tasks, and
soon (see, for example, Pica and Doughty 1985; Doughty and Pica 1986). Long (1989)
also hypothesises that closed tasks will prompt more modified input than open tasks.

Extract 3.1 consists of two students working on three communicative tasks. In task
1, the two students are working together on a task which is more open than tasks 2
and 3. (An ‘open’ task is one in which there is no single correct answer. Like many
concepts, the open/closed distinction represents a continuum, rather than two
mutually exclusive categories. Tasks can therefore be classified as more-or-less open
or closed.) They have been given a number of vocabulary items and have been asked
to decide which words go together and to group them accordingly. Tasks 2 and 3 are
relatively ‘closed’ tasks, that is, tasks to which there is a correct answer. (Tasks 2 and
3 we based on material in Hamp-Lyons and Heasley 1987.)

Pre-reading task

1. Would you predict more negotiation in ‘open’ or ‘closed’ tasks? Why?

2. As you read the extract, identify those instances in which the learners negotiate
meaning by, for example, checking whether their partner hascorrectly understood
them, or whether they have correctly understocd their partner. Do you believe
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th ] a
at tlle Carners are lllaXlIIllSlng CompIChenSlble Input tluough HCgOtla[lng
. T ha h ﬂ t ou a[]d type Of talk
3 vv]lal ‘aC‘() 3 ()the] than the type Of taSk mnuence he a
1 nt

Classroom exiract 3.1: Task-based interactions

Note: The square brackets contain interjecrions from the other speaker.

Task I

;‘i\:;)eitgcfientz,bl-{ﬂ(za ?11‘1;1 Carlos, are studying the following words which have been typed onto
cardboard. Their task is to group the words t i i
ogether in a wa

piece: g y which makes sense to
GEOGRAPHY, ASTRONOMY, AGRICULTURE, ECONOMICS, COMMERCE, ENGLISH, SCIENCE, STATISTICS
BOOK, COMPUTER, PENCIL, DIARY, NEWSPAPER, MAGAZINE, THAILAND, HONG KONG, MELBOURNE’

' )
DARWIN, UNITED STATES. ASIAN, DIAGRAM, ILLUSTRATION, PICTURE, CARTOON, VIDEQ, COMPETENT
LAZY, INTERESTING, SUPERIOR, UNCOMFORTABLE, REGION ' '

[There is siience for several minutes as they study the cards. ]

H: Statisticand diagram — they go together. You
know diagram?

— C: Yeah.
H: Diagram and statistic are family . . . but

maybe. I think, statistic and diagram — you

think we can put in science? Or maybe . . |

C: Science, astronomy, [yeah]and er can be
) agriculture.
H: Agriculture’s not a science.
. C: Yes,itssimilar. . .
H: No.. . .ermaybe Darwinand science , . .

o C: What'sthe Darwin?
H: Darwinisaman.

H: Yes, butit’sa man who discover somethiiég.w0~ oneolplacein Australia
yes, I'msure.
C: Okay.
H: And m_aybe, look, yes. picture. newspaper, !
magazine, cartoon, book. iliustration [yeah).
Maybe we can put lazy and English together.
Er Hong Kong, Thailand together. Asian. Er,
United States. Diary with picture, newspaper
andsoon. . . . Oh, I understand, look, look.
Here, it’s only adjective - lazv, competent,
Interesting and comfortable. Er, what isit?
Ahyes yes. She begins to rearrange the cards.
C: Darwin
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Carlos helps her to rearrange the words:
H: Darwin . . . [take this] Together? Okay. [yes,
yes]. English, Hong Kong, Thailand, United
States, Darwin, Melbourne okay. Each
region. Econom. . . geography, agriculture
together. I think we had better to put English
with the adjective —what do you think?
One of the students from an adjoining table leans across and speaks to Carlos.
$: Maybe, maybe you can speak too.

C: Asian. . . Sowe got[seven groups] seven

groups. Statistic, geography, that’s right
. [yeah]. Sogroup 1sta. . . statitics, statistics,
diagram group 2.
H: .. .science astronomy. . . .

C: Yeahand er group 3 picture, newspaper,
magazine, cartoon, book, diary, [illistration]
illustration.

H: Okay, group 4lazy, competent, interesting,
uncomfortable, English - because it’s the
adjective . . .

C: Group 5, region, Hong Kong, Thailand,

United States, Melbourne, Darwin, Asian.
H: Okay, group 6, economics, commerce,
geography, agrici . . . agriculture. .
C: Sogroup7, computer, pencil, video.

While this task generates considerable interaction, the relative contribution of the
two speakers is rather one-sided, with Hilda, the more dominant character getting
the lion’s share of the speaking turns, a fact commented on by one of the other
students. Data such as these underline the importance of taking social and inter-
personal factors into account in grouping learners. (It is also worth noticing than in a
two-way task Carlos would have had unique information to contribute. This would
give him more communicative bargaining chips, and therefore more opportunity to
take the floor.)

Task 2
In this task, the students are required to read a set of instructions and draw a diagram of the

apparatus described. The instructions for the task are as follows: ‘

MAKING A PHYSIOGRAPH USING A CAMERA!
To make a physiograph, place the camera on the floor with its lens pointing directly upwards
and lying immediately below the torch which has been suspended from a hook in the ceiling on
a piece of string. Two other strings are hung from hooks several inches to either side of the
main string to which they are connected at a point, say, three-quarters of the way down so that
they form a V. The strings and torch should be so arranged that when the torch is given its first
swing to set it in motion the movement of the light comes within the area of the film in'the
camera. Turn the torch on, turn the room light off, set the torch swinging and open the shutter.
After several minutes’ exposure the track made by the swinging light will have produced 2
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delightful linear pattern on the film and this can be enlarged to make a white linear design on
a black background.
H: Liethe camnera onthe floor— put the camera
on the floor. But be careful, be careful. Attach
. . attach maybe,
C: Okay. . .Ifixit,
H: Belowthetorch. . . wehave to suspenda
torch from a hook in the ceiling— on a piece of
string. Inthe studio —and, er, there’sa big
light [yes]. So, I think maybe here we can do
like a bigone, and maybe it's torch.
C: Ohyes, I think you got the point.
H: Youthink so? ’ P
C: Yes - think so
H: Very confusing you know - very. . . .
[She draws in several lines and then shows the sketch to Carlos]
H: Whatdo you think?
C: Yeah. Yes, it'sgood. Butit’s going to
(inaudible) the sun —is not sun—spot.
H: Yes, better.

While this is a closed task, it does not stimulate as much interaction as the relatively
more open task which precedes it. [ believe that this is because it is conceptually and
linguistically beyond the resources of the students, although it may also have been
because the task simply did not engage their interest. Whatever the reason, the
students spent relatively little time on the task, and did not complete it successfully.
In selecting tasks, then, one must take into consideration the conceptual and cog-
nitive demands as well as the learners’ interests.

Task 3*

In this task, the students are presented with a text on acidic poliution and an accompanying
map (the map is shown befow). There are five discrepancies between the text and the map.
The students, working in pairs, are required to spot the discrepancies.

extentof.. .
stoined water

BTP Tiexide

*From L. Hamp-Lyons and B. Heasley . Study Writing {Cambridge University Press, 1987). Reproduced
by permission.
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C: Okay. Er Immingham - Isaw Immingham.
Okay Immingham [yes]. Okay, it’s a problem
of pollution.

H: Yes, of course. '

C: And—what?. . . And problem of wastage
fromindustry. . . aci. . . acidic pollution.
[Mmm] There serious acidification of local
water, [Okay]

[There is a long pause as they reread the text and study the map.]

H: Ispiedone, look. BTP BTB.

C: That'’sright.

H: Ah, one mistake. Okay. It'sBTP, not BTB.

Do youagree?
C: Yes, yes, yes.

H: ‘Of Grimsby and LaPorte Industry’. Where is
LaPorte? Oh, yes, . . . ‘both of them on the
Humber estuary’. No, look, onty one—here is
the estuary. LaPorte is not near the estuary.
Do you agree? [Yeah, yeah] Both of them, no.
They're not together in the estuary. Do yon
agree? [Yes, yes.] ‘Between them they
dischargemorethan,er . . .’

C: 60,000 cubic metres.

H: ‘Thereisalongstreak’. . . Ohlook,I
understand. “There is a long streak of stained
land along the north bank of the estuary from
Grimsby to Immingham’. It not good —it’s this
one,along. . . alongstreak of stain. Itis
brown, itisblack. And. . . theysay from
Grimsby to Cleethorpes. . . . It’snof from
Grimsbyto Cleethorpes, it’s from Immingham
to Cleethorpes. Do you agree?
C: Mmm.
[Hilda writes down ‘not from Grimsby to Cleethorpes’.|
H: Okay. ‘Thishas a brownish-red colour from
the discharge.’ It's not red colour, it's brown
col. . .er black colour. [ Yeah] Black colour.
Okay, we have to find another mistake now.
C: Onemeore?
H: Yeah.
[There is prolonged silence. ]
C: ... The Humber,
H: Excuse me? Yes? Humber, you think it'sa

mistake? Maybe.
C: Idon’tth. . .Idon'tknow .. what..er, here

. . must be Humber River.

H: Okay. Ander must River Humber.
' C: No, must be Humber River.

o
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H: No, look. [She refers to the instructions.]
They will find mistake in the text.
C: Oh, yeah, yeah.
H: Okay, must be River Humber, and not
Humber River. Okay. It means that task four
—it’s over.
{She puts down the paper.]

It seems fairly clear from this transcript that, while considerable negotiation of
meaning occurs, the function of such negotiation is not to provide comprehensible
input to the learners. The proficiency of both learners (post-intermediate} is suf-
ficiently advanced to rule out such a possibility. Despite this, the tasks are valuable

not because they enable the learners to negotiate the grammatical complexity down,
to an assimilable level, but because they provide learners with the opportunity to
produce comprehensible output with the benefits as suggested by Swain. It is also
worth noting the effect of task difficulty. The second task is conceptually very
difficult for these students, and in consequence they do not engage it adequately.

In preparation for the lesson from which the next interaction is extracted, the teacher
has asked students to read a newspaper article on the subject of ‘bad habits’. She
leads a teacher-fronted discussion on the subject, and then puts iearners into small
groups to discuss ‘bad habits’. Each small group discussion is recorded, and following
the discussion the students will replay the tape, evaluate their performance and
attempt to identify their errors. In comparison with the tasks in extract 3.1 , this is an
extremely open task,

Pre-reading task

1. What sort of language do you think would be prompted by this task?
2. Inwhat way(s) do you think the patterns of intteraction will differ from the tasks in
extract 3.1?

Classroom extract 3.2: Group discussion

The_smal] group from which this extract is taken consists of five women and one male student,
During the interaction, the male student does not speak.

Maria: My nextdoor neighbour. . . he make eh
VEry noisy, very noisy [yeah). I can’t tell him
because he’s very good people.,
[The discussion continues for several minutes. |
Sylvia: . .. youdon’t want tosay anything
because you might get upset, of course. Me do
the same thing because I've got neighbours in
my place and always you know do something I
don’tlike it but I don’t like 10 say bad because I
think ma_ybe, you know, make him upsetor . , ,
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Martha: I've got bad neighbour but I feel

barrass . . . . ‘ ‘
o Sylvia: ... to say somcthing, of course, like

everyone . . .
Martha: They always come in and see what 'm
doing — who's coming. {no good] [yeah, that’s
no good] They want to check everything. If they
see I buy something from the market they
expect me 10 give them some. [oh yeah] [oh

that's not nice] But T, . . it’s difficuit. o
Sylvia: It's a difficult, yeah, but sometime it’s

-difficuit . . .,
Martha: They can't understand, I bought them
and 1 gave money . . . [laughter] [yeah] You
know sometime difficult to the people because
sometime 1 can’t speak the proper, the
language, and little bit hard to give to
understand . .. and that’s — sometime feel
embarrass then. 1 can’t say it, you know?
Maria: [turns to the [ifth woman, who has not yet

spoken] Sarah, you tell [you tell now] o
Sarah: My, er, for example, my sister-in-law she

all the time snores in her sleep [oh, yes]. And
my brother say, ‘Oh, I'm sorry, we must sleep
separate’ [separate beds] [laughter]. They did.
[good idea] A good idea because he couldn’t
sleep.

[Laughter.]

In contrast with the interactions in extract 3.1, this extract demonstrates: thc.different
patterns of interaction stimulated by different task types. The interactlon_ is charfic-
terised by a relative lack of negotiation in which each learner h_as her spt piece Wh](‘:h
she parades for the others. At the end of the extract, there is a telling incident in
which one of the students who has not spoken is prompted to recount her anecdote.
This is not to say that such tasks are not useful. On the contrary, they provide
learners with the opportunity of taking part in more extended speaking turns. The
important peint to note is that the different task types illustrated in the extracts
stimulate quite different patterns of interaction.

Pre-reading task

1. The next extract has been taken not from a classroom but from data coliected_by
Brown et al. (1984) in their investigation of task difficulty. The pupils, all native
speakers of English, are taking part in a two-way informat_iqn gaptask. The A role
is the primary speaking role, while the B role is the subsidiary role. As you refad
the two extracts. decide what differences there are, if any, between the two pairs

of speakers.
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2. You will recall that Brown and her colleagues found that speakers who had prior
experience as hearers performed better than those who had not had this ex-
perience. As you read the extract, you might like to consider which A speaker has
had prior experience in the subsidiary B role, and what evidence there is for this
in the transcript.

Classroom extract 3.3: An information gap task

FIRST PAIR
A: Youstart + beside the graveyard

B: Right

A: Go straight up to the volcano + turn right

B: Can you slow down?

A: Turn right

B: Right?

A: Uhu + gostr- a wee bit down + you come to the giraffes + right
B: Right

A: Right you go down + turn left + and go down

B: Where to?

A: And you come to a dead tree

B: Right

A: And then you go up + then come down beside the mountains
B: Right

SECOND PAIR
A: Have you got a graveyard?

B: Yes

A: Well go over to the graveyard

B: Right

A: Go above it just a little bit

B: Right

A: Have you got a volcano?

B: Yes

A: Well go from the graveyard right up to the volcano
B: Right

A: Then + have you got giraffes?

B: Yes

A: Well go from the volcane + turn right round

B: Goright round it + over the smoking?

A: What?

B: Overthe top + where the smoke is coming out?
A: No + underneath the volcano

{Adapted from Brown er al. 1984; 136-7)

In these extracts, it is the second A speaker who has had prior experience of being
in the B position. Brown er af. observe that while pair 1 contains the complete
task performance, the second pair only encompasses a small portion of the route
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on the map. In other words, when the A speaker has had prior experiencc? as
a B performer, much more language gets produced. In the s‘eclond 1r‘1teract1(.m,
‘speaker A regularly checks that his partner has a feature before giving an instruction
which uses the feature as a destination. He also gives more detailed information
about the location of the route, for example by saying not just that the route
goes “to the graveyard” but that it goes “above it just alittle bit”.” (Brown et al. 1984:
13?2’6 saw in section 3.5 that the issue of determining task difficulty was complex and
relativistic, in that it was associated with the interaction of a range of factors, some
related to the language with which learners were dealing, some to the complexxty.of
the activities or procedures required of.the speaker, and some to the speallcer. Wlth
reference to the research carried out by Brown et al. (1984) and reported in section
3.2, how would you grade the following tasks from the perspective of the speaker?
(In these tasks, which have been adapted from Brown and Yule (1983b), the students

are working in pairs.)

1 .
Both students have photographs which are almost identical. The speaker has to describe

what is in the photographs as accurately as possible in order that the Iilstener can identify in
what way his/her photograph differs from the one which the speaker is describing,

2 -
The speaker has a piece of paper on which a diagram has been drawn. The listener has a

blank sheet of paper, a black pen and a red pen. The speaker has to instruct t.he listener to
reproduce the diagram as accurately as possible on his sheet of paper. The listener has to
listen carefully and to follow the speaker’s instructions.

3 . - .
The speaker has a cartoon strip story. The listener has a set of pictures which show scenes

or the characters from the story and some from different stories. The speaker has to tell the
storv so that the listener will be able to identify which scenes or characters fit the account he

hears.

4 .
The speaker has a set of photographs depicting a sequence of events leading up 1o a car
crash. The listener has a road layout design on which hefshe has to draw the locations and

movements of the cars involved in the crash.

5 .
The learners watch a short piece of video film in which a teacher expresses a fairly strong

opinion that corporal punishment is necessary in school to ensure that teachers can do their
work and that students can learn. Having watched the film, learners have to say what they

think about the matter.

These tasks are, in fact, graded from easiest to most difficuft according to whether

they contain static, dynamic or abstract relationships. Tasks 1 and 2 are concerned’

with static relationships, tasks 3 and 4 with dynamic relationships, and task 5 with
abstract relationships.
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3.8 Investigating speaking and oral interaction

Task 3.1

1. Study two or three coursebooks for low-level learners and summarise the speak-
ing tasks and exercises using the list in section 3.3 as a model.

2. What similarities and differences are there between the coursebooks?

3. What views on the nature of language and learning are implicit in the coursebooks
as reveaied by the tasks and exercises?

4. How adequate are the tasks and exercises in the light of the theory and research
set out in section 3.2?

Task 3.2

1. Carry out a functional analysis of the types of speaking tasks your learners (or a
group of learners with which you are familiar) will need to carry out, using the
framework in section 3.2 as a guide.

2. Analyse the materials used by the learners. How adequately do these reflect the
purposes for which learners require the language.

Task 3.3

Give several pairs of learners the three tasks used In extract 3.1. Record and anaiyse
the language used. What similarities/differences are there? What modifications
would you make to the tasks if you used them again?

Task 3.4

Get some students to carry out the five tasks from Brown er af. which are described in
the preceding section. To what extent are their finding on task difficulty borne out by
your experiment?

Task 3.5

Replicate the experiment in which Brown e af. investigated the effect on speakers of
having prior experience as a hearer. Does this prior experience appear to improve
the learners” speaking ability when carrying out information gap tasks?

Task 3.6

Get pairs of students to carry out one- and two-way information gap tasks. Record
and analyse the language used. Do the two-way 1asks appear to be more success-
ful (for example, in prompting longer turns, more prolonged interactions, more
negotiation of meaning etc.)?

3.9 Conclusion

Tasks and exercises for developing speaking skills should be referenced against the
purposes for which learners ultimately require the language, and to this end it is useful
to carry out an analysis of the materials and classroom tasks which form the basis of
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learners’ speaking programs, and compare these with the target ta_sks. Another usefu]
source of information on speaking tasks is the growing body of literature on sc‘acond
language acquisition. I am not suggesting the upcritica] acceptance of these 1de?s.
Rather, through the action research and application tasks sug_gestec'i in she precedin g
section, your classrooms can become laboratories for expenr.nentmg with, contest-
ing, and evaluating these ideas in your own context and situation. '

In particular, it is worth exploring, in your own coptext, the claim tpat dlffcrgm
task types stimulate different patterns of interaction. Here, . the investigative
question to pose is: is it in fact the case with my learners that dlffe:rcnt task types
stimulate different patterns of interaction, or are the patterns essentially the same?

Chapter Four

Reading: A Discourse Perspective

4.1 Introduction

This chapter takes up some of the central themes which have been developing in the
two preceding chapters and applies them to the Gevelopment of reading in a second
or foreign language. Some of the key theoretical and empirical perspectives on the
nature of reading and learning to read are examined in the first section of the chapter.
We then look at ways in which this theoretical and empirical work has found its way
into the classroom through teaching materials and techniques. The key questions
addressed in this chapter are:

1. What is meant by bottom-up and top-down approaches to reading?

2. What is meant byischema theory; and what is its(inﬂuence on reading theory and
practice? J ; .

.- How does background knowledge influence the reading process?

. In what way can reading be said t0 be a social process?

. What are the characteristics of an effective reading lesson?

L ot

4.2 Bottom-up and top-down views on reading

In Chapter 2 I outlined two different views on the nature of listening: the bottom-up
view, which suggests that successful listening is a matter of decoding the individual
sounds we hear to derive the meaning of words and thence utterances; and the
top-down view, which suggests that we use discoursal and real-world knowledge to
construct and interpret aural messages. These two competing models of language
processing have also had a central place in the debate on the nature of reading
comprehension.

Until comparatively recently, the bottom-up approach dominated both first and
second language research and theory. According to Cambourne (1979), it was the
basis of the vast majority of reading schemes. Many people will recall with distaste
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the basic primers with their highly improbable stories which were used to develop
early literacy skiils. Although there is now a great deal of evidence which points to
the inadequacy of the approach, it still has many adherents within the teaching
profession. In addition, the ‘back-to-basics’ movement and introduction of ‘basic’
skills testing in schools indicates that the approach has a good deal of support beyond
the profession itself. :

The central notion behind the bottom-up approach is that reading is basically a
matter of decoding a series of written symbols into their aural equivalents. Cam-
bourne, who uses the term ‘outside-in’ rather than bottom-up, provides the following
illustration of how the process is supposed to work:

Print— Every letter — Phonemes and graphemes — Blending — Pronunciation — Meaning
discriminated matched

According to this model, the reader processes each letter asitis encountered. These
letters, or graphemes, are matched with t?e phonemes of the language, which it is
assumed the reader already knows. These Qhonemes, the minimal units of meaning 7
in the sound system of the language, are blended together to form words. (Phonemes
are the individual units of sound in a language.) The derivation of meaning is thus the
end process in which the language is translated from one form of symbolic representa-
tion to another.

One reason {or the survival of this approach in the face of criticism is that it seems
a reasonable and logical explanation of what happens when we read. Letters do
represent sounds, and despite the fact that in English twenty-six written symbols have
to represent over forty aural symbols, there is a degree of consistency. On the surface,
then, it seems more logical to teach initial readers to utilise the systematic correspond-
ences between written and spoken symbols than to teach them to recognise every
letter and word they encounter by memorising its unique configuration and shape (a
practice favoured by proponents of the ‘whole-word’ approach.)

One of the assumptions underlying this phonics approach is that once a reader has
blended the sounds together to form a word, that word will then be recognised. In
other words, it is assumed that the reader possesses an oral vocabulary which is
extensive enough to allow decoding to proceed. This assumption is not one that can .
be made with second language learners for whom any form of reading instruction
ought to be linked with intensive aural vocabulary development. In fact, the assump-
tion that phonicanalysisskillsare all thatisneeded to become asuccessful independent
reader is questionable with first as well as second language readers. Most teachers of
reading have encountered children who are able to decode print after a fashion and
thereby ‘read” without actually extracting meaning from the text.

A number of other major criticisms have been made of the phonics approach. Much
of this criticism is based on research into human memory. In the first place, with only
twenty-six letters to represent over forty sounds in English, spelling-to-sound cor-
respondences are both complex and unpredictable. It was this realisation which led
to the development of primers, in which stories were composed of words which did
have regular sound/symbol correspondences. Unfortunately, as many of the most
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common English words have irregular spellings and were therefore excluded, the
stories in primers tended to be unnatural and tedious. '

Research into human memory also provides counterfactual evidence. It has been
shown that the serfal processing of every letter in a text would slow reading up to the
point where it would be very difficult for meaning to be retained. An early study by
Kolers and Katzmann (1966), for example, demonstrated that it takes from a guarter
toathird ofasecondtorecognise andassign the appropriate phonemicsound toagiven
grapheme. Atthisrate, given the average length of English words, readers would only
be able to process around 60 words per minute. In fact, it has been demonstrated that
the average reader can read and comprehend around 250-350 words per minute.
Given the fact that we can only hold in working memory about seven items at a time
readers would, under the bottom-up model, very often forget the beginning of a;
sentence (and perhaps even a word) before they have reached the end.

Srqith (1978) has pointed out that the serial processing operations underlying the
phonics approach are also contradicted by the fact that it is often impossible to make
decisions about how upcoming letters and words ought to sound untii the context pro-
vided by the rank above the one containing the item has been understood. Thus, in
order to assign a phonemicvalue toa grapheme it is often necessary to know the mean-
ing of the word containing the grapheme. If, for example, in reading a text one came
across the graphemic sequence ‘ho--', it would be impossible to assign a value to ‘0’
until one knew whether the whole word were *house’, ‘horse’, *hot’, ‘hoot’, etc. In the
same way, itisimpossible to assign a phonemic value to the vowel sequencein the word
‘read” until it is known whether the sentence containing the word is referring to the
present or the past, Additional evidence against the notion that reading proceeds
through the serial processing of ever larger units of language has come from a line of
research initiated by Goodman and Burke (1972). This research involved the
analysis of errors made by the reader when reading aloud. Errors, termed ‘miscues’
by Go_odman and Burke, provide evidence that something more than mechanical
decpdgng is going on when readers process texts. They found that in many instances
deviations from what was actually written on the page made sense semantically —
for example, a child might read the sentence ‘My father speaks Spanish’ as ‘My
ng speaks Spanish’. (If the child read ‘My feather speaks Spanish’, this would be
ev1de!1<:e that he/she is not reading for meaning, but is decoding mechanically.)

Insights from sources such as the Reading Miscue Inventory led to the postulation
of an alternative to the bottom-up, phonics approach. This has become known as the
top-down or psycholinguistic approach to reading. As with the bottom-up models,
there are a number of variations in this approach, but basically all agree that the
reader rather than the text is at the heart of the reading process. Cambourne (1979)
provides the foliowing schematisation of the approach.

_Pas.t c'expcricnce, language — Selective aspects — Meaning — Sound, pronunciation
ntuitions and expectations of print if necessary

From Fhe diagram, it can be seen that this approach emphasises the reconstruction
of meaning rather than the decoding of form. The interaction of the reader and the
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text is central to the process, and readers bring to this interaction their knowledge of
the subject at hand, knowledge of and expectations -about how language works,
motivation, interest and attitudes towards the content of the text. Rather than
decoding each symbol, or even every word, the reader forms hypotheses about text
elements and then ‘samples’ the text to determine whether or not the hypotheses are
correct. : : : '

Oller (1979) also stresses the importance of taking into consideration psycho-
logical as welt as linguistic factors in accounting how people read. He points cut that
the link between our knowledge of linguistic forms and our knowledge of the world
is very close, and that this has a number of implications for discourse processing.
Firstly, it suggests that the more predictable a sequence of linguistic elements, the
more readily a text will be processed. It has been suggested that texts for initial first
language readers should come close to the oral language of the reader. {The fact that
phonics primers written in phonically regularised language present relatively un-
predictable language at the levels of clause and text probably helps explain the
difficulty many readers have with them.) Even second language learners, despite
their limited knowledge of linguistic forms, should be assisted by texts which consist
of more natural sequences of elements at the levels of word, clause and text. A
second way of exploiting the relationship between linguistic and extralinguistic
worlds is to ensure not only that linguistic elements are more predictable but also
that the experiential content is more familiar and therefore more predictable. (See
also Alderson and Urquhart’s (1984) ‘text-reader—task’ structure for characterising
foreign language reading.}

The significance of content familiarity for compensating limited linguistic know-
ledge is explored more fully in the next section. Here we should note that just as
linguistic sequencing above the level of the grapheme/phoneme was unfamiliar in
phonics-based primers, so also was the content, the subject matter often being
remote from the experiences and interests of the readers. (For an extended dis-
cussion on linguistic and extralinguistic relationships, see Smith 1978, and Oller
1979.)

One of the shortcomings of the top-down model is that it sometimes fails to
distinguish adequately between beginning readers and fluent readers. Smith, for
example, advances the view that fluent readers operate by recognising words on
sight. In other words, fluent reading in non-ideographic languages such as English
proceeds in the same way as fluent reading in ideographic languages such as Chinese,
where readers must learn to identify characters by their shape. (In ideographic
languages, the characters do not represent sounds. Rather they are derived from
the objects and entitites they are supposed to represent.) Of course, it does not
necessarily follow that, as fluent readers proceed through sight recognition (assum-
ing that this is how they read - something upon which theze is by no means universal
agreement}, this is the way initial readers should be taught.

Stanovich (1980), in his exhaustive review of reading models, criticises the top-
down notion that reading proceeds through the generation of hypotheses about up-
coming text elements. He points out, for example, that the generation of hypotheses

f
\.
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i the_manner suggested by Smith would actually be more time consuming than
decoding wouid be. In the light of the perceived deficiencies of both bottom-up and
top-down models, he proposes a third which he calis an interactive—compensatory
mod_e]. As the name indicates, this model suggests, that readers process texts by
uptilising information provided simultanecusly from several different sources, and
that they can compensate for deficiencies at one level by drawing on knowfedge
at other (either higher or lower) levels. These sources include all those looked at
separat.ely in bottom-up and top-down processes, that is, phonological, lexicai
syntactic, semantic and discoursal knowledge. ,

Stanovich claims that his alternative model is superior because it deals with the
shortco‘mings inherent in other models. The major deficiency of the bottom-up
model is that it assumes the initiation of higher level processes, such as use of
background krowledge, must await lower level decoding processes. The top-down
model, on _the other hand, does not allow lower level processes to direct higher ievel
ones. The interactive—compensatory model allows for deficiencies at one level to be
com;-)ens_ated for at another. In particular, higher level processes can compensate for
deﬁc'xencms at lower levels, and this allows for the possibility that'readers with poor
reading skills at the levels of grapheme and word can compensate for these by using
other sources of knowledge such as the syntactic class of a given word or semantic
knowledge. Given deficiencies of lower level skills, poor readers may actually be
more dependent on higher level processes than good readers.

4.3 Schema th.eory and reading

With the insight that there is more to comprehension that the words on the page has
come an attempt to provide a theoretical model which will explain the way that our
background knowledge guides comprehension processes) We have looked at aspects
of this theory in Chapters 2 and 3, and here we take the ideas a little further. Much of
Fhe model-building has been carried out by researchers in the field of artificial
intelligence whose ultimate aim has been to enable computers to process and
Proc_iuce discourse. Terms chosen by cognitive psychologists and computer special-
ists m_cIudes_‘frames’, ‘scripts’, ‘scenarios’ and ‘schemata’ A useful introduction and
overview of this work is provided by Brown and Yule (1983a).

Qne of the most widely reported theories in the cognitive psychology literature is
Minsky’s ‘frame’ theory. Minsky suggests that{human memory consists of sets of

stereotypical situations (frames) which guide comprehension by providing a frame-
work for making sense of new experiences; (Pearson and Johnson’s 1978 view
o.f rf:admg comprehension as a process of re]at/ing the new to the known is based on a
stmilar notion.}

.Whife this theory appeals to our commonsense notions about how comprehension
might work, it does have a number of problems. For example, it provides no
explanation of why one script rather than another might be selected to guide
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comprehension. Brown and Yule sce this as a major shortcoming of the theory, and:.

“they detail their major objection by inviting the reader to decide which :‘frame’
should guide comprehension for a reader processing a newspaper atticle: . .-
) Consider the folloWing new situation which presented itself at the beg_irm'ing of a‘_new‘s.pape':"
article. . ’

The Cathedral congregation had watched on television monitors as Pope. and
Archbishop met in front of a British Caledonian helicopter, on the dewy grass of a

" Canterbury recreation ground. ( The Sunday Times, 30 May 1982)

The problem should be immediately obvious. Is a ‘Cathedral’ frame selected? How abouta -
“television-watching’ frame, a ‘meeting’ frame, a ‘helicopter’ frame, a ‘recreation-ground’ -

frame? These questions are not trivial: After all, it probably is necessary to activate

something like a ‘recreation-ground’ frame in order to-account for the definite description '

‘the grass’ mentioned in the text. (Brown and Yule 1983a; 241)

The term which has gained greater currency in the literature than any other is

‘schema’, a term first used by Bartlett (1932). Like frame theory, schema theory

suggests that the knowledge we carry around jn our head is organised into inter-
related patterns. These are constructed from{gur previous experience of the ex-
periential world and guide us as we make sense of new experience7. They also enable
us to make/ predictions about what we might expect to experience’in a given context,
Given thee\fact that  discourse comprehension is a process of utilising linguistic cues
and background knowledge to reconstruct meaning: these schemata are extremely-
important, particularly to second and foreign language learners.

Widdowson (1983) has reinterpreted schema thegry from an applied linguistic
perspective. He postulates two levels of language: a/systemic level and a schematic
IevelafThe systemic level includes the phonologicai\, morphological and syntactic
eleménts of the language, while the schematic level relates to our background
knowledge.ﬁn Widdowson's scheme of things, this background knowledge exercises
an executive function over the systemic level of language. In comprehending a given
piece of language, we use what sociologists call interpretive procedures for achieving
a match between our schematic knowledge and the language which is encoded
systemically. Cicourel, who was one of the first to utilise the notion of interpretation
in the behavioural sciences, suggested that: .

Through the use of interpretative procedures the participants supply meanings and impute
underlying patterns even though the surface content will not reveal the meanings to an
observer uniess his model is directed to such elaborations. {Cicourel 1973: 40)

Widdowson has related this notion to the work on schema theroy. He argues that
there are two types of schema operating through language. The first of these is
concerned with propositional meaning, while the second relates to the functional
level of language, either of which can provide textual connectivity. Thus, in Chapter
2, we saw. that the connectivity of text cannot always be explained exclusively in
terms of the Janguage in the text. It also depends on ouf interpretive ability, to make.
,connection§)which do not exist in the text, but which dre provided by use from our
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schematic knowledge of the subject in -hand, or the functional purposes which the
different text elements are fulfilling. . o

An important collection of articles on schema theory and reading is Carrell et al
(1988). The collection contains conceptual, position papers which provide a theor:
etical framework, and also a number of empirical studies showing how schema are
implicated in reading comprehension. ' ' :

4.4 Research into reading in a second language

A number of studies have been conducted into theénﬂuence of schematic knowledge
on the comprehension processes of second language reade;é Aslanian (1985) set
“out to discover wha[{iunterpretive processe;%vent on in herTearners’ heads as they
completed a multiple’ choice/gap test of a feading passage. After the-subjects had
completed the gap test, Aslanian took them individually through the test and asked
them to tell her why they had chosen one item rather than another. Transcripts of
these interviews indicate that correct responses were often provided for the wrong
reasons, and that incorrect responses were sometimes provided by readers who, in
fact, had _an_adequate grasp of the passage as a whole. Aslanian’s study sho,ws
that‘\sclllcmatlc knowledge structures can either facilitate or inhibit comprehension
according to whether they are over- or underutilised.

If reader§ rely too heavily on their knowledge and ignore the limitations imposed by the
text, or vice versa, then they will not be able to comprehend the intended meaning of the
writer. Whether one has understood the text or not depends very much on text variables
guch as sentence structure and length, vocabulary intensity, number of new concepts
introduced, the difficulty and novelty of the subject matter, etc. . . . To understand the
reader and the nature of the act of reading more clearly and comprehensively, one needs
:ﬂsi to ﬁnc;i out ancildescribe the reader’s strategies and reactions with regard ro }he reading
asks, and to see how the reader copes with th i
(i 1555+ 30 P _ ¢ reading tasks and solves the problems.

In a rather different study Nunan (1985) set out to test whether the perception of
textual relationships is affected by readers’ background knowledge. Subjects for the
study were 100 second language, high school students who were divided into two
groups. Group A consisted of longer-term learners who were orally fluent but had
reading problems. Group B consisted of recently arrived immigrants. Test materials
copﬁsted of passages on familiar and unfamiliar topics from high school texts. Read-
ability analyses showed theLunfamiliar passage to be easier than the familiar passage.)
Bo.th passages were analysed for the cohesively marked logical, referential and
lexical relationships they contained (Halliday and Hasan 1976). Ninety-six relation-
ships were identified which were matched across both passagés, and these were used
as the basis for constructing the test items. To construct the test, a modified cloze
procedure was used in which the second end of the cohesive tie was deleted. The
task for the reader was to identify the relationship and reinstate the deleted item.
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Examples of the cohesive relationships and the way they were used to construct test

items are set out below:

Logiczil reiationship

Test item: Usually there would be no difficulty in deciding whether a living thingisa - }.

plant or an animal and it can be classified immediately. Thereare ... so;]ne
very tiny creatures which scientists know to be living, but cannot be sure whet‘ er
they are plants or animals. (Deleted item: ‘however’. Cohesive type: adversative

conjunction).

Referential relationship L - o
There is no difficulty in deciding that a bird is living and a stone is n?n-hw’ng, but not
all things are as easy to distinguish as . (Deleted item: ‘these’. Cohesive

type: referential demonstrative).

Lexical relationship o o :
Test item: Green plants grow towards the light. This is beca}Jse p{ants need
tor energy. (Deleted item: “light’. Cohesive type: lexical reiteration)

For both groups of subjects, the perception of téx_tual relationships was mgmﬁcanltly
easier in the familiar, though syntactically more difficult, passage. Group A wats a }io
superior to group B, indicating thaﬁft lcngt.h of formal arid informal exposure to the
is also a significant factor in success. - -

tal‘ﬁzt ;I;Ii;legal?ygirisdicated, ft;his study was designed to test the. Efft‘:Ct of. sclsxe;]nauc
knowledge on the comprehension of various types O.f .t:?xtua_l rel'an'onsh:jp.d C S!-na
theory suggests that reading involves more than utilising lfnguxstlc an elco ing
skills; that interest, motivation and backgrognd knpwledge will fietermme, at t:laslt] in
part, the success that a reader will have with a given text. This st.udy showi'e that
background knowledge was a more significant factor than gra_mmaglca'l comp e_xtty in
determining the subjects’ comprehension (_)f th('a tez_(tual relationships in questlozf].

This study has a number of pedagogical nmpllcat‘lons. The first of these stems from
the fact that reading skills are not invariant: that is, they do not defpen_d sogaly on 2
knowledge of the linguistic elements that r{lake up a text. Reqdmg isa yna?;lc
process in which the text elements interact with other factors 0u_t51d_e the text; mf ) hiS
case most particularly with the reader’s knowledge of the expenent'zal conte;:t o thc
text. This suggests that there is a need to relate the language being taught to he
context which carries it. In instructional systems where the target language is lt] €
medium of instruction, the teaching of langua‘ge ought‘ not tc_a be dlvorcec} from other
school subjects. ‘Language across the curriculum’ is as important, if not more
important, for second language learners as for first language readers (for su%g;stlonrs]
on teaching language and content see Mohan 1986; Brinton et al. 1989). Wi o'ws:’c;]t
goes so far as to suggest that foreign as well as second languages might be taug
through the other subjects on the curriculum:

A foreign language can be associated with those areas of use which are representefi by :}1:1
other subjects on the school curriculum and . . . this not only helps to ensure the link wit
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reality and the pupils’ own experience but also provides us with the most certain means

we have of teaching langnage as communication, as use rather than usage. (Widdowson
1978: 16)

Another study into the perception of textual relationships in a cross-cultural context
is reported by Steffensen (1981). Steffensen identified relationships signailed by
conjunctions in culturally significant sentences in two texts. One of these described
an American wedding and the other an Indian wedding. A sentence was considered
to have culturalsignificance if the relationship it contained couid not be predictedfrom
everyday knowledge, but which required familiarity with the culture from which it
was drawn. Sample sentences from Steffensen’s test passages are as follows:

American passage

(i) Actually it was surprising that the men were in such good shape because they
had a stag party on Thursday and didn’t getin until 3 am.

(i} The ushers seated some of the bride’s friends on his side of the church so
things wouldn’t look off balance.

Indian passage

(iii) They did not create any problem in the wedding, even though Preema's
husband is their only son.

(iv) Herhusband and in-laws picked *Uma’ for her new name since her husband’s
family calls him *Shiva’.

Steftensen had American and Indian subjects read the passages and then recall as
much of the content as they could. The recal protocols were then analysed to
determine whether the relationships being investigated were recalled by the
subjects. This analysis revealed that Americans did better on the text containing
American cultural content and Indians did better on the text conttaining Indian
culturat content.

Steffensen concluded from her study that when readers are exposed to texts which
describe aspects of a culture foreign to the reader, there will be a breakdown in
the perception of textual relationships. A breakdown in relationships at the linguistic

. level reflects a breakdown in comprehension at the experiential level, that is, at the

level of content. Her findings therefore support the contention that the process of
reconstructing meaning is one of mapping the linguistic content onto ex(ralinguistic
context (see also Oller 1979). In setting out the pedagogical implications of her study,
Steffensen suggests that what, at first sight, is a linguistic problem, may in fact be a
problem of background knowledge. In such a case, teaching learners the facts about
the customs in question would probably be more effective than drilling them in
aspects of the language.

Considerable research has also been conducted into the strategies employed by
good readers. This research has been selectively used to justify various proposals for
pedagogical action. Walter (1982), in her book on learning to read in a second or
foreign language, says that good readers utilise the following strategy when en-
countering a difficult text. First of all, they read the text slowly, pausing to consider
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what they have read. They then reread the text, looking from one part of the text to
other parts in order to make connections between these different parts, and to make
a mental summary of what they have read. She claims that most of the people who
read in this way remember both the general points and the details of what they
have read better than those who use other strategies. Her book provides numerous
exercises designed for learners to search through a text and mentally organise the

information it contains.

4.5 Reading and social context

Reading is usually conceived of as a solitary activity in which the reader interacts with
the text in isolation, While not wishing to pre-empt the discussion in the section
which follows, it is worth pointing out that the two language lessons we look at
(classroom extracts 4.1 and 4.2) show that reading lessons are generatly anything but
solitary.

The social context of the second language reader is taken up by Wallace (1988),
who explores in depth the circumstances in which such readers acquire and maintain
literacy. She points out that learning to read is different from learning tospeak, In that
there is often a much stronger motivation to communicate orally than there is to
communicate through reading and writing. If the use of literacy skills is a normal and
accepted part of the behaviour of those with whom learners come into contact, then
there is a much greater likelihood that the learners are going to want toread. In other
words, learners are socialised into reading, and the motivation for learning to read is
not only (or even primarily) for enjoyment or information, but because the aspiring
reader wants to gain access to a ‘community’ of readers.

In cultural terms, reading and learning to read will mean different things to dif-
ferent learners. A young Polish doctor who is literate in her first language will have
different expectations and views on the nature of literacy from an elderly Hmong
woman with no formal schooling. This observation has obvious implications for the
classroom; we must take these differences into account, not only in the texts we
select, but also in the ways in which we go about teaching literacy.

The cultural, social and political implications of literacy are highlighted by Wallace
in the following manner:

Achieving literacy isseen not only as concomitant with certain social and occupational roles
but in some countries goes together with political rights, such as the right to vote. Literacy
is valued as part of adulthood, of full citizenship. It is clearly partly for this reasen that we
do not talk of children — or at least younger children — as being illiterate. [lliteracy is a
stigma reserved for adulthood. Nonetheless, as teachers of reading we need from the
beginning to see functional literacy as the goal; we need, that is, to show our learners that
being literate, for children as well as adults. is part of day-to-day life in a personal and social
sense. Children need from the beginning to see that reading is purposeful, that it helps us to

achieve things. (Wallace 1988: 3}
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4.6 Types of reading text

In C-hapter 3 we looked at genre theory and its implications for language use. In this
section we apply some of the insights from both genre theory and schema th.eory to
reading. You will recall that one of the claims of genre theory is that language exists
to fulfil certain functions and that these functions will largely determine the structure
of the .text and the language it contains.{Schema theory suggests that we need to
utilise information not explicitly contained in the text (i.e. ‘inside the head’ know-
Iedgf.:) to comprehend more texis adequately) As you read the following texts

consxder.the interpretive procedures required to understand them. Whal{additionai
informationjdoes the reader have to bring to the texts in order to understand them?

Text 1
System 816 features incredible storage capaci ibili

em ¢ pacity, the flexibility to handie a large variety of
applications, apd the speed to get the job done fast. And you can choose from mo%e thaxl 3}2)((1)0
CP/M 8 or 16 bit programs as your needs grow. With the ability to expand from single to mi.llti-

user, network up to 255 systems, and upgrade as the i
, technology advance i
stands the test of time. ® s this equipment

Text 2

Lemon Cream Sponge

Serves A

500 ml cream 1sachet gelatine

500 m! milk 3 ths sugar

juice of two lemons 1 punnet strawberries

Melt gelat_inc in. small quantitiy of hot water. Blend milk, cream and lemon juice together
bAdd_ gelatine mixture, stirring constantly. Chill several hours until set. Decorate with straw-
erries.

Text 3
If you want to_do the job right, the saying goes, make sure you use the right tool. Don’t try to
stop a tank with a Roach Motel. So more than in other fields, scientists are debating this

question of appropriate technology as microcomputers begin to move into research facilities
and R and D departments around the country.

Text 4

New apple-fresh Cuddly Fabric Softener. A fresh new experience! New Cuddly leaves your
clothes so soft and easy to iron; and now new Cuddly adds the crisp fragrance of freshly pic):,ked
apples to your wash. Only new Cuddly Fabric Softener has two softening agents workin
together to soften your whole wash; and new Cuddly also helps eliminate sr:tic clin USE
apple-fresh Cuddly in your final rinse. Do not pour undituted onte fabrics. ¢

For anyone with a pas§ing knowledge of the field, text 1 is fairly obviously about
computers. However, in order to get from the text all that the author intended
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one would need to utilise a certain amount of background knowledge. It is un-- |

likely that someone with only a passing knowledge of computer.s-will be able to
say with any certainty whether the text is about micre, mini or maxi computers.

Text 2 is quite evidently a recipe, and it displays the generic structure and language o

of recipes. In structural terms, it consists of a title, gpeciﬁ_cat_ions, ir}greflients an’d :
procedure. Linguistically, it contains language which is ‘typlcal of the ‘recipe genre’. -
Predictable function words such as articles and prepositions tend to _be onytted, and
the procedure usually consists of a set of imperative statements listed in chrono-.
]ogfi)cl?: l(:;iiie&ge of text genres can, in fact, spmetimes misiead us; Text 3 15 a case
in point. This text is extracted from an article on the use of appropriate tech-

nology which was published in a popular journal. However, some people have said”

that it is about advertising, baving been misled by the second sentence, which is
couched in the language of advertisements but which is, in fact, a metaphpr. (A
‘Roach Motel’, by the way, is an American insect trap. The insects check in, but

never check out!) _ e

4.7 The reading lesson

Although they are not always readily apparent, tea?hers’ beliefs and attitudes? about
language, learning and teaching will have a marked influence on-what they do.m c}ass
and what they get their learners to do. As you read thf: follotavmg 16850}1 O.b]eCt'lVE:S
and notes from a topic-based reading programine, decide _whlch of ‘the insights into
the nature of reading and learning to read outlined and discussed in the preceding
section are evident in the lesson objectives and notes. What sorts of learner would

the programme be suitable for?

TOPIC: Christmas.

GOAL: To read and write different kinds of texts around the topic of Christmas. '

OBJECTIVES 1
To understand the purpose of Chiristmas cards.

To predict the likely content, ¢ _ ) .
To learn to write common expressions for Christmas greeting cards.

o develop automaticity in spelling common structural words.

To develop visual memory. '
To make connections between spoken and written language., ‘ ‘
To construct a text about personal experience with appropriate staging and sequencing.

To develop reference skills. ) _ .
To recogniijse past tense markers, to understand their function and use them appropriately

in writing about themselves.
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SESSION 1

Read a teacher-written book about Christmas. Discuss own experiences, attitudes.

Discuss sending Christmas cards (who to, why).

Read'some messages about Christmas cards. Discuss appropriate expressions. Teacher writes
and students copy.

Practise adding names, signatures, additional messages, etc., to cards.

SESSION 2

Discuss childhood Christmases. Teacher writes up useful words and expressions as they arise.
Students write (however little) about their childhood Christmases. Teacher can act as ascribe
if necessary. Proof read, read aloud to others, check spellings against personal spelling lists.
Teacher assists with incomprehensible parts. I possible, photocopy stories and swap arcund
class for reading. Readers check understanding with writers.

SESSION 3

Teacher writes/types up standardised version, distributes it and makes a cloze, removing
selected key words, or words that cause problems. Stories can also be taped and listened to
while read and to help complete cloze.

Students do word games and visual memory training activities to reinforce spelling, or match-
ing, sequencing activities to focus on text and sentence structure.

SESSION 4

Students compare Christmases past and present. They discuss, then write about Christmases
now. Teacher draws attention to contrast in tenses from past to present. As problems arise
with spelling, teacher encourages students firstly to make a best attempt and then to use
reference skills with dictionaries and personal spelling lists. Teacher consults with students in
writing process. Students encouraged to proof read and monitor own writing. Stories are
‘prepared for publishing in class/centre magazine.

(Nunan 1989c¢: 44-5)

This lesson is obviously influenced by a functional view of language. Learners are
introduced to genres associated with Christmas, and their background knowledge of
the genres is activated by the initial task. The teacher then provides a model of one
particular genre, which is used by the learners as a basis for preducing their own
model.

In one of the few empirical investigations of what actually goes on in second
language classrooms, as opposed to what people say, or think, goes on, Richards
(1989) presents a case study of an ‘effective’ second language reading teacher. The
bulk of the study is an ethnographic description of the teacher’s class. There were
four different phases to the lesson. During the first phase, students worked on
material from an SRA reading kit, focusing on inferencing skills. They then worked
with the rate-builder portion of the kit, focusing on developing reading fluency. The
third phase of the lesson involved readers in working on exercises from the vocabulary
text, and they completed the lesson by taking part in an extensive reading activity.

Richards makes the point that while it is relatively easy to describe what goesonin
classrooms, moving beyond description to interpretation and evaluation is more
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difficult. However, as the purpose of the investigation was to identify what made
the lesson an effective one, interpretation and evaluation were of central im-
poriance. From his analysis of the lesson and from interviews with the teacher,
Richards concluded that the following principles capture the essence of effective

instraction.

1. Instructional objectives are used to guicie and organise the lessons. (The teacher
formulated and conveyed to learners what the lesson was intended to accom-
plish.)

2. The teacher has a comprehensive theory of the nature of reading on a second
language, and refers to this in planning his teaching. (The teacher used knowledge
of L2 reading strategies, schema theory and the role of background knowledge
rather than ‘common sense’ to select learning experiences. )

3. Class-time is used for learning. (Students were ‘on task’ for fifty of the sixty
minutes.)

4, Instructional activities have a teaching rather than a testing focus. (He provided
opportunities for learners to develop and improve skills and strategies rather than
demonstrating mastery of such skills.) .

5. Lessons have a clear structure. (The structure was outlined to students, and each
activity was clearly framed.)

6. A variety of different reading activities are used during each lesson. (Variation
and pacing contributed to positive attitude of students.)

7. Classroom activities give students opportunities to get feedback on their reading
performance. (The teacher provided information on the kinds of strategies they
were using for different tasks, and on the effectiveness of these strategies.)

8. Instructional activities relate to real-world reading purposes. (Links were
provided between the SRA activities and use of learners’ textbooks for learning.)

9. Instruction is learner focused. {Learners were encouraged to try and work things

out for themselves.)

Pre-reading task

Extract 4.1 contains selected extracts from the lesson analysed by Richards. As you
read the extract, consider what aspects of the teaching seem to you to stand out as
being characteristic of effective teaching. In particular, see whether you can identify
any of the nine principles of effective teaching in action. {For the full ethnographic
narrative of the lesson, you are referred to Richards 1989.)

Classroom extract 4.1: A reading lesson

The lesson begins promptly. The teacher writes a brief outline on the board, listing the four
activities which will constitute the lesson. This is to give students an awareness of what
activities they are going to take part in, what will be expected of them during the lesson. and
to give them a sense that they are taking part in activities that are planned and structured.
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Activity 1: Reading for understanding
Stuc‘ients are instructed to form pairs and work on cards from the Reading for Understandi
section of th'e §RA Kit. Following this, they form pairs and discuss their choices e
As th.e activity progresses, the teacher moves about checking how the students ;lre doing and
answering any questions they may have. Selecting the right answer to the questions re iires
them to make inferences and deal with all the information that has been presented p th
passage, oT to make use of cues within the text. In responding to stude;'ns‘ uegtions h()\m ’
the teacher co_nsistently refers them to the text and draws their attention toqcues the ,sh V(;;&:,
able to use to identify the meaning of a word or to select the correct answer. For e)famg:le' ¢

S: What does torso mean here?

T: [Pointing to a word in the passage] It’s

) somethi i i i

S: With the human form? ing to do with this word, right?
T: Right. It'snot the h it

§: The partin between? gl ¢ head and it’s not the legs.
T: Yeah.

In answer to another students” query about the meani

‘ s ning of a word ints
another word in the text and asks: & e the teacher pomts to
T: What do you think it has to do with the
meaning of this word?

S: Isitth ite?
T: That'sright. ttthe oppaosite?

Activity 2: Reading for fluency
This 1pvoives the use of comprehension cards from the SRA Kit. Students choose a card which
‘CrTlI:ams[:? t:xt Sf perhaps two or three pages. followed by detailed comprehension questions
goal is for them to try and increa ir readi i i ithin

Thegoal i y se their reading speed by answering the questions within

Foz_Jr possible strategies are presented to the students: A = read, questions, scan: B =
questions, read, scan; C = skim, questions: D = questions, skim, . 7

The teacher asks a few students about the text they have chosen:
T: What passage are you goingtoread?

S: Malaria.

~ T: Doyou know much about that topic?

S: Notreally.
T: Sowhatstrategy are you going to choose?
. S: Strategy B.
T: Soyouwant to read it 4 little more slowly?
S: Yes.
T: [To anather student] What's your topic?

. 5: Methods of experiments in sci
T: How do you fect about that? P s insenes

S: I'llchoose A.
The te o . .
e teacher is trying to sensitise [students) to choosing appropriate strategies according to the

k' - - -
D;lz:jjs of mateflai they are reafimg. [At the conclusion of the activity] if their score is not very
good, he asks if they think a different strategy would have been better.
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T: Whatdid you get, Maria? . : -
. S: Tgota5. Ithink I misread this sentence right

here.
T: Howdid you read it? What strategy did you

use?

s: C

T: Soyouread it pretty fast.
T: [To another student] How did you go?

S: Notsogood.
T: You chose B for this passage. Do you think if

you had read it more slowly it would have
- helped?
§: Yes, the subject is not clear, not too easy for
me. The topicis about stamps.

Activity 3: Vocabulary exercise

The teacher announces the next activity and the time students should spend on it {about ten
minutes). The teacher explains that he sets a time limit for each phase of the lesson to make
sure that students work seriously on each activity and attempt to get through it in the allotted
time. -

As with the first activity in the lesson, although the exercise could be completed individually,
the teacher asks the students to work in pairs and to negotiate and discuss their answers. Then
lic checks their answers by having a student read out his or her answer, Rather than confirm
whether the answer is correct, the teacher asks the others to give their opinion.

Activity 4: Extensive reading

The tast activity of the lesson is an extensive reading activity, involving reading a lengthy
article from one of the class texts. The teacher explained that this is a study skills exercise
dealing with how to approach something that is going to be read extensively, such as a chapter

in a textbook or an article. .

The following extract is taken from the reading component of a general English
class for low proficiency students, and, as you will see, it is a very different lesson
from the one portrayed in extract 4.1.

Pre-reading lask

1. As you read the extract, compare it with the preceding extract, considering, in
particular, the extent to which the principles identified by Richards are, or are not
realised by this particular teacher.

2. What is the pedagogical goal of the task?

Classroom extract 4.2: Reading for factual information

The students have completed a listening comprehension exercise in which they have listened
to a dialogue between two people who are about to go on a sightseeing excursion. They have
also done a language exercise focusing on wh- guestions for obtaining informaticn about
travel. The teacher picks up a bundle of tourist brochures.
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T: Now, I'm going to give you some brochures
about Victor Harbour (a seaside resort). And
we're going to look at what the brochuce tells
us—allright? Ittellsus . . . whereitis, . . .
howto getthere, . . . howlongit takes, . . .

where do you catch the train, . . . and what
youcan do—when you get to Victor Harbour.
QOkay?

[She distributes the b'roc_:hures to the students who are sitting in groups of three or four, and
asks a2 number of preliminary questions before initiating the following interactional routi,ne i
T: Now, when can you catch this train? When can

you catch the train? What does it tell you?

Have a look.
fShe leans over one of the students and points to his brochure. |
T: Whatday’s that?

S: Er, Sunday.

T: Sundays. Any other day? - ’

S: Er, bet i
T: Yes. Yeah. Andpub. . . etweenJune. .. and, er, August.

S: Public holiday.
T: What’sa public holiday? o
) S: Er, Christmas.
T: ]*;xactly, Christmas, Easter, yep. Okay. That's
right. And. . . whatelse?
S: Wednesday and Saturd
T: Wednesdays and Saturdays . . . yaneoatcay.
S: School holiday,
T: Yeah, okay, when it’s school holidays, . . . on ’
Wednesday and Saturday. Now, back to the
timetable, where do you-catch the train?
» . S: Er, Kes-wick.
T: “Kessick’, yeah, a funny English word — not
‘Kes-wick’, but ‘Kessick’. You catch it at
‘Kessick’, Aliright.

[She digresses for several minutes to explain to the students where Keswick is in relation to the

centre of the city and the main suburban railway station. ]
T: Remember when we were listening to the

tape, one of the people said, ‘I'll go to the

tourist bureau’. You know tourist bureau?

Special office. Andget. . . [She waves a

brochure.). . . brochures, brochures.

These’re brochures. What do brochures tell

you? What do brochures tell you?
(Pause.]

S: Howcanwe, ¢ i
T: That's right. »can catch the train, and . ...

S: .. . howmuchit, er, the ticket, cost.
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T: Good. Ittells you about the place, it tells you
how to get there, where to catch the train, how
long it takes, how much it costs. And this one
also tells you about—cats and drinks, eats and
drinks, okay? What you can get on the train.

. . .Now, Iwould like you to work in little
groups—just where you are. I will give you
another brochure. Have a look at something
you would like to do— and se¢ what
information you can find out. Where isit, how
do you get there, how much it costs, what time
itleaves. . . okay? -
{She distributes new brochures to the groups.]

T: AndI'll come round and help you.
[The students begin looking at brochures together, and the teacher moves around the room,

asking the students questions and generally encouraging them.]

Post-reading task

Imagine that the teacher has asked you for feedback on the lesson. Make a list of:
(a) the positive things you would tell her; (b) the negative points you would raise with
her.

This lesson is very tightly controlled, the teacher asking all of the questions (and
answering a good many of them as well). The aim of the lesson is to provide learners
with practice in locating key information in written texts — in this instance, tourist
brochures — which provide the learners with exposure to authentic materials even
though they are only beginners. While the lesson is ostensibly devoted to reading,
it is worth noting the amount of oral language work in which the learners are
engaged, and the amount of active listening they are required to do. Given the
quantity of teacher talk, it could be argued that the lesson invelves more listening
than reading. ) _
In observing, recording and analysing a great many reading lessons, in a range of
contexts, I have found this extract to be typical of the types of interaction which
occur. Such interactions are characterised by teacher questions which require
learners to rummage around in the text for information, and are interspersed with
lengthy teacher monoclogues. Even in advanced classes, there tends to be minimal
opportunities for learners to take some responsibility for their own learning. It
would not be difficult to reorganise a lesson such as this in order to increase
the opportunities for learners to do more of the work. In this lesson, learners
could have werked in pairs, one with a set of questions, the other with the timetable.
Such a simple one-way task would have provided the learners themselves with
a much more active role, at the same time as achieving the reading goals of the

fesson.
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4.8 Investigating reading comprehension

Task 4.1

Select fgur or five readi.ng passages from different places in a reading coursebook
randomise them and distribute them to students who have been placed in smali
groups. Ask the students to rank the passages from easiest to most difficult. Record

and analyse the discussions. How much a i
' . greement is there among the ? Whi
factors seem to be significant? Bihegroups? Which

Task 4.2

Select.four or ﬁv? rt'aading passages representing different genres, for example, a
narrative, a desgrlptlon, an.nstructive text and a didactic text. Make sure that t‘he
texts are approximately th‘e same length. Carry out the same procedure as task 4.1
Does genre seem to be a significant factor in text difficulty? h

Task 4.3

Select an autt_lentic reading passage which is bevond the current skills of yo
students. Design a series of exercises which grz'idually increase the rocesysi;;lr
demands on your learners. Get your learners to undertake the tasks in srnF:ﬂI rou <
and .then discuss with them the difficulties they had. Record and analyse ttgle df:
cussion. What generalisations can you derive about learner perceptions on th
nature of reading comprehension from the discussion? P :

Task 4.4

Adml_mster a gap or multiple choice reading test to a number of students. Review the
test with each student individually and get them to explain to you why tl;e ave th
answers they did..Record and analyse the interviews. Did you find Iikeyfslanias
(1985), that coming up with the correct answer does not neces;arily indicate
adequate comprehension? Did some students who gave incorrect answers actuall
have an adequate overail grasp of the passage?. . ’

Task 4.5

Record a rea.ding lesson or segment of a lesson and analyse it following the procedure
set OU!.' by R’lchards. What vie_ws on the nature of reading emerge? Do you think it
was a ‘good’ lesson? Make 4 list of the principles of reading which seem to underlie

SSOIn h nt do tllCSe eflect thﬁ theo y a P
. 0 what exte I ﬁ
ti]e le SO I h T nd research reported m

Task 4.6

Reco;d and analyse a reading lesson. What is the percentage of time devoted to
listening, speaking and writing? What might learners be reasonably expected to learn
from the lesson? Is there a mismatch between the lesson as intention (asrevealed b

lesson plans, materials, etc.) and the lesson which actually emerged? ’
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4.9 Conclusion

While the development of reading skills involves quaiitativel()lf dif.feregtb;;rc;erizégs
bility, both are underpinne
the development of oral language a . .
frr?:::iples In this chapter, I have tried to set out what these are. In partlcula;,tl ll:a\re
ls)u ested that programmes for both oral and written language developm.en il e acgl
thgigr point of departure the purposes and functions to which language 1s put, an
ich determine its realisation as text. _ . _
WhIlr(l:};f:c:tion 4.3 we looked at reading materials and classrooms In action, and saw,
among other things, the complex relationship between oral landbwtnttf;rrl1 lﬁ:tgelilezﬁz_
, i i tant interplay betwe ,
level of classroom action, there is a constar twee '
o reading and writing, and it is clear that in a lesson which is ostensibly

speaking, r learners to develop their other language

labelled ‘reading’, opportunities exist fo
skills as well.

Chapter Five

Developing Writing Skills

5.1 Introduction

One of the key principles from which I have taken my bearings in writing this book is
that language exists io fulfil a range of communicative functions, and that these
functions will be reflected in the shape of the language itself. This principle can be
used to guide teaching decisions, and to inform a range of curriculum tasks, from
the selection and grading of content, through to the selection of learning tasks and
materials. In this chapter we see how it can provide useful insights for both the theory
and practice of writing.
The chapter sets out to answer the following questions:

1. What are the differences between spoken and written language, and what are the
implications of these differences for classroom practice?

2. In what ways do process-oriented views of writing contrast with product-oriented
views?

3. How can knowledge of the generic structure of different text types improve
writing?

4. What are the major differences between skilled and unskilled writers?

5. What is a writing conference, and how does ‘conferencing’ work at the level of
classroom action?

6. How can learning-how-to-learn tasks be integrated into the writing lesson?

5.2 Comparing spoken and written language

When developing appropriate classroom activities and procedures for teaching writ-
tenlanguage, itisimportant to be aware of the differences between spokenand written
language. In earlier chapters, we have seen that the contexts and purposes for using
language are inseparable from the language itself. It therefore follows that spoken
and written language, which exist to fulfil different functions, will exhibit different
characteristics.
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Halliday (1985b) suggests that writing has evolved in societies as a result of cultural
changes creating communicative needs which cannot be readily met by the spoken
language. He speculates that with the emergence of cultures based on agriculture
rather than hunting and gathering, there developed a need for permanent records
which could be referred to over and over again. This was the initial stimulus for the

emergence of a new form of language: writing.
In the modern world, written language serves a range of functions in everyday life,

including the following:

1. Primarily for action
public signs, e.g. on roads and stations; product labels and instructions, e.g. on food,

tools or toys purchased; recipes; maps; television and radio guides; bills; menus;
telephone directories; ballot papers; computer manuals, monitors and printouts.

For social contact

personal correspondence; letters, postcards, greeting cards.

2. Primarily for information
newspapers (news, editorials) and current affairs magazines; hobby magazines; non-

fiction books, including textbooks; public notices; advertisements; political pamphilets;
scholastic, medical, etc. reports; guidebooks and travel literature.

3. Primarily for entertainment
light magazines, comic strips; fiction books: poetry and drama; newspaper features; film

subtitles; games, including computer games.
(Halliday 1985b: 40-1)

These different purposes for language will be refiected in the texts through which the
functions are realised: letters have different characteristics from newspaper editor-
ials, which have different characteristics from poems, and so on. As we have seen,
these differences exist within the sentence at the level of grammar, and beyond the
sentence at the level of text structure.

Rather than being separate manifestations of language, it has been suggested
that spoken and written Ianguage exist as a continuum, a mode continuum, and
that any given text, spoken or written will exist somewhere along this continuum,
depending on the extent to which it exhibits the characteristics of the different
forms. Some spoken texts will be more like written texts than others, while some
written texts will be more like spoken texts than others. Consider the following
texts: most native speakers would recognise text 1 as being more like spoken
language than text 2, even though text 1 is a written text and text 2 could conceivably

be spoken.

Text 1

Annie,
Gone to the deli for milk. Back in a tick.

Go in and make yourself at home.
—Theo
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Text 2

Attimes one’s preoccupation with averages can cause one to lose sight of the fact that many of
the most lmp(_)rtant work'aday decisions are based on considerations of the extremes rather
than on the middle of a distribution.

What are some of the features which distinguish spoken from written texts? It is
'smjneumes suggested that spoken language is simpler than writren language t];at is
it is less structured. However, as Halliday has pointed out, speecch is !no Iess:
structured or complex than writing. Transcriptions of spoken language look less
structured because they represent ‘unedited’ language. 1f we COLTld zxamine all
.[he drafts of a piece of writing, it may also look as ur;struclured. The two modes
in fact, represent two different kinds of complexity. Written language is com le:é
at th‘e level of the clause, while spoken language is complex inhthg wa claﬁses
are I{nked together. These different sorss of complexity are reflected in tli’e lexical
dengty of written texts (something which makes wrﬁing seen miore com Iex()
LCleCE;: depsity refers to the number of lexical or content words per clauspe -In.
;1]1:“(;- owing example, from Halliday. there are twelve content words in a single

Text 3

The use of this method of control unquestionably leads to safer and faster trains running in the
most adverse weather conditions.

A spoken version of text 3 might be as follows:

Text 4

You can control the trains this way

and if you do that

you can be quite sure

that they’l! be able 10 run more safely and more quickly
than they would otherwise '

no matter how bad the weather gets

The ten content words (control, trains, way, sure. run. safely. quickly, bad
weather, ge_ts) are distributed between five clauses, giving a lexical Eh.enﬂity of t,wo ’

The density of written language is also reinforced by the tendency 1o kcreate nou-ns
from verbs. Examples of this process of nominalisation are as follows:

époken _ Written
ood wnters_ reflect on Reflection is a characteristic
what they write. of good writers.

~ Halliday calls this grammatical metaphor. He suggests that the spoken forms are
in a sense more basic than the written forms, and that in writine we have altered the
norrqa[ state of events. In other words, processes which in the g?ammarical system of
English would normally be represented as verbs have been transformed into ‘things’
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and represented as nouns. 1t is this transformation which prompts Hall-lday to use the
' r’- ‘ ) 0 P
ter;:]n;:l?:‘pilrl:portant difference be_tween speech and writing derwzs tf:rc\yvn:i tt{l:res f:;é
that writing is often decontextualised. In commumcatmg: ]z: mﬁzsm gthey s are
usually distant in time and place from the persgn(s) wit wb ey whn w0
communicate. Therefore, they have to m.ake mferen_ces a outd e et
knowledge possessed by the reader, an'd decide \‘Nhat to mch_;de En w ;ers  omi
from their text. They also need to antimpaFe p0551.ble dlfﬁcul‘taest :t rleak : dirge :
have and take these into account in creating their texts. Given the lac ;)] thc
contact with the reader, they are unable to n.n‘ake use of fee_dbalck from the other
person to adjust their message and thereb_y facilitate communication. N
Hammond (1987) believes that it is crucial to undersFandthe relations lpsh‘e Shn
oral and written language in order to develop an effectwe pedagogy for tlf-:ag mg:i.ki e
provides classroom data which shows that many children from non-Englis ts'pfe; on%
backgrounds, whao can produce well structured:a}nd regsonably griarr;)m? ica t{;
texts are much less successful when it cones to writing,. This may partly be ff:,?u:a d
for by the fact that the children she in.vesngated had been learmngh.or; Iz fedfd
fonger than written language. There is also ‘the phys.lcal effort z ic h}lsdn ede
to produce written texts. More important, howeyer, is the fact t aft c 1th e havz
frequently asked to write a story such as a narrative or a recount after ! ‘el)lre ave
already produced an oral version for. the teachef and the cla§s. Bccit_ls ne two
modes of oral and written language exist to lfulﬁl different functlor?s, as u:g]c tl Jren
to produce a written version of a story Whlch has al{eady be.en adequta itir]ec;amle
inappropriate. “Writing a recount, imme_d‘lately following an oral regounho [the sam
event, is not an adequate purpose for writing, as the two textsare doxfng the 'rcé t(;
They are fulfilling precisely the same purpose. and hfan::e the efl Otjt 1r§§l7u-l15)
produce an effective written text is stmply not worth while’ (Hammon 1 15).

5.3 Writing as process and writing as product

There is a perennial tension in mOst aspects of language‘l.ear'nlling _and t:iit;:ir;%
between language as process and writing as product_. T.i‘adit]()l'ld yll Ig cudreSi un

practice, a distinction has been drawn between the. a‘C‘Il\’ltICS of the sylia lus' t ghid;
which have been focused on products, and the activities of t}}e methpdoi_()g}s (,iw ich
have been focused on processes. However, in recent years th1§ O\fén"strnn[zo1 istic l":[?ted
has become difficult to sustain (Nunan 198%a). Broadly speaking, a product-on e
approach, as the title indicates, focuses on the end result of the lzarnmg Iiroi s
what it is that the learner is expected to be able to do as a fluent an comﬁf e\?arious
of the language. Process approaches, on the other hand, focus more ont ef anoue
classroom activities which are believed to promote the develepment o

language use. .
P:grodguct-oriented approaches to the development of writing favour classroom
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activities in which the learner is engaged in imitating, copying and transforming
models of correct language. This usually occurs at the level of the sentence. In
coursebooks produced in the 1960s and 1970s. there is the belief that before students
can be expected to write coherent paragraphs they should have mastered the
language at the level of the sentence. Writing classes should therefare be devoted in
the first instance to sentence formation and grammar exercises.

While the notion of learning by imitating appropriate (or what was thought to be
appropriate} written sentences fitted in well with the sentence-level view of struc-
turalist linguistics, and the bottom-up approach to language processing and produc-
tion, it did not marry so happily with more contemporary views of language and
learning which concentrated more on language at the level of discourse. In addition.,
instead of looking at completed texts, teachers of writing became much more
interested in the processes writers go through in composing texts. It was recognised
that competent writers do not produce final texts at their first attempt, but that
writing is a long and often painful process, in which the final text emerges through
successive drafts.

Methodalogically, these ideas found their way into practice in the process approach
to writing. In this approach, the focus in the first instance is on quantity rather than
quality, and beginning writers are encouraged to get their ideas on paper in any shape
or form without worrying tec much about formal correctness. The approach also
encourages collaborative group work between learners as a way of enhancing
motivation and developing positive attitudes towards writing. In addition, and more
controversially, attention te grammar is played down.

A number of interesting classroom techniques, including ‘conferencing’, emerged
from the process approach to writing. The aim of conferencin £ 15 to encourage young
writers to talk about their initial drafts with the teacher or with fellow students. The
technique draws on principles of discovery learning, as well as the notion of linking
reading with writing. In the next section, we shall look at how a conferencing session
between a teacher and pupil develops.

While process writing added a valuable new dimension to language classrooms, it
has also attracted criticism. One such eriticism is that the process approach confines
children largely to narrative forms and that this represents a serious limitation on
their ability to master text types such as reports, expositions and arguments which are
essential for academic success at school and beyond. Martin (1985) argues that these
forms of factual writing encourage the development of critical thinking skills which
in turn encourage individuals to explore and challenge social reality, and that learners
who are denied the opportunity of developing factual writing skills are also denied
the tools which would help them to challenge their social reality.

In his eritique of process writing, Rodrigues claims that:

The unfettered writing process approach has been just as artificial as the traditional high
school research paper. Writing without structure accomplishes as little as writing a mock
structure . . . [Students] need structure, they need models to practise, they need to
improve even mechanical skills, and they still need time to think through their ideas, to
revise them, and 1o write for real audiences and real purposes. (Rodrigues 1985: 26-7)
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Horowitz {1986), looking at the writing demands made on second language learners
at university, has similar criticisms. He claims that process writing fails to prepare
students to write examination essays. The approach is also based on an inductive
approach to learning which only suits some learners. (See the discussion on inductive
versus deductive learning in Chapter 8, and the discussion on learning style preferen-
ces in Chapter 9.) Other criticisms by Horowitz include the fact that process writing
gives a false impression of how university writing will be evaluated, and that choice
of topic, an important process-writing principle, is irrelevant in most university
contexts. -

In her analysis of recent research into the teaching of writing, Zamel (1987) claims
that, despite insights into the complexities of the composing process revealed by
process-oriented studies, most writing classes are still based on mechanistic. product-
oriented exercises and drills which research has largely discredited. She cites studies
which purport to show that learners get few opportunities actually to write. When
ESL students do get to write, teachers tend to view the resulting texts as final
products to evaluate, which conveys to students the message that the function of
writing is to produce texts for teachers to evaluate, not to communicate meaningfully
with another person. .

According to Zamel, the writing class should take into account the learners’
purposes for writing which transcend that of producing texts for teacher evaluation.
Writing skills can develop rapidly when students’ concerns and interests arc acknow-
ledged, when they are given numerous opportunities to write, and when they are
encouraged to become participants in a community of writers. Lastly, she suggests
that teachers should themselves become action researchers in their own classrooms,
and that by engaging in the types of inquiry and investigation she advocates, they can
apply insights from what they have learned in the most ‘prefound’ way. She, along

with numerous others, has encouraged teachers to investigate their own practices,
and the effects of those practices on their students, and has found it to be an
excellent way of bridging the gap between theory and practice.

Unfortunately, like many educational debates, proponents of process and product
approaches present and preserve distinctions which are more ostensible than real.
There is no principied reason why process writing cannot be integrated with the
practice of studying and even imitating written models in the classroom. In fact,
modelling can be seen as a text-level written equivalent of the practice of providing
learners with formulaic oral language at an early stage of development. The claim
that such modelling constricts the learner’s creative freedom remains to be demon-
strated. Creativity, and creative freedom can only exist within certain boundaries
and conventions if communication is to be effective, and a major task confronting the
learner of a second or foreign language is to identify the boundaries of his or her new

language.
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5.4 The generic structure of written texts

In the preceding three chapters, we have looked at the importance of context
purpose and audience to language learning and use. We have seen that these have an‘
jmportant_ bearing on the shape of a text. In the previous chapter, for instance, we saw
that cookmg recipes as texts exhibit certain characteristics wh’ich distingui;h them
from advertisements or newspaper editorials. It was further suggested [earning to
read can be enhanced if readers are sensitised to the internal shape. or engeric
structure, Qf the texts they are reading. These principles, drawn fror;l s sgte ic—
functional {inguistics, can also assist beginning writers. ’ e
Il-l_ammond(] 989 demonstrates that an analysisofthe genericstructure of children's
writing can provide valuable insights into what makes good and poor writing. The fol-
lowing two texts were written in normal classroom writing sessions by two ;iifferent
children _who were provided with the lead sentence: “When I walked out of school
the dog limped up to me’, which was followed by a ten minute discussion scs:;ion ‘

Text S5

1. When I walked out of school

2. the dog limped up to me.

3. He was grey with white spots.

4. He had very floppy ears indeed.

7. I'took him to my house.

8. and bandaged his leg.

9. Then I knew what was wrong with him.
10. He was in a dog fight.
11. Tgot my dog’s chain.
12. Tputit on him.
13. Itook him for a walk.
14. Then the owner of the dog saw the dog and |
15. Ltook (the) chain off the dog )
6. and went home.

Text 6
The Dog
- It was crying
. s0 I took it home.
As soon as my mother came home from work
she gave it a name,
- We named it Kelly.
- I bandaged its leg.
- Lhad great fun with Kelly.

“-JCT\UI:[-\{JJ[\)»——A

;ifhe gelneric structure of both texts shows why text 5 works better than text 6. In the
st place, it has a complete narrative structure of orientation—complication—
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olution. The fact that the complication precedes the orientation quite sansfai:té);:iy
:if)ws that. the writer has a good control of the narrative form. In contrast, tex as

no orientation at all.

The writer has ignored the given opening sentence and substi;uted a relaéiiscéﬁ:rt?(l):?gz:
i i i this complication, but then a secon
opening. There is a resolution to : e
?;arlliegcomglication (that the dog did not have a name) appears next. An aspectt(‘)lt"'e OfﬁtEt
]resi;lution reappears and then there is a sort of coda at the end. In all, the struc e

text is incomplete and rather messy. (Hammond 1989: 17)

e tns (o seador) need 0 be exposcd to & range of Geren
iters {and re: i

peof it Hoverr i o b eyttt o

:E’ét;ﬁﬂ:ft::ﬁazﬁz;ﬁ;giion{résolut'iong st;uctturf)él;l("jh}?zl ;l;gl:i}ds :isgotl? t%]i;r\e;; )t{l::l

\?vglli)gl?illll}lci)tryrézt?g? i[;zg:gggfse;gli\tri\iﬁirs]lz?z:t \iil?éértly determine its effectiveness.

5.5 Differences between skilled and unskilled writers

Studying the differences between skilled and unskilled \;vriters pirlov1des>1t?r1:(érn;:r1ng;
i i In a review of research on writing,
which can be transformed into pedagogy._ . roting, Zamel
i i i : killed writers tend to focus on
2) cites studies which show thatlesss :
((Jlfgvfri?cing and are inhibited by their concern for formal correctness. Thei ";Iredalsoi :Z::
€ WT
ici i blems of the reader. In process terms, ski
able to anticipate the likely pro ' r.Ing :  skilled writer
iti recursive activity involving revis
are much more aware of writing as a ve . . e e
i ’ i hich one’s ideas might change, ne th
sive drafts of one’s texts, during w _ ; nge. necessitating the
iti f text. Unskilled writers, on the other . o lir
rewriting of whole chunks o . . e Lond o bt
and modifications of lexis. In an g
selves to teacher-generated rules an : | {
g’:"i?e composing process of eight proficient ESL writers, Zamel d‘lscovered that only
onte composed in her first language and then translated mt'OhEn(%h??é()()) At the e
imi i 1984), cited in Richards . _
Similar findings are reported by Lapp ( s (1990). At the pre-
iti i i d time planning the task, while u .
writing stage, skilled writers spen sk e e e
i i i d, in consequence, are confused w y begin
spend little time planning and, in ! 1 e e ovieiing what
i i i te quickly and fluently, sp
drafting stage, skilled writers wri quic v time reviewing what
i i jewing at the sentence and paragrap
they write, and do most of their review ! T way shon
i i i i ng what they have written,
skilled writers spend little time reviewing ‘ W review oniy shor
erned principally with vocabulary an :
segments of text, and are cono ' | _ fary and sentence o
i i isi : killed writers revise at all levels » sente
tion. Finally, at the revision stage, s _ nee
and discour};e review and revise throughout the composing process, an'd ;?Z (r;ls:elilt o
i i i i iters do not make major revisionsin ;
ify meaning, while unskilled writers i ; °
E)(;cf?crusyﬂf the teft, make most revisions only during the first draft and focus primarily
on the mechanics of grammar, spelling, punctuation and vocabulary.
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5.6 Writing classrooms and materials

The following extracts are taken from two recently published courseboaks on writing
inasecond language. The introductions to coursebooks can be very revealing. These
two samples reflect clearly the authors’ ideologies, and echo some of the current
theoretical and empirical issues discussed in the preceding section. In particular. they
emphasise the interaction between process and product, focusing on the need to
revise and polish one’s initial efforts. The significance of one’s audience, the mmport-
ance of one’s purpose and the links between the classroom and the real world are also

underlined. It is interesting to see the way these principles are refiected in the tasks

and exercises developed by the authors.

Writing is clearly a complex process, and competent writing is frequently accepted as being
the last language skill to be acquired. . . ., Few people write spontaneously, and few feel
comfortable with a formal writing task intended for the eyes of someone else. When the
‘someone else’ is a teacher, whose eye may be critical, and who indeed may assign a formal
assessment to the written product, most people feel uncomfortable. It makes sense then,
that the atmosphere of the wrifing classreom should be warm and supportive. and non-
threatening. [t helps if teachers show willingness to write to0, and to offer their attempts for
class discussion along with those of the students: it helps if students can work together,
assisting each other, pointing out strengths and weaknesses without taking or giving
offence. Many of our tasks suggest working with a partner or in groups. and we see this
work as very important; not only does it make the task livelier and more enjoyable. but it
makes sure that students see that writing really is co-operative, a relationship between
writer and reader, Usually the writer has to tmagine a reader, but co-operative writing
provides each writer with a reader and makes the writing task more realistic and more
interactive. . . . Writing is commonly seen as a three-stage process; pre-writing, writing
and rewriting. Although this is very much an oversimplification, it is a helpful one. In the

past teachers concentrated on the end of the second stage, i.e. after the writing had been

done. They did not see how they could intervene at the pre-writing and writing stages, as

rewriting was seen only as ‘correcting the mistakes’. We now understand the importance of
all three stages as part of the writing process, and try to help students master the process by
participating in it with them, rather than contenting ourselves with criticising the product.
i.e. the composition, without knowing much about how it was arrived at, (Hamp-Lyons and

Heasley 1987: 2-3)

Thisbook . . . provides non-threatening guided opportunities to practise {(or rehearse) the
very sort of writing tasks that are required in rea! life. Secondly. it provides guidance and
practice in the aspects of language and form so important to effective writing. So, you find
models of different types of texts with explanations and discussion points. You find
exercises which deal, for example, with organisation and ordering of ideas, paragraphing,
linking ideas, appropriate word choice, economy of phrasing, tayout. spelling and
punctuation. . . . Thirdly, the book emphasises that the demands of writing vary
considerably depending on the proposed reader, the purpose, the content and the writing
situation. Students are urged to think about the refationship between the four determinant
factors and the features of written language above. For example, there are EXEICises on
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ropriate wording to achieve results in letters of protest or complamt,. clsxe.rmsehs oﬂ.
apgno?nic use of words to keep down costs in advertisements and so on. Last é’ itre ects
by i hi i tents and in various
iti hich always, but o varying ex
roughout that writing is a process w v :
f:.']ays grequires preparation, drafting and revising. The exercises hfelﬁ s.tude-ntt.s to be mTOr:E
, i i their writing. . . . The
i by to improve the effectiveness o :
aware of this process and there 7 eir writing. - - - The
i i of vocabulary or grammar, except w
book does not aim to teach items f : ceptWhere Such feemms soern
i ting context and important enougn I« SUC
to be specific enough to the wri d '
complefi'on of the tasks being set to warrant special gnidance and practice. {Brown and

Hood 1989: 3-4)

I have extracted these introductory paragra})hs from two recent-w_nt]Eg clci)'ur:t;ek
books because they illustrate the key points wh_lch have have emerge.d in ;} e ce dg fr
so far. Both sets of authors share similar attitudes. They erphasise the tn e-t- 0
integrate both process and product in the writing classroom, ang suggest t z;) v;;o m%

" s _ o
is mini -ste f pre-writing, writing and revision. Furpos
is minimally a three-stage process o ) § hrpose

i i tant. In addition, Hamp-Lyons an y
and audiences are also seen as important. |} t yons and Heasley
ive : h to writing, while Brown and o ss.

argue for a collaborative approac 1 ‘.
img ortance of providing models for the learners an_cl allowing them epportugu‘l;:s
in ilass to tehearse those things they will need in the real world beyon e

Sroom. ' o .
CIaSSome of the points on conferencing are also-ﬂiustrated_m cldssrgom eﬁrdclt 31
i i i ith a number of individual students. Analysing
which shows conferencing sessions wi fudents, Ana o s
i i 1 as much about teachers’ belie

ch conferencing sessions can reveal a: ‘ t the

f]l:iture of learning to write as introductions to coursebooks tell us about writers

attitudes and beliefs.

Pre-reading task

1. What do the following extracts reveal about the teache.r’_s attitudes rt}owards the

' mechanics of writing, the content of the text, a_nd the writing procgss .t he nature

2. Asyou read the extracts, make a note of the dllfferent messages abou the nauure
of writing and the writing process which the different learners are receiving

the teacher. Divide these into messages which are explicit and those \yhlch are

implicit.

Classroom extract 5.1: A writing conference

Conference witl: Daniella

T: Right Daniella, whichstoryis thisone, I've

forgatien D: When I wentto Melbourne.

T: When youwent to Melbourne. You just tell1 )
me a little bit about it before I read it. What'sit

goingtobeabout? D: Irsabout. . . weplayed. . . [inaudible]
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T: Yes,. . . Whichisthe final draft? Right. well
how come westill . . . | youhaven't rewritien
it yet. you haven't done it yet, finished it? Are
you going to have this finished or not?
D: Yes.
T: Youare goingto publish it. Right. I think I've
seen this before, haven't 1?7
D: Yes.
T: I'mjust checking the last things. am 1, the
spellings and stuff. right? Right, when [ went
to Melbourne, Just make that a capital W for o
title. Right. You read it to me.
D: When I'went to Melbourne . . |
T: When [ went to Melbourne. right.
D: ... Melbournc for a week. it was freezing,
) and we had to stay inside all day,
T: Right. See this one ‘inside”—we'll just make ‘
that one word. Can we squash it together?
i-n-s-i-d-e is one word. right?

In this first conference, the teacher focuses principally on the mechanics of the
writing process, because he has already worked on the content in a previous
conference. He checks the spelling and punctuation and encourages the pupil to get
the piece right before going on to another piece.

Conference with Alex who has written a piece on the topic of “4vols’
T: What'sitcalled?
A Tools.
T: Tools. What's it going to be about? Can vou
tellme about it in your own words?
A: L.Iwannadoasecond draft with that one, and
this one’s done.
T: Thatis the second draft?
Al No, thisis a different one.
T: Adifferent story. Well, let’s work on one of
them first. Which one are you going to work
on? Which one would you like to bring to the
publishing . . .
A: Thisone
T: Thatone. Soreally, that's your first draft, is it?
A: That's my second draft.
T: Well, come over here and let’s see what thisis.
Youreckon you've changed it, you've fixed up
spelling and sentences and things?

A: 1wasreading ~ I was reading this one to
Viatko.
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T: You've conferenced witha friend?
A: Yes.
T: Andyouw’ve writtenitout, and now you want’
to conference with me. Well, 'l believe you.
It’s a shame you've lost other parts, though.
Read ittome, please.

orbuildings and to fix things if they break.
You need to make boats and cars and things.
Cars and machines have’—supposed to be
‘lots of different things’.

T: Good. Fixitupthen. Please don’t disturb -
Daniella. as she is writing out her final copy. -
Try to write very quickly, Daniella, soitcan
go to the typist today. . . . I think the word
‘different’ we’ve used lots of times. . . .
Spelling mistake! Go and fix it up.

A: Anctherspelling mistake.

In this conferencing session, the teacher focuses on both content and form. There
is some dispute as to whether the text they are working on is a first or second
draft. At the beginning of the conference the teacher asks the pupil to retell
the story in his own words, but this does not happen. and eventually the pupil
reads the text. When Alex says that he had read the story to Vlatko. the teacher
reformulates this as, ‘You've conferenced with a friend?” The bulk of the con-
ference is taken up with the teacher pushing the pupil to come up with additional
content suggestions, although it is worth noting that the pupil’s contributions are

minimal, and that it is the teacher who does most of the tatking.

Conference with Leila

T: Whoisitnext? I thinkitis Leila. Would you
bring me your two drafts, please. Right, what
storyisit, Leila?

L: Fred and Barney.

T: Fred and Barney. Could you tell me a bit about
itin your own words—aretelling.

[Leila tells the story, and then reads out what she has written until the teacher intervenes.

T: Oh,right. Isit making sense to you? Orare
there some parts where it doesn’tmake . . .
L: I...Imadesome mistakes . . .
T: Canyousee where they are? .
L: Yes.
T: Let'stryand fix them up then. Fred and

Barney were old friends "til the old days.
I.: Days.

A: ‘Tools. Tools can help us use — to make houses '
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: Do you mean they were friends in the old

days?
L: Yes.

: Right, so what you're saying here is Fred and

Barney were old friends in the old days, and
Barney . . .

L: Said . ..

: ToFred. Fthink we'll say, and Barney told

Fredtogo. . . togotohis friend’s house and
call them. isn't it? You said ‘them for dinner".
Fred went to tell them to come for dinner.
Barney had made the food, but he made it too
hard.and when he was trying to cut the
chicken, he could not cut, oreat?

L: Eat.

i Eatthe chicken. Shallwe say . . .

L: Cutandeat the chicken.

: Shaltwe saycutand eat. . . Cutandeai the

‘chicken™? Oreat *it™?
L: Eat,eatit.

: Yeah. Ithinkeat it’, don't you? Becuuse

we'\_'e atready said the “chickens', haven't we?
Eatit. full stop. Fred and Barney's . . . friends
went home and had lunch at their house. It's
thatone. . . the onlyone?

L: Their.

: Fred and Barney packed up—1 want you to

find the spelling of that— and went to &
restaurant to eat. That’s peod. Where did you
getthat word from?

L: llookeditinthe dictionary.

: Good. . . . Fred and Barney went home and

went tosleep, and the next day they did not £o
anywhere . . . they stuyed home. Why?
L: "Cause there's nothing to do.

: Right. Do you think that ending’ssortof a

good ending for this story?

L: Yes. you know Mr Mercurio, youknow, beans
hastobe 2 s" at the end.

: Good. But beans is spelt wrong,

L: Oh.

*« .. Beansisnatup there, but how do you

th_ink it mightbe? It's not the double e, what
might it be?
L: e-a-n.

¢ Right, That’sright. So we'll fix that up for you,
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In this final conference, the teacher does allow the pupil to do a retelling. He 2;.150
uses metalanguage: ‘a retelling’, "a creative story’, al‘though he does not dv.vel on
these. After Leila has read her story, the teacher tries to get her to 1dent1fy l:ler
mistakes. He does not have much success with this, however, and ends up pointing
out most of these himself.

Post-reading task

Review the coﬁfcrencing sessions. Does one stand out as being more effective/less
. i

effective than the others? Why is this? - - )

[1 am indebted to Jenny Hammond for providing me with the data from which these

conferencing sessions have been extracted. |

Learning skills and the wriling process

In recent years, the value of teaching §tudents a_bout learq:ng a; \;veil d:l at}:lm\j;
language has been recognised. Studies .mto lgarglng stratc?gles anb eang % ! oCe
to learn are finding their way into the literature mn increasing num ers.t v_leS : ;
suggests that it is beneficial for learners to reflect on their own 1earmrég“§tranzg§mc£ir
preferences (see Chapter 9). In their bopk on learning how tolearn, lsz;1 Sincir
{1989) outline a seven-step process desagnec! to encourage lﬂearners to r’(;: hec on the
stratepies which might assist them in b_ecommg more effective writers. o ecgi do this
by providing a series of exercises designed to encourage learners to refle

following questions:

Step 1: How do you feel about writir.lg English.?
Step 2: What do you know about writing English?
Step 3: How well are you doing?

Step 4: What do you need to do ne>.<t? -
Step 3: How do you prefer to practise your writing?
Step 6: Do you need to build your cor.lf-idence? -
Step 7: How do you organise your writing practice?

The following tasks from Ellis and Sinclair (1989) help lcarne_rs to ex;;clorle thf‘:SE
questions. It is interesting to note how the purposes are feﬂected inthe tasks. In u§thg
tasks such as these, which have a twin focus on learning as well as lgnguage, 1115
important to establish a link for the studex_lts bgtween the task and its rationale,
otherwise the learning-how-to-learn dimension will be lost.

(la) If possible, bring to class an example of writing by a native speak?r-of English. Try to
bring the type of writing you need to want to be able to do, for example:

a business letter

atelex

apoem
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() Work with another class member who has brought in a different type of written text.
Compare your examples and make a note of the specific characteristics that make them
different from each other, for example:

[ayout

style of language

length

organisation of ideas. etc.
() Compare your findings with the rest of the class and make notes under the
headings:

Type of written text

Specific characteristics

following

2
Read Javier's suggestion for testing himself.

{ 1ake a business letier, for example, and read it and majee noies on the content. Then [ try
10 reconstruct the letrer from my notes. [ compare
how well Fve done.

Javier, Argentina

myversion sith the original letier 10 see

Do you know of any other good ways of testing vourself?

3
Read what Mazharuddin says about assessing himself.

I'm studying medicine in London and 1 do a fot of practice examinaiions. 1 al ways give
myself pleaty of time 10 read everything I've written very carefully. I check spelling,
granmar and pronunciation.

Mazharuddin. India

Thixnk of a real-life situation you have been in recently where vou needed to write English,
How well do you think you wrote?

4
Here are some examples of how Javier and Muzharuddin set themselves short-term aims.

Name: Javier

What? How? When Howlong Done
Improve spelling  Copy out three timesand  15.8. 88 10 mins. | ‘/
test myself

Name: Mazharuddin

What? How? When Howlong Done
Improve use of Write notes first and 13.8.88  1hour | M
- connectors organise them, |
—sequencers Add connectors and

sequencers.

Then write out in full,
{Use the biank chart on page 115 to do your own self-assessment. ]
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5 . : .
You have been asked to produce a brief guide for new students joining your class next term.

(a) Decide what information you think a new student would want to know. {(b) Decide how
you are going to present it. (c) Produce the first draft. Compare your drafts in class and

make decisions about the final version.

6
Your teacher will dictate part of a text to you and then ask you to continue writing the text

on your own, You should try to develop the topic further and use the same style. When yoy
have finished, read your text to the class.

I have included these extracts because they show very clearly how learning-how-
to-learn goals can be integrated with language goals, and reatised at the level of
pedagogy. The best of these tasks simultaneously develop learners’ language skills

and learning skills.

5.7 Investigating writing development

Task 5.1
Collect sample statements from learners about how they go about learning English.

Construct some writing tasks similar to those devised by Ellis and Sinclair. Administer
them to a group of students. Discuss the tasks with the students. Record and evaluate
the discussion. Did the tasks seem to ‘work’ for the students? Why, or why not?

Task 5.2
Teach some of the tasks in Eliis and Sinclair. Discuss these with the students, focus-

ing in particular on the strategies underlying the diffferent tasks. Do different
students have different strategy preferences? Do they agree on the strategies
underlying the different tasks?

Task 5.3
Record and analyse a conferencing session between a teacher and two or three

students. Does the teacher tend to focus on a limited number of problems (e.g.
the mechanics of the writing process)? Does hefshe elicit contributions from the
students, or tell them what he/she thinks is correct? Do different students receive

different or similar treatment?

Task 5.4
Analyse a number of writing coursebooks, or the writing exercises from a general
coursebook. How varied are the exercises? What do they reveal about the author's

views on the writing process?

Developing Writing Skills 99

Task 5.5

0 S H a1 v L - b TH
If pl ss:bleﬂtobtam samples of several students” writing over an extended period such
as a semester or a vear. Analyse the s: ' i ‘

: year. ¥ ¢ samples. What evidence is 1} :
students’ writing skills have y i e lovel ot oo
: & skills e developed? Is the im

— - ? 1 provement at the level of lexi
7 N R 3 . e 3 H xls‘
gramimar, text structure. or is there evidence of mprovement at all levels?
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Chapter Six | 4 |
Mastering the Sounds of the Language

6.1 Introduction

The teaching of pronunciation has always bpen dealt with f;i-omla ra;l;e; Sif;r:?;
perspective from other language skills. T.he.mﬂL_:encc of the .rsht e;]ng f seems o
be much greateg in r%lation to pronunciation in contrast with the acqu on of
<1,§'-\ry}aﬁ. In additicn, gifted learners who attain native s;:l) ker
mastery of other aspects of their secopd language rarely mastebr t:le phonologica
system as effectively if they begin learning the language after puber g e sometinmes
At the level of classtoom action, efforts to 'teach pronux'-lcmnohn b::{ ometiimnes
resulted in practices which range frgm the mildly eccentric tp the tlzatrhrei,_r_ '55’5@'
ing rhythmic chants and dances de"s_lgwn_&_ad to get learn‘f:{s tq_rl_nf'egrr‘?mﬁ_ cir bodly
H“@je—‘n;gﬁfﬁd B e s ‘_Etmatf]:c% tt];;itnf}?;re if lit%lé em-
po i uch practices has persisted despite le
};?r];;:j?r;gdoeﬁlge thzft they are signiﬁcantly more effective than more traditional
ex;:rl;cﬁﬁz.chapter we look at some of the theoretical posiﬁons which hg‘{iobnezr;
taken in the teaching of pronunciatiqn. Re.cent research mtthhe vau:;l] éiation
L2 pronunciation which provides insights nto ways of teac 1{1gdpervoor::e(_j ation
effectively is also reviewed. The second part of the chapter 1ts o oo,
examination of pronunciation materials. We also look at extracts fr
nunciation lessons. _ o
The chapter sets out to answer t'h?; fgllowmg questions:
S A

1. What is meant by ‘contrastive p}:fondlogy“, and how has it inﬂuenced the teaching

f -t

iati o A ﬁ’ ot

of pronunciation? H T AT S } ;

2 Wl?at is the difference between ‘segmental’ and suprz;l-s,f:gmc;l'l’[aal= features 0

iati taught? s.n. Fe 3 ol
ronunciation, and how can these be TV Y )
3 iI)-Iow can pronunciation be taught from a communicative petspective? o
4. How can a learning-how-to-learn perspective be added to the teaching of p

ee—

VPPN B

nunciation?
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6.2 Contrastive phonoiogy

Mastering the sound system of a second language presents great difficulties for
learners. Most learners who begin learning the second language after the onset of
pubertty never manage to acquire native-like mastery of the sound system, although
they may develop native-like skills in grammar and vocabulary. Brown; among
others, suggests that the problem of acquiring a flawless pronunciation after puberty
supports the notion of a critical period for language acquisition. The critical period is

a biologically determined period of life when tangeage can be acquired more easily and
beyond which time language is increasingly difficult to acquire. The critical period hy-
pothesis claims that there is such a biological timetable. Initially the notion of a eritical
period was connected only to first language acquisition. Pathological studies of children
who failed to acquire their first language, or aspects thereof, became fuel for arguments of
biologically determined predispositions, timed for release. which would waneif the correct
environmental stimuli were not present at the crucial stage. (Brown 1987 42)

Whether or not the critical period hypothesis is supported by subsequent research,
the problems of acquiring the phonelogy of a second language present a formidable
challenge to any theory of second language acquisition. In his book on language
transfer, Odlin (1989) highlights the powerful influence of the first language on the
efforts of learners to master the sound system of a second language. In studying
cross-linguistic influences of a first on a second language, he suggests that attention
needs to be paid to both phonetic and phonemic differences. Phonetic analysis
compares the two languages in terms of the phvsical differences between their
respective sound systems, dealing, in particular, with the ways in which sounds are
produced and perceived. Phonemics contrasts the sound systems of the languages in
terms of their minimum meaningful units. For example, in English, the sounds
represented by /p/ and /b/ provide a phonemic contrast because words which differ
only in these sounds, ‘pin’—*bin", have different meanings.

The potential utility of a contrastive analysis of learners’ native and target lan-
guages is captured in the following description:

A study by Scholes (1968) of the perception of vowels by native and non-native speakers of
English indicates that non-native speakers are likely to categorize foreign language sounds
largely in terms of the phonemic inventory of the native language (cf. Liberman er al.,
1957). In Scholess study, native speakers distinguished between the vowels fef and /wf {as
in the words rain and ran), whereas speakers of Russian and Greek did not. In contrast 1o
other non-native speakers of English, speakers of Persian, which, like English, has a
phonemic contrast between /fef and /x/, did distinguish between the two vowel sounds.
{Odlin 1989: 114)

Swan and Smith (1987) outline some of tne problems for second language learners
of English which can be attributed to first language interference. Examples of
contrasts between English and a range of languages are provided below:
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Spanish o
V{’hile the Spanish and English consonant systems show many similarities, the vowe]

systems and sentence stress are very different, and these can cause great difficulty for-

Spanish-speaking learners of English. (p. 72)

Russian ) )
The two major features which distinguish the Russian sound system from English are the

absence of the short-long vowel differentiation and the absence of diphthongs. English
rhythm and stress patterns are also hard for Russians t(? master. (p. 117) ‘ i
[Diphthongs are units of two vowels pronounced as a single syllable, e.g. ‘bout’.]

Arabic ) ]
The Arabic and English phonological systems are very different, not only in the range of

sounds used, but inthe emphasis placed on vowels and consonants in expressing mea‘ningg
While English has twenty-two vowels and diphthongs to twenty-four consonants, Arabic
has only eight vowels and diphthongs to thirty-twe consonants. (pp. 142-3)

Japanese ) .
Jaf)ancse has a rather limited phonetic inventory, both in number of sounds and their

distribution. There are only five vowels, though these may bP: distinctively long or short.
Syllable structure is very simple {generally ‘vowel 4 consonant’, or vowel alone}. There are
few consonant clusters. Japanese learners therefore find the more comph?x sound.s_ of
English very hard to proncunce, and they may have even greater difficuley in perceiving

i % ; s L i AR
accurately what is said. (p. 213} 3% f:«,%{ ,\«Xv\ ) "fi*’é’é; -}:/\},% SEA B
. >

P!

) Chinese ‘ , ‘ .
[ Tlie phonological system oféhinese is very different from that of English. Some English

phonemes do not have Chinese counterparts and are hard to l‘ea-rn. Others resemble
Chinese phonemes buj’are not identical to them in prqnuncmnon, and thus cause
confusion. Stress,'in[tdﬁa‘tion and junctﬁ/re are all areas of difficulty. In general, Chinese
speakers find Enghish hard to pronounce, and have trouble Tearning to understand the
~- spoken language. (pp. 224-5}

v]

The consensus of opinrion, then, is that all learners regardless of their first la.nguage
background find English difficult to understand and pronounce (not a partlcular}l)l(
surprising conclusion to reach), and that learners from different 1.1 backgrounds w1d
have different problems, reflecting the contrasts between the': ﬁrst_ and s;cl:)n
languages. The problem for teachers with a range _of L1 speakers in their class is lc1ow
to deal with this heterogeneity, because what is difficult for a speaker frm"n.c?ne rs:
language background will not necessarily be difficult for a speaker from a d1ffcren

nd. .

bag(ugrri?l‘; the years when audio-lingualism dominated %anguage teaching, a great
deal of effort was expended in getting learners to perceive and produce word con-
trasts such as ‘rain’ ‘ran’ which differed only in a single sopnd. The most cor;"nmorfl
form of activity was the ‘minimal pair e'xen.:ise’ (sce section 6.4 for examp Es o

these). With the emergence of communicative approaches to language teaching,
these exercises became somewhat less popular among textbook. writers. It was
pointed out that, for example, while native speakers.of J apar‘le'se ,mlght have a gre;lt
deal of difficulty perceiving the difference between ‘lice’ and ‘rice” when these words
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are produced in isolation, in communicative tasks, the second language speaker can
use the situational and linguistic context to determine the meaning of the word.

In teaching and learning the sound system of a second or foreign language, a basic
distinction is drawn between the study of individual sound differences of the type
we have already discussed, and the study of rhythm, stress and intonation. It has
been argued that these so-called supra-segmental features of the language are

more important for comprehensible production than the individual sounds. Supra- .
segmental contrasis are particularly important when moving from a non-tonal®

language such as English, in which such changes mark attitudinal and emotional
meaning, to a tonai language such as Thai in which changes in intonation and pitch
mark phonemic differences (for example, the Thai word ‘haa’ said with a falling
intonation means ‘five” whereas the same word said with a rising intonation means ‘to
look for’). Learners moving between tonal and non-tonal languages have great
difficulty with these intonation and pitch contrasts. (Rost 1990 provides an excellent
treatment of these issues; see, in particular, chapter 2, on auditory perception and
linguistic processing.)

In discussing the pedagogical implications of pronunciation features, Byrne and
Walsh (1973) argue that the supra-segmentsal features of stress, thythm and in-
tonation are much more important for intelligible pronunciation than producing
native-like vowels and consonants. However, they also point out that the supra-
segmentals are much more difficult to learn, to teach and to use because native
speakers will vary the patterns with which they use these features ‘according to
circumstances’ (Byrne and Walsh 1973: 159). What they mean by this is that native
speakers will vary their stress, rhythm and intonation to signal differences of attitude,
degrees of politeness and deference and other interpersonal aspects of communica-
tion, and that it is therefore difficult to teach these differences. Since the time that
they were writing. however, we have learned a lot more about these features of
language and how to teach them.

Odlin cites research which suggests that similarities beween the supra-segmental
patterns of two languages can facilitate acquisition. Japanese children learning
English appear to be facilitated in their acquisition of questions by the similar
intonation patterns between the two languages. Finnish first language speakers, on
the other hand, seem to be delayed in their acquisition of English question patterns,
and this delay may be due to the absence of rising intonation in yes/no questions in
Finnish. (See also Brown 1990 for a detailed treatment of these issues, which,
although dealt with from the perspective of listening comprehension, are also par-
ticularly pertinent to pronunciation. )

6.3 Recent theory and research

In Chapter 9 we look at language teaching methodology from the learner’s perspec-
tive, focusing in particular on research into learning styles and strategies. In relation
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to pronunciation, research into the learning strategy preferences of students has
consistently shown that mastery of the sounds and pronunciation of the target
language is a high priority for most learners.. In his large scale study involving 517
learners, Willing (1988) found that this aspect received the highest rating overal,
with 62 per cent of respondents giving it their highest overall rating, and these resulis
held across groups with widely different first language backgrounds (see Chapter 9,
for details of this study). For example, 70 per cent of Vietnamese L1 speakers, 77 per
cent of Arabic speakers, 69 per cent of South Americans, and 62 per cent of Polish
speakers gave this their highest rating. Similar findings are reported in Nunan
(1988b). Stevick also provides anecdotal evidence to support the view that learners
are particularly concerned with the pronunciation of the target language which
manifests itself in demands by the learners for pronunciation drills.

At first I explained this to myself by saying that these students had been brainwashed by
audio-lingual teachers in their secondary schools, or that they had some personal craving to
be dominated or that they were intellectually lazy and found that drills made fewer
demands on their imagination or ingenuity. Over the years, however, these explanations
have not convinced me. Maybe there is more to this kind of drilling than I had thought. If

there is, what might it be? (Stevick 1982: 51-2) .

He goes on to suggest three reasons for the persistent demands of students for
pronunciation drills. In the first place, drills provide the emotional security which
comes from engaging in a narrowly defined task. Secondly, it is relatively easy, when
engaged in pronunciation drills, to *spot the difference’ between one’s own produc-
tion and that of a native-speaking model. Attending to such differences is much more
difficult when one is engaged in communicative tasks. The third and final reason
advanced by Stevick is that the highly predictable nature of repetitive drills provide
learners with a breathing space during which they can conserve their mental energy.
Another reason (though not one advanced by Stevick) might simply be that drilis
‘work’. Anecdotal evidence suggests that it is difficult to master phonological aspects
of a language without some form of repetitive drilling — although this need not
necessarily take the form of prolonged exercises in mimicry.
Stevick suggests that, when working on establishing fluency and rhythm, teachers
can use variations to maintain interest. Some of the variations he suggests are:

1. Repetition by the whole class versus repetition by groups or rows versus individual

repetition.
2. Calling on students (or groups) in fixed order versus calling on them in random

order.

3. Students’ books closed versus students’ books open.

4. Two or three repetitions per student (or group) versus only one repetition before
going on to the next student (or group).

5. Slow tempo versus fast tempo.

6. Tone of voice: neutral versus mysterious or mischievous versus triumphant or

emphatic.
7. Loudness: barely audible versus normal versus oratorical..

Mastering the Sounds of the Language 105

Stevick points out that here we have-

X2x i i
536]1:2(:0?]:;2;2:&6 alternatives. The arithmetical product is 648, A few combinations a
s wi;[l] {tr:ac:]g(;;f course.é-”ordexample, ‘choral repetition by the whole class’ cannot grs
versus fixed order of recitation”. Even i
der - 50, we are left
‘I:ilt?ldredhs of]perfectly workable combinations, Let me emphasise once more that‘:(l)trgisome
such a farge number is not just a sterile four de force on my pat, (Stevick 1982: SDSg—g;j

;?ggziltltgsgccounF for these valjiations in terms of socio-linguistic factors. Tarone
\ ) applied some of this work to second language acquisiﬁon and' came to
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e fmch' u:Nh:tearly s}t]ages of acquisition they may not be able to alter their performance
s €Ver the communicative task the are i
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attention they pay to articulation. (Sato 1985: 194) ’ gped i and however much

InC Ttal i
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Us 10 wnstruction. In other words, fear e i
order which som et hon. / - ners master these features in an
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following recommendations for teaching pronuncigtion: fele contains the



106 Language Teaching Methodology =

The teaching of pronunciation must focus on longer-term goals; short-term objectives
e
- must be developed with reference to long-term goals.

2. The goals of any explicit training in pronunciation should be to bring learners gradually .
. The

Vi base erfor e 10 O -based perform ce,
from cont ()g Y formanc automatic skill A
rolled, cognitl el B d p T
3.1 eachmg should aim towald graduall ¥ reducmg the amount_ofnatl ve ]anguage infiue te
on segmemal, V()lcé-settmg, and plOSOd!C iEatUreS but should,lnot nﬁCCSSallly seek 1o
er t Yy 1 & nciation 1
adicate Otal] the lﬂﬂ £nce of the native language on th speaker s pronu i

language. of
4 ;hrfc:)::cnocri‘:tigﬁgshc;guld be taught as an integral part of oral language use, as part of the

y Spec
for Crcatlng both refer e[ltlal and lnteractlonal meanmng, not mere] as an aspect
means

: tences. N
1 production of words and sen listenin,
5 ‘1);f thi:;?atl;on forms a natural link to other aspects of language use, such as 5
. Pron

bulary, and grammar; ways of highlighting thisinterdependence in teaching need to
voca N ’

be explored.
(Pennington and Richards 1986: 219)

The research and theory presented so far suggests thgt the learr;ler’s T]Zt la;ligal%:

i trong influence on L2 pronunciation, but th'at t Creb ay o
vl have o Sl sequences akin to those for morphosyntax which may be imp )
de\{elome_nta (Vc&lfe look in detail at the issue of developmentgl sequences an
- mStI'l.H.DtIOE'l- Chapter 8.) In integrating pronunciation instruction into our pro-
teachability 17 d topdistinguish between segmental and supra-segmental feau}]]res,
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par}g?sg E{E}lxritcll?uinterfere with successful communicationl:, ralil:slerﬂtlt;;n H:Z?,l‘,ﬂfé u-?;
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learner Sog l:( 1 ’; (1‘{;981”,13) ideas on the development of a speaking syllabus.) '
A h ; ‘;987) who provides a balanced treatment of theory and I;re;lctlce‘,
idgli%‘:(s)gx);r(incipai factors affecting pronunciation learning. These are as follows:

1. The native language. We have already looked in some detail at the influence of
' the first language on the sound system of a second.  beld belict that there is a
2. The age factor. Kenworthy refers to the commonly bty and age. The
' Jationship between second languagg pronunciatio age. The
et af hether there is an age-related limit on the mastery of pronunci 0
gz: Sl;:::low;l researched, but like many other areas 1}:11 ia&guag_z Tasicf:g[i’ ;ng
ather mixed, and it is too early to state that there i
g?:e]:ig;taflcr)en;ard link between age and pronunciation al?l}:t{]._ factor. not the leas
sure. Once again, there are problems with this ,1. fihe lede
> Amou_nt 0'fexpioes uantifying ‘amount of exposure’. Many pe.oPIe living ¢
o li?lrgr‘;]ea? little of the target language, while others living in their ow

e oo ignificant exposure to a foreign language. Kenworthy

i ntry may have si : : cenvorty
na:::liggr th?t wh}irle amount of exposure is a contributory factor, i
Cco |

i f pronunciation.
factor in the deveiopment o e fors
4 ;;ifils:g?ability. “Phonetic ability’ refers to whether some:oneil ’hisa ;1:) re( o
. foreign language, and tests have been developed to measure this
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generally referred to as_‘phonetic coding_ability’ or ‘auditory discrimination
ability’. There is some evidence that good discriminators are able to benefit from
pronunciation driils, while poor discriminators are not, Kenworthy points out
that this is an ability which the learner brings to the learning situation, and claims
that as a resuit it is beyond the control of the teacher (although this is something
with which many would disagree).

5. Attitude and identity, The ability to adopt and develop a foreign pronunciation
has also been linked with the extent to which the learner wants to identify with the
target culture. This factor may be cross-related to other factors such as age and
length of residence in the target country.

6. Motivation and concern for good pronunciation. This final factor is probably also
related to personality. Some students seem unconcerned about making mistakes,
be they grammatical or phonological, just so long as they are communicating
effectively. Others are very concerned about correctness, which may stem from

a desire to identify with the target culture, or because they have a natural
inclination to speak correctly.

Kenworthy concludes her review of theory and research by identifying three ways
in which a teacher can influence learners. The first of these is to persuade learners
that good pronunciation can greatly facilitate comprehension. Secondly, the teacher
should stress that intelligibility and communicative effectiveness, not native-speaking
mastery, will be the goals. Lastly, the teacher can demonstrate ongeing concern for
the learners’ progress in developing intelligible and acceptable pronunciation. A
major problem confronting many teachers is the so-called fossilised or stabilised
learner. This is the learner who reaches a particular levei of proficiency and is unable
to progress beyond this point. Pronunciation seems to be particularly vulnerabie to
fossilisation with many learners who have progressed beyond an intermediate level
of proficiency. For an extremely useful article on ways of changing fossilised pro-
nunciation, see Acton (1984).

These comments provide a convenient bridge into the next section of the chapter

where we look at pronunciation in practice. For a more detailed and yet extremely
accessible introduction to the English sound system, see Knowles (1987).

6.4 Pronunciation in practice

During the 1960s and 1970s, minimal pair exercises such as the following were
extremely popular in pronunciation classes. These exercises generally focused

learners on perception in the first instance, and only required production as a second
slage.

Ask the students whether the words in each pair are ‘S’ (the same) or ‘I’ (different). (Hide
your lips so that their shape will not show the class which sounds you are making.)
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west—vest WOISe—Worse - vet-wet - wine-vine speakers, because the speci . ]
wane-wane wheel-veal wane-vane . vane-wane cgmmercial materials d?f?:rlat{'?(')ricr;ﬁ:iini?cdsa(::cdhta[;es Wh]?h accompany many
Verse-worse vane-vane vine-wine . veal-wheel coursebooks are including authentic and s Pl - ncre.asmgly, contemporary
veal-veal vest-west wet—wet vest-vest rovide learners with ol z;v » nd simu a.ted r_naterllals.') _You should also
wet-vet Verse-verse wheel-veal wine-wine prOVIE® ! plenty of examples of ways in which shifts in intonation signal

attitudinal shifts. In the following examples (all from Nunan and Lockwaod 1989}

(Byrne and Walsh 1973: 83) :

The instruction to teachers to hide their lips is interesting. Proponents of
communicative language teaching would probably argue that teachers should be
helping students to exploit such things as lip shape and mouth movement 1o help

—theimn distinguish bétween minimal sound contrasts. .
———FXercises such as these have become less popular with the eimergence of com-

exercises | and 2 illustrate the use of authentic data, while exercise 3 demonstrates to
learners the use of stress and intonation to signal surprise.

Pronunciation exercise 1
Aim: To identify reduced forms of *be’.
Exercise: Listen to the tape:

municative language teaching for reasons already outlined. These days the focus js
much more on supra-segmental features of the language, and this is reflected in most
recently published coursebooks. Here are two examples:

East-West Book 1 (Graves and Rein 1988)
Yes-no and wh- question intonation
-sasfs/, /2, or laz/
Intonation of or questions
Can/can’t :
-d as /t/, /d/or fad/
Question intonation
Contrastive stress in numbers ending in -feen and -ty
Sentence stress
Series intonation
Stress in noun-noun and adjective—noun combinations
Sentence stress
Word stress
Sentence stress

The Australian English Course (Nunan and Lockwocd 1989)
Identifying stressed syllables in words
Identifying reduced forms of subject + be, e.g. I'm, he’s, she’s
Distinguishing between teens and tens ¢.g. thirteen/thirty
Identifying the rumber of syllables in one, two and three syllable words
Different ways of asking questions
Distinguishing between voiced and devoiced initial consonants
Use of stress and intonation to indicate surprise
Identifying polite or rude utterances from intonation.
Identifying most important words in sentences by stress
Identifying stressed words in a short message.
Recording and comparing own pronunciation with taped model
Identifying stressed and unstressed present/past forms of ‘be’
PDistinguishing between stressed and unstressed vowels

There are numerous ways in which you can give a communicative orientation to

ronunciation work. If you are using commercial materials, you should, where
m native

p *
possible, augment these with taped samples of authentic language fro

Unstressed Stressed
I'm Iam
she’s she is
they're they are
he was he was
we were we were

Now rea?d these»sentences. Do you think the words in quotation marks are stressed or un-
stressed? Put a circle around the stressed words.

A: Tt'was’ a very nice restaurant we went to the other day.
: ‘Were’ the Bariows there?
: Ye,s., thfey ‘were’. Peter ‘was’ there too, but Anne ‘wasn’.’
: ‘Is” it still open for lunch?
: Yes, IF ‘1s’, although we were there for lunch, of course.
We might go again next week. ‘Are’ you interested in coming?
B: Yes, I ‘am’ as a matter of fact.

o W

Now listen to the dialogue and make any corrections you like.
Compare your dialogue with a friend’s.

- Pronunciation exercise 2

Aim: To identify the stressed words in a short message,

Exercise: Listen to this part of the ta i i
: pe again and underline the stressed ]
1o the tape as often as you like. ords: Youmay listen

;Iead to (’Iircylar Quay and discover Sydney with a famous explorer. You can join Urban
ranspor_t s big Fed explorer bus for unlimited one-day travel around 20 of Sydney’s most
z):vpule:;'slghtseenllg attractions on an 18 kilometre circuit around the city from ¢.30 am to 5 pm
en days a week. Travel i i
iy Yy vel at your own pace. Get on and off as often as you like during the
Now compare your work with a partner. Discuss it with the teacher.

Pronunciation exercise 3
g;m: To identify the use of stress and intonation to indicate surprise.

erqse: We can use stress and intonation to show how we feel, For example, we can ask
Questionsin different ways. Listen to this dialogue. ’
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oo 7 7
jewer:- When do you watch televxsmq. _ o
{/nif\:":ﬁwe Oh, usually early in the morning, before Mam and Dad are awake.

Interviewer: When do you watch television? ) ] o .
i ing i i estion, t
In the first question, the interviewer is seeking information. In the second qu e
. o . e
interviewer is expressing surprise.
Listen to questions on the tape. Wme I next to the quest
to the questions indicating surprise.

ions seeking information and S next

How much is the television set?

When was the programme shown?
Where did you say he got it?
What do you like watching? -
Why do you like Inspector Gadger?

Lh o W b

Extract 6.1 is from a pronunciation lesson in which studenltls atrf:t v;s:}l::;g;snpzzzﬁl

roupswith alanguage master, which enables them toreplay shorts Ie esols] Stress,
'%[‘hf:irrJ task is to transcribe the sentences they hear, and represent visually stres
and intonation patterns. In the first part c_)f the extract, thet stu(:i;t:aizss :}f} arr ge-g
collaboratively. Half way through the activity, the teacher enters

Pre-reading task

1. What problems would you anticipate a small group encountering in working ona
’ - - ‘)
unciation task without a teacher? S '
2 'I%l;;)enlearners spend most of their time listening intensively to thfe t'apef; ‘Ii’(})l yc:jl;
. think that listening is important to the development of pronunciation’ ¥y

why not?

Classroom extract 6.1: A small group pronunciation practice task

ived immi e split
The teacher is working with a large group of newly arrived immi gran‘ts. Tille studegtr::1 ?;terp B
into mall groups. The group we focus on comprises four students using a angu?g maste (.jo
31-ltobirious %hat they have used the language master hefore as they know pretcflss.y‘\;fl hat muc};
l(S)Oe student operates the language master card. Students lu.ear the que‘s:l 1onl.]at ey bear
. rience have you had as a motor mechanic?” They are required to c!ec:oh ew h ronoumed
zv)?i)ti it on the board, underline the stressed words, and link together words that are p
’
as a single unit.
i ?
S Fwiteontheboarc? $: No, you write on the board please because
you're taller.

S: [Reads as the sentence is written on the board ]
How . . . howmuch experience have you had

r mechanic?
seamolo Ss: Haveyouhad. ] tents
mes, and listen to the language master again. The stu

It
L D ooty thostrase d link words as they repeatedly play the master sentence.]

work together toidentify the stressan
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Ss: How much experience have youhadasa
motor mechanic?’
S: Asamotor. .. ?
S: Yeah, motor. . . motor mechanic.
[The students come up with the following representation ofthe question: How much experience
have you had as a motor mechanic? They then work together to identify the tense. One student

nominates the past tense. They finally settle on the present perfect, and one student draws a
time line to explain to the other students, ]
S: Goon.

[They play the language master: ‘Let’s start from the beginning. . . . When'd you do your
training? Let’s start from the beginning. When'd you do your training?’ The group scribe
writes on the board ‘let’s”.]

§: Capital L

[They listen repeatediy to the tape and the scribe writes: Let's start from the beginning. When
did you do your training?)

$: When did you do training?

S: Your training.

S:*Your’ no.

[The students are not certain about ‘your', and the scribe crosses it out. One student objects
but the erasure stands. ‘From’ and ‘beginning’ are linked, and then ‘when’, ‘did” and ‘do” are
linked. After further discussion, this is rubbed out, and *when’ and ‘do’ are linked instead. The
students are still unsure about ‘your’. They listen to the tape another dozen times, repeating
parts of the sentences. The schwa symbol is written above ‘did’. There is further discussion on
whether or not ‘your’ is there. One woman student insists that it is, so ‘vour' is reinstated. The
students decide that they have satisfactorily completed this segment of the task, and go on to
the next sentence. ‘T did my apprenticeship as a motor mechanic in Hong Kong.'}
S: Idid as motor mechanicin HongKong.

[Laughter. They play the tape several more times, and attempt to repeat the sentence, Most
students have difficulty with the word ‘apprenticeship’. They go back to the beginning of the
exercise, and as each card is replayed, the students practise by saying and writing down what
they think the sentence could be. At this point, the teacher comes up and checks the work.]
T: It's very difficult, isn’tit? ‘When did youdo :

yourtraining? What . . . what kind of answer

would you give to ‘When did you do your

training?’ What would the answer be? What

kind of answer? Would it be 'In Paramatta’™?

Orwoulditbe*In1960'?0r . . .

S: Er,thetime. .

T: The time when I did my training. Right, so did

you, did you understand, Steve?

-whenlda. . . ermy training.

S: Yes.
T: Yeah, 50 ‘when’ —it"l be a time. Okay?

[The last card is replayed. ‘I did my appreaticeship as a motor mechanic in Hong Kong.”]
T: It’s very fast. [Laughter]

8: Tdid my ‘prenticeship . . .
T: Apprenticeship. Repeat.

8: Apprenticeship.
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[She then writes the sentence on the boarq a‘nd links ‘as“ al:ld“l?’ af(tﬁ; ti\;'f)]more listenings to the
card, She puts the stress on ‘appre?tices-hl'p Oand then links ‘I’ an .
T: Do you know what an apprenticeship is? \
Steve? [Yeah] Do you remember that one? .
. . . Whatabout clapping? No, together—let's
[Sh:fhiflagf:t:]ts :}}::rs'tudents to clap out the intonation of the sentence as they repeat it word by

word.]

Post-reading task

- 3 - ) . . ?
Review the extract. Do you think the teacher’s intervention is helpful or not

The extract demonstrates the importance of percepl)]tual sahencen ttﬁestl:;)c:szgg
the sentence o ,
lati tudents work hard to understand
pronunciation. The s o e vantocous, At T o
it i i teacher’s intervention is . At the
t is by no means certain that the :
:)f theyextract the teacher moves from a focus on perception to production through
thmic clapping and repetition. - ‘ _ ' _
rhslln the stIi)IFI) gfoup phase, the students are actively involved in th.e 'td?,:, ?gsi r11n
interactional terms it works, even if there are questions over wpe;her it is imp g
the perceptual salience of the phonological feaﬁulfes betxl?eg srtl:lod;: a.dvanced grouof
i iation task with a rather ]
Extract 6.2 is another pronuncia ‘ ore advanced group of
directly engaged in the percep ‘
s. In extract 6.1, the students are d _
ifr?gjgtion of the language, whereas in this extract the students are involved in
language awareness activities.

Pre-reading task

D . . both
The extract illustrates one way in which it is possﬁ?le to have a twin Cf(izzinc;ris "
language and learning in a pronunciation lesso_n with more a‘dvance carne ta.Sk

you read the extract, see whether you can identify the ‘hidden’ message in .

Classroom extract 6.2: Learning how to learn pronunciation

T: 1want to tell you about a friend of mine. Her-
name’s Ying, and she really feels she has ,
problems with her pronunciation. She can’tgo
to class 'cause she’s at home with a young
baby. She has got a cassette recorder at home,
and she asked me the other night \'Jvhat could
she do to improve her pronun'ciatlpn. Hgvi
yougoranyadviceecouldelve h_ef? K“‘;- Yes, we can tell him —tell her, howto . . .to

start to learn the English at home. [Mmm] Just
.as'we learn from the school so we can tell hero
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start to learn with the cassette . . . [right] and

maybe look at the mirror to look ar how to move
her tongue and lip.
T: Right, to practise the different sounds, Right,

so that would be good, for practising sounds,
then, she could listen to the cassette and use a
mirror. What else could she do? Irene, have
you gotany other tips?

S: She could read some books for herchild, and

tape those.
T: Yes, that would be excellent. Reading stories

for her child and taping them, yes. And also
now youcan get children’s stories on cassette,
that you can get from the library. So she could
be playing those, and, erm, playing them to
her children, at the same time listening.

$: Or, she could go to the creche, when she takes
herchild and try to ask the other mums there if
they could meet in her place or one week in
someone’s efse place and get rogether with the
English speaking murms [ves]. . . Thenshe
could learn. And ask them if they would help
her—every time she says the word wrong

[Mmm] would they please correct her.
T. Mmm, yes that’s an excell . . . and, um, that

way she's making friends, too. And ifshe was
verykeenand had thetime . . . if she had a
small tape recorder, you could actually tape
record conversations, yes? And then replay
them at home and then listen and practise
responding to them or repeating. Good.

S: Andshe could have the radio on, when she’s
home, have the radio on when she does the
dishes or whatever she’s doing . . . the cooking
~have the radio on and listen. Andsometime
there might be some words which when she has
heard before and that’s how she might get

interested.
T

* Right, yes. if she’s beard them before and you
listen again and Yousay ‘ah yes, that's great
Tknow that word’ and you've got all the

meaning. Christoph, have you got any other
suggestions?

S: If, er, she has very problem with. er,
pronunciation, she can borrow tapes from
library, and listen to these tapes and repeat
words - again, again {mmm, that’s right]. This
could be very helpful for proaunciation.



114 Language Teaching Methadology

T: Good. Ch, well, Il .. when Iseeher
tomoreow night, I'll give her some of that extra

advice. .

Post-reading task

Do you think this task is successful? If not, what modifications would you make to it?

The task protrayed in this extract is designed to get students thinking about the
learning process in relation to pronunciation rather than simply practising the sounds
of the target language. It is particularly designed to get students thinking about ways
of practising pronunciation outside the classroom; in other words, it has a learning-
how-to-learn orientation. It also stimulates an interactional pattern in which each
learner is encouraged to give a rather longer extemporised presentation than is usual
in classes of this type. The ‘hidden’ message is that it is important to activate one’s
language use outside the classroom whenever possible.

6.5 Investigating pronunciation

Task 6.1 . ,
1. Record a short interview with learners from a number of different first langnage

backgrounds (for example, Spanish, Chinese and Arabic). Analyse their pro-
nunciation in terms of segmenta! and suprasegmental features.

2. What differences can you find which can be attributed to the different first
languages of the speakers?

3. Make a list of the aspects of pronunciation which cause difficulty in comprehen-
sion.

4. How might these be dealt with in developing a program for these learners?

Task 6.2

Analyse a number of coursebooks and list the different pronunciation exercises.
How varied are these? Is there any attempt to integrate them with the other content
in the book? Ts the focus on segmental or supra-segmental aspects of pronunciation?

Task 6.3

Survey a class of learners individually and ask them: (a) how important pro nunciation
is to them; (b) how they like to practise their pronunciation. Do they seem to prefer
mechanical drilling or meaningful communication? What are the implications of
their responses for classroom practice?

Task 6.4 .

Record and analyse a lesson or lesson segment devoted to the teaching of pronun-
ciation. What beliefs about the nature of pronunciation emerge from the lesson?
What modifications would you make to the lesson/lesson segment?
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- 6.6 Conclusion

Pronunciation is a negl ill i
glected skill in many classro i
' : oms, despite the obvi
u : , obvio
E:E wt;;]kci :;tz:)C:(?dtto it by learners. In this chapter we have seei that pronunc:igS
v Integrated in communicative lan ‘
_WorX can be ir e language work, a ile i
F?gg!{gg fepetitive language work, this need not be boring. T oo e i
il _uls_;‘t.rated two quite different ways in Which pronunciation w
within a communticative context, the first involving collabor
and the second language awareness.

The major theoretical shift which has occurred with the development of communi

cative approaches to language teachi
ing has been from segmentai
i work to a
Sgﬂf: fggmhg?tt;l features of rhythm, stress and intonation. In terms of tfg::;iﬁn
gnd i;“Eenis : 11) " as been to focus on the development of communicative effectivenesg
gibility, rather than on the development of native-like pronunciation ’

ork can be carried out
ative problem-solving,

he classroom extracts




Chapter Seven
Teaching Vocabulary

7.1 Introduction

The status of vocabulary within the curricuium has varied cogsiderz;l?ly 1c.wer ;l;if; 3:;;2
igni ing the 1950s and 1960s when audio-lingu
It suffered significant neglect during ¢ ’ gualiom ha
i i but made something of a comebac g
a dominant influence on methodology, it m 2 comeDack during
i tive language teaching. In thi p
the 1970s under the influence of communica ! ihis chapte
i theories on approaches to the te: g
k at the influence of language learnmg _ :
\(;F Jg((:)abu!ary At the level of classroom action, we also look at techmiques and class
ise: iviti i bulary.
exercises and activities for teaching voca
m?xrlntheir coltection of articles on the teaching of vocabulary, Carter ang I\t/chCearttSE}y
suggest that the following questions are constantly asked by teachers and students:

1. How many words provide a working vocabulary in a foreign language?

first?
2. What are the best words to learn ) el
3. In the early stages of learning a second or foreign language, are some words more useful

he learner than others?
4 tA?rtelsome words more difficult to learn than others? Can words be graded for ease of

e f retaining new words?
. What are the best means of retaining v ds? o _ )
6. Is it most practical to learn words as single items in a list, in pairs (for example, a

i uivalents) or in context? ] .
7 :;?;1':‘1 ;;té(c):tf gords which have [several] different meanings? Should they be avoided? If

i i d for learning first? .
shoutd some meanings be isolate 1 - _ )
ZC;Z some words more likely to be encountered in spoken rather than written discourse

if so, do we know what they are?
(Carter and McCarthy 1988: 1-2)
In this chapter we look at what theory, r'esearch and pra_cti«l:e hz:;: (t:;)l asaze?gggf
these questions and the issues whic.h underlie them. In particalar, p
cerns itself with the following questions:
1. What is the relationship between vocabulary and grammar in the language

urriculum?
2 ((:)n what principled bases can vocabulary be selected and sequenced?

L
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(8]

. How can learners use context to comprehend new words?

4. What does second language acquisition research have to tell us about the ac-
quisition of vocabulary?

. What are semantic nhetworks, anrd how can they be used to teach vocabulary?

What part does memory play in the development of vocabulary?

& th

7.2 The status of vocabulary in the curriculum

For much of this century, the principal focus of language teaching has been on the
grammar of the language. While grammar transiation approaches to the teaching of
language provided a balanced diet of grammar and vocabulary, audio-tingualists
suggested that the emphasis should be strongly on the acquisition of the basic
grammatical patterns of the language. It was believed that if learners were able to
internalise these basic patterns, then building a large vocabulary coiild come later.

Hockett (1958), one of the most influential structura] linguists of the day, went so far
as to argue that vocabulary was the easiest aspect of a second language to learn and
that it hardly required formal attention in the classroom.

Since then, however, the status of vocabulary has been considerably enhanced.
This has come about partly as a resuit of the development of communicative
approaches to language teaching, and partly through the stimulus of comprehension-
based methods such as the Naturai Approach (Krashen and Terrell 1983). Pro-
ponents of these methods point out that in the early stages of learning and using
a second language one is better served by vocabulary than grammar, and that

. One can, in effect, ‘bypass’ grammar in going for meaning if one has a reason-

able vocabulary base. (More recently it has been argued that while one can bypass
grammar to a certain extent in comprehending a language, this does not also
hold for speaking and writing, where one needs to mobilise grammatical know-
ledge in order to convey even the most rudimentary ideas. See, for example,
Swain 1985.)

Rivers (1983: 125) has also argued that the acquisition of an adequate vocabulary
is essential for successful second [anguage use because, without an extensive vocabu-
lary, we will be unable to use the structures and functions we may have learned for
comprehensible communication. Also, in contrast with the development of other
aspects of a second language, particularly pronunciation, vocabulary acquisition
does not seem to be slowed down by age. In fact, Rivers argues that vocabulary
dugmentation seems to become casier as one matures, probably because one has 2
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richer knowledge of the world on which to draw. In addmog, :llznm‘gcr)?dcsan; s
vocabulary develops, the easier it is to add new words — the firs °
prg%ably;: esﬁ;:ndlfﬁz‘g;;z;::;: of opinion seems to be that the development of a
rich :(:Ec:abuyla’ry is ;.Il important element in the acquisition ofd :; iiggﬁd;:?fggi
Certainly, contemporary coursebooks are as cgrefully structt'lre:1 e faal eyl a6 they ar
syntactically. A key issue for coursebook writers and curricu ut‘n evelopers con-
L the basis on which one selects and sequences vocabulary. ‘Frequency’ is one
g‘;tr:li invoked criterion, and in the next section we look at the use of frequency counts

in the generation of lexical fists.

7.3 Word lists and frequency counts

i i ¥ f a minimum adeguate vocab-
i ttention has been paid to the issue o ! 1
Slz?;“m\?\fr:.glflg@) published a list of 1,200 words based on a frt.aé]u:l;cy count O;ft 1t]he
. i ish which .he argued provided learners with a
2,000 most frequent words in Englis : iod loarmers with @
nini lary’. According to West, these
‘minimum adequate speech vocabu - A O o Would
i dea they wanted to. Fox { ) arg
enabie learners to express practically any i ( gues that
ini jes” might be adequate for productive purposes,
‘minimum adequate vocabularies’ mig 3 oductive purposes, bu
i der-equipped to deal with authentic language.
that they leave learners seriously un . e tolowine pres.
i raphic illustration to support his contention.  f
;ZI?I:OR?: ;::; %ubitituted nonsense words for all the words in the original paragraph

not included in West’s original list.

Many persons who ‘talk’ with their hands are blunk. They have doub;s about w}'}aht ;Seesya;i:
i i cy.
i by drolling a false parn of excitementand urgency. 1 :
B e oallyvery gruke i d ktooloudly. Hurbish feelings
k and maybe overtaikative and spea -H

peopleare usually very gruk anc e Do,
keepallleedstoamonton; suchap :

are belave by the personwho tries to b personisnep, pordec,

ingi ionisfrequently trunded by aveelingwurd, zo ye,

andlackinginself-ruck. Slussionisireq ee o lishieye, andan

inabili irectly. Blunkness and codision are shown 1

inability to face other people directly 3lunk g ; vn in amumber o

i topofhisheadifheis ;
may run his hand through his hair or overthe

liﬂ\gz‘n}:ﬂ;ﬂ;[;y fer gthe back of the neck. They are trying totell themselvesto galu:p. J a:jlllg;

?n kanted by arantidloercion with cne’smodical abduranf:e. The woman ormanwho na:; hes

with hair or keeps polluking clothing is arbushed and somallymcrup A womz?nkrlnag.sr?am

out feluciary argles or blum at her skirt, and a man may blum at his tie or snickle his .

According to Fox, the reader who only possesses West’s 2,000 words will find the

text practically incomprehensible, and he argues that iearners who want to compre-

hend such material need a much more extensive 1'02',c;(:ptivtl:3i vocabulary. ‘l?l;clfi:sp;we
i ich they do not necessari .
those which readers understand but whic/ _
Woli;isstsal ;zch as West’s, which are based on frequency counts, aslsur_net:lhat tea:l;gli
likely to encounter-frequently is the mos
jearners the words they are most e most o
i ildi i bulary. Many years ago Og 1
e way of building a functional voca ¢
Elilff:l:grvds (O}éden 1930; Richards 1943) put forward a proposal for Basic English
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which was predicated on similar assumptions. They devised a list of basic vocabu-
lary containing 850 words which, they claimed, would allow the learner to com-
municate complex ideas. However, as Carter and McCarthy (1988) point out, these
850 vocabulary items have more than 850 meanings. (In fact, they cite Nation who
has calculated that they have 12,425 meanings). The question faced by teachers is:
which of these multiple meanings should be taught and in what order?

In his critique of word lists generated on the basis of ftequency, J. Richards (1974)
points out that frequency does not necessarily equate with usefulness or relevance to
learner needs. Coverage, or the range of contextsin which the words are encountered,
may &lso be more important than frequency. The ease with which words may be
learned is another factor to be taken into consideration, and here we need to deter-
mine whether abstract, high frequency items are more difficult to learn than low
frequency concrete items. Richards also suggests that ‘familiarity’, a concept in-
corporating frequency, meaningfulness and concreteness, needs to be taken into
consideration. Richards’ article is an important one, suggesting as it does that we
may need differentiated vocabulary lists for different learners, and that the lists
should reflect the communicative needs of the learners. In a sense it is a precursor to
the debate over the relative claims of general and specific purpose English which
emerged later in the decade and which is ongoing. Proponents of general purpose

English would argue that learners should be taught a ‘common core’ of high fre-
quency items rather than items specific to a particular discourse domain.

The most recent lexicon for second lap guage teaching has been derived from the
multi-million word Birmingham Corpus (Renouf 1984). Only with the advent of
compuier technology it has become feasible to analyse such vast corpora of data. The
analysis has been able to show the different tunctions performed by the words and
the frequency of occurrence of these functions. This has enabled the researchers to
point up the very different patterns of usage of different forms of a base word. The
morphological pair cersain and certainly are cited as an example.

certain
Function 1. (60% of occurrences) Determiner as in:
/a certain number of students/in certain circles/
Function 2. (18% of occurrences) Adjective as in:
/I'm not awfully certain about . . . /We've got to make certain/
Function 3. {11% of occurrences) Adjective. in phrase “A + certain -+ noun’, asin:
/... has a certain classy ring/there is a certain evi! in all lying/

certainly
Function 1. (98% of occurrences) as in;

/it will certainly be interesting/He will afmost certainly launch into a little
lecture . | ./

(Sinclair and Renouf 1988: 147-8)

The 260 most frequent word forms in the Birmingham Corpus are reproduced in
lilustration 3. According to the authors, the list generally reflects the intuitions of
language teachers about which words shoutd be in a language course.
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ILLUSTRATION 3

oceurrence:

1 the 41 what
2 of 42 their
3 and 43 if .
-4 to 44 would
5a 45 about
6 in 46 no

7 that 47 said
81 48 up

g it 49 when
10 was 50 been
11 is 51 out
12 he 52 them
13 for 53 do
14 you 54 my
15 on 55 more
16 with 36 who
17 as 57 me
18 be 58 like
19 had 59 very
20 but 60 can
21 they 61 has
722 at 62 him
23 his 63 some
24 have 64 into
25 not 65 then

this 66 now

%g are 67 think
28 or 68 well
29 by 69 know
30 we 70 time
31 she 71 could
32 from 72 people
33 one 73 its
34 all 74 other
35 there 75 only
36 her 76 it's
37 were 77 will
38 which 78 than
39 an 79 yes
40 so 80 just -

81 because
82 two
83 over
84 don’t
85 get.
86 see
87 any
88 much
89 these
90 way
91 how
92 down
93 even
94 first
95 did
96 back
97 got
98 our
99 new
100 go
101 most
102 where
103 after
104 your
105 say
106 man
107 er
108 little
109 too
110 many
111 good
112 going
113 through
114 years
115 before
116 own
117 us
118 may
119 those
120 right

121 come
122 work
123 made
124 never
125 things
126 such
127 make
128 still

129 something
130 being
131 also
132 that’s
133 should
134 really
135 here
136 long
137 I'm

138 old

139 world
144 thing
141 must
142 day
143 children
144 oh

145 off

146 quite
147 same
148 take
149 again
150 life

151 another
152 came
153 course
154 between
155 might
156 thought
157 want
158 says
159 went
160 put

First 200 word forms in the Birmingham Corpus, ranked in order of frequency of

161 last
162 great
163 always
164 away
165 lock
166 mean
167 men
168 each
169 three
170 why
171 didn’t
172 though
173 fact -
174 Mr
175 once
176 find
177 house
178 rather
179 few
180 both
181 kind
182 while
183 year
184 every
185 under
186 place
187 home
188 does
189 sort
190 perhaps
191 against
192 far
193 left
194 around
195 nothing
196 without
197 end
198 part
199 looked
200 used

i ' i Ale language learning’, in R. Carter

: i A. Renouf, "A lexical syllabus for_ : ’

Souree: Jng{?\-}; il[gg:g;; dVocabulary and Language Teaching (London: Longman, 1988},
a § N . o7

p- 149. Reproduced by permission.

. vocabulary items. Rather, the focus
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Anissue of central importance fo the selection and grading of vocabulary concerns
the relationship between the frequency of lexical items in corpora derived from
native speakers, and the learnability of such items for second language learners. It is
often naively assumed that there will be a close correspondence between frequency
and learnability. However, as we see in section 7.5 , this is not the case at all.

7.4 Vocabulary and context

One of the central themes of this book is t
it is used and the purposes to which it is
encountered and learned in context, th
tice. In the first place, it would argue ag

hat language reflects the contexts in which
put. If we assume that language is also best
en this has particular implications for prac-
ainst the iearning of lists of decontextualised
n class will be on encouraging learners to
ning of new words from the context in which

a range of cues, both verbal and non-verbal
(e.g- pictures and diagrams in written ¢

exts) to determine meaning,.
Kruse makes five suggestions for teaching written vocabulary in context:

develop strategies for inferrin g the mea
they occur, and teaching them to use

1. Word elements such as prefixes, suffives and roots. The ability to recognise component
parts of words, word famili

es, and so onis probably the single most important vocabulary
skill a stedent of reading in EFL can have, It substantially reduces the number of com.-
pletely new words he will encounter and increases his control of the English lexicon.
2. Pictures, diagrams and charts. These clues, so obvious to the native speaker, must often
be pointed out to the EFL student. He may not connect the illustration with the item
thatis giving him difficulty. He may also be unable to read charis and graphs in English.
3. Clues of definition. The student must be taught to notice the many types of highly useful
definition clues. Among these are:
(a) Parentheses or footnotes, which are the most obvious definition clues. The student
can be taught to recognise the physical characteristics of the clue,
(b) Synonyms and antoryms usually occur along with other clues: that is, is clauses,
explanations in parentheses, and so on.
(1) is and that is (X is Y; X, thatis Y
definition clues.

(2) appositival clause constructions set off by commas, which, or, or dashes (X, Y.;
X-Y - X, whichis Y,; X, or Y) are also physically recognisable clues.

4. Inference clues from discourse, which are usually not confined to one sentence:
(2) Example clues, where the meaning for the word can be inferred from an example.
often use physical clues such as f.e. > €.8., and for example,
(b) Summary clues: from the sum of the' in
student can understand the word.
(¢} Experience clues: the reader can

) are easily recognisable signal words giving

formation in a sentence or paragraph, the

get a meaning from a word by recalling a similar

situation he has experienced and making the appropriate inference.

5. General aids, which usually do not help the student with specific meaning, narrow the
possibilities. These include the function of the word in question, i.e. noun, adjective,
elc. and the subject being discussed.

(Kruse 1979: 209)
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In one of the few recent empirical investig:ations of vocabulary dev?;;;:lr?ientt,
Palmberg (1988) uses a computer game 10 provide a context for ante);;;e;is e tn(;
vocabulary acquisition. He also takes language nee_ds aqd interes :.er ameg; "
departure in an experiment to test the effects of playlng with compu gl SR
learning of vocabulary by young children. The.: game Pirate Cov.e was zee]even ears
appeal to the age and interests of the two subj(?cts, who were nlge ai | eve ‘:irhic 1;;

Id. The target vocabulary of the game consisted of 118 words, onhy .
c()‘eight’ “list’ and ‘old’) had been taught to the eleven_ year old child. The expeTiment
was car;'icd out in three phases. In phase one, the chlldren. p}ayed th; g;me Y:lt?et]-;e
aid of the experimenter, who acted as an interpreter, provndmg ﬁwe is eegu; ;0 ::t ﬁ
to the words as they appeared on the screen. Phase two, which occurr

later involved the children in replaying the game and providing the experimenter .

with Swedish translations or equivalents of the words and text appearing on the

screen. Phase three, took place a month after phase two. The subjects were givena -

list of 50 concrete nouns from the target vo.cabutary ar_ld _asked-eltherdt.(;f%;e :ﬁz
Swedish translation of the words or to nominate associations triggere ¥y
woffgfxﬁberg found that the learners had a great deal of success in COmplettltl:f [;c:]z :ieos[:
task in phase three. Seventy per cenlt of the W(;:ltlis vy:ahrz afsls!.;%;::? ;(())r;zi sransiation
i ts, the subjects were partly successiul wi
:llﬁ:lzgj hadno su]ccess with the remaining 10 per cent. Palmbil"ghconglltzdbeec: \ir:;-g
this that his subjects were greatly assisted by the cognates whic exﬁ] petween
Swedish and English, but he also s(;lglgestlid t'd;}z:t-the ;:;zlélse“;{c)rfr :I?Stfegctmlr]eircomen-
the subjects were quite young, and also that they w ’ hel context
arning of the vocabulary items in phases one and two to the con
ls)i(tjll:;t?c:i in pt:éasc three. The experiment suggests that when teatchthtr;eEt\;?(;?:;é
lary, we should begin by teaching the new items in context, but : a a: 4 larer s
learners should be given the opportumty.of dealing with the wor Is 0:;1 0t onte .Of
Honeyfield (1977) also stresses the importance _of contextbn; e fe achin }%ree
vocabulary. He points out that even w1th_ a -fungtlonal vocabu :f111l'y tc_)l [ the three
thousand most frequently occurring items in Enghsh,' learners wi 1'51;1 ld ot know
around 20 per cent of the items they will encounter in an unsimpli e.de ]ea-merg
problem confronting both teacher and lez_arners is that no course can }[;)roxt/‘t: ¢ leamers
with anything like the vocabulary they wﬂl_need to cqmprell.end aut f:}rll 1meanir'1g .
therefore important to provide learners w1tl'1 strategzcs for mferrlllng c:t‘n nine o
unknown vocabulary from the contextin Wthl:l itoccurs (rather t ag ge 11 g o
undertake the time-consuming task of memorising long lists 9‘(’ words, or ogeargbly
unknown words in a dictionary which would mak_e the ¥ead1ng processltin e
slow and tedious, and which would probably contrlb}lte little to tl_ie alctua eaéevc%op
vocabulary). Honeyfield makes a number of suggestions for helping _(;,_arneigsz o
their skills in inferring meaning from context. These mcludf: the familiar ¢ ze 0r 81
exercise in which words are deleted from a text, W(_)rds-zn-conte)ft e);?r; lea,r e
context enrichment exercises. Words-in—context,_exermses are thofse in w‘[.lcuous e
encounter target vocabulary items in the meaningful context of a contin :
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and use the surrounding context to arrive at the meaning through focused discussion.
Context earichment exercises take learners through several stages in which
prog'ressiveiy more context is provided. They are designed to show learners how the
more context one takes into account, the greater are the chances of guessing an
unknown word,

Examples of these procedures are provided below. As youlook at them, you might
like to think which might be most, and which least helpful in actually teaching
learners strategies for dealing with unknown vocabulary.

Cloze exercise

Instruetions: Some words have been taken out of this piece of English. Try to guess all
the words and write them in the correct places. If you are not sure of a word, just guess.

DESERT PLANTS
Many desert plants are able to turn their leaves to avoid the direct rays of the sun. Soriie
leaves protect themselves from the great heat by not (1)
position but by curling up until the 2) when it is cooler. Some plants have
leaves that are covered with (3) thin hairs that can draw moisture from the €G]
- Others have hard or shiny surfaces that prevent loss of (5)
Most cactus plants are covered with (6) points known as ‘thorns’, that

protect them from being (7) - Other plants produce poison substances that
(8) ——hungry animals away. (From Holion 1968: 7

flat in their normal

Words-in-context exercise

Instructions: Work in small groups to find the meanin

g of the words in italics by complet-
ing the questions and exercises.

THE FORCE OF CIRCUMSTANCES

She was sitting on the verandah waiting for her husband to come in for luncheon. The
Malay boy had drawn the blinds when the morning lost its freshness, but she had partly
raised one of them so that she could look at the river. Under the breathless sun of midday
it had the white pallor of death. A native was paddling along in a dug-out so small that it
hardly showed above the surface of the water. The colours of the day were ashy and
wan. They were but the various tones of the heat. (From Maugham 1969: 46)

" L. Multiple choice questions type 1

In the story a blind is:

(a) adrawing

{b) aset of double doors

(¢) aplantinapot

(d) acovering for a verandah

2. Muliple choice questions type 2

Which of these pieces of information help you to guess the meaning of patior?
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(a) A native was paddling a dug-out in the nver o
b} Itismidday.- = v )
Ec)) The cotours of the day were ashy and wan..” -
(d) The river had pallor. :

{e) Pallorisrelated to death..

(f) Inthe story, pallor is white.

Context enrichment exercise

Instructions: This exercise will help to direct your attention to the kind of l:r;f;)err;;;zn
that a context may give you. In the exercise, there are th_ree senéepcfes, ea;:th‘3 ita““iseg
i i i tence has three possible definitions o ; C,
a little more information. Each sen OsSi einttion s momabab
is of i ionin the sentence, decide if the defini ,
rd. On the basis of informationin t e s imp
;:(v)ssib]e or probable. Write one of these words on the line for each definition

1. 'We had a whoosis.
{a) atropical fish
(b) an egg beater -
(c) aleather suitcase
2. We had a whoosis but the handle broke.
{a) atropical fish -—_
(b) anegg beater
3 g\:/)c Eexlgi\tl:f}:;g;g?;it the handle broke, so we had to beat the egg with a fork.
(a) atropical fish
(b) anegg beater
(c) aleather suitcase
(Yorkey 1970: 67)

AS I ha Ve po]ﬂted outin pl‘eCedlng CllaptEI s, our Understandlllg O{ lallgudge learnmg
y ¥ y cracrrons betweell
g g
alld teaChll'lgcall begleatl l[liol“ledb ObseIUIII and analysingint i
I!anl(:ll]a]ns Il E][C leal nin [)I(JCCSS alld bI let [)()l traits Of teaCheIS al‘ld leaHICIS n
g ’
p - lng Ci S
action ha\‘e' bee C. uded the hIS o1nt ]Il the fOHOW as
11 L0 l m h bOOk to ll]ust!ate t
roomextract a Slllall gl Oup Of Students 18 u“/ol‘/ed m thﬂ contextenr lC]ll[lent £Xercise.
be € ﬂlat the taSk Stlnlulates a great deﬂi of interactive ]anguage W()Ik.
g
It can sS€en
[, Y [y cWw tis requ][ed 0{ t]lem. l”.a l(}l]()“'up
arficu ﬂli as Ehe Students t to determln ha
dls . y t ]y S fu] m hell) g
h XEIC1S par
cussion, the Stude] 1ts Sald the iouudt cexe < lCulaI use 1I¥ t]]e“l
s€e the lmportaIlCe Qf uSng context 101 alIlVlng at [he meanlng Of llrlkn()wﬂ WOr dS

Pre-reading task
i i ould
Before youread the extract, study the context enrichment exer;:]:set ab;;;é—:g’;w Xs o
i i tswho have notdonesuchatas ;
introduce thisto a group of studen ' >
¥:;d the extract, compare what you would have done with what the teacher do
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Classroom extract 7.7: Deriving meaning from context

T: This exercise is basically looking at how you
can use context to find the meaning of a word.
And what Twant you to do s discuss among
yourselves and decide — ifyou look down at the
first exercise I want You to decide which of
these might be a definition for this—whether
it’s improbable, possible, probable. Okay?

S: Oh, we have to Puthere, afterthea. b.c. ..
[yeah] which ane is improbable. which one is

possibie or is probable?
T: Yeah. What you've got hereis a nonsense

word—a nonsense word, Imagineit'sa word
youdon’t know in English, You just discuss
AMORgE yourselves.
- S: Okay, we had a—wha i this. . _atropicai fish
- -aneggbeater. . . aleather suitcase.
S: Okay, I'm sure the c.,aleather suitcase, is
improbable.
T: Why?
S: Doesn't have anything to do with that name.
T: Hyouhad asentence 'We had aleather

suitcase’. Is that possible?
8: What?Wehada, . 9
T: Wehadaleather surtcase. Is that, is that good
English? Does that make sense?
S: Yes. Yes.
S [Wehave . . | whoosis] that means. _ _is
improbable fbut if]is improbable and

impossible is more or less the same?
T: Improbable . . .

S: and impossible

. T: Improbable and probable . | |

S: No. ..
T: ... butpossibie . . .
8. Andimpossible. Means improbabie is more or
less like impossible?
T: [Pause] Yes. . . . unlikely, unlikely, untikely.
S: Forme. . forme. . . Ldon’t know for you
- . - leather suitcase doesn't have anything to
do with with this word.
{The students begin working by themselves. There is considerable negotiation as they attempt
simultanecusly to work out what they are supposed to be doing, and at the same time actually
doing the task .}
St: Butforme put here improbable.
32 Butit. . _the . . . the instruction, the
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instruction say something differer}t ..owe
have to . . . we have to change this word and
and make sentence with a, b and ¢. For
instance, ‘We had a leather suitcas;’, “We }:gd
an egg beater’, and *We had a.troplcal fish.”
[Is that it?} That’s the instrucno.n. [Mmm]
Okay. So we have to decide if, if this s:entence
is . . . if those sentence are good English or
not. [You mean each one?] Uhuh.

§1: What sentence? Wehada. . .

§2: Wehad a tropical fish.

$3: Yes. Possible. [Yes] -

$1: Improbable, I think. [Why not? Why not?]

§2: Wehad, er, a tropical fish.

$3: Wehad an egg beater.

§2: We had an egg beater.

S1: That's, that’s probable [Yes].-

§2: Isitprobable, why not? [Possible, pr.obab[e]

S1: We had aleather suitcase. Yes, possible. I
think all of them’s possible. Why not?

$3: Alisynonym [?]

$2: Why not probable? -

$1: Okay, the first one, it’s possible, but not
probable, no?

$2: Youcan’t prove that. ) .

S1: Okay, the first one is possible—write possible,

no? [Ithink so.]

Post-reading task

i s i ions helpful or not?
1. Did you find the teacher’s instructions helj ) ]
2 Howy effective was the task in stimulating the learners to interact with one

another?

This extract shows the considerable negotiation whicl} went on between th{; leamer:
as they attempted to complete the task before clarifying exactly what they l\iver
required to do. The teacher, who wanted the students to work things out for t em-
selves and who tried to keep out of the way, should pro!nabl);l haxtfe gpe:sthrzgl;f 1:31::
i i i i the first time the studen -
setting up the exercise, particularly as this was t
takenga tI;sk of this sort. The major source of difficulty f'or the student‘s was t}?e lack
of context in the first part of the task and the lack of clarity about pre.:c1sely what wa;
required of them. With increasing context, the task became prqgresilvely gas1ter, :enm
i i ickly. In the beginning, the students s
they completed the third part relatively quic . ‘  sec)
to \Zant t(? provide their own situational context until one of them says, “The th1r¥g :ﬁ
we don’t we don’t worry about the meaning, just the you know, the sentence is

right?’
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Many activities such as these are aimed at weaning learners away from an over-
reliance on the use of dictionaries, particelarly when dealing with extended texts. An
article of faith of the tommunicative language teaching movement is that one need
not understand every word in a spoken or written text for communication to be
successful. However, it could be argued that the pendulum has swung too far, and
that it is time to reassert the value of dictionary work in extending vocabulary,

The arguments in favour of dictionary use have been put by Summers, who claims
that in recent years teachers have ‘actively discouraged the use of dictionaries’, and

who criticises the view that the meanings of new words should only be arrived at
through contextual clues,

Inreality, unknown words within texts — whether in the form of arepetition, an encapsula-
tion, a superordinate or subordinate term — are very often not deducible from contextual
clues . . . many of us would like to believe that teaching words in some systematic way
could be helpful - whether in semantic sets, by collocational or semantic feature matrices,
even by linking them via their etymology, morphology or phonology — but naturally occur-
ring language is not easily systematised. Trying to deduce tlie meaning of an unknown word
from the text is one valuable strategy in understanding language, and so is dictionary use,
but it is only by repeated exposures that a word can enter a person’s active vocabulary,
whether in first or subsequent language acquisition. {Summers 1988: 1 12)

Summers suggests that dictionaries provide learners with a powerful analytic tool,
notonly for finding out meanings and checking spellings, but also for gaining insights
into the grammatical aspects of the item in question. The dictionary can also over-
come one of the limitations of contextual exercises, in that, in contrast to the context
bound meaning of the word (which may be idiosyncratic or peripheral to its core
meaning), the dictionary presents the prototypical meanings of the word. Also the
activity of matching the dictionary definition of the word to its use in context helps
1o create deeper links within the student’s mind. (See the discussion on *depth of
processing’ in the section on vocabulary and memorisation. )

One current initiative of note is in the development of dictionaries for second lan-
guage learners which incorporate principles of learnability and learner-centredness.
One such initiative is the Macquarie Learner's Dictionary (Candlin and Hennessy
1990} which adopts an inductive approach vocabulary development. The aim of
the authors is to produce a tool for learning, not simply a reference work. It also
incorporates socio-cultural information into the data entries.

The relative merits of context as opposed to the use of dictionaries is evident in the
approach taken by textbook writers. The authors of East-West come down firmly on
the side of context, as is evident in the following extract from their introduction.

In deciding how to teach a vocabulary item, consider how you can get the Meaning across
most clearly and most quickly. Many new words can be understood through the context in
which they appear or through the accompanying illustrations. Draw students’ attention to
the aids wherever they exist. Concrete visual examples are usually best. If the student’s
book does not provide relevant illustrations, use classroom realia, the clothes the students
are wearing that day, mime, stick-figure drawings on the board, or pictures from a
magazine or a picture dictionary such as the New Oxford Picture Dictionary. Where
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i hrased verbal explanations, provided yoy
i ioni ossible, use synonyms or parap .
ﬂlus::atlon;i??;fguage s,imple. As you speak, write on the board to ensure that students
;al? ;;%3; explanation. Certain vocabulary items are best understood &1] 1? largtﬁr context
d. . t ituati i ere there is no
' i to convey meaning. . . .
uire that you act out a situation - e th
aJtll'xd i'n:f{“i:iig:t way to t{:ach a vocabulary item, have students use a bilinguat dlc;m?ary, (ir
vou. ion; i he use of native language a last resort,
ffer a translation; but consider the u gu: t
T ondanee oh et chotma dents to see English in terms of theijr
ili tionaries encourages students
Dependence on bilingual dic e of e
i ' d for word. More seriously, it p
¢ language and to translate wor : I : »
;]:lt)::ng ongcoftext and other clues essential to effective language learning. (Graves and
Rein, 1988:; xi) ’

Some of the writing on vocabulary instruction giV(.iS the in;pretsliion that tlilti ulsle
icti i d context strategies on the other are m rally
of dictionaries on the one hand an s, The diftenty o1
, i is i d learners need both skills. _
lusive. This is not the case, an ers ; s ’
:ﬁgwing learners when it is more cost effective in terms ﬁf txmfe to :{nf;r ?fgg:ff;g;z
it is i dictionary. I have found that i
ontext, and when it is worth consultm.g a
zonsiderable time and effort to convince learners that they need not understand

every word they encounter.

7.5 Vocabulary development and second fanguage
acquisition

Research into second language acquisition has largely Tonﬁr%:i itself to ttilcl)frzl 2}(;2 (g)f
d, toa certain extent, phonology. The acquisi -
morphology and syntax, and, § ooked (s
i i i have been generally overlo
matic, strategic and lexical competence ' T 196
: ions — le the papers in Wolfson an .
there are a few exceptions — see, for examp € W 7 and Judd 1983)
jor i igati 1985) into the acquisition of syn ‘
A major investigation by Johnston ( fon of symax and mor
tmmi tsgenerated a great deatofdata onthe acqui
e i rston i His report contains lexical lists of the words
which Johnston makes passing reference. Hi D ical lits of the words
i learners at different levels of proficiency, .
used (and presumably acquired) by 1 ; iciency. At the
i i i hnston had had little opportunity to analy e the
time his report was published, Jo le op yiouna the loxt
laritiesin the lexical behavio
.However, he doesnote anumber of regu ,
lcszifl:f:s he studied. One phenomenon he observed was the tendengy of lear?eiz \Lo
ical pair such as good/bad. With post-beginner to
use only one member of a lexical p 3 b sinner Lo low.
i i ¥ ’ d fifty times, while ‘bad’ was only p
intermediate learners, ‘good’ occurre 1y produced
ith i 1 ‘easy’ ly half as frequent in the
. With intermediate level learners, ‘easy’ was only half .
%Zifi’v"?his tendency only to use one member of a lexical pair can bz explal:jlenc‘il:r)[: lt)l':
: i ¢ e ? bstitute for the under-use
fnegation (e.g. ‘not good’, ‘not hard’) asa su tit et
zts:il?e I;)Z%r I ohflston claims that this phenemenon is 1mportar111t be%altluse, p(letd:ﬁz?;?s
itisoft irsshould be taughttogether. The resu
ally,itisoften assumed that the two pairs ether. suttorthiss
ion. * learners have limited memory sp
fusion. ‘It seems to be the case that . o
;)ef;?c;fg;locessing and have a greater than normal tendency to recall the wrong wo
if a lexical pair is vying for the one slot’ {(Johnston 1985: 366).
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If one assumes that the frequency with which learners use Particular words reflects
their order of acquisition {which may well be a dan 8CTous assumption to make), then
Johnston’s lexical frequency counts make interesting reading. Consider the follow-
ing frequency couats for prepositions and pronouns by pre-intermediate learners for
example (the numbers in brackets mdicate the instances of use). It is interesting to
compare this order with the order in which the items are taughrin coursebooks.

Prepositions
in (506) at (57) by (16) behind (1)
o (203) from (29) until {5) between (1)
for{153) of (23} over (4) into (1)
about(75)  on(19) inside (3) sinee (1)
with (63) nrear (18) under (2)
Pronouns
1{1154) she (81) your (20) mine (3)
my (432) we (72) us (17} its (1)
you (311) 1t (45) her (12) itself (1}
he (231) him {31) their (5) our (1)
they (194) his (23) myself (4)
me (157) them (23)  himself (3)

While the frequency counts do not indicate whether or not the items have been
used correctly by the learners, they make interesting reading. Most noteworthy is
how infrequently some items which are taught very early in standard coursebooks are
actually used by learners: for example, one popular coursebook introduces the rarely
used prepositions ‘between’ and ‘below” in Unit 2, and ‘our’ in Unit 3. (See my earlier
comment on the relationship between frequency and learnability.)

Johnston derives a number of pedagogical principles from his research. The
foliowing observations are made on the teaching of vocabulary:

1. Aslearners have great difficulty learning at one time sets of items that are closely
related (such as pronouns), do not teach these as paradigms.

"2, Inthe same way, fexical opposites such as narrow/broad should not be introduced

in the same lesson or even the same unit of work.

3. As learners tend to equate a single form with a single function, words that have
more than one function should not be ittroduced at the same time (for example,
the word ‘there’ which can act as either an existentia] subjectora demonstrative).

In her discussion of L2 vocabulary acquisition, Channefi {1988) makes passing
reference to Krashen's acquisition/learning distinction (we look in detail at this dis-
tinction in the next chapter), suggesting that learning is the process and acquisition the
end result of vocabulary development (thereby, by inference, rejecting Krashen’s
early position that learning cannot lead to acquisition). She suggests that a new
vocabulary item is acquired when the learner can identify its meaning in and out of
ontext and it can be used naturally and appropriately. In other words, we can
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only talk about acquisition when learners have both productive as well as receptive
control of the new item. : . .

Drawing on work in error analysis, Channell compares research into the speech
errors of native speakers with that of second language learners. This research
suggests that a learner’s first and second vocabulary knowledge are linked together
in their mentat lexicon phonologically, semantically and associationally, and that
learners can make conscious the links between them. However, she also points out
that much more research is needed, particularly into the errors made by learmners in
naturally occurring speech. Her paper concludes with the following implications for
classroom practice:

1. Since the lexicon appears to be an independent entity in processing, there is justification
for teaching approaches which make vocabulary work a separate learning activity. It is
not esseatial always to integrate vocabulary with general communication.

2. Presentation of vocabulary should pay specific attention to pronunciation, m particular
word stress. So visual presentation and reading may not be the best ways to introduce
new vocabulary.

3. Learners should be encouraged to make their own lexical associations when they are
learning new vocabulary. (However, at present we do not know which kinds of asso-
ciation are the most useful in aiding retention.) [See the discussion on memory in this
section.] .

4. Semantic links play an important role in production. This suggests 1% use of semantic
field based presentation methods [see the next section on semantic networks].

{Channell 1988: 94)

The research discussed in this section makes numerous suggestions for pedagogy,
some of which run counter to conventional wisdom. In evaluating such research, itis
important for teachers to experiment with these suggestions, in an informed way,
with their own learners in their own teaching situations. It may be that some of the
suggestions do lead to more effective learning outcomes. On the other hand, they
may not. A great deal of research on vocabulary acquisition and use is carried out in
laboratory or simulated settings, and the results may not usefully translate to the
classroom.

7.6 Semantic networks and features

The principle of avoiding items that are semantically related in some ways runs
counter to the notion of using semantic networks or fields in teaching vocabulary. A
semantic network consists of words which share certain semantic features or com-
ponents. A componential analysis can show, in diagrammatic form, what relates and
differentiates members of a particular semantic network. Illustration 4 (from Rudzka
ef al, 1981) provides a componential analysis for words which indicate different kinds
of spatial limit.
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ILLUSTRATION 4

border

margin

verge

Source: B. Rudzka, J. Chan
: . nell, Y. Putseys and P. O,
Macmillan, 1981), P- 186. Reproduced by permis

styn, The Words Y, .
sion. ou Need (London:

Tasks such as ‘spot the odd one out’are d

: esign ) L
semantic networks. Classroom extract 7.2 j gned to develop learners’ seasitivity to

Nustrates the way in which such tasks can
e extreme}y revealing of learners’ lexical

HANDOUT

SPOT THE ODD WORDS OUT

EXAMPLE:
radio computer video television
Discuss the followin i
g words. Put a circle a
s th round the odd word out and say why it is the
-fOUrlSt visitor traveller student
Investigate determine explore enquire
elfk_:rly intelligent stupidly talkative
utilize uncover reveal disclose
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Pre-reading task _ | . | 5
1. What language would you predict the learners might need in order to complete

? PR ,
2 :?]?/;;isrlgle does the teacher play in this task? Ishe helpful to the students or not?

Classroom extract 7.2: S,bot the odd wonfd out task

51 Tourist visitor traveller.st}‘ldent. . - Student [feah]  mustbethatone, yeh.
T: Why d’you think, whyis student the odd one

ou? §2: Oh, tourist, visitor, traveller— they are

moving [yeah]
Sli Theyaregome. - $2: They have something in common, no?

d li hatitis
T: Yeah, yeah. ButI'd like youtosay w
they have incommon, you know? How would

P - |
youdescribet §3: Okay, secondinvestigate, determine,

explore, enquire. I think, d‘etenn.ine
[determine] yeah, because investigate,
explore, enquire is {synonymous,
synonymous]. . . means. . .toknow
something. Mmm Okay.

S1: Third elderly, intelligent, stupidly, and
talkative. Intelligently, and stup}dly, you
know, I think have ersome relations between

because there s the opposite meamngs.s& How about, er, elderly and talkative?

§2: Talkative —what means talkative?

S1: Yeah, too much. S Talkative.

S1: How about the elderly? [Adjective] Had a
more experience and they get themore.. . .

[yeah]. S3: Intelligent, stupidly maybe that’s the part of

the human being . . . whichis, Tthink . . .
Okay. Oh [wait, wait a minute].

Si: Okay, this is this is different ad . . . kind of

jecti inaudible
adjective that the [inau ] 2. Okay,alvight

i i ide?
. T: Sowhich one did you decide Ss: Elderly,elderly.

T: Why’sthat?
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S2: Becauseerits quite different this, because
this match with your age, with your age, and
the other one is with your, kind of person that
youare

T: Personality, [Personality, yeah]

81: Er, utilise, uncover, reveal, disclose. Yeah,
thisis utilise, Uncover, reveal, disclose — all of
them the same meaning. Uncover, reveal,
disclose.
$2: Uncover? What’s uncover?
S1: You know, cover and uncover. [Gestures)

S2: Oh. Reveal, okay [good]
T: Buthowwould you define, how would you

define those three words? Whatis, would be
the dictionary definition of those three words?

33: Youmean the uncover and reveal?
T: Reveal and disclose, What is the. . . whatis .

the meaning that they share?
82: To find [to find] something, and to funcover,
revealed)
$3: Andthe otherone doesn’t have anything with
find. The other one means the opposite of
doing something.

extremely subtle, and it is not always easy, even for native speakers, to spell them
out. From the extract, we can see how much more useful are collaborative djs-
cussions based on semantic networks in sorting out relationships between words,
than say, individualised, dictionary-based memorisation tasks.

7.7 Memory and vocabulary development

A great deal has been written about the role of memory in the development of a
second language lexicon, and techniques for memorisation receive relatively pener-
ous treatment compared with its use in other aspects of second language develop-
ment such as the acquisition of syntax and morphology. Stevick (1976) summarises
some of the classic research into memory which has been carried out by cognitive
psychologists and relates this to fanguage teaching. This research has demonstrated
that in order for new items to enter long-term memory, some form of active involve-
ment en the part of the learner is desirable. In other words, a learner who hag
activated this knowledge through use will be more likely to retain it than a learner
who has simply heard or read the item and seen a translation. The research also
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hows that regular revision is important, and that revision which is dlst‘nbuted overa
e ime is more effective than ‘massed practice’. In the learning of a list S)f
penol:luﬁlf tl?::ms for example, six 10-minute sessions over tl_m course of a week wil] .
:::;t in ;:yore effective learning than a.smgle‘ﬁﬂ-mlfxu;e se§§éﬁr;e s the amount
Stevick makes a great deal of the notion of ‘depth’, by whicl e s o
f intellectual and emotional effort which th_e 1ea-rner invests in ing process.
?1 m orts his own lack of success in improving his knowledge of Swahili by listening
toesizghili news broadcasts and repeating aloud as he listened.

When I put this plan into practice, however, I was disappointed. I was indeed_ ableto Tﬁlpeat
long with the tape fairly well, but the experience prodqced. only fatlgue,dm ! no
gercgptible improvement in my Swahili- The words were going into fnyt ;:ar n:}igta ;]:l(,rng:
i disturbing anything in between: in the meta
mouth all right, but they were not ‘ in he metaphor o
i fast that they had no time to y
‘ ’, the words were flowing over my mind so : d : :
riz)z:?n::d ;:éead on the surface, and evaporated almost immediately, (Stevick 1976: 35)

One rather idiosyncratic method based on the notim]] Ifil:at'th;aRmorgnzztn:S;lz
i ive itis likely to be is Asher’s Total Physical Resp -
learning the more effectiveitishi . cal Response. Asher
te in foreign language classrooms ' :
(1977) attempted to recreal ! lassrooms conditions which he
' i i ful first language acquisition. : .
hypothesised underlie success - . e cuaimed tha chilren
i irinitial i i { instructions couched in the imp
received their initial input in the form o o : ball!”, ‘Put your dolly in
i hysical responses. ‘Pick up the blue balll’, y
required them to make phystcal r¢ ‘ : A
’ 1 foreign language instructio
the box!" He suggested that initia . ! L follow 1h
ing out commands in the target language, reby
same procedure, learners carrying arget language, and herehy
ilisi i i hey processed words and shor .
utilising their whole bodies ast d w : st
i d retention in experiments carrie: )
some startling feats of memory an te
Total Physical Response to the empirical test. (In Chapter 12, we lc;o_k ;ncz?lrgz
detail at this and other methods.) It remains to be seen whether these claim
i i i hing of vocabulary.
bstantiated in relation to the teac : )
SuIn his analysis of current trends in vocabulary teaching, Nattll_rllger (198?);3}1;6;;:;;5'[ 2
' i bulary development. He separate r
number of classroom technigues for voca \ _ . tes these nto
i i derstanding and storing words), and p rcti
techniques for comprehension (un - O atiiios
icvi ing these words). Techniques for comprehens: '
{retricving and using t _ . O aeenciatts and Ko
¢ devices, loci, paired ass
context clues, word morphology, mnemoni ] tes and ke
i tive depth, formal grouping, wo es,
words, Total Physical Response, cognl | | : milies,
istori i imilarities, and collocations. Techmiques for pro
torical, orthographical similarities, an . ction
?ri(s:lude pidginisation, situational sets, semanticsets, metaphor sets, and collocations

These are briefly described below.

Comprehension ) _ —
Contgxt clues. Techniques for guessing vocabulary from context include activating

- cal
background knowledge from the topic of a text, obtaining clues fr]om égrarcrilmzca;mzf
iati i i tural redundancy
d punctuation, and using the na _
structure, pronunciation arn i of
i der should be able to guess the m
rrounding words. For example, the rea ' 8o
‘S\l:'orkaholif’ in the following sentence: ‘My father was a workaholic, he worke

leng and so hard that we rarely saw him.’
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Word morphology

Learners can be taught to extend their vocabuiary by mixing and matching word
stems, suffixes and affixes.

Mnemonic devices

These are tricks for committing words to memeory. Nattinger points out that there is
resistance to the use of such devices by many teachers.

Loci
These are a form of mnemonic in which a list of words to be learned are associated
with a familiar visual image such as a room or a well known tourist spot. Each word

is associated in some way with one of the items in the visual image, and the image is
used to assist in the recall of the words.

Paired associates

In this technique, which is simifar to the use of loci, words in the first and second
language which have some similarity of sound and meaning are associated. Nattinger

=~ cites Curren’s example of the German word schwarz which means black and which

could be associated with the English word ‘swarthy’.

Key words

Here the target vocabulary item is paired with its native language equivalent in an
idiosyncratic way. ‘For example, in learning that the Spanish word perro means
“deg”, one might notice that the first syllable of the new word sounds like “pear” and

would then visualize a large pear-shaped dog waddling down the street’ (Nattinger
1988: 66).

Total P'hysical Response

In this technique, the target vocabulary items are paired with relevant physical
actions. (See the discussion on the previous page, and Chapter 12.)

Cognitive depth

This technique was developed by Craik and Lockhart (1972). Students are asked one
of the following questions in relation to each word.

1. Ts there a word present?

2. Is the word printed in capitals or in lower case letters?

3. Does it ryhme with . , , ?

4. Isitamemberof. . . category?

3. Does it fit into the foliowing sentence?

Each question forces successively deeper levels of processing, and Craik and Lock-

hart found that there was superior retention and recall when words were retated to

questions 4 or 5 than 1 or 2. (See also Stevick’s discussion of “depth of processing” on
the previous page.)

Fermal groupings

Certain vocabulary items can be memorised by teaching students to recognise basic

forms of words and how they combine with certain affixes. For example, students
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could be taught the meanings of words such as tele (far, distant}, phone (sound),
photo (light) graph (write, mark) and then given lists of vocabulary items containing
these words and asked to guess the meanings of these compound words.

Word families

This is an extension of the formal grouping technique. Exercises can be developed to
show how word ‘families’” are developed from a single root. (Nattinger provides the
following example: part, partition, partly, partner, participant, particular, particle.)

Historical, orthographical similarities

This involves the development of associations based on historical, orthographical
similarities between cognate language. For example, there are many words in lan-
guages such as Spanish and Halian, or English and German, which share common or
closely related meanings and which can be exploited to assist learners to expand their
target vocabulary.

Collocation

Collocations are words which are commonly associated. Nattinger suggests that
exercises to develop and strengthen these associations can greatly facilitate learning.
The following sample collocational exercise is from Brown (1974: 9).

Choose the items that collocate most usefully with each verb. The number of lines left after
each verb is a guide to the number of useful collocations possible.
1. Toappeal .....ccvvrriimiiiniiiinicennns the slow student
against the judge’s decision
to my friend for help
him to learn from his
mistakes
etc.

At various points in the book, we have seen the importance of teaching students
strategies for independent learning. illustrations 5-7, which have been extracted
from Ellis and Sinclair (1989), are designed to sensitise learners to the learning pro-
cesses, including memorisation strategies for building and maintaining an adequate
vocabulary in a second language.

Vocabulary

—

ILLUSTRATION 5

Activity: Common features

a} Here are some \yords which have been sorted in
each group has in common?

Group 1: shoe  shop  shouc shine  sheep

Group 2: greenhouse breadboard penknife

Group 3: biolo eol
Group 4: run i by forolosy

jump hop sprint Jog
BJ b} Sort the followin, i
g words into groups. Wher you h i i
another learner can discover what your grougs havivicnﬁcnolﬂ::inﬁnd ouet

\2
" n Curran
‘(‘lc"\ (\”‘e"o bl Qckberry comat
chneken banaiq rospeerty
) nch (.?OOJ-C, C/.re:fnu ¢
Hntjm e er,} 3rape{:rui £
=)
Je/;u‘é (en’op) Pea. C éqr‘{,e
s . i
f:rawberry Kit-chen

ﬂg <} Can you think of an
y other ways of i i
help you to remember them? W?;:a? aE:Gr!}JIE;I;g the wordsin (b} that could

H . .
ow many different ways of grouping these words did your class use?

Source: G. Ellis and B, Sinct

Press, 1089, 5. 3o air, Learning te Learn English (Cambridge University

Reproduced by permission.

]

to groups. Can you see what

137
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| ILLUSTRATION 7
ILLUSTRATION 6 LUS

Aclivity: Word tour

i PR TR e it i iddle of a blank sheet

a) Choose a topic, for example ‘politics’. Write it in the middte a) Think of a town or city you know w
of paper. : :

sightseeing tour for tourists,

b) Think of five places you would include on your tour and write down the
order in which the tourists will visit ther,

¢} Leamn your tour off by heart so that YOu can picture it in your mind.

cll. Imagine that you are organising a

. i ¢ mind which is connected in d) Whenever you have five new English words to leatn, imagine these words are
b} What is the [_it:»tl :;Kzlrftlia:vzzzln: il:t;o{::i;anguage’ find out the English for : the tourists on your tour and picture the words in the places on your tour,
ist0 )m\;?':taeyt:cl Eng.lish word anywhere you like on the paper and join it to the like this:
fist word. ' Tour: Trafalgar Square Words to learn: apron
: Buckingham Palace dustpan
X Houses of Parliament vacuum cleaner
m Westminster Abbey feather duster
; Downing Street broom

&) Continue in this way, adding new words as you think of them,

- Imagine Nelson (on his column in Trafalgar Square) wearing an apron.

~ Imagine the Queen brushing the floor in Buckingham Palace and using a
dustpan.

— Imagine 2 Member of Parliament vacuuming the corridors in the Houses
of Patliament,

Can you imagine pictures for the other words?

/ .
| Porlioment

Activily: Word ciip
For words that are difficult to picture in your mind, make up 2 story, like a

video clip, in your mind. Imagine famous people acting in your video clip and
doing or saying the words you want to remember.

- & a89 36. Reproduced by permissiot. ce: Ellis and Sin air, 1989’ p- 8. R Y PErmission
OUrce 15 an 1 A1 R [eleli Y P 1 G T uce e
ol = Sinclair, 198 P P E Sinclair 3 aprod db
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7.8 Investigating the teaching and learning of
vocabulary

k7.1 ) )
rIl;‘:,s::curd some of your learners having a casual conversation {for example, in a coffee

break) and do a lexical analysis of their language. What items seem to be frequently
used? Are there any surprises?

7.2 . N )
gisx:l‘pare the order in which you teach prepositions and pronouns with the frequency

orders revealed by Johnston’s research. What similarities and differences are there
in the orders?

k 7.3 ’
%2; following statements were made by second language learners when asked to

describe their approaches to learning vocabulary. Ask a group of learners to write A
(agree) or D (disagree) next to the statements.

1. Fthink learning new words is the most important part of learning anotll'ler la (;1 guage,
. 1 don’t care if 1 get the grammar wrong, as long as [ have t_he words I need. ]

2. Itey to learn five new words each day. I make lists and stick them up around my
' roo);n Every evening [ spend a little time memorising the new words and revising

the ones 1 have learned. ' ’
3. Iread a lot and use a dictionary. Every time I find a word I don’t understand, 1
k it up. ’ _ ‘

4 !i?gu (ljonp"t really need a big vocabulary. When I’'m talking to people, cc;m usually
. find a way 1o get my message across, even if 1 don’t have tl_le exact wc;)r ; he

5. English and German share lots of words, so I try to find similarities between
- to help me remember. ]

6 llalt]fym:ge:void hl::lving translations. I put new words into a sentence and thep
. memorise the words in context.

Now get the students to write a statement summarising their own attitude toward
the learning of the vocabulary. _ ' ' _ .
Get the sgtudents to compare and discuss their responfes(.jTape Jt;)ee ?Lsfzusaf;z;rﬁe
i hich emerge. What attitudes an i
make a summary of the issues w . _ ! s about (1
i implicit in the discussion? Are you happy
ning of vocabulary are implicit in : . ,
]\?Vacfuld gou like to encourage learners to develop different/more flexible approaches

Suggest some strategies for doing this.

74 ) ' »
%ﬁzkfollowing task is from Nunan and Lockwood (1989). Which of the two word lists

do you think might be easier to memorise and why?

{ dassrooms, despite the importance that
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Work in small groups {3-4 students). Half of the groups study Word List A. The other half

study Word List B. Study the list for3 minutes, then cover it and write dovwn all the words you
cai remember,

Word List A

licence, money, traffic, coat, run, shoes, lounge, read, driver, Bankcard, dress, permit, bed-
room, talk, kitchen, teller, toilet, socks, bank, walk, laundry, parking, write, shirt, cheque

Word List B

licence bank bedroom coat talk
driver cheque kitchen shoes run
traffic money lounge dress walk
permit Bankcard laundry socks write
parking teller toilet shirt read

Discussion: Which word list was easier o remember? Why?

Get two groups of students to complete the task. Which group was the more success-
ful? Does this bear out your prediction? Why or why not?

Task 7.5

Record a group of students completing the following task (you may substitute your
own words if you wish). What sort of discussion does the task generate? Compare it
with classroom extract 7.2. What are the similarities/differences between the discus-

sions? Give the task to groups of students at different proficiency levels. Is there an
‘optimum’ level for the task?

SPOT THE ODD WORDS OUT

tourist visitor traveller student
Barrier Reef Brisbane Avyers Rock Kakadu Park
bus car train plane
engagement passenger booking reservation
swimming sailing diving trekking
tourist holiday vacation trip

{From Nunan and Lockwood 1989)

Task 7.6

Give the Birmingham 200 word frequency list to a group of students and ask them to

select and rank the 30 most useful/important words. Do these refiect the frequency
order as identified in the Birmin gham corpus?

7.9 Conclusion

For a number of years, the teaching of vocabulary was neglected in language

learners attach to the task of building and
maintaining an adequate vocabulary. It could be argued that in a second, as opposed
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ext, the initial stages of language learning silc})::il‘c,iebﬁ 3:;0;23
t entirely to vocabulary work. On those occasions wti?e: o
almos d? a foreign country, I have found more communica 1\; o the comor
;volezfngmin the first instances, on developing a survival vocabulary
= \ .
t?ve neglect of other aspects of thfe tzti_rget;;;rg(;ljcgl;ae.s o language teaching has done
ment of communicative 1 _ o
Tlllle t(ie‘;]l?gnce the status of vocabulary, and some ﬁe;izt;r::i lz::g o S:l
rac i in the area. The
i i being undertaken in _
D oty Cl:ltll-;eirrllt\,l'gstigatid include work on word lists and frequency counts,

; bei s : le of th
lifu?s ;ltl)rrizﬁf:lg of context to vocabulary acquisition, lexicography and the 1o ;
the im

it rticular!
ictionary, semantic networks and features, and cognitive priocesisrfz’icl;?ion of trhz
dlc?lo?sez;ch processses and memorisation. On a pr.act:cal leve_ s anoursebook basod
lexllzca ed status of vocabulary is the recent publication ofa H;,ajorscsee Willis 1990,)
on a;g;ical syltabus, (For a good introduction to lexical sgli? US:’;age lassroom. the
ona chi ins an important place in the iang .
lary teaching regains an important | i increasing}
. AS Voc:}ggipgs and practices reviewed in this chapter will b'(:;(::]miislil;hts whigc g
issufeusl, pnd significant. It is hoped that the chapter has provi d that some of the
tl::s:fcheras1 can test in their own classroom. It is al;‘.o ton(t:]’Z l;gfijespite the renewed
: ; d research age , 1or, N
: find their way into an enhanced s di ngly small.
I‘Sstu CS :t]agle amount of published research in the area remains disappointingly
mterest,

to foreign language cont

. Chapter Eight

Focus on Form: The Role of Grammar

8.1 Introduction

Lay persons, language learners, and many teachers themselves would probably see
the central pedagogical role of the language teacher as the teaching of grammar, and
the correcting of learners’ errors. However, the place of grammar in the language
classroom is currently rather uncertain. This uncertai ugh t

ith the develepment-of communicative approache glage teg g..along
with theoretical and empirical insights from second language acquisition research. In
this chapter we review this research and explore its implications for the classroom,
focusing in particular on the following questions:

QO _ldftengec ning

I. What is the ‘contrastive’ hypothesis, and what are the implications of the hy-
pothesis for teaching grammar?

2. What were the ‘morpheme order studies’ and what were the methodological
implications of these studies?

3. How can we account for the fact that certain grammatical items seem 1o appear in
predetermined sequences?

4. Whatis ‘grammatical consciousness-raisin g’ and how doesit differ from traditional
grammatical instruction?

5. What is the contribution of systemic—functional linguistics to the teaching of
grammar?

6. What are pedagogical grammars and how can they be used in the classroom?

7. What is the difference between inductive and deductive approaches to the teach-
ing of grammar?

8.2 The ‘traditional’ language classroom

{ Traditionally, the language classroom was a place where learners received systematic
Bstruction in the grammar, vocabulary and pronunciation of the language, and were
1 provided with opportunities for practising the new features of the language as these
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i ays for
were introduced. Methodology training fohc:f:;i t;)tng rt:; Hrgc:st effective way
teschers to prcse'nt :liLIllr‘rilIs:;?clig‘lei'ﬁ::l?;?(:gnttrastivi’ hypothesi's provided an 1mpolrt-

For many cll:rrlc;l ction and sequencing of items for instruction (see, fo_r}eﬁamp e,
). ClS]t_? eh othesis claims that a learner’s first lagguage WIlh aveﬁan
..Iames 1989)'ﬁT !Se )c?:) the acquisition of a second. It predicts that_w e;e ﬁrst
g cul uen;:Lﬂict with second language rules, then errors reflecting tde t;st
pngage rlfles - as learners try to use the second language - in (_)therhwog Z’nisl?
language wil Ocﬁil‘rinterfere’ with the second. For example, it predicts t_ at- P "y 3
first language r’l rners will tend, when learning English, tc: place t'he ad]e;tlve er
o lal-lguag?h eathan before it, as this is the way it is done in Spanish. Suc1 an e;rc;r
Fhe noua, rat e‘r ative transf,er’ of the first language rule to the second lf:mgu ge.
p thfa.result o nf,:g the other hand, occurs when the rules of the two_ anguages
‘Pc.)su_we transger ) O:s can thus exploit their first ]anguage -knowledge in learning
C}?lﬂﬂdz;]g [;:ngej;g: A third possibility is where a linguls_tllt]: tf;{aat};:; liosfhtshyeS tt;;gz;
e see isti as is the case with the : .
Iang lllag;ioecsh?;;:: T;;[r]rf::sﬁl:: lfhnegléi%:ténce of nominal classifiers in Thai for
articles > '
learhers whose ﬁrSthlan(g)rl'?eg;slsh}(EJ?c;éSlisgl)';stly, that learners’ _difﬂcultie_s in le? r;: ’ntg a
e ylfe redicted on the basis of a systematic comparison of the wo'
second language can dl If[hat learners from different first language backg@unds; (say
lan_guages, s SCC_OII:) \Zill experience different difficulties when élittemptmg t(f)f earr:
hinese an Spai:ilsl nguage (such as English), and that they will master di .fren
P acts of the o £:ngr at different times. As we see in t.hf.b next secno?, 1 K:s
aspects of thf°' gra;tontrasti"e analysis which ultimately got it into troul?le, c;rwt e
the strong claims (l)I analysed the errors that learners made, and the dlfﬁcu_ ty al(:;'
]rle?ariige;ff?ecrt:x?t f{:atures of the target language, they were unable to sustain many
ad wi

of the claims made by the contrastivists.

8.3 Second language acquisition research and its
" influence on practice

s - : H : i ]anguage were
: l investigations int¢ iearner )

3 rly 1970s a series of empirica v : 3 and their
Dur.mg t(l:zlea’rzese hecame known as the moipheme ,order stucixnest,he e
carne 0 aﬁ“ was to find out whether there is a ‘naturai sequencet language. The
\[z.rrt;?;kip;econd language learners acquire the gra;ﬂ maraci;h;ytgrg;wn (213973) who

i i iece of rese AT

; wed on from a pioneering pi ) h strikingly

;t'ud(l)iserf:él?hat children learning English as a first language Passfﬂ t?hrstugcontrarv ”

15C . . ical structures a , 3

: mmatical s :

.. es in acquiring fourteen gra ' ‘oh items were
Slmllatrafitgﬁs thereqwas no relationship between the or(iller mr e\:/]ttxslc

expec 1 and1 the frequency with which they were used‘by the pa . counterpatts
* Dulay and Burt (1973, 1974a, b) found that, like their irst anguage

Dulay an s ’
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investigated by Brown. Bailey et al. (1974) replicated t
and came up with strikingly similar resuls.

As a result of these and other investigations, it was concluded that in neither child
nor adult second language performance could i

process.

Krashen (1981, 1982) and Dulay et al. (1982) setout anumber of principles for prac-
tice which they claim are derived from the morpheme studies as well ag other SLA
research reported in the literature (see, for example, Hatch 1978). These claims, are,
in fact, either highly contentious, or self-evident, as can be seen from the Tollowing
examples, which are extracted from Dulay et al. (1982: 261-3). T have also provided a
gloss/comment on each claim. (As you read these principles, you should bear in mind
the fact that many of these claims g0 well beyond the research findings themselves. )

1. There appear to be innate processes which guide L2 acquisition.

[The finding that learners, regardless of their first language, appear to learn a

second language in the same order prompted the notion that an internal mental

mechanism ‘triggered’ the acquisition process. ]

Exposure to natural communication in the target language is necessary for the
i € richer the learner’s exposure to the

o

[The fact that conscious, explicit instruction was unable to alter the order of
acquisition led to the suggestion that the processes responsible for second jan-
Buage acquisition must be largely subconscious. |

3. The learner needs 1o comprehend the content of natural communication in the

prehend, and the limited success of oral drills, led to a focus on comprehension
as the key to acquiring a second language.]

4. A silent phase at the beginning of language tearning (when the student is not

required to produce the new language)} has proven usefyl for most students in
cutting down on interlingual errors and enhancing pronunciation,

{This point is derived not from the morpheme Studies, but from a series of case
Studies carried cut in the early 1970s and reported in Hatch (1978).]
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5. The learner’s motives, emotions, and attitudes screen what is presented in the
. The s ton
lassroom, Or ouiside it. '
l?)“gui,ieezts of a comprehension-driven method_ology had to accome]:n f)czothel_
gr‘alili(l)llrje of some learners to acquire. They did this by postulating an na
> whi language.]
“filter’ which blocks the target ) L .
6 ’?h: influence of the learner’s first language is negligible in grar(rjlr?(?rmake imilr
. This point stems directly from the finding that lea.rners tenb s simila
Enistaffes regardiess of their first language. Howevm:, it should be '[:jos ) tha therz
in the days before criticism of the morpheme studies b'ecame \Sube %ributed fe
:Iv]as controversy over the actual percentage of errors which couldbea

first language interference.

The net effect of these recommendati(.)ns was to play dovs;;] Lhe :S:)l\i :Sf glrlaex;]t?;::lz :in
the classroom. The efficacy of grammatically structured sy abus 5 was duest gram:
tical instruction, and the role of error CQIFFCthﬂ. e -

ar. o gral:i]'n']anal] conceived, was thus seriously undermined. Whetl_ler or not suc
e a_S—T{a mOc:tugll had any effect on teachers’ classroom practice is another
pr:tstf;p\t:; ?csh <a:oulcl bye settled only by looking at what teachers actually do; however,
Eey ce,rtainly gained widespread currency in the llterature,_t. o in the ears since
The morpheme order studies have come in for severe cn icis [ fhe years since
their appearance. Major criticisms h_a\.fe peeq m?de T;): ;1:: Swezcllyb;lt\l:re 1:;  the data vere
C(?l!eCted o ?na!ﬁzgéﬁdFé;ﬁillglzizﬁggzz rouf cartoon-style pictures wh_ich are
N lsyn t?x)fa target morphemes. Ithasbeensuggested that the results obtained by
e BSM may be an grtifact of the instrument itself, and that data coll.ectcd by other
e ma}): eeanas;ulted in different orders (for a discussion of this, see Larsgn—
Froem may97§l v1976- Nunan 1987b; Larsen-Freeman and Long 1991: The scoring
e, in v hich ;ubjects were said to have ‘acquired’ a structure if they vsed it
prOCCdUl’eg;Oln o 1cent of the time has also been criticised. There seems to I:le r;g
CO_rfe_Ctle pern why 90 per cent, rather than, say, 80 per cent or IOQ per centshou )
e bne re?sgted Iidditionaliy, it is important to collect information on incorrec
. tl)leenci)erreect us;age as this sheds light on the developmental‘ process. .
* g?he?scriticisms inclu,de the fact thatthereisno prinlfi;;:id lr}elza:g:;sf;g?fz’t{vgsﬁ:; the

i i i igation; thatitems which beha

i Itemtshserl%f}tl(::(ii?g:l?t‘;e;:g?;?enfi;ite articie were grouped t'ogeth«.exj, althoulglh
grOupedlzoge tl(:e behave quite differently (Pica 1985)). Ina de@aﬂgd critique off L nt;
\:t:i]i(:a‘: J l(-;?1::st()nycriticise:d the fact that linguistic forms alre Snlld'lr(:,: :in ;iogzgzmrann

; icati i 85). It is also clai .
e Commlln(lfgg_;’)eﬂfll;ltli}tllg ﬁo(:pol?eﬁfgréi rlsearchers fail to offer a theorctlc;i
ansi JOhn?OI:h findings. By this they mean that the researchers_ are unableto say r 1):
ratl({nale . ear in the: order they do, or to make predictions about the li tle ¥
o, o app; rs of items which have not been investigated. Bree_n (.1985} hasa io
ac'q'm'smoloi ?lure of SLA researchers to take the social context within \]\f’hlch learh
;:::lgtlt;lliz(siéi:c;ainto consideration in the design and implementation of their research-

q the core structure, for €xample ‘can you s
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In an important study conducted in the 1970s, Larsen-Freeman (1975) used a
range of tasks for eliciting morpheme orders in aduit subjects over a six month
period. The tasks included the Bilingual Syntax Measure, a sentence repetition task,
a listening comprehension test, a cloze test and a writing test. While the morpheme
accuracy orders on some tasks were similar to those of Dulay and Burt, they differed
on other tasks. This raises the possibility that the order in which items appear to be
acquired is determined in part by the type of instrument employed. In a foilow-up
investigation, Larsen-Freeman (1976) found that frequency of input might be one
factor influencing acquisition orders.

Despite criticisms of the early morpheme studies, subsequent research has pro-
vided substantial evidence that ceriain grammatical items appear in predetermined
sequences, and that these predetermined sequences do not appear to be alterable by
instruction (see, for example, Cancino et af. 1978; Hyltenstam and Pienemann 1985).
For example, all learners, regardiess of whether they are learning in a second or
foreign language context, and regardless of whether they are receiving instruction,
appear to go through the following four stages in the acquisition of negation:

Stage 1: ‘no + verb’

Stage 2: ‘don’t + vert’

Stage 3: ‘auxiliary + negative’
Stage 4: analysed don’t

No work/No understand.

I don’t like/He don’t can swim.
She can’t go./He don’t stay.
He didn’t stay.

The most elegant hypothesis on the development of acquisition orders is one first
developed for German as a second language by Meisel, Clahsen and Pienemann in
Germany, and later applied to English. These researchers claim that we can explain
and predict the order in which grammatical items are acquired by what are called
speech processing constraints which limit the amount of language we can hold in
short-term memory. In developing our competence in a second language we pass
through a series of stages. Fach stage Is more complex than the one before it,
complexity being defined in terms of the limits on short-term memory.

According to this hypothesis, learning a second language is basically a matter of
mastering a series of mental operations. In order to speak a language fluently, these
must become largely automatic, in the same way as the physical eperations in
breathing, walking, running and driving a car must become automatic for us to carry
out these actions competently. Because speech processing operations are very
complex, and also because the time available for speaking or comprehending is
limited, it is only possible to focus on a limited part of the whole speech processing
operation at any one time. Learning a language, then, is a matter of gaining auto-

§ matic control of these complex mental routines and subroutines.

Inlearning English, we first learn isolated words and phrases. The next stage is the

| ‘standard’ word order of subject + verb + object, for example: ‘I like rice’, ‘T go

home’, ‘I can swim’. Then comes a stage in which the learner adds an element to the
‘core’ structure, for example ‘yesterday, I go home’. After this comes a sequence of
slages in which the learner develops the ability to rearrange internally words from

wim?’. Here ‘can’ is moved from the middle
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of the structure to the front. At the next stage, learners woul(‘i be able to carry out
more complex rearrangements, producing structures such as ‘where are you going
. ht?" ) ) - . .
mrl:{iu can see from these examples that each stage bu:l;is on the ri)ne féf;f::ﬁ% :(;
i ds on memory. I have grossly o ]
akes progressively more dema.n ; ave _
31“: h?pothegis l%ere to give you some idea of the logic behxr_ld it. Fora mc()jre:l ditaltlEd
and comprehensive account see Johnston (1985) and Pienemann and Johnston
(191531172& have been a number of different, even contradicto.ry responses to the
finding that some grammatical items are impervious to instruction (“:1 )otgt;r \Z(;lr:s,
i i der.in which the items are acquired). As we have
that instruction cannot change the or puired), As we have
i de as a result of the morpheme order stu
already seen, one suggestion ma I O s was that
de syllabuses grammatically a
we should abandon all attempts to gra ) _ tea
rammar systematically. Rather, learners should be immersed in commlumca?wg
ictivities in which the focus is firmly on meaning ratt%er than form. 4:1 attflr:;;: ;Ee
suggestion is that syllabuses should still be grammaticqlly_ sequenced bu ha | ¢
sequencing should follow the ‘natural order’. These conﬂlctlng suggestions l(linthf:rt ine
i 1 as to its-mplications for practice and that we
the fact that research is often neutra _ : d that
ideas i to determine their effects on acqui .
ed to test these ideas in the classroom i
neThere are, in fact, a number of problems which emerge when one attempts to
apply the results of this research. If one is to follow a natural order of mstruct:julosxz On:
must have classes consisting of learners who are all at the s;ilme develct)pm‘;:/j;l -‘]ie ! ;:ESE;
i Il to progress at the same rate. 1
-1t is also necessary for these !earners‘ a |
conditions might obtain in some foreign language contexts (fortcxaxlgtlj?;i :r:;l;l;ot?li
i tic in second language contexts. ,
beginners), they are problema A
d to consider the possibility that lea
second language contexts, we nee d by noed
i tion forms) as formulae to ena
to learn some language items (such as ques cnabee them 1o
i i d language development. Ano
communicate at early stages of their secon ( ment. Another factor
i i i long-term effect of instruction. y well be th:
which needs to be considered is the ‘ O L e i o
i ble of reproducing a particular 1 _
even though learners are incapa ] : 4 o, i the long
i ertod of time will speed up acquis ‘
taught, systematic exposure overap_ : e L ong’s (1983) fitore
isi i implications we can derive from Long _
run. This is certainly one of the imp r e’ (1983) luera:
i i t instruction speeds up the rate a :
ture review which demonstrated tha : it v )
learn in contrast with those who try and pick the language up naturalistically, withou
mal instruction. _ ' .
fc'rLastly there is a problem in assuming that the iearnmg- ofzf language [?zc;:) égsf;
i ’ 3 in fact, that language learning is an organ: '
lincar sequence. We know, in , ; ‘ e proses
1 idi i tence, interaction between gr.
characterised by backsliding, leaps in compe . tween grammates
i i than linear nature of language develop :
elements, etc. This organic rather ‘ re of fan e that oy interac
i tures are not learned in isolation, bu :
in part to the fact that struc . : oot of ppgrosae
i i i 982) investigated the developm
with each other. Eisenstein et al. (1 : < NN
i the conclusion that the problem of le g C
and simple forms and came to ! ! o0 1 fearning closty
i le each has its own job to p ,
elated verb structures is that whi . wn | o
;:nterconnected with other structures. This makes it difficult for the learner
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determine where the boundaries are. and therefore, to know when it is appropriate
to use one structure rather than another. Eisenstein e af. point out that ultimately
the challenge of learning closely related verb structures js probably that they have to
be integrated into the semantic and grammatical system in such a way that each
marks off its own meaning domain. i.e. in the case of verbs. its own portion of time.

In summary, SLA research has done a great deal to advance our knowledge of
language learning processes and outcomes. Above alt else, it has demonstrated the
complexity of the processes involved in learning a second language. We now have
data which show that it takes much longer than was once thought to move from
one developmental stage to another. The research also supports something which
learners have been telling us for years: that, if anything, we tend to overload them in
the classroom. Other pedagogical outcomes are less certain. There seems to be little
support for an approach in which afl explicit grammatical instruction is eschewed.
However, the questions of when, how. and how much focus to place on grammar has
not been settled. Ultimately, claims made by SLA researchers outside the classroom
can be settled only by validating studies inside the classroom . Recent work on gram-
matical consciousness-raising has attempted to marry SLA research with pedagogy,
and it is to such work that we now turn.

8.4 Grammatical consciousness-raising

The ‘organic’ view of language learning presented at the end of the preceding section
is consonant with the notion of grammatical instruction as censciousness-raising
(CR). The clearest and most perceptive introductions to grammatical CR are con-
tained in Rutherford (1987) and Rutherford and Sharwood-Smith (1988).

CR rejects the split between conscious learning and subconscious acquisiton.
However, it also contrasts with traditionat grammatical instruction in a2 number of
important respects. In the first place. there is much greater attention paid to form-
function relationships. It also attempts to situate the grammatical structures and
elements in question with a hroader discoursal context. In addition, it takes an
Srganic rather thap linear view of learning. and therefore rejects the rather najve
notion that once something has been taught it will of necessity have been learned.
Rutherford (1987), in building his case for consciousness raising, explicitly rejects
the ‘traditional” beliefs that language is constructed out of discrete entities and that
language learning consists of the gradual accumulation of these entities. He also
rejects the notion that grammatical rules can be directly imparted to the learner
through teaching because of the complexity of many rules, and because of the
interrelationships between them. For this reason, he sees classroom activities ag
being basically inductive rather than deductive (see section 8.6 below). These
activities are meant to facilitate the learning process by providing data through which
learners may form and test hypotheses, and also byhelping learners link the new with
what they already know. Unlike traditional approaches to teaching grammar, then,
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i ther than product role: it is a facilitator, a means
B c}:};ﬂglii; Zﬁrzgfissilzaitself. It h‘;s been argued that for languzllge-to_
o erl'ddrat lopment to occur, learaers must ‘notice the gap between the}r owi
ianc;é(;l:i?one::d Slat of native speakers (Schmidt and Frota 1986). One function for
oRi i ‘notice this gap’. _ _

CI;}iS :3323?;;111?3?? II;St;) ?:1::52 rathfr giffcrent line fr?l?l Rutherford, arguxltlg that
‘trad{ational’ instruction is one type of consciousneis-ra1§1pg. He ?rawsrag::ozt?g to
istinction between ‘explicit’ knowledge and ‘implicit’ (the forme not ga

e dl_S’flflC Ivtical awareness of the formal features of the language, the latter
COﬂSCl_OUSt, aanr? iztuitive feeling for what is correct), and suggests that CR_can be both
;fi:firlngipﬁcit or largely implicit. (For a detailed treatment of the rzole of implicit and
exgplizit knowledge in language learnm'g, see Bla_lystock 198_13 192)(;:)1’0ises have been
The following examples of gramm'c;\thcal consgo;;g;\s:;;ac;sl(rigsg) e e veen

unan an .

e, lfrom Rsﬁttig:i;? ::sgesrg)lzl:ie to ‘traditional’ grammar exercises, t_hey.have
th?m ec?‘rffa rengt urpose. In the first place, they are derived from genuine inter-
e tions ldc uthegtic texts, not ones which were designed for pedagogical purposes.
I the set acll lace, the pe:iagogical context from which they-have been e’xtracted is
In t.helsiecoﬂ riuni::ative in nature. Additionally, the exercises ‘recycle’ language
ba?ica y Comveral units of work, allowing learners to reformulate t.helr understand-
Fr?g“gfs tohvec;tsrictures over time. Lastly, they invite learners, inductively, to develop

hypotheses about the target feature of the language.

Look at a map of the city. ’
Find the suburb where you hve. + Saturdag night

i « having a party at your place thl§ aturday . ) )
{’[an?ftnzfoicl)c‘ll E:; the easgiestp way to get from the city to your place by public transport

Now write instructions on a piece of paper for a {riend.

Look at this conversation skeleton:

+ Coming?

: Where?

: Avyers Rock.
Why?

: Holiday.

: ‘When?

: Next week.
- Sorry.

: Why?

: Work.

Now expand it into a complete conversation.

WP WP EEER

Al e COMING .evvvvnnnn-?
B: Where ..........-. ?
Al Avyers Rock

e LA e e
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Al holiday.
B: When ............ ?
A: Nextweek.
B: .. SOTTY ...l
A Why ... ?
B: ... work

When we are surprised by a statement, we can show our surprise by asking a question, and
putting the stress an the question word. For example:

The weather looks okay. — Doesit?

The wood’s wet. - Isit?

What questions would we ask to show surprise at these questions?
That is Yoshi over there. -

Alice likes white wine —

{live next door. —

Tomoko is from Japan. -

Alex lives across the road. —

The wine is cold. —

What do the italicised referents in the following text refer to?

After they saved a little money, Howard and Ellen wanted to buy a house. So they did. The
floor plan was almost exactly the same as tiar of Ellen’s parents home where she was reared.
Buying it was not easy for the young couple. but Eilen was determined to go through with it
She could not stand living in their small apartment any longer. She wanted the kind of space
that she had always lived with. Howard couldn’t quite understand Ais wife's insistence on
meving to more spacious quarters. Their small apartment was big enough for siim. In fact it

was almost like te one he had lived in as a child. But he could remember /iis mother saying
almost daily, ‘If only / had more room’.
(Rutherford 1987: 160-1)

Grammatical consciousness-raising, as discussed in this section, and itlustrated by
the above examples, can be realised in many different ways, and there are numerous
creative techniques for sensitising learners to grammatical principles within a com-
municative context. The different examples show quite clearly that there are marny
ways of teaching grammar, and it is wrong to imply that teachers are confronted with

two mutually exclusive choices when it comes to teaching grammar: either avoiding

the teaching of grammar altogether, or returning to a ‘traditional’ form-focused
approach.

8.5 Systemic functional linguistics and pedagogical
grammars

One of the major models of language informing this book is that of systemic
functional linguistics. This approach argues that language exists ig%‘dntex‘t‘, and that
the context and purposes for which language is used will determine the waysin-which .
language is realised at the Jevels of text and grammar, While there s no one-to-one
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relationship between form and function {otherwise we shou_ld got be it;l;et& go;n_
municate to a very sophisticated degrec'at f’ill), th.e relationships etwez e o hre
not arbitrary. The fact that theredare(ligg;nplg;j links between form and fu as
argued by Halliday a, by,
beielr;::ci:lct!l\f;tliyin s%/stcmizs has also addressed the i§5ue of grammar, and the -ciebatcj,f
over whether or not grammar should be taught. Like most contentnp_orary vxev.;g ol
grammatical consciousness-raising, this .approach advocates .explimt gran:n_z;l ul:a
instruction, though not a return to ‘traditional’ grammar teaching. Not sur}p]) iss; ti v,
given the general approach to language as summarised above, the ap%roa_c i fh
down one which begins with whole texts and works down, rather than tﬁglnn;?fn\z1
individual grammatical items and working up (usuaily, only as far as the itiac ] itee)_
In other words, when the teacher wants to focus on a particular g;(a;nrna ate tr?,
that item is introduced within a particular context, and learners wor r;m contex : 0
text to sentence and clause, rather than from clause_/sentence to text. ( (:; ?xamlzhc?s
of how this is done see Butt 1989.) The pedagogical approa_ch derive d.roriz ! hls
model of linguistics also secks to show learners how langpagz? d_lffers iijccord 1r;g 5) the
context in which it is produced, the purposes for which it is produced, and the
i hich it is addressed. . .
au&l,?&(;z tt(ljl:l context of literacy development, I_—Iam_monq suggests that t}tle teg::l;lmg
of grammar from a systemic functional perspective, in which lez.lmirs ar“citt alll)%imi 0:.['
language actuaily works at the level of text, has a number,of major benefits. " a[l)so
among these is the fact that it can contribute to learners hteracy. awagenfsis. o
provides teachers and learners with a shared_ vocabl}ia{y for talking a cvuf fquu g
and the way it works. This, she claims, contributes significantly to successful literacy

development.

A teacher who, as part of the regular language sessions, ta?ks a‘?out, anatlﬁ/zets,gon:p,ag;sr;
i hether they be published texts or the students
contrasts and reflects on written texts, w : ; |
writing, not only promotes an interest in written texts, but provides the students w1:)l; a
Ianguag,e that enables them to reflect on and analyze written texts themselves. It‘en;? xlas
the students to remove themselves from the process of creating a written text, to ob]ecn:rl(: y
analyze it and to develop an insight into what makes one text successful and another

unsuccessful. (Hammond 1989: 19)

No one seriously interested in the development of second and fox:eign languag? h}z::
ever suggested that learners do not need to master the grammatical system of t 1
target language: the debate has been over how learners can best acquire the targe

ra%nmar (see Widdowson 1990 for an incisive discussion on t_he relationship be.twe'en
grammar and meaning). Wilkins, one of the principal archltectshof .commu‘m;z;]t;zﬁ
i for a noticnal syllabus, that is, one in

approaches to language teaching, argues L
tlfé) basic building blocks are the meanings and concepts e)_ipressed throughirglle
language, not the grammatical elements. However, he also Qomts out thal; acqu " aE
the gram;natical system of the target language iSIOf cen:r_a} ulr_lpé)g:t?gi;c ;(1:3;1)5' o
i 1d severely constrain lin :
inadequate knowledge of grammar wou 4 ;
limit t(lllecapacity for communication. ‘A notional syllabus, no less than a grammatica
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syllabus, must seek to ensure that the grammatical system is properly assimilated by
the learner’ (Wilkins 1976: 66). More recently Swain (1985) has added empirical
weight to this claim, showing that exposure to the target language in meaningful
contexts is insufficient for most learners to develop a sophisticated working knowl-
edge of grammar. Such a working knowledge is important because learners’ ability
to express themselves is constrained by the extent to which they can encode their
meanings grammatically.

In other words, grammar exists to enable us to ‘mean’, and without grammar itis
impossible to communicate beyond a very rudimentary level. In terms of method-
ology, the debate, as we have seen, has been over the procedures through which
learners attain mastery, whether and to what extent they should undertake exercises
with a deliberate focus on form, or whether they should pick up the grammar in the
process of meaningful interaction. Information about the target language which may
be used by teachers and students of the language for learning purposes is presented
in pedagogical grammars, and we now examine the concept of pedagogical gram-
mars, as well as a number of recently published books on teaching grammar in the
communicative age.

Pedagogical grammars are intended to provide those involved in language teach-
ing (including learners) with information on the grammar of the language for the
purposes of teaching and learning, syllabus construction, materials development
and so on. While they may reflect current theories of grammatical description and
analysis, pedagogical grammars do not necessarily follow u particular grammatical
theory or school of thought,

Pit Corder (1988) makes the pointthatany grammatical presentation will be shaped
by the beliefs of the authors on the nature of language, the intended audience, and
the purpese for which the grammar was written in the first place, A linguist writing
for other linguists in order to present a new grammatical theory will produce a very
different work from an applied linguist writing for a foreign language teacher in order
to provide material which can be used in the classroom. He exemplifies this point as
follows:

Author Reader Object of ‘grammar’
Linguist  Linguist To illustrate and validate 4 particular linguistic
theory
Lirguist  Student of To teach syntactic theory inductively through its
linguistics application to a particular langusge
Applied  Educated native To systematize in linguistic terms the implicit
linguist speaker knowledge of the reader
Applied  Teacher of the To systematize the implicit or explicit knowledge of
linguist mother tongue the reader in a form which is pedagogieally appropriate
for his (native speaker) pupils
Applied  Teacher of a To systematize the implicit or explicit knowledge of
iinguist foreign language the reader in a form which is pedagogically appropriate

for his (non-native speaker) pupils
(Pit Corder 1988: 128)
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Rutherford (1980) suggests that the develogment of som(cal pedggziglgl eg:;l::;a;s
involves the principled selection of items vyhlch reflect pe agoglcfmm}:n unjcativs
inguistic theory. He points out that since the development of con e
el e language teaching, the selection of structural elements is often con-
app_roaCthS tﬁe r;a}or felection of semantic and functional elements. Several _bOOks
Stram?}d ny tublli;hed in the wake of the debate on the place of grammar in the
:::gcufjm 1i'hich are aimed at provic-iir_lg teachers with wag's of tzi'c‘il::]gr ngrarnmar
within a communicative context, and it is to three of these that v;'lfl: o a.re hrec
o it grammart’ Mﬁ%ﬁéﬁ? ;lklxgeggxs‘:;: vieaw is that teaching
different views on what it means 1o eac . e e weaching
grammar entails the formal e;planatlon o_f grgrl?ma(jru km.)wmg uite ot e
receive a great deal of grammatical t?xplananon wi enh ]p e !
the language, they will not necessarﬂ)-f be able to put the 'anﬁ agmattﬁr o provine
effect. The second view is that teaching grammar is t_)as;ca t)t/ o e
learners with practice in mastering common grammatical patterns throug
ion. The learners may become fluentin the.structu_res
?lf: n?ll:vgg ;it:: l;::lZEtefxl:ﬂ?ﬁ;l; I;GT be able to use thf:m approprilately in genuine
corr};munication outside the classroom. T.}txe tthird :u:Ev:fl ;iéﬂait ;e;ilzgiﬁri;nzzii;sﬁz
matter of giving students the opportunity to us aricty OF realistic
i i i ! f this approach is that learners will no , ;
Ertg:ité?:cp}‘;:ag:s: ;? :lht:ggia%maticail)gules of the target language. McKay’s text is

based on the belief that the primary purpose of instruction in grammar Is totpe]p \c:i]ﬂ
students use English correctly and appropriate]yi Whl(ljctso:ew;gsss:sggtsu:;gtise
hing grammar rules and to ha
undoubtedly be devoted to teac t ng sulents practse
i itisi ber that such instruction is only
rammatical patterns, it is important t¢ remem 1 :
foward helpirp:g out students gain competence and confidence in the language. (McKay
1987: xi—xii)

In other words, explicit treatment of grammar should be selfn as zti ;pcansd tc; r?nvfi::\i,
nd in i hers should therefore keep this en ,
ther than an end in itself. Teac : . d 1
;Zgardless of the particular pedagogical techniques and classroom activities they
loy. _ ] 7
EH}E tie introduction to her book, Ur (1988) ralsesfthe 1ssufe 0; l\f\;l;::tt};zzh(z; gn:}{t1
ici i xpli
licitly taught. She argues in favour of e ;
grammar should be exp taugh Jav b they loval
i g 1 dividual elements of a language,
the belief that mastering the in ’ e il o com
i tical, is a valuable means toward eventual ability |
e im the gwage. She. i i ised earlier in this book,
i i kes a point which was rais
municate in the language. She ma v ‘ et i this bock
i i d not necessarily consist of repeate, ptsat
that learning to do something nee ssar peated e e
her words, learning is not necessarily _
e houh at i i Je, it will entail an attempted
Ithough at some stage in the learning cycle, : :
P rent of the H form-fi d exercises should pro
i owever, form-focuse
rehearsal of the skilled performance. ! . odpe
i iviti i lves ultimately give way
eaningful activities which should then:xse ; ) taske
gehses:rteot::: emphgasis is on successful communication. Ur advocates a fairly traditiona
w i ' .
four-stage approach to the teaching of grammar items:

i
4
1
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1. Presentation. Making the structure salient throu
appears.

2. Isolation and explanation. Ensuring that students understand the various aspects
of the structure under investigation.

3. Practice. Getting students to absorb and master the language.
4. Test. Getting learners to demonstrate mastery.

gh an input text in which the item

Frank and Rinvolucri (1987) attempt to provide a range of cl
activities which, while providing learners with intensive practice in a number of basic
morphosyntactic items, do so within a context which stresses ‘communicative’ rather
than ‘linguistic’ competence, language in action rather than languages as sets of
symbols to be manipulated, and ability rather than knowledge. They describe their
approach in terms of ‘awareness’, suggesting that an awareness activity provides
control over the students’ response to the extent that it is not possible to do the task
without having understood the structure being practised, but not the content, which
is left up to the learners. In other words, the tearners control what is said, while the
teacher provides direction on how it is said. “This adds up to total involvement of the
learner’s whole person, with total responsibility for what he or she produces in a
rather loose framework of predetermined cues’ (Frank and Rinvolucri 1987 7).

In the next section, we look at how these authors have attempted to put these
principles into operation.

assroom exercises and

8.6 Pedagogical materiais and techniques for teaching
grammar

Most contemporary coursebooks and materials for teaching grammar attempt to
establish game-like situations in which the repetitive practice of the structure occurs
through a task which has a meaningful dimension, In other words, the [earner is not
10Uz 4 task s UCT 19 O

i simply performing drills. INustration 8, from Ur, is a good one.
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ILLUSTRATIONS8

113 Detectives

Affirmative, interrogative and negative of have; simple oral repetition.

Procedure: An object to be ‘stolen’ is decided on —say a coin, or a ring.
One student (the ‘detective’) is sent out of the room. One of the
remaining students is given the object: he or she is the ‘thief’. The
detective returns and tries to find out who is the thief by asking each
participant:

Do you have it/ the ring?
Each participant — including the actual thief — denies guilr, and accuses
someone else:
No, | don’t have it, A has it!
Whereupon the detective turns to A with the same question — and so
on, until everyone has been asked and has denied responsibility. The
detective then has to decide in three guesses who is lying — who ‘looks
guilty'. The process is then repeated with another detective and another
thief.
Variations: The activity may be made more lively by encouraging
students 1o act innocence or indignation as convincingly as they can:
they may change the emphasis or intonation of the set sentences as they
wish, add gesture and so on. Another technique, which abandons
verisimilitude but helps fluency, is to get the class to complete the
round of ‘interrogation” as quickly as possible: (‘Let’s see if we can ger
round the whole class in twe minures’ . . . ‘Let’s see if we can do it again
in even less time").
Source: P. Ur. Grammar Practice Activities (Cambridge University Press.
1988), pp. 123—4. Reproduced by permission. -

A basic distinction in learning theory is between deductive and inductive learning.

Deductive learning is
an approach to language teaching in which learners are taught rules and given specific

information about a language. They then apply these rules when they use the language.

Language teaching methods which emphasise the study of the grammatical rules of a
language (for example, the GRAMMAR-TRANSLATION METHOD) make use of the principles of

deductive learning.
This may be contrasted with inductive learning or learning by induction in which learners

are not taught grammaticat or other types of rules directly but are left to discover or induce
rules from their experience of using the language. (Richards et al. 1985: 73)

IHustrations 9-11 are from the introduction to grammar practice books published
since the beginning of the debate on the place of grammar within the communicative
curriculum. All are aimed at teaching the simple past. From the extracts, it can be
seen that there is considerable divergence in the approaches taken by the authors,
some favouring an inductive approach, while others favour a more deductive

approach.
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ILLUSTRATION ©
In class
1 Ask the students Lo write down the ‘opposites’ of these words;
good typing real angry Monday

2 Ask the students to suggest the ‘opposites’ th i
the various acceptable 'opposites’ime boar?i’.have come up with. Jot down
Good has produced: naughty, evil, bad, nasty.
Typing has produced: hand-toritin, j ing (i ing i
has pr : g, reading, walking (in that i
of walking with the fingers), silent writing efc. g g B akind
Get stu i i
et o I::;:ts to-explain why they propose a given word as the opposite of one
3 Write the following scene up on the board and ask the studen i
¢ up ts to write its
%aﬂm or mversaf Pon t give examples of how to do this as, if you di: this
recuce the diversity of the students’ reactions to the task. ’
The waitress came up to Table No. 3 and offered th
. e tall man th . H
chose and ordered. She went back to the kitchen to get what he vi:‘netnedtl ‘
Confronted with this task, some students simply put all th i
- " t
negative. Others try to find ‘opposites’ and wzti:pu ¢ semtences o the
‘A wai . .
wovmv::f went down to chair letter C and took away the bill from the short
Group the students in fours to read their Teversals’ to one another.

5 Now tell the students that your are going to tell them thy
! e reversal of
experience from your own life. We once told this story inrivmr ofabad
Twent to work as an ay pair in France, It was a marv j
] , ellous family wi

few children, My hostess was very kind and undemtandu-;s I hadyalrmnti:;tv;y

work to do and oceans of free time. Thad been going to stay for 2 weeks, b

in the end I stayed for 6 months.” Y o
6 };Aas‘lfeﬂlh:dstu‘gjd?oxsaishuttheireysandthmkofsom bad experience they

ha .. them to prepare to tell the experience to someone else, but
7 Find out how many peaple have brought back ba i

T 0 d experiences to mind,

it’):; .them with peaple who haven't and ask them to tell theiy reversed
8 Ask the list i

2% el eners to now tell the stories they have heard to others in the group,

Rationale

At first sight, the exercise above ma i

sight, > y seem a little strange, but i kes
Ztrong I:stenmg ct;_mprehmmon, as the listener is doing a double mrg- ;«;eghe
is making sense of the sounds and words of the L2; and i) s/he i trying oo
Teverse” the scene being listened to, to find the real meaning.

Vatiation

Instead of bringing sad situations to mind elling
d .
the students to bring back happy sih?:é]onsa"ané tell thﬁ:“ saﬁ??ﬂyr you could ask
All sorts of opposites can be played, e.g. with: trivial/important
recent/far back in time
selfless/boasting.

Source: C. Frank and M Rinvolucri
. cri, Grammar in Acti
Hempstead: Prentice Hall, 1987), pp. 46:7".n cton (emel
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ILLUSTRATION 10

the Present Progressive and Past Tense

A grid can also be used 1o contrast particular verb tenses. For
example, in order to contrast the present progressive and past tense,
you might begin by giving a command to onc of the students such as
“Open the window.” As the student is apening the window, say
“Luvan is opening the window.” Then tell the same student toclose the
window. After he has done this, say. “Luvan closed the window.”
‘Fhen put the following prid on the board.

PRESENT PAST

1..Luvanisopeningthe window. | 2. Luvanclosed the window.

In dealing with any g ical point in English, two basic
approaches are possible. One is an inductive approach in which you
strive to help students form generalizati b Ives by providing

many examples of a particular grammar point. In this case. for
example. you would hape that by using many sentences which indicate
what class members are doing or have done, students would see how
the present progressive and past tense are formed in English.

A second al tive is 2 deductive approach in which you give
explicit attention to the differences in form. In this case, you might ask
several short questions such as the following, and then summarize the
students’ responses. .

.. What are the two verbs in sentence 17 {is opening) What hasbeen
added to the main verb? (ing)

2. What has been added to the main verd in sentence 27 (d)

3. Which sentence describes something that is going on at the

present moment?

Or, rather than using questions, you could, as shown below, underline
the. distinction in the model and provide a brief explanation of the
differences between the two tenses.

PRESENT PAST

1. Luvanisopeningthewindow, | 2, Luvanclosed the window.

Which approach you use will depend on such things as the age of your
students and the complexity of the grammar point. With children, an
inductive approach will often be the most productive. However, with
adults, particularly academically oriented adults, the students may
expect and appreciate an explanation of the ical rule.

One way to provide further practice in contrasting the present
progressive and past tense for reporting actions would be to desctibe a
simple process such as serambling an egg. First, go through the process
and demonstrate each step. Use simple commands such as the
foliowing.

1. Crack the egg. 4. Cook the cgg.
2. Stirthe egg. 5, Sitdown.
3. Pour the egg in the pan. 6. Enjoy the egg.

After you go through the process one time, repeat the process, but this
time stop as you do each step and ask the students what you are doing,
They can then respond with such things as “ You are cracking the egg.”
After you complete each step, you might ask the stadents, “What did [
just do?” They can then answer with such things as “You cracked the
egg-" Next, have each student describe a simple process for the class
and use these demonstrations to further practice the present progres-
sive and past tense for reporting actions.

Source: S.McKay, Teaching Grammar: Form, Function
and Technique (Hemel Hempstead: Prentice
Hall, 1987), pp. 5-7.
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ILLUSTRATION 11

- 23.1 Listening to stories

Use of past for narrarive; listening comprehension and slot-filling; oral

Proc : i ' .

no:gure. Tell' the students a Story — improvising from skeleton

men;, dor readm)g _](3;,:[ from a text (see BIBLIOGRAPHY for recom

ed sources). The story should haw i .

‘ e plenty of action, and b

_ e

;as:ly Eomprghensnble to the students. Get them to focus,on past
o . .

o I;ns y a§kmg occasionally for a translation of an irregular form

° Y stopping and getting them to supply the verb — but not 5o often

hi vro ﬁm‘tel:fere with overall ‘pace’ or comprehensibility. After you

hs e finished, :I:sk thgm to recall some of the sentences in the past

at were mentioned in the story — using one-word ‘cues’ to jog thei

memories, o 10 e

Com : i i
ment:  You do not have to finish 2 single story in one session; use
i

14 ]
lon €I storles, or COIHPIE[Q bOOkS, and read ThCll] 1n serial 10[‘ few
1 m, a fe

23.2 Piling up events

Use of past for narrative; repetition and con

_ struction of simple
based on given past forms; oral, with optio g

nal written follow-up,
Pr?cedz:'re: Give each student a verb in the past tense (“sat’ or *stood’ or
gave )Y Then start 2 simple chain of events with the sentence:
The 4 estcrdgy I went to town and | bought a loaf of bread ‘
st student continues, repeati 2de
( ! tes, NB YOUr sentence i
further clause including his or her verb: but adding 2
Yesterday I wenr to '
town, | boughe a loaf of br
cad
otk b and I saton a
The second continues likewise:
Yesterday, | went to town, | bought a loaf of bread, ! sat on a
park bench, and [ sivod at the bus S10p.. '

And so on, until aH h studen ve contribu <d, o 1 & ain
N the Cnts h-’! nt e unti] th. ch
| d, [ UIE
bCCDl]ICS lIllpOSSlbIE to lEil]ﬁl]leI-

, . § ; -
Source: P. Ur. Grammar Practice Activities (Cambridge University Press

1988}, p. 213. Reproduced by permission.
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lilustration 12 is from a self-
You might like to make a note

study bgolf fo_r second and foreign learners of English.
of the similarities and differences between this way of

mtroducing the simple past and the teacher-directed suggestions above.
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ILLUSTRATION 12

a} Study this example:

H k! It’s raining again.
I:: :-)cl,'lono, not again. It rained all day yesterday too.

i nse. 5C P P u ons
d is the past stmple tense. We use the past simple to talk about actions ot situat
Rained i

in the past.
— 1 very much enjoyed the party. _

- Edwards died ten years ago. )
- ‘l\)g;en ;vlived in Manchester, 1 worked in a bank.

i ds in -ed: . .
b Very often the p@z f;?ﬁizi:e:n to our party bur they decided not to come.

ice stopped me on my way home last night.
- '51'1:1: 5:51;23 shex? gxamination because she studied very hard.

gor e r;r.l)?rasgf w::{')g: g;i::'ri;gular. This means that the past simple does not end in -ed.
ut many im;

For example:

*clock.
We all Eeft the party at 11 ¢’cloc ) )
go — went Yesterday I went to London to see a friend of mine.

cost — cost  This house cost £35,000 in 1980.
The past of the verb be {am/is/are) is was/were:
Vhe/shelit was welyou/they were
1was angry because  Tom and Ann were late.
For a list of irregular verbs see Appendix 2.

leave — left

- - -4 s . B Jrai )
C) In past simpic questions and lngatl‘ ves we use did/didn’t + the infinitive ( o!opcn Iam ete.):
P b finit d ¢

rir rained did it rain? it didn’t rain
: Di t last night, Tom? . )
- ?2: ["1'):;,i );0;31?: ‘t:: the cinema’. But [ didn’t enjoy the film.
~ When did Mr Edwar;lls die?k ©
— What did you do at the week-end? "
— We didn't);nvi(e her to the party, 5o sh: didn’t come.
— Why didn’t you phone me c]'ln Tuesday?
lly use did/didn’t wi!:h ave:
lote that We_n Ogir:iaygu have time to write the letrer? . )
— Ididn’t have enough money to buy anything to eat.
Bur we do not use did with the verb be ()was/were):
- ou so angry?
- m’;‘;ﬁ:’: able to come because they were very busy.
—~ Was Tom at work yesterday?

For the past simple see also Units 12, 20, 21.

Reproduced by permission.

T arph n, T il < niversi Yy .22,
S R. M E) ghsh Grammar in U (Cambndg University Press, 1985), p
QUICE: . pay,
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We now turn to the classroom ttself, to see how these various ideas are realised in
practice (for further examples from a range of foreign language classrooms, see Peck
1989) . In the two classroom extracts which follow, the two teachers are both trying

lesson? What strategies would you expect to see in a deductive lesson?
2. Asyouread the extract, decide on the teacher’s objectives.

Classroom extract 8.1: Grammar lesson

The teacher circulates around the room, asking questions about train travel. The students all
have copies of a train timetabie,

T: Now. . . back to the timetable. Where do you
catch the train? Where do youcatch the train?
[She points to a student in the front row.]
S: Keswick
T: Yeah.
{She turns and writes on the whiteboard ‘Where do you catch the train?" |
T: Do youknow where Keswick is? . . . Okay,
where do you caich the train? At Keswick.
Keswick is near the city - but not the big
railway station. Itis about, oh, one kilomerre —
two kilometres from the city, and - the big
trains go from Keswick. Ifyou want to catch
the train to Melbourne, or to Sydney, orto
Alice Springs, you goto Keswick. It’s the new
railway station. All right. 8o, where do you
caich the train? At Keswick. Now — what time
- - whattime does the train leave?
Ss: Nine. Nine o'clock. Nine pri. Nine pm,
Nine am.

T: [Leans over astudent and checks the

fimetable] Okay. Depart nine am. So . . . [She
returns to the board.] . . . what can I write
here? What time . . | {She writes What tirme’
on the board] What comes next, what time
.- ?Does. . .does. . . [She writes ‘does the
traim’.. . . doesthetrain . . . yes?
§: [inaudible comment]

T: No, what timedoes the train . . . ? What's

another word for ‘depart’?— Leave., What time
doesthe train . . _leave? [She writes “feave’ an
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the board] Okay, you, you te(ljl me . arrllf; ]eeqaves B |
i I - - E e
at nine am. Okay, what time does o leven ity cightam.
i ks his .
: sover his shoulder and chec his i
B E}i;;c:zab]e] Qkay. Now —where does it arrive af P
i i our? R
eleven fifty-eight? At Victor Harbou o No Gobivi

T: No. Ss: Goolwa. Goolwa.

T: Goolwa. Have alock at your map and see if
. you can find Goolwa. See if you can find

Goolwa on thismap. $: Near, er, near the Victor Harbour.

T: Near Victor Harbour, yeah. [She writes ‘What
. time’.] Okay, whatcomesnext?. . . Wl_lat
time. . . ? What's the question/What time

? does [does]?

§: . . .thetrainarrive. . .

i ites* he train arrive at
T: Arrive. [She writes ‘doest :
Goolwa?'.] Allright, so what time does the

ime?
train arrive at Goolwa? Okay. What tlmes: Eleven. Eleven. Eleven Sfty.

T: Elevenfifty. . . eight. What’s another way of
saying eleven fifty-eight? Two mu;utez)tlc: .
two minutes to twelve. Okay. . the studens,
twelve.. Yes }1]11 this fashion, attempting to elicit questions and answers ftromis iyt
[Sléebfif{;*; }ﬂ‘lip the question paradigm on the board until the following pattern P .
and building :
Where do you catch the train?
What time does the train lem_ze? ,
What time does the train arrive af Goolwa? ,
How long does it take to go to Vcctz; Harbour?
i back:
How long does it take to come
How long do you spend in Victor Harbour?
How much does it cost? o
her gives them
i i dents to the board, the teacher
i wing the attention of the stu rd, the. s thor
Wlt:l}?eurtt(}j:jchui and timetable, and asks therp to ﬁnc_l smu;;lr E]fﬁ;matlon
i\ivlci)ch they have found in relation to the excursion to Victor Harbour.

Post-reading task | )
i answer
1. In this extract, the teacher is conducting a teacher-fronted quest;?(;ln:nwﬁh e
- sgssion She i’s attempting to introduce students tothwh~ xctl:-l:cst o sy
- i i i ee .
i i ductive approach. Review
insertion through an induc [ .
evidence that this objective is too difficuit _for the l&;arners ]
2. What modifications would vou make to this _less_qn ?

1
FIOIH the dlfﬁcultles the Students are haUl“g m genCI atlng the quulred StruCtLlIe it

G v

Ll it

SR TN

4

i

PRSI
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seems that wh- questions with ‘do’ are beyond the processing capacity of the students
The teacher’s attempts at eliciting the question form from the students is not par-
ticularly successful, even after several examples are on the board, and she ends up
supplying the forms herself. On the other hand, when focusing on the semantic
content required by the questions, the students are quite successful,

It would appear that major problem here is that there is a twin focus: on the one
hand on the formation of wh- questions with do insertion, and on the other hand, on
extracting key information from written brochures. While the task succeeds in its
second objective, it fails in the first. In addition, the students do not know what it is

been more successful if the teacher had restricted her focus to a single objective, and
if that objective had been spelled out.

The following extract is taken from a class which is very similar to that in extract
8.1 (both consist of low proficiency learners). The grammatical focus of the session

(teaching wh- questions) is also similar. However, the teacher is quite different, as is
her teaching approach.

Pre-reading task

As you read this second extract, make a note of the differences between this teacher’s
approach to the teaching of grammar, and the teacher in the preceding extract.

Extract 8.2: Teaching grammar through drill and practice

The teacher and students are sittin

g in a large circle. The teacher has some cards in her hand.
She looks at & question.

T: Let'shave the question . . . ‘live’ [She gestures
with her hand. ]
S: What do live,
T: No, not ‘what’, what’s the question?
S: Where.

T: Where! Good. Where . . . [She leans forward
and gestures with her hands.]
8: Where. . . you, . .live.
T: [Gestures encouragingly] He's nearly there.
Canyou help him?
$: Where. . .
[The teacher begins counting the words off on her fingers and repeats each word as the student
says them .|
S: Where [where]. . . do [do}. . .youlyou]. . .
live [live].
T: Okay. Listen [The teacher speaks rapidly and
makes sweeping gestures with her hands to
indicate the intonation contour.] Where d’you
live? Where d'you live? Where d’you live?
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Where do you live? Everyone. [She sweeps
her hand around the group.] $: Where doyoulive?

T: Okay. Victor, please ask Roberto. $: Wheredo youlive?

T: Where do you live? S: Tlive. . . in Smithfield. -

T: Okay, fine. What was number five - the
question—‘languages’?

languages. . .

T: Whatlanguages. . . S:>What. . .languages. . .do. . .

T be S: .. .you.. .speak.
k? What
T: Yes. What languages do youspea
languages do you speak? Rgmember‘? Whit
languages do you speak? Okay, Daniel, as
e S: What languages do you speak?
S: Ispeak English.
T: Uhhuh, Allright. Andinyourcountry. . . I
speak Viet. - S: Ispeak Vietnamese.

T: Good, Ispeak Vietnamese. And. . . S And...Andalitde. . .

T: Anda little English. And alittle English. And
. alittle English. And . . . alittle [The t_eacher
pauses, gestures and smiles encouragingly at
one of the male students. ] S Englsh.
*tlike saying you speak
T: Okay. lknow youdon’t i
a littie English. [laughter] What's the: next
one? [She consults her cards. ] Ql}estrion.
Married. . . What was the question’ S A
S: Are you married?
T: Uh, huh, are . . . Ask Rosa please. S Areyoumartied?
S: Yes,lam.
T: Yesiam. Thisismy. . . ?[Theteacher points
to one of the male students.] S Thisis my wite.
T: Wife? [laughter] 6. Ab. husband.
isi . Have you got.
T: This is my husband. Okay
Have you got any children? Have you gota ,
pen? Have you got . . . abook? Have you got”

Ss: What, er,what. . .what. . .what. . .

i s

s carTy out the task or not? Why or why not?

% used in task 8.3. Record some native speakers

"about the author’s beliefs about
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any brothers or sisters? Remember yesterday?
Okay. Heiena, could you ask Victor the
question, please?

S: Have you got any brothers, er, sisters?
S: Yes. I've poter two brothers, two sisters.

Post-reading task

1. Which lesson do you think is more successful? Why?
2. What would you have done differently in this lesson?

In contrast with the teacher in extract 8.1,

this teacher persists with her probes and.
if one student fails to respond appropriatel

¥, she asks another rather than suppiying

8.7 Investigating the teaching and learning of grammar

Task 8.1
Record a lesson or lesson se
aspect of grammar. Anal
grammar and learning?

gment in which the focus is on teaching an item or
yse the segment. What beljefs emerge about the nature of

Task 8.2
Analyse several coursebooks,

looking in particular at the introduction to the
teacher’s edition. What does th

& analysis and the exercise and activity types reveal
the nature of grammar and learning?

i Task 8.3 _
: Develop a communicative task (e.g. role play,

discussion, problem). Decide what
arry out the task successfuily, Teach
ding explicit grammar instruction to
o the other. Record and analyse the
plicit instruction better equipped to

items of grammar learn=rs will need in order toc
the task to two parallel groups or classes, provi
one group before completing the task but not t
tasks. Were the students who received the ex

i Task 8.4

Develop a communicative task (e.g. role play, discussion, problem) similar to that

carrying out the task. Transcribe the




166 Language Teaching Methodology -

allowing one group to
i i sk to two parallel groups or classes, :
o Teacr]:)g;cotfanative speszers handled the task before comp_letzint%l the tta'mk
e tl}e wa});gﬁgord and analyse the tasks. Were the studentqs wl;lo rece;:;e nOt‘e? native
thzl;kseer‘:lzdel better equipped to carry out the task or not’ Why or why not?

sp

Ta15k t8 Y rammar point and develop a lesson to teach it inductively and deductively,
Selectag

the le . W 1 h
IeaCh the leSSOrl. o two palallel ClaSSeS. ReCOId a]ld ana]yse h l S80S th
Seemed thﬁ more SucceSSful ! hy i

8.8 Conclusion

t status of grammar in the langnage

In this chapter Ikl;z;v; 10;)(1;?:: g; zlgga?:lr]rrzndaims made some years ago tbat ;he
ClaSSr_OOIIl- st mar w:s of marginal utility. Since then, a more 'balanced view has
teaching of gratrtrl]e literature, a view in which grammar has been reinstated (gs:ummg
cmerged fr?m it had ever b,een deposed). However, the ne_w‘approaches, in orm_e;
A 1;)(,1 ces in linguistic theory and psycholingmstlc research_, atrle iqgusl{]e,
by rent from ap roaches which characterised the teaching of grammar in the 1 ; ;
different from appﬁcular systemic-—-functional linguistics has prwad‘ed a p-l']IlC}:]lp e
- 196(')5' 'In oo text a,nd text, function and form. Advances in lmgulst}c theory
hav Ofl hnfl;?ngdct(})ll;ir way into pedagogy via the notion of grammatical conscxfzgzg:::-
ha'Vfl? S(E) ite their diversity, the newer approac'hes have some comrgc;t;aming =
They bring 7 h more sophisticated conception of language an arcing to
T e mucur within the context of communicative language teac! mlg.been
pe(tj'?)gnoﬁlya,t?gg 1(::(5:1(1:'ning of grammar is a linear, step~b)f—stelil P;}octzﬁis ldl:i:]iélgjn 3; been
ron! i etamorphical, view in whic

riglg(:fgtigl igrr(::;izti:r]l%e?: ggenmin termf of process as well as product.

g8

g
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3. sider the claim made by Krashen (1981, 1982),
% that acquisition is a subconscious process,

Chapter Nine

Focus on the Learner: Learning Styles and
Strategies

9.1 Introduction

In language teaching, research into learning strategies and cognitive styles has been
a notable area of growth in recent years (see, for example, Pearson 1988; Reiss 1985;
Rubin 1975; Rubin and Thompson 1983; Wenden 1986, 1991). In this chapter,
I review this research and consider its implications for language teaching. The
implications for methodology in particular are considerable. given evidence which
suggests that accommodating learning style and strategy preferences in the class-

room ‘cat result in improved learner satisfaction and attainment’ (Willing 1988: 1).
This chapter answers the fellowing questions:

1. What are learning styles and strategies?

2. What are the findings from recent theory and research into learning style and
strategy preferences by second language learners?
3. Why should we incorporate strategy training into our teaching?

4. Whatare some techniques for teaching learning strategies and developing skillsin

learning how to learn?

- How canlearners be encouraged to activate their language outside the classroom?
6. Istheresucha thing as the ‘sood’ language learner?

1%

9.2 Research into learning styles and strategies

There is a large body of literature on the issues of cognitive style, learning style and
learning strategy, and some of this work is being embraced by second and foreign
language researchers. While there is obvious overlap between second fanguage
acquisition research and learning strategies, research which seeks to link both

example, Ellis 1987.) As an example of the overlap between these two areas, con-

teferred to in the preceding chapter,
and that grammatical instruction is
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unimportant for this acquisition to occur. Debate apout whetheg lea;ril;nggz:f;;::;;n;r{
iously or subconsciously impinges dxre.ctly onto lean gb oy re.
sonrch conSClO'E:ic:al uestion being: are there certain learners, who, y vir
:Eg:}::;(;l;:s;;i stra?egy preferences, are better able to benefit from direct gram-
mz‘ltical iI}StrUtC tio’nrtet;i?sott(:]z;s)‘f?individual’s preferred ways of going about learniqg.
'Lea;?ri;yy :'onsidefed that one’s learning style will result .fromipefslorl;ahg
It > }ies including [Ssychological and co.gr.litive make-up, §9010-(l:}1 tlér;:e t?gns
around. 2 d educational experience. For Willing (1988), an individual’s percep
gi‘Oll_niraﬂ en lsjtcrengths and weaknesses will also have an effect. Hc_ also suggests
?lfal:lssi);; ::;;ects of an individual’s learning style may be alterable while others may
" Learni tegies, which we are primarily concerned with in this chapter, are the
i s fvhic’h iearners employ to learn and use the target language. Faerch
memalprocesf;&% and cited in Ellis 1985) refer to these processes as pr_ocec_iura]
in?)vﬁ:;‘g:r }(:"‘,llis provides the typology of procedural knowledge shown in Figure
I .

9.1.

Social processeslstralegies
(i.¢. devices for managing
interaction in L.2)

Procedural

knowledze For learning L2

(i.e. devices for internalising or

iti ics/
g e automatising 1.2 knowledge)

processes
Production/reception processes
and strategies (i.e. devices f;Jr)
i i automatically
For using L2 using resources
Communication strategies (i.e.
devices for compensating for
inadequate resources)

FIGURE 9.1 Typology of procedural knowledge (after Ellis 1985: 165).
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whereby learners come to conciusions about the structure of the target language
based on samples of the language, or by transferring from knowledge of one’s
first language. Hypothesis lesting refers to strategies such as trying out rules when
communicating with a native speaker and monitoring the speaker’s reaction to

for practising the fanguage. G. Eflis and Sinclair (1989} group Strategies according to
their macroskill focus (that is, whether they focus on listening, speaking, reading or
writing). They provide comprehensive suggestions for listening, speaking, reading
and writing as well as for vocabulary and grammar,

Willing (1989) draws a primary distinction between strategies for managing the

learning preferences, managing communicative situations for learning purposes
practising, monitoring and evaluating. Managing information includesstrategies such
as allending selectively, associating, categorising, pattern learning and inferencing.

There have been several recent investigations of the learning style and strategy
preferences of second and foreign language learners. In a major study of learning
styles among adult learners of English as a second language, Willing (1988) obtained
data on the learning preferences of 517 learners. Willing was looking for possible
correlations between learning preferences and biographical variables. The principal
means of data collection was a questionnaire which learners completed in the
course of an interview. Low proficiency leatners were interviewed in their first
language. One of the major aims of the investization was to explore possible
learning style differences attributable to different learner biographical variables.
It is widely accepted by teachers that such things as ethnicity, age, etc. will have
an effect on preferred ways of learning. The variables investigated by Willing
were:

. Ethnic group

In this chapter, we are concerned mainly with those cognitive strategies f‘m‘f I:jr:(i
cos for i tp na{lising and automatising L2 knowledge. However, I ha\fe inclu y
:lfzsgllfi:rt;npgfogy to show how learning strategies relate to communication an
PTOdUCt!_Oﬂ/figebrl)::ll;)]ﬂfffizgl;ig strategy theorists has been the deve]op;len;cooi g
coﬁtefelﬁjtotragonomy of learning strategy types. Mgst rese_archers hi};]iChe:}f; k(};s ¢
i i d there is now a plethora of these in the literature, i 1085)
tt_le“ ot oo anare research findings and suggestions for pedagogy. Ellis )
N p COmfrate ies can be categorised under thr-ee broad process ty[t)ior.]
hyothe 'thfat Sationg hypothesis testing, and automatisation. Hypothesis forma o
Py;l'szi}flzzsigln;‘trateg%es as simplification and inferencing, and refers to strategies
nc

- Age group

- Level of previous education

- Length of residence in Australia

- Speaking proficiency level

- Type of learning programme (e.g. whether in full-time or part-time courses)

= N R N

+  The study came up with several surprising findings. In the first place, there were

certainlearning activities which were almost universally popular. Inseveral instances,
these were activities which did not enjoy similar popularity amongst teachers as was
4 shown in a foliow-up investigation of teachers’ preferences by Nunan {1988b). For
© example, error correction by the teacher was highly valued by almost all learners,
while student self-discovery of error was given a low rating. For teachers, the reverse
was true.

Perhaps the most surprising finding was that none of the bicgraphical variables
correlated significantly with any of the learning preferences.

el
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SN
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i i ersonal variables were of a mz?.gmtude? to
None. of the learning d;ﬁ:;‘:izfis;;: :;?i;?n};ng preference of a ?arti‘cular bl‘igrap-}u.:a]
permit 2 blanke: genmstatemf:m to the effect that ‘Chinese are X' or S('Ju'th m_erlcags
sub-grou,p. 'I“hns, anyr learners like Z’ or ‘High-school graduates prefer Q', 1s.certr:'m tobe
prefer Y, or You“gfim ortant single finding of the study was that fo-r any gi\?l:nt l?armng
inaccutrl?tzgilzzg:esctrufn of opinions on that issue were represented, in virtually the same
issue, the

ratios, within any biographical sub-group. (Willing 1988: 150-1)

i isdom of the classroom and staff-
- Wlt:lih 1'61:1:;5)1:;?:1; {?‘a:t)ot'l;eafrzlkm“c?re significant than socio-cultlfral
room, suggezstsdt aﬁé)nal background for learning strategy preferencels. Olf course,
e it eh uzztlud was conducted -in a second rather than foretg_n angll:iage
e 'facntn::::: ntn:y havz had a significant effect on the outcomes, and it would be
vectul i i contexts. -
et l‘eplicg’fe tht; i[;iy\;r;:?;zlglréiizggafguld be categorised b‘y type, accorcll:n-g
t (t)l?‘3 ::;Liri: c:? %h(:eir responses on the questionnaire. Learner “types and their
o the

preferences are set out below.

i i ms, video,
Type 1: ‘concrete’ learners. These learners tend to l'lke gam_zs, plicstglres, fil
ugil;g c'assettes, talking in pairs and practising English outside class.

2: ‘analytical’ learners. These learners liked studyiqg %;amn;?:r,l ::;c:zlfi
’lli‘?fish.books and reading newspapers, studying alone, finding their
anc% working on problems set by the teacher.

Y . - . i y ten'ng
Type 3 Commuillwtlve leal‘nel"s [ hesc StudEHtS llke 10 ]eal"ﬂ b wat(.:hmg, ]lS .l
to native Spe a to fl' elld i En hSh arld atrg ng g
akers, t lklng 1 Sin g ] wat lH teleVISl()]l 1 I;‘ 1 llSl
.ng EnghSh out Of ClaSS m ShOpS frains, etc. y 1earnlﬂg new W()rds by heal 11 g ”[e]n
us1 3 > B

and learning by conversations.

xplain
4: ‘authority-oriented’ learners. These learners.preferred t’he t'ea:}:i;;% f; 0;]){ n
e tl.li:: liked to have their own textbook, to write cveryt!nng; ﬁgm ,
etV ecg gral%;mar learn by reading, and learn new words by seeing .
stu .

i i sy to
he methodological implications of this research are not .parn:l;l!.:ut-il); gz;s)i;s o
Tl etf:m Willing believes that langnage classes shou{d pe f:onstxtut:: o
oarne ‘t *. In many school contexts, however, this is simply not p oo .it et
; tY[:;: .not possible, due to administrative and resource constr;uni ;?fstering !
ﬁfe(;ﬁz}bnlisto identify the strategy preferense; Gév (.)11;.6’; IE:;;?:ZZ rll)%eafomund ering ¢
i ire similar to the one used by Willing. o
i;lll'-l\?y/qlu;;él?)?r;\?:fnan 1989b, Ellis and Sinclair 1989 is also an excellent source
illing .
. e ou will
quffs;lgll:: ;1;:: c)onsists of learners with a range of straFegy pr.eferlzgsceff l_ltge;] 3(; o
i i tions and activities in class. ld |
de a range of learning op houl be
- toairizzlby oppoftunities for learners to reflect on and evaluate the
m -
?\i:;s gf doing this are presented later in the chapter.)

i ‘ ’ can be
The key question is whether there is such a thing as a ‘good’ learner who

R R T

SRR L e e

L, ) B B B 1
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definedin terms of iearnin gstrategies: in other words, do those learners who progress
more efficiently and effectively than the average share certain strategy preferences?
We look at what the available research has to say on this in the next section,

9.3 The ‘good’ language learner

Much of the research into learning strategy preferences has been concerned with
identifying learning strategy preferences with a view to isolating those characteristics
of the ‘good’ language learner. Rubin and Thompson (1983) suggest that ‘good’

or efficient learners tend to exhibit the following characteristics as they go about
learning a second language.,

1. Good learners find their own way.
2. Good learners organise information about language.
3. Good learners are creative and experiment with language.
4. Good learners make their own opportunities, and find strategies for getting
practice in using the language inside and outside the classrcom.
5. Good iearners learn to live with uncertainty and develop strategies for making
sense of the target language without wanting 1o understand every word.
6. Good learners use mnemonics (thymes, word associations, etc. to recall what
. hasbeenlearned).
7. Good learners make errors work. |
8. "Good leaitiers iise Tinguistic knowledge,
language in mastering a second language.
9. Good iearners let the context (extra-linguistic knowledge and knowledge of the
world) help them in comprehension. _
10, Qo_od.léarucf_s_f_léﬁétfﬁftéj'makeVi'ntc;lli gent guesses. |
11. Good learners learn chunks of language as wholes and formalised routines to
help them perform ‘beyond their competence’.
12. Good learners learn production techniques (e.g. techniques for keeping a con-
versation going).
13. Good learners learn different styles of speech and writing and learn to vary their
language according to the formality of the situation.

Recently,

including knowledge of their first

I investigated forty-four ‘good’ language learners in order to find out
whether there were any common patterns in their experiences. The learners had all
learned English as a foreign language in a variety of Southeast Asian countries
including Hong Kong, Thailand, Indonesia, the Philippines, Malaysia and Singa-
pore. They were all ‘good’ learners in that they had all attained bilingual competence
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two reasons for selecting language teachers as research subjects. L“ the

. There were clecting English language teachers it was easier to locate subjects

ﬁr_st pl'ace, by1 SsOf roficiency. Secondly, it was felt that becausg teach.ers woui‘d have

with high leve_t.vePand metalinguistic language o conceptualllse their experiences,

the meta;:glg;;ll;etter able to reflect on and articulate their foreign language learning
they wou

e fon i b uestionnaire and a follow-up interview.
the study were provided by a g d i
hDatl?eicg;onnaire \gas an adaptation of the one used by Wll‘lm% aI}Fi }?i];:;js Z:bI] ;(1:::
'tl;) rea?e thirty statements about learning preferences suc};l?\s, tIn S?g; ﬁike s téaCher
ing’, Tl lain everything to us’, .
eading’, ‘I like the teacher to exp : :
o ll?;r::ll;yﬁrnd mygmistakes’, 1 like to study grammar’. Subjects werf:mrlegllgrige:z
E:zmpletc the questionnaire on four separate occasions. On each occasi y

required to respond to the questionnaire from four different perspectives:
A When you learned English, which of the following ways of learning did you

B 3\1.’(1?;1! you learned English, which of the following ways of learning did you find

most helpful?
C If you were going to learn another

i uld you use? ) ’
D 'lle‘:l?irrr:linogf‘:ll?e lea);ners you are currently teaching: how do you think they would

respond to the questionnaire? -
i e
The top ten preferences for each of the categories of response are set out in

following table.

langﬁage, which of the following ways of

TABLE 9.1 Top 10 learning strategy preferences of @Mrgﬁ of E@g]‘:‘s.h as a’ f(?retgn
language

C D
B

A

Reading newspapers
Watching television
Learning by doing
Talking to friends
Practising out of class
Talking to L1 speakers
Going 0N excursions
Small group work

in class conversation
Pictures, films, video

Learning by games
Picturcs, films, video
Learning by doing
Having a coursebook -
Small group work
Using cassettes
Going on excursions
Learning by hearing
In class conversation
Talking about interests

Talking to L1 speakers
Pictures, films, video
Learning by doing
Talking te friends
Practising out of class
Watching television
Small group work

In class conversation
Having a coursebook
Learning by hearing-

Learning by games
Learning by doing
Watching television
Going on excursipns
Pictures, films, video
Reading newspapers
Small group work

In class conversation
Talking about interests
Talking to friends

=Rt N - N T I R

—

calculated for the four variables. The highest corre-

' ext time).
B and C (found most useful/would use n e

Spearman correlations were

lati etween variables . - o
'llz‘l;{cc)lllozzztbcorre]ation was between variables B and D (found most

students would like).

und most
During the investigation, subjects were asked to record what they fo

b
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helptul, and what they found least helpful in learning English as a foreign language.
Here are some of their responses. While these were provided as free-form re-
sponses, I have classified them under several headings. Despite the different contexts
and environments in which the learners learned, the responses are surprisingly
homogeneous.

What did you find most helpful in learning another language?

1. Form-focused activities
* Constant drilling.
® When the teacher talked to the class clearly with correct pronunciation.
® ‘When I had my own textbook and made notes from teacher explanations.

2. Applying skills to communicative language use outside class
® Contact with native speakers.
® The following helped me most: reading all kinds of printed materials:
listening to native speakers through media — radio, television, cinema;
writing; studying grammar books; receiving instruction from my mother
who was head of the English department in a public school.
*® In general: reading newspapers, magazines and books in English. Also,
listening to the radio and television.
® When I had someone to practise with outside the classroom, at home to
foreigners (native speakers).
® I listened to songs and sang songs myself and watched television, videos
and movies; I read interesting novels, and read other media such as
newspapers, magazines, advertisements, booklets, all for pleasure; visit-
ing English-speaking countries where 1 could communicate with native
speakers.
® Practising through conversations and using the media, especially television
with subtitles and newspapers. You must have someone who is proficient
in the language to speak with in order to learn the language sufficiently
well.
© Social interactions {exposure and practice in the use of the language) at
home and with friends.
® Language taught inside the classroom is not sufficient to make a person a
competent speaker in the real world. Children still make mistakes as they
follow the structure of their language or make inferences from known
languages. In some cases, students are good at talking or story-teliing but
not good at written language work. I wonder whether the topics for con-
versations they make could be starting points for syllabus development and
the development of other language skills.
© The language environment, the fact that my family knew and used English,
and the radio and television programmes in English all helped.
® The most useful things I found were practice with other students and
exposure to the community using the language (i.e. the target community).
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3. Communicative language use in school - :
@ There was a rule in our high schoot that the only language to be used was
English. '

e Everyone spoke English during class and during outdoor activities (e.g. PE,
gardening). 1 also read a lot of books from the library.

e Reading and proper modelling helped me much in learning another
language. Furthermore, whenever rules were given, these were followed by
illustrations and realia. To top it all, the exposure to media — both printed
and visual, contributed a lot to my learning of the second language.

e (Guidance from the teacher and interactional practice with other students.

® In general, these helped most: literature (storybooks/story-telling sessions
at an early age and self-access reading later on); when it is used as the
medium of instruction in all subjects (unconscious [sic] learning); media.

4. Affective factors
e Motivation. 1 find that motivation is vital to the success of learning a foreign

language. I learned Japanese in the university because I had a very close
friend who was a Japanese. I was also fascinated with the Japanese culture
and people in general. So I found it such a thrill to learn the language and
to be able to communicate with my Japanese friend in his own tongue.
Although most of our conversations were in English, those times when we
spoke in Japanese were helpful. Motivation and the opportunity to use the
language are the two most helpful elements in my learning experience.

¢ In general, liking the language was most helpful.

e Strong interest, sheer determination and motivation to learn a second
language.

o I think it is necessary to integrate all four skills in teaching a language. Our
basic senses —sight, smell, sound, touch and taste —should be stimulated too
when we learn a language. This will make the learning experience a very
personal one and we will not feel somewhat detached from the language.
Most of the time it is reading ink marks from the book or worksheet-itistoo
‘cognitive’. I feel it’s more exciting to touch something or taste something or
see something besides ink marks and tearn the language simultaneously. In
that way, we can relate to the language in a more natural and ultimate way
and we might remember new words/expressions better.

5. Factors relating to the teacher/teaching
® Rescurceful teachers who provide interesting ideas and useful background

and explanations to, for example, a lizerature text.

What did you find least helpful in learning another language?

1. Form-focused activities
o Reading from textbooks.
e Grammar lessons during class.

—_

e e i

nhou‘on Ihfjlt there is no correlation between certain
; the ‘good’ language learner,

O\DOO“-IG\M&UJN'—‘

Tt T .
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° Enumerating rules of the lap

it only resulted in parroting.

® Language notes from the teacher
. Ie‘l/][(;umd(; one by one around the class.
. Do E:;?E verb patierns, wo.rds and conversations,
mar exercises; boring and monoto

2. Learning mode
® Learning by myself.

guage and memorising such rules did not help—

about grammar, lists of words, reading

nous classwork/activities.

3. Factors relating to the teach erfteaching
¢ I would say ‘teacher’s talk’. Lookin

The most striking thin

contexts and environments in which the 3

In'a follow-up study, a group of advanced seco

. Things that helped mos;

. Eom.rersatien with English speakers /in grou

. rmdmg opportunities o practise outsidf clasis

X Acce§smg media - radio, television, newspapers
. Fon?lal cIasses/leamingwithateacher ‘ PP

- Motivation

- Reading

- Grammar rules/drills

- Listening

. Pronunciation

. Vocabulary
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Things thas helped least/d "

1 rammar/drills . _
If.zz;n(?f]igportunity to use English outside class
Poor teaching e |

ing criticised/punishe: -
) l?f;ctgising with 1.2 speakers/poor L1 speakers
: Classes too big/too many levels
. Use L1too mu?h
. Accessing media .
. Fear of making l:IllSlakES
. Lack of motivation ' .
11. Childish materials, e.g. ch'turc book:
1.2. Lack of audio-visual facilities
13. Rigid timetables and programmes
14. Reading aloud in classroom
15. Memorising
16. No time to study ‘
17. Writing

a\omqmm%@!‘-‘!"

of agreement about
there was a large measure :
i range of responses, _ ' e e
Destln)];eeg‘:iid n%)t help these subjects to master a secog«riul;?tg}es gfor ctivatins
“'[hat . Ii e inside and outside the classroom, and opp ated thines which
gonlpiaco:lctside class were by far the most frequendtlyunot?cse being meinated
it Ipful were grammar drills,
i topment. feast belp i ivate language use
faCliitatf_td d:svgft::)n as the next item, lack of opportunity to acti g
over twice
! they do not
e ClaS;- s these need to be interpreted carefully. For exz;Tp\Leé mayyneed o
cgit?hzltlfweashould abandon the teachingh f’f g{ztimn;a;.eI:dO\:f;vbe ,more A
o teaching it: w ' :
i i t how we go about C nore explal ¥
thmk' agalm al?;: how grammar instruction relates.to the zictzli::hvin o of eom
ShO“flﬂg. earb'-ectives and we need to incorporat.e 1pt0 ou:’ tc; o tgh S e
mumca'twe CZi ‘iechniql,les discussed in Chapter 8. Findings relating
strategies an

()f Ia roorn p ll[lg. Ihe data ]e“liOICe the deSllablllty Of
Classro WOIk are maore com 31

i and there are
i ir L2 outside the classroom, g

i ners to activate their . e couragine
encouragmgalcsazhat this can be achieved, fro:p setting home\;per;cts e
{lumeroutsovlie)er:p diaries and journals. The foreign langua%fac :;18 3, et for o
s the st i d many different practi _ !
i just described had many ! [ ugge s Lo pree
i St‘id'):il }tll?; f::lj:ssroom and nominated & wide range of activities in g
tising outside ,

fOllOWlng.
- - - - . -
i . - 1 Y
1.B yaCO"p ﬂE/g shl: nguag
car/bike/television, Wash“lg machine, etc which would be su table for you Say why it s

i ; i t how many
suitable. English language news and weather broadcast on the radio, Find ou
2. Listento an

maxi emperature for tomorrow?
te items there are. What is the forecast maximum tempera
separate i . ?

,?\‘,
i
kS
x
¥

1 4. Buya television program
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3. Gointoa hotel where E
facilities,

to various places.

5. Gowa bank and fill out an application for a credit card,
6. Visit foreign embassies and make enquiries from the educational,
Iepresentatives.

7. Goto an American Express office and fill out an application for a card,
8. Look in the telephone book and f{ind the name, address
English language school, the British C
9. Buya newspaper and find the employ

much do they pay? Are they full-time

trade and cultural

and telephone number of an
ouncil, ete. Call and enquire about English classes,
ment section. Find al the jobs you would Jike. How
or part-time, permanent or casual?

Here are some additional suggestion

1. Look in your local paper for the restaurant guide. On §
a friend 1o a restaurant, Your friend likes seafood. You want a restaurant with a view. [t
should not be too expensive. You want to pay with a credit card.

Look in the Yellow Pages. Find two seafood restaur:
two restavrants which are are open seven days a week,

s from a second language context.

aturday evening you want to g0 with

ants, two licensed restaurants and

2. (a} Geta map of the city from the toy
learn English. Trace the route from
(b} Look in astreet directory. Use the |
Spot on the page where you live.
(c) Write an invitation 1o a party
centre.

rist bureau. Find where
your home to sehoo}.

ndex to find the Page where you live. Now find the

you live, Find where you

at your place. Describe how to get there from the city

isitin? How man y bedrooms has

unit or a townhouse? How much per week is it? Buy a

‘Rent’ section the classified advert

isements. Find a place you would
like to rent.

Look in the Yellow Pages. Find some real estate agents. Call two or three agents, Ask:
‘Hay

e You got g housc/!ow;rr’mu.?c/f!at/semi in [suburb] fo rens?’
If the answer is ‘ng’ —, say “thank you. Hang up,
If the answer is yes'— ask ‘How many bedrooms?

“How much is the repy?

‘Thank you.’

Hang up.
Imagine you have §1 000,000 to spend. What house w
and pus a circle around the places you would iije tos
discuss it with the teacher and the other Students.

ould you buy? Look in the newspaper
ee. Bring the newspaper to school and

me or find 2 programme in the newspaper. Put
the programmes you like.

Watch tonight's television news or listen to thy

What were they about? (Tick the columns. )

acircle around afl

N S
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ey .
politics people sport money

Give details of one of the news items.

1 t of al [~ ¢] i)'lly. Write invitati()ns toa
(9] aclass thmgs you need t
]ga] lise a ¢ party. Make alis 1 th
3 ( g i ) " ude
f[ieﬂd ar some friends (e.g. someonei lali(ltiiel class) to the paﬂy Don tforget toinclud

the following information:

& the address

& the date

& the time of the party

® the reason for the party |

ber of a Medicare office
i ) ind the address and telephone num _ :

ot “l: th: tgfﬁl\}g nlii‘:xfi(igéilame and telephone number of two private health insurance
?::;;Viz;gyl\dcdicare and the health insurance funds and ask:

e What hours are you open on weekdays?

® Are you open on Saturday?

i ]
® Who is your local doctor? o ,
® What are the clinic’s hours? (When is it og??en. )
® What is the "‘phone number of the surgery?
® Who is your local dentist? ,
o dicine i i to discuss
(.] ‘l?/h?t a:::;f;trygmgdicine bottles and containers. Bring them along to class
ollect sof

Wlth your tcaChEI -
- Y like to do
7. F l'ld the entertainment section of the newspaper I ind three th]ngs ou would (~3
. 1

i friend about these things. . -
amlj:r]}ct? tht‘:: ?;:St‘u;l;:lgo;k. Find the page which says: ‘Dial it Services’. Find the
ok in

ity]’. Di ’s on? How man
ber for ‘What’s on in Sydney for your city] ._Dlal the number. What's on y
g;:f?;rem items did you hear? Write down one thing you hear.

9.4 A learner-centred approach to language teaching

s ional
Work on learning strategies is part of a more general movement within eiu;:ea:r(:ler-
cory a tice which takes a learner-centred view of pedagogy: camer
e oy prachl? based on a belief that learners will bring to the learning sll u .
Cf:ntfed appr'oa%c 15d attitudes about the nature of language and }a‘nguag.c i:;_arr1 e
et tnee Sbariiefs and attitudes need to be taken into c.:0n51derat1(-m 1f o
al-lld f[hc?ri tthescecmtznt and learning experiences. (For a Sgtallegez;;lshf;s]gssm-
rine language teaching, s an 198¢
';;ﬁndplif)::}?cf:&z;c;igigea‘%;c))rcot:}]k;%ws-gesﬁ approach which, while it might
capp
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acknowledge that learners have different preferences and beliefs, discounts these on
the grounds that the teacher is the expert and that the learners’ views are irrelevant.

knowledge presupposes instruction.

Learners, particularly those at more advanced proficiency levels, can be encour-
aged to reflect on their attitudes, beliefs and preferences by completing attitude
surveys and inventories such as the following. The resuits of such surveys can be used
as the basis for subsequent classroom discussions.

Indicate your attitude to the following statements by rating them from 1 (totally disagree)to 5
(totally agree).

Disagree  Agree
General
1. Learner behaviour is not fixed, but changesin response ta both internal
and external pressures, Peoplecananddolearn throughout their entire
lifetime. 12345
2. Learnersenter learning activities with an erganised set of descriptions
and feelings about themselves which influence theirlearnin g processes, 12345
3. The past experience a learner brings to any learning activity isboth a
helpful resource for further learning and an unavoidable potential
hinderance. 12345
4. Partofthe learner’s past experience is organised and integrated into his
self-concept and self-estcem. 12345
i 5. When past experience can be applied directly to current experience,
" learningisfacilitated, 12345
6. Past experience becomes increasingly important as a persongrowsolder 1234 5
7. Leaners with a positive self-concept and high self-esteern are more
responsive to learning and less threatened by learning environments and
the process of change. 12345
© 8. Adult learning tends to focus on the problems, concerns, tasks, and
needs of the individual’s current life situation. 123453
' 9. Any group of learners will be heterogencous in terms of learning and
 cognitive styfes. 12345
: (Extracted from Brundage and MacKeracher 1980: 97-116)
Language learning
I. Adultshavea right to be involved in curriculum decision making, e.g.
selecting content, selecting learning activities and tasks. 12345
2. Adultslearn best if the conlentrelates to their own experience and 12345
knowledge.
- 3 Adults have fixed ideas about language learning which need to be taken
Into account in developing language programs. 12345
* 4 Adults who have developed skilisin learning-how-to-learn are the most
effective students. 12345
- 5. Adults are less interested in learning for learning's sake than in learning
In order to achieve immediate ornot too far distant life goals. 12345
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. . be
6. Adulis have different learning styles and strategies whlzl r:::d to
' taken into consideration in develo.pmg learning protgrad gelf_é valuation
7. Adulis who have developed skills in self-assessment an

ost effective learners.
Iare the'n'l 1l language classes, irrespective of their goals and_th_e typseg I?]i lzrjtfnt];;
Haddltlon,_a fi % can incorporate elements of learvner training. o
o e Catgmlzﬁlsc\)vi}ich can be encouraged are set out in the following list.
RV Making errors work

12345

12345

itoring performance ' . s e
I\E/IOF;I atingg c]z!mmunication skills Usp‘ng f_ormgh.seg mi nes
Evaiu ting progress Using linguistic kno g

valua

ing an interaction going
gﬁigﬁig conversational techniques
Finding one’s own_best ways
Following instructions
Using an index o
Using a learner’s dictionary

Evaluating learning tasks
Evaluating content )
Evaluating learner groupings
Keeping the conversation going
Techniques for memorising
Identifying patterns in lailgua%g
Applying skills in the real wor! ] ' »
i ing sample exercises from Nunan and Lockwood (1989) 1llust[;a;;i(;1:;ir?g
the (ks and o : es which can be given to learners to develop the sor Leamin
th? ta_SkS_aﬂd ePfertCI:Se above list. They have been designed for post-begmnert gatred t(;
Sklcllls Lﬂdlcztilt;::tj lir;arner training need not (and indeed should not) be restric
and show

advanced learners.

1 t).
d where do you like learning? Number the following from 1 (best} to 7 (least)
i. Howand w

Learning at home by yours‘elf. -

Learning at home with a friend. -
In class, listening to the teacher. —_
In class, working in pairs. N
In class, working in groups. R
In class, working alone. -

= .
Working in the Self access centre
T 4

Talk about you choices with yolli teacher and the other students.

2. What do you like/don’t you like? Tick the box.

Like Don't like Comments

Activity

Learning new words

Learning grammar

Listening to cassettes

Speaking to other students

Reading

Writing

learners to activate their language outside the classroom

Focus on the Learner 7187

Compare your answers with a friend. Talk about them with the teacher.

3. Work in smalj groups and make a list of 2] the Ways we can use television and radic to help

Activity Easy Hard More Less
- Tunein

. Listen

- Read, discuss and-write

- Read and practise

- Language focus

- Pronunciation

- Role play

. Read, compare and write
. Out-of-class task

\DOO\]O\U\A(M[\JH

Discuss your responses with the teacher and the other students,

5. Do these statements describe the way vou learn? Circle the appropriate response.
1. Itdoesn’t matterif I don’t understand every word.

yes  no
2. Ttry and use new words as soon as [ have learnt them, ¥Yés  ne
3. Iplan what1am £0ing 1o say before I'speak. yes  no
4. Ifsomeone doesn’t understand me. | try and say it another way. yes  no
5. Itrytofing outmy own problems in learning English, yes no
6. Myway of learning is different from the rest of the class, yes  no
7. Talways ask people to explain things I don't understand. ¥Yes  no
8. Outofclass] always try and practise my English. ¥es  no
9. Itrynotto uge my own language out of clags, Y&  no
10. Itdoesn't bother e if  make mistakes. Ye€8  no

One of the advants ges of systematically incorporating into one's teaching these
learning-how-to-leary tasks is that learners become aware not only of their own
preferred ways of learning, but also of the fact that there are choices. not only in what
to learn but also in how to learn. They should encourage learners both to e more
flexible in their approaches to iearning. and 1o Cxperiment with a range of learning
experiences. I have found learners who are initially antipathetic to group work and

¢ other interactive tasks becoming both committed to, and enthusiastic about, such

{95 Learning strategies in the classroom

i In this section, I have included classroom extracts from two different lessons with a

teacher who feels thar developing skills in learning how to learn, and encouraging

are particularly important,



782 Language Teaching Methodology

Pre-reading task

. . thike
Make a list of the ways in which you might encourage learners to activate heir
1. Make a

ide the classroom. L . ]
iﬂguag:;‘:it?l?: faxtraét note the ways in which the teacher’s beliefs are given
2. Asyou ’

practical expression at the level of classroom action.

h .
The students are Slttlng in small groups of two to fOlll' as the teacher addresses them

this morning
T: Well, students, as you.know,
we're going to be looking at ways that we can
help learners improve their English—without a
teacher, without, um, a class to come to. \
What've we got all arouad us tha? can helpus?
‘Well, the first thing that we're going tobe
looking at are these things. [She bends down
and picks up a plastic shopping bag.] Nov.v in
the bag—I've gota bag full of mystery objects
in here — different things, but they all have one
thing in common. We can use the_m to help
improve our language. Now thisis goingto be
lucky dip type activity, Have youever done a
tacky dip? Ss: Yes., yes.
T: Yes. Where you put your hand i-n and you take
' one thing out. Ill do it the first time. Pu.t my
hand in and I’ll justbring . . ... sc_)methmg out.
[She pulls out a mirror.] Ch, amirror. Now
how can this help us improve our language -
yougotanyideastrenc? S: Wecanhelp, er,ourvoc. . . vocabulary.
T: Voeabulary'sone thing, yes. How? S: Wecan look, er, how we pronounce the words
. [Mmm] We can look in the mirror and see how
our mouth moves.
T: Good. Yes, we can see how our mout_h moves
i by looking at our reflection in the m:rrorl.ll':?or
“h? lsay 4?7
example, the sound ‘th’. Can you all say .
i ing in groups,
%’If‘flu%};;iﬂer distributes the rest of the objects in the bag and tht?' stltlsdte;et;, l:;(:;kclﬁisengcan "
: i i i ich the different objec
i discussing the ways in whic ha en e
Speg(i t:;rl;]cl;?llslits; Ejrs:glish ogutside the class. The teacher then calls the activity to a i
sed fo 1 outsi
% Well, obviously lots of ideas’ve come out of
. that. WhatI'dlike todois—let’s !ust
summarise the sort of things you’ve been

L S B -

¢ second language le
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‘talking about by going round the groups. To
save timne, we could just give two or three
strategies that you think somebody could use this
for. And think about not only the language they
can learn, but think how they can use them —
right? Well, shail we begin over here at Ziggy and
Maria and Kim’s table? Kim, would you like to
begin? How can those help you?

S: [Holds up the headphones.] This can helpme
tolisten the tape and then we can . . .lcan
correctthe . . . the pronunciation what I
speak. AndIcaniearn howto writing . . _and

dictation from tape.
T: Right, the first poini — the listening . . . say

- 0. . .a, the pre-recorded cassette and
then you speaking and seeing —and then
replaying and matching. It's often good ifyou
canrecord your own voice tao. . . Teresa
and Boris? You had the bottle of champagne.

S: Yes, we had champagne. And1 think
champagne can make, er, alittle bit relax fyes]
when Ispeak —so it will be goodidea to drink a
little bit champagne . . | [The rest of the class
laughs.]. . . withsome friends, or to invite

some Australian people and to talk with them
and drink champagne.

Extract 9.2: Learning outside the classroom

The teacher has spent some time in a teacher-fronted discussion with the class, talking about a
friend of hers who is trying to learn English out of class, She has elicited suggestions from the
students about some of the ways her friend might iearn, This provides a context for the next
stage of the lesson, in which students, working in smal] groups, will read short profiles of other

arners, and come up with advice op ways they might go about learning out
of class.

T: [Holding up several sheets of paper] Well, I've

writien a few er profiles about otherlearners
know. For example, there’s Phung, here, who
has a television, but she really doesn’t know
how to use that for helping her, right?
Underneath there Demetrios who travels one
hour each day 1o get 1o work, and he wants to
know how he can make use of that time.
Right? So, I've written down a little bit of
information about these people. I'm just going
to give you two different peopte, er, pertable.
Readthemasa group, and then I'd like you 1o
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T: Rightanduses . - - haveapiece of paper—jot

. d : down words - dop't worry about the speljj
. with a few other ways an : Y € speliing,
discuss and C?mft:hl;l: would give to help 3 You can check that later, Good, yes, The
pieces of Sxd‘;;-cgnglis 0 ; second table. Boris, woulq you. . . what
infprove the ' ;

The students are glvell two plOﬁ.leS each, and bEgln reading and discussing them i Smali
? g =3
[

e of the students) '
groups. The teacher responds to a query frogl (;r\l:vatch afilm, and I listening to flm, how can

do,whenl. . . tolearn more (more words)
words from watching TV?

advice . . .

Post-reading task

T: Ifyou hear a new word, don’t worry aﬁout the
——— o Hhvenevvord? : what ways are her beliefs reflected in her teachi

T: Yes,itcouldbefive. . . .S: For one flm? Asateacher | See my role as being twofold, One s, yes, Tam feaching the language, but

I feel my other Very important role is to assist the learners to take a growing
Tesponsibility for the management of their gwn learning, Within our programme,

learners are with us for only a relatively — a4 short time, and we have to prepare them so
that thejr learning can continue outside,

5 itdepends, er, whatlevel youare. Um, i
B )‘:Zi'cc-n;ll;(ciiopmoregl’msureyou’rekeenenough
todomore. . . .Well,saytennewwords,ttfa?he
phrases.[The teacherretumst(‘)thefronto the
classroom] Okay. Now, whatdid tablconeé:vme
upwith? Howcan youhelp Phung? Whata .

would you give her? Maria? whether they

Maria’s group has been working with the following worksheet:
ara

from with 4 teacher and with the group. This activity 1s just a
just so that they will promote discussion, and for me 1o see jy
ice. Can you help them? Justsot S ’ y
The following language learners need advice. Can y : are their sort of priorities, and how they learn. Ir's 5 gro
looking at everyday objects that could be used as 3 stimulus fo

warm-up exercise into jt —
st where are they at, what
up activity where thev're

i i 1l her it can help to '
h television but she almost never watches it. Her friends te e feammg !
Phung has &

ke h E h bett W i 10ould SherSi :
make her Bnglis. CTIET how to use it to learn. S . :
g 1 > but she does not kno ’
levi '(l)i'l What kinds of p}ogrammes should she choose? What can she do while
watch televisi !

This classroom extract, and the teacher’s comment, illustrate one way in which a

; lesson can embody a twin focus on both language and learning by using learning

8: Wehave astory about Ph. . . Phung. She hasa i strategies as the point of focus for the lesson. By setting up an task in which the
1 We :

television, but she never watch it and I think ; learners are required to give advice and opinons, the teacher also achieves her
she’sawrong . . . because her friends tell her § llngulstlc aims.

television can help herimprove her English.

she is watching?

d? ’
T Whatprogranimes would you recomme"lS: Ithink thatif she doesn’tunderstand, because

i'spossibleshedoesn’t ynderstandef’er%/tr:jmg,
she can find, have a choice, and she can Qith
any programmes— maybe_he hasto startrlS o
easier programmes for children —cartoo s

o ol Do ames, A Willing (19%9) suggests that all classroom tasks and activitie
Ithink very useful is Channel SBS [the ethnic .

dsubtile 'Mplied learning strategy. He provides the following examples:
.. elfbecause wecanreads .
teleVlSl(‘i)fo(:fl: ggn‘}t understand some words we ¥ Classroom activigy
. -andi d after we can check in dictionary Read story: learpers pay attention
can write ;“I think. watch television . . .it’s to and list names of majn characters
[yes, good l.nd seful for our improving. Do a role play on a vigjt to the doctor
VETYy 200

9.6 lnvestigating learning strategy preferences

s will contaip some

Learning strategy which is implied
Selective focusing of attention

Practising in a meaningful context

AT e e




186 Language Teaching Methodology

i itori cof .
Learners make a list of inteyactions they Cons.mously monitoring own us
have been involved in (in English) over Engl(sh
the past week. 1 .
Learners do a cloze tes clu :
ke a list of five or six of your favourite classroom activities. Agaiy;.sfotrl;:sewg:i
zir?tee down the learning strategy which is irrlltphfﬂt(;1 :Z;;Cig; I\?n?;t (ejl(:) words ,r hat
i 0 ;
s do you see taking place as a result of . sreveal
n;)?utta ;Zt:;) belie¥s on the nature of language l.ez.ir.nmg? How mlgl_n zou getlea
Ee aware of the strategies underlying the activities they engage m?

Using contextual clues to ‘guess’ meaning

Task 9.2 X
Administer the following survey to a group of students.

i i ts?
1. Do you agree or disagree with the learning experiences of these studeq

&idi’;:;ped me most to learn English? Let’s see — reading all sorts of printed material,
a

. - - . A P
listeﬂlng to native Speakefs on the rﬂdlo, television 3lld ﬁlﬂls, ﬁndlllg 0pp01tumtles Q

use |

English outof class strongly agreef/agree/neutral/disagree/strongly disagree

?r?dft’:‘tnis that helped me least — well, [ would say memotising grammar rules, reading
e thi

doing boring gramimar exercises. .
aloud one by one araundhe dasstsr;)n(;lygagree/aggreefneutralldisagree/strongly disagree

e i : i ke a person a competent
insi t sufficient to make a p
ht inside the classroom is no _ _ fent
Langkuagi) tti‘-:agreal world. Children still make mistakes as they follow th:sstturgz::: - of
their lang ir £ known language. In some case:

i age or make inferences from . dents are
thelg :i]:fllll(iﬁg orstory telling, but not good at written 'work. Iwoncéer \\él;itei'llgr the {6 znd
fooconversations they make could be the starting points for syllabus P

or

kills. .
the development of other ]anguzfﬁ);glly agree/agree/neutral/disagree/strongly disagree

g 24 “y elevis! ith subtitles
Practising throu onversatl mlu the mEdlﬂ,eSpCCla ‘

hr h conversationsa SINg television witl btitles
andne Spape{s‘ You must have someone hois Pr oficient in the language to Spsak ith

iently well. .
in order to learn the language stﬁ?gfg":yigre e/agree/neutrai/disagree/strongly disagree

I find that motivationis Vltal inthe SuCCESSOt lear ning aforelgn languagE. St!OIlg interesi,
heer determination alld motivation to learna second lallguage were the most lﬂl[)o[ta]]t
s

things for me. strongly agree/agree/neutral/disagree/strongly disagiee

. : i € more
fﬁgiﬁ ‘:ay ‘teacher talk’ helped me least. Lockmﬁ o ;:;S:: Ii]:s:::la: frize:urtl;ide the
: i akil
ities to use the language in class, especially spe - deepend!
Opportunmles gulidhave beenmore fun and challengingif Iwast.hrown intothe ZE'I; e
classroom. 1w strongly agreelagree/neutralldlsagree/strongly isag

]

e g

L SRS
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Student G
The thing I liked least was

Dull teachers who do not
clearly.

negative oral criticism and punishment for WFONE answers.
encourage creativity or who are inactive/cannot be heard

strongly agree/agree/neutraUdisagree/strongly disagree
Student H

What helped me most was consta
notes from teacher explanations.

strongly agree/agree/neutra[/disagreefstrongly disagree

gs that help you most and three things that help you least in

nt drilling, and when I had my own textbook and made

2, Write down three thin
learning English.

3. What do yon think of yourseif as a language learner?

4. Problem. Thavea group of students who need to improve their conversation skills. I know
frommy work asa teacher and from the research L have done that the best wayforthemto
improveisto take partin small group discussions, carrying out problem-solving tasks and
$0 on. My problem s that the students do not like talking to each other in groups - they
only want to work with me. What should 1do?

Discuss the results of the
their learning strate
these students?

questionnaire with the students. What do they reveai about
2y preferences? What implications do they have for teaching

Task 9.3

Develop a list of strategies which students can use to practise their English out of
class. Get them to use the strategies over a number of weeks. Ask them to keep a
diary of their language learning experiences. At the end of the period of time, review
the diaries as a class exercise. To what extent did conscious attention to the activation
of language use outside class help improve language skills or alter student attitudes?

Task 9.4

Review your programme/coursebook(s) and dev
ones included in the preceding section for dev
these into your teaching. To what extent do they

ise a series of exercises similar to the
eloping learning skilts. Incorporate
enhance learners perception of their

i - own learning preferences? Do they appear to make your students better learners?

b
IS
i

. development of learning skills and skills in

9.7 Conclusion

Those involved in learner-centred curric
research and teaching suggest that langua
set relating to the development of langua

ulum development, and learner strategy
g¢ programs should have twin goals, one
ge skills and the other set relating 1o the

learning how to learn. In this chapter we
have looked at some recent learning strategy research and also at the effect that these
suggestions have had on classroom practice.

Data are presented from recent investigations which show that in terms of specific
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i i set of strategies or techniques coryelates
[e'amin'g Strate'glels 3:2;:5:2?51“5?1‘(1;?,al:(z:gggcity,‘ education, or type of learning ex-
Wlﬂ_l v re general leyel, however, there is evidence of agreement am(zing
Peﬂerfce' Ata m?earﬁers on what facilitates and impedes successful iangua'get_ e-
e T rticular, developing skills in learning how to lea_rn, and actllvz}l1 ing
velo’pmkent;flg:ip: 0utside" the classroom seem to be particularly important. I have
9;16 X tncc)l and%iiscussed practical ways of achieving the.se goals. ¢ or teaching
! lfltlzz gther aspects of methodology such as the teacl;lﬁgvc;f égiﬁayie;rning ching
isteni iny ing and writing, T ha :
s o o hsiengg, sé);:;;;igc’aqez‘g:ltﬁsience. waever, when devel?pu;i t;S)rt?f;
e Tosscn ncIl) units of work, it is important that all of .the_se elem 1
 toaratos 168(510115 aenced There are many different ways of achieving t'hl[s; s:i{v:lr;{)
lﬂteg{atEd ot Se?ged anci exemplified in Nunan 1989a. ChaPter 11 of tllns oc;m "
o Wh:;l(;}:: zrggtfa?ﬁ:d example of how various elements can be integrated into a single,
provi

coherent unit of work.

L L

Chapter Ten

Focus on the Teacher: Classroom
Management and Teacher-Student
Interaction

10.1 Introduction

Classroom Mmanagement and teacher-student interaction are integral to sound
methodological practice, as we see in this chapter. In particular, 1 focus on the
language which teachers use. Teacher talk is of cruciai importance, not only for the

acquisition, teacher talk is important because it is probably the major source of
comprehensible target language input the learner is likely to receive.

In the first part of the chapter, we look at theory and research into the amount and
type of teacher talk, speech modification and its effect on comprehension, teacher

1. What does classroom research say about the amount and type of teacher talk?

2. Do some types of teacher speech maodifications facilitate comprehension more
than others?

3. How can teachers improve the effectiveness of their questioning techniques?

- What types of question stimulate students to maximise their output?

5. How can teachers provide effective feedback 1o Students on their behaviour and
language?

6. What is the effect of digressions and extemporisations?

=

10.2 Amount and type of teacher talk

- It is not surprising that in all sorts of classrooms, not only those devoted to the

teaching and learning of languages, itis the teacher who does by far the most talking.
However, teachers who obtain an objective record of their teaching by recording and
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i ised by just how much talking they do. Ip
rev.iewing_thelf lesSaOnI:rsnir?ng»fr[ﬁ?z;ltlz:;rg:sls\zgreyajsked to record and analyse one of
thoir loesons. ons of the most frequent comments made by teachers asked Wh@t
their _iessonS, - st, was the amount of talking they did. (Fer an account of t}ns
surprised ther HI:TO ;m 1990.) Of course, whether or not it is consu_:lered a good thing
for seachers 10 :Ed 70 orl80 ‘per cent of class time talking will depend on the
for_ te;'iCherSfto Ispsson and where it fits into the overall scheme of th.e ‘cour’se or
O e, Na ::native statements sometimes appear that tt?acher talk Is b.ad ", and
Pri:?’_;v’éai‘:r:::; be :rgucd that excessive teacher talk is to be av;)tnded, ?etizrr:rngll?egd\zgzi
o ive’ wi of judgement. It can also
%S ol n(;:)‘r?imﬁslz;:u\:i i}:’;)rrigfni,n::;:;;r t:ﬂkigs importa'nt in providi.ng learners
alitmhi[li only%ubstantial live target language mol:;ltl; ;ilveizeag‘ef léﬁ:l)(; lt,z Ill'gc;;]\;ef .teaCher

ining the appropriateness or - uants
talﬁiﬁﬁznﬁle\:’zri?ﬂi take i]r?zo aicount a variety of factors including:

int in the lesson in which the talking'oc;curs. .
3 ahlfaltm]lr-l;;]pts the teacher talk: whether it is planned or spontaneous, and, if
> s ontall)leous, whether the ensuing digression is helpful or not.
3 Tﬁlc value of the talk as potentiaily useful input for acquisition.

i itchi the first and target language by
i of concern is code switching between !
Anml]:i?;fll(ljethc effect of this on pupil talk. In many foreign langua%ci ﬁlgss;?;ﬁ]:;
:? iézalfeen found that teachers and learners ma(ke ngg greater u::ﬁc; ati()c.::lirmC e
ilm (19 inaninv
do of the target language. Zilm »inan
ionguaeg?igg }i]r?);le? German classes, discovered code-switching was affected by the
angu

following factors:

1. The nature of the activity. J
i ts learn.

’s perceptions of how the stu en )

g. izzct}f:: I;)zrrceii)tion]; of the role and functions of the ngnve agd tta)rget language
. i i for disciplining student).

, English was used exclusively :
(fordeximilﬁ:eptiins of the role of the target and native language (;::jdg:lts
o :$edla(}erman as the ‘end’ rather than the means to Iearmng,'an(li ttfme i ¥
:gg\iilue its use in controlled situations such as set tasks and manipulativ .

5. The use of English by the teacher.

The relationship between the teacher’s use of the first or taggztirllanglar.llaag?c,) Sgi _tzg
ils’ use of the first or target language was an mtere.stmg nding. followup
ction re h project, Zilm discovered that when she increased her use o o
fiCtll(:;;sm}j(ﬁa:?[:iuclljtzzrlis’ u,se of German, the target language, rose proporgflj;:]agli);.l (a gd
als. St ’ et language use in
also Strong’s {1986) research on teachers’ targ g
o tha e d?sszs.t)here are literally dozens of investigations .of the speech.mod;h:::‘;
i e made by o6 ’hers This research fotlows on from that which has investigate e
Y bg t‘::tai((:)ns rr.1ade by primary caregivers to children and by native speah "
:peech nma(z?‘:e Z?;eakers {so called motherese and foreigner talk). Investigators ha
o non-

o

R

. about the results of the studies, {In effect, the researchers
; Comprehension as the ability to complete cloze, multipl

k|
i
1
4
:

Focus on the Teacher 197

1. Rates of speech appear to be slower.

2. Pauses, which may
frequent and longer.

- Pronunciation tends to be exaggerated and simplificd,

- Vocabulary use is more basic.

- Degree of subordination is lower,

. More declaratives and Statements are used than questions.

- Teachers may self-repeat more frequently.

(Chaudron 1988: 85)

be evidence of the speaker planning more, are possibly more

MLt

While most studies of feacher speechmodifications have taken place in classrooms
where the modifications have not been deliberately made, nor manipulated ex-
perimentally, there are 3 number of experimental investigations into the effect
of speech modifications on comprehension (and therefore, it js presumed, on ac-
quisition). Some studies have looked at the effect of simplified input, in which
the cognitive and linguistic ioad on the learner is reduced. Others have looked
at the effect of claboration. Elaborated input contains redundant information,
the redundancy being achieved through repetition, paraphrase, slower speech and

prehension is typically a cloze, multiple choice or true/false test also rajses questions

are implicitly ‘defining’

e choice and true/false
questions. )

If future research confirms the valye of elaboration over modification, it wil]
Strengthen the view that when taiking to second language learners, teachers should
claborated rather than simplified language. In other words, they should
try to build in redundancy through the use of repetition, paraphrase and rhetorical
markers rather than simplifying their grammar and vocabulary.
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10.3 Teacher questions

ion in both content
i focus of research attention in )

r questions have been the _ 1 ent
rgeasfoeomcé (that is, classrooms devoted to teaching science, m;the'rlzfsnizs};agrd?
. E;S hy, etc.) and language classrooms for many years (Gerot 198 ).t_ s ish alsg
gr pri:;i’ng éiven the importance of guestions to ped_agoggf. (Questic e 2o
i:i?tively ’easy to observe, document and anal}.ise which m]%]t e;jiso gxgmphy i

i Despite their importance, Good an ,

traction for some researchers.) : :
zci:nfr:ameming on the use of questions in content classrooms, conclude that

. : ] . a
Unfortunately, in too many classrooms, discussions are parrot-like sfessmns, twg(l: :fa:ll;esr;
X ’ i ion of a new stu
1 i ivi onse, asking a question
uestion, receiving a student resp . : que “ndso
li’isllftll:1 gS?lgh ‘discussions’ typically are boring and accomplish little otpe;l tk;zfn tliilet::lzsteissd :ne
(; t -dents’ factual knowledge. Such assessment is 1mportar{t,'but ift 3 151:1 o s done
i z'zcussion students may come to perceive that the teacher is mtefreste or: )é nindin ft oul
who i i 1 i ragmente;
rs, discussion becomes a 1
ows the answers. When this occurs, ) ather
“;’1]'1‘; ];nmcaningfui enjoyable process. Furthermore, students often f_.io not p:’;: e d Clear
It zj"cal sequence to factoal questions. Such questions seem more 111;612:; gussmn o
Iosgslon inthded to teach content or to engage students in a meaningful dis .
{54

and Brophy 1987: 11) o |
Classroom research has also shown that certain types of questlom?g besil?(:fésg
have persisted over many years. Borg ef al. (1970) point out that factua qzeflrle 10
dat rgﬂne whether or not students know basic information are far n_m; chéd "
thCaE higher-order questions which encourage students to reflect on th;}r nc; rticu%a;
attitudgs and beliefs, or which require them to follow through and justify a p
1 asoning. . ‘ -
llﬂ%(l): Egllowingg runmning sequence of teacher questions is extracted fr(irr; ; ;Ez;c; ) ;n
student exchange in which the teacher is trying to ga;t the- stug]er;tiizcl)u :l by all ot the
i i k. It is worth noting tha
on they went on the previous wee . ofthe
Zﬁi:l;:iséns are ?,closcd’ requiring little more than yes/no or single-word response

the students.

ica how are you? )

E::l(a’g?-nr:sday, you w);.nt to [name deleted], didn’t you?
What did you do on Wednesday?

It was nice, was it?

Did you leok at the animals?

What else?

Zdravko, did you go?

‘What animals did you see?

Was it good?

Can you draw it?

Is it small or big?

What did you do?

l u OliWhOpIOVldedthenaHSC omw t w taken.
I raterI!OJll]B It i’lptfr mwhich hCSCqUES:IOHS eretaken ]
amg
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In content classrooms, there hag been considerable research on the length of time
teachers wait after asking a question. This ‘wait time’ research is predicated on the

Even when given specific training, some teachers hever managed to extend their
wait time beyond one of two seconds. In thosge classrooms where teachers did

were observed:

- There was an increase in the average length of student responses.

. Unsolicited, but appropriate, student responses increased.

- Failuresto respond decreased.

- There was an increase in speculative responses.

- There was an increase in student-to-student comparisons of data.

- Inferential statements increased.

- Student-initiated questions increased,

Students generally made a greater variety of verbal contributions to the lesson.

e = N TR

The issue of wait time s obviously important in language classrooms, not only
because of the greater processing time required to comprehend and interpret
questions in a second or foreign language but also becayse of the findings by Rowe.
If we believe that acquisition will be maximally facilitated when learners are pushed

to the limits of their competence, then, on the evidence of Rowe, wait time should be
increased,

and complexity of student Tesponses increased.
The study by Long and Crookes found that increased wait time did not lead 1o

researcher may have obtained g significant result, Unfortunately, Long and Crookes
do not report whether increased wait time led to more participation or more complex

Another issue relevant to the management of learning concerns the distribution of

questions. It is generally considered desirable to distribute questions among all
¢ students rather than restricting them to a select few. While some students who do not
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actively participate in lessons do well, the overwhelming evidence presented in this
book is that, all other things being equal, students will improve more rapidly if they
are actively engaged in interaction than if they are passive. In teacher-fronted
interactions, by distributing response opportunities widely, all learners are kept alert
and given an opportunity to respond (Good and Brophy 1987: 495). (There are,
of cousse, some students, who might appear to be passive in that they are not
responding overtly, but who are, in fact, mentally engaged in their lessons — Bailey,
personal communication.) - K

While most teachers probably imagine that they are even-handed in their treat-
ment of students, they might find, if they obtain an objective record of their
teaching, that they favour certain students over others with our questions. Research
shows that there is a great deal of variation in the chances afforded to different pupils
to speak in class. Jackson and Lahaderne (1967), for example, found that some
students were up to twenty-five times more likely to be calied upon to speak than
others. Furthermore, it is generally the more able students who get called upon. If we

-accept that one learns to speak by speaking, this means that those most in need
of the opportunity to speak are probably given the least amount of classroom talking
time. :

One way of monitoring this aspect of our teaching is to audiotape or videotape our
teaching over several lessons, or get a friend or colleague to observe us, and note
down the number of questions we direct to each student. (Techniques for doing this,
through the use of seating chart observation records, are set out in Nunan 1989b.)
Researchers have also found that there is a tendency for teachers to restrict their
questions to certain ‘action zones’ in the classroom (these are usually towards the
front).

One final aspect of questioning behaviour worth looking at is the use of display and
referential questions. Display questions are those to which we know the answer (for
example, when we hold up a book and ask, ‘Is this a book?’) Referential questions,
on the other hand, are those to which the asker does not know the answer. In
classtooms of all kinds, display questions are far more common than referential
questions. Qutside the classroom, however, they are virtually never used — to begin
asking display questions in social situations outside the classroom could lead to
highly undesirable consequences.

Several investigations have been carried out into the use of display and referential
questions in language classrooms. Long and Sato {1983) looked at forms and
functions of teachers’ questions. They found significant differences between the
types of question that learners encountered in class and out of class: for example,
teachers asked more display questions and fewer referential questions. Brock (1986)
discovered that teachers could be trained to increase the number of referential
questions they ask, and that this prompted students to provide significantly longer
and syntactically more complex responses. Nunan (1987a) also found that the use
of referential questions by the teacher resulted in more complex language by
students. Student interaction was also more like natural discourse (that is, the
discourse typical of out-of-class encounters). '
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Much of the feedback provided by teachers often seems to be rather
and its ultimate effect on the learners is doub

sequence taken from portion of a lesson.

Good Al right Okay Clock? Good Good Right Okay What?
Right  Very good Very good  All right The... ? Okay Right

In the lesson from which this sequence was taken, the positive feedback consists of

short interjections of ‘pood’ ‘okay’ and “all right’. Negative feedback consists ex-

clusively of the teacher repeating the student’s response with a rising intonation. Ali

de

automatic,
tful. Consider the following feedback

of the’

dents information abqug
for dcscnbmg

al factors such as Iuck E
a_ha{ they gxpe'nd":‘

distracting attention from task-

Inetfective pralse

1. Is delivered randomly or m_-lsystema_tica.lly
2. Is restricted to global positive reactions

In the sectior on questions,
students were much more like
students. The research on who

I referred to research which indicated that more able
ly to be given the opportunity to speak than less able
gets positive and negative feedback is just as telling:

When high-achieving students gave a right answer,
time. Low-achieving students were praised only 6

answer. Even though they gave fewer correct ans
proportionately less praise. Similarly,

wrong answers. They were criticized

attention on the teacher as an external authority

figure who is manipulating them

reward, etc.)
12. Intrudes into the oagoing process,

they were praised 12 percent of the
percent of the time following a right
wers, low-achieving students received
low achievers were more likely to be criticized for
18 percent of the time, and high achievers were

more, teachers were twice as likely to stay with high-
achievingstudents (repeat the question, provide a clue, ask a new question) when they made

1o response, said ‘I don’t know,” or answered incorrectly. (Good and Brophy 1987: 32)
It is important that we develop an aw
provide feedback to learners, but al

- clear from research that teachers,
transmit to individual students. This

i

effort on the task for external reasons—to please the teacher, win {_'-;

tudent’s present accomplishments “ o
8. is given w%thout regard to the effort expcnd_cd or the‘meam.n:g

ith minimal attention L L
4 }ivéwa.rds mere participation, without consideration of performance

or (easy) task difficulty ) o R
0. Fos(tersyexogenous attributions (students believe

[OCESSES OF ouicomes ]
5. ll:;rcw'ides no information at all dr gives st

ing about competing : :
7. Ufes the accomplishments of .peers as the context

relevant behavior

-accomplishment = el
9. Arributes success to ability alone or to extem:

competition or
11. Focuses students'

their status ) - _
6. O:ients students toward comparing themselves with others @d thmk ;

3. Shows a bland uniformity that suggests a conditioned response rga

areness, not only of the ways in which we
so that we monitor who gets the feedback, It is
in general, are not aware of the signals they
Is particularly important in content classrooms

mixed classrooms indjcate that teac

frequently, that interactions tend to be managerial rather than instructional, and
that such learners receive more ne

gative feedback than the native speakers. (For
examples of this research, see Laosa 1979, cited in Chaudron 1988, and Schinke-
Llano 1983.)

A rather idiosyncratic view o

f the role of feedback in foreign language teach-
praise and criticism as conventionally
Ip between teacher and learners. In

de appropriate TeSponses to earn the
teacher, and that this inhibi

ts the development of their own internal
criteria for judging the correctness or otherwise of their attempts at using the target
language.

ing is taken by Gattegno who argues that
delivered breed
Gattegno’s vi

s a dependency relationsh
w, learners strive to provi

GUIDELINES FOR EFFECTIVE PRAISE

Etfective pralse

effort on the task because they enjoy the task and/or want to develop

task-relevant skills) ) .
11. Focuses students’ attention on their own task-relevant behavior

12. Fosters appreciation of, and desirable attributions about, task-

i ! lishment
clear attention to the student's accomp! o .
4, Rewards attainment of specified performance criteria (which can

relevant behavior after the process is completed

ior and thinking about problem solving -
7 ?Jesl;asv;t?;dent's own prior accomplishments as the context for describ

include effort criteria, however) .
5. Provides information to students about their competence or the value

i ent accomplishments )
8 Eggigﬁ in recognigon of noteworthy effort or success at difficult (for

be expected in the future, .
10, ;‘::;ters enl:!cogcnous attributions (students believe that they expend

of their accomplishments L . ]
6. Orients sludenl!s) toward better appreciation of their own task-related

this student) tasks

9. Attributes success to effort and ability, implying that similar success
? : d by permission.
i is’ ] ! Research, 51: 5-32 (1981). Reproduce
“Tet aise: ¢ tional analysis’, Review of Educationa ,
Source: J. Brophy, “Teacher praise: a func
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1. Is delivered contingently ]
2. Specifies the particulars of the accomplishment

3. Shows spontaneity, variety, and other signs of credibility; suggests

ILLUSTRATION 13

In my approach, I do not correc
elaborate further their criteria a
teachers’ demand for immediate

t learners; I only throw them back onto themselves to
nd to use them more completely. Against a common
correctness through so-called imitation, I take upon
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i interfere. By doing so I give time to 5
trolling myself so as not to mnterfere. B ¢
myself the burden Of:: r:); tmis%akzs’ (which are precious mdl_cators of the dlscizp?:;;sy .
R }llmtlkies S:r::i what should be) and to develop exercises that foster progress.
between wha
(Gattegno 1972: 31)

. o rwi is approz ch (ana we look at Gattegno’s

' erits or otherwise of th_.:s‘approa_ ! e o

; WhateveF thfe:;er detail in Chapter 12) it is extremely difficult {z.ot to [:;ls)e\;’:ce t }?;t

e Vg::(;gag‘:k in the classroom. In addition, theref ltsigcﬁmpel‘:]r;gpgferences o
rective jor i tigation of the iearni

ck. In a major investig -
l??%;iﬁi:;:eie?:or correction by the teacher was one of the most highly valued
aduy, »

and desired classroom activities (Willing 1988).

10.5 Classroom management in action

. th taik and teacher—
i i ked at the role of teacher
ding sections we have loo : her t Cpacher
In :c:lhe tp ‘r:t(;eralct?on in the management of learning. Researfch 11111( .thlst:;r:; Soows fhat
toachers i T d type of talking ,
amount and typ .
ced to pay attention to the L s e ey S and o
tiﬁizlt-z ?ts effect?veness in the light of their pedag'(t)glct:;lleil;];;x;ff[ ugs pestions an
) d to monitor s
important, and here we nee : hon we ask,
also'e’(tlrml‘neilz tell?ms of their potential to stlmulat_e extenc_lei stufe:c ] wepgive s
Paftlcﬁl ar'n{ ortant consideration is wait time, tl}at is, the thin l;;g dpbaCk e givelo
::ng;n:sr ll)etifeen asking a question and dema}?dl?gl li rerslg%nesrz,wzi ok and erro
. i f teacher talk, a T,
i mportant aspects o : S
COffeCt‘O;: mea(:c;1 :fh[enpsuch feedback is provided, but also whether the{fizfr:1 d?}vaed: ;e
o ‘O_HIY o?v:;egative, and- who receives the feedback. In t}l’lle _ggzz :i((:i e
pos:cl::’: of teacher talk in action. In this section we ;eelhov;f tfella teas and insigl
out i i lised at the level of ¢ .
i tion have been reali
out in the preceding sec

Pre-reading task

i hilebothsequences
tedintwosequences. W :
omextract hasbeen presen i : . sequences
The o gaij;e teacher, students and materials, the mteracn.o_ns whlchaens betgween
mvo{c‘iiffft znt Asyouread these accounts, consider what the dlffetrlenceseqions
erent. unts. . ences |
:l??;wi) interactional sequences focusing in particular on the teacher g

Classroom extract 10.1: Teacher questions

sroom,
SeQuenci 1 is working with a small group of students. She stands at the front of the clas
The teacheris s

while the students s T i = rom Southeast
h h d i dents are middle aged and are f 1
i it at desks. Most of the stu 4 ! o ‘
Asfa] t| heytal € Wt()l'kinf with six piCtUl’ES which show the fO”OWlﬂg road a(i:ctdiem lA nilk Va“-
swelrv‘ ng to avoid a dog which ha 3 d, knoc! saboyoif his bic c.e. P .
i 4 i 2 has run across the road, k 31 A aSSICl

y , billc telephonlc and calls an ambulance. Each student has a set of prctures which

byrunstoa pul

has been shuffled up so they are out of sequence.

.

. T: Milkman,

. turns to the students sitting next to her.
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T: Can You put the pictures , . - humber one,
numbertwo . |, |, ?

T: Finished? Good, good, that was quick. Let me
have alook,

ged by the person on hijs left.]
S: No, this one, you know, hospital, this ope first,

telephone, hospital  car.
T: This the same, same this? [sic] Look at picture

nrmber one,

S: Number one.
T: Yes, canyou see, Hing? Where are they?
Where is this?

Ss: Where are, where are, um, bicycle, bicycle.
T: Theman’song bicycle, mmm.

S: Andaman behind, behind a car. Bicycle

behind a car. Behind a car.
T: What'sthe name of this? What's the name?

Notin Chinese.

Ss: Van, Van,
T: Van. What'sin the back of the van?

Ss: Milk, milk.
T: Milk.

Ss: Milk. Milk.
T: A milk van.

S: Milk van.
T: What's this man? . . . Driver.

S: Driver,

T: The driver.

S: Thedriver.
T: Themilkman.

S: Millman.

Ss: Milkman.

Sequence 2

The students and teacher are sitting in a circle. Having completed the activity, the teacher

. T: Da Sheng, have you been in an accident?

: T: No? Good!Lucky.

: [The other students laugh. Several other
& Chinese woman speaks.]

B

S: {Pauses] No.

students are questioned and then a middie-aged

$: My mother s by bicycle . . . By bicycle, yes,
many, many water.
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T: She l,]'ad an accident? S: InChina, ;ﬁy ﬁ,oi};er isateacher, my father

isateacher. Oh, she go finish by bicycle, er, go
o

S: House?

S: Nohouse, goto. . .[pauses]

S: School? :

S:'Noschool. My mother. . .

T: Mmm. S: Gotohermother.

T: Oh, your grandmother. S: Grandmeother. . . . On, yes, by bicycle. By

bicycle, oh, is um, accident. {She gestures with
herhand.]

. 7
T: Inwater? S: Inwater, yeah.

T: Inariver? S: River, heah, river. . . . Oh,yes, um dead.

Ss: Dead! Dear! Oh!

T: Dead? Your mother? ‘
[There is general consternation as the students repeat the story to each other |

The basic difference between the two sequences is that :jhle; first Sltsl (;:::Swf?gnll)zh:
i i is initiated by que
tions whereas the second is initia
sequence of display ques . 2y uestions from the
i the answer. This, as can ,
cher to which she does not know i
E:ef?ect on the language produced by the students. In genzral, the lfngti; etx;ll:r;:o;l:e
i i tonal and discourse term
i onses increases, In interactiona i ' ' e
D oble it initiate i i nominate topics, disagee wit
1 : ts initiate interactions,
also notable differences: studen e e
ter range of language functions.

e teacher, and generally use a grea . ; ouch
;ll:teractions driven by referential questions are extremely rare in the data, when they
do occur, they generally stimulate much richer learge‘r langl.ltz:ﬁ:éms many of whom

i lass of low proficiency s .

e next extract is taken from a ! ! m
ar;:r }flrorn Asian first language backgrounds. It illustrates what l}appens when utite
teacher digresses in the course of his lesson. Such extemporisations are g
common in the data, although their general utility is questionable.

Pre-reading task | _
As you read the extract, think about what canses the teacher to digress. Consider
the net effect of the digression.

Classroom extract 10.2: Extenporisation

itting i r. Each hasa
The students, all Asian, and all low proficiency, are sitting in groups 0; ;‘1:1; 20; e, and
set of picturés showing a man getting out of bed, having a shave,tfrl o the morming
performing a number of other tasks which typically occur between getting
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and going to work. The teacher is describing each action in turn and

. the students have to find
the picture associated with that particular action,

T: Find the picture of Fred gettingout of bed.

[The students rummage through their pictures. Several, who have obviously not understood

what the teacher hag said, wait until the better students have found the correct picture and then
follow suit. ] '

T: Put the picture down on your right,
Ss: Light. Light.

[The teacher cails a halt to the activity. He claps his hands and stands on one leg, pointing

down toit.]
T: What's that? Leftor right?

‘ Ss: Left, left.
T What's that?
Ss: Right.
Ss: Light.
T: Notlight, righ.

Ss: Right, right
T: What's that?

Ss: Left.
T: What’sthat?
_ Ss: Right.
T: [Pointing to the light just above his head.]
What’s that?
Ss: Light,
T: What'sthat?
Ss: Light.

T: Aliright, thar’s light. [He points to his right hand.] What's that?
Ss: Left, left, right,

S: Less.
T: Right, right. {He points above his head.]
That'slight.

Ss: Light.
-T: That’s right.

Ss: Right.
] T: [Shakes his left hand.] That?
Ss: Left,
| T: [Hops on his rightleg ] That?

Ss: Right.

T: Okay. [The teacher sits on the foor next to
the students.] So when I say 1o put it on the
left, you. . .

Ss: Left,

3T you[He picksup acard and

demonstrates.] . . . putit down there. Andon
the right—put it down there,




e o e i S

Focus on the Teacher
202 Language Teaching Methodology

s SRS

203
and he was very worried, Oh, poor possum,
ding task . _ PoOor possum, possumwillbe . . Oh, oh, oh, I
Post-reading {a S e : : Mmust go now up to the hills. Let it free. So he
. 5 i her about what to do when an error occurs in the 3 ets dressed to go up to the hills and pulls
What advice would you give this teac . 7 g goup pulison
7 3
course of a lesson?

his boots and his glovesbecause the possum
may bite. He goes to the cage to pickit up. The
doorisopen. . . andthe possum goes away.

S: Yes.
: So, that was the possum. Ok, erm, so last

Wednesday, you went to [name deleted] to the

One of the problems of error correction is that it general.ly happe_ns spsgiz:r‘:’et?;;l;

e extrant ee the teacher having to make an on-line dec1s1og abor 1 T
ot 1o oot w?}?e renunciation error. As a participant observer in this esiiom,t i
or not to correct the p hether such a digression was of much use to the studen s, park g ettt [1ame delte ot
seemed doubtful {o me whe ified by the break in the routine of the lesson. Itis : ey dlotof oimals Wit didye
e Of'Wthl wi;ia?:l?;lilen;g;gr Zhosy(,: not to further digress by correcting the 4 and Friday? v

th notin ’ :

:’:z(é;:’:?;ho misp%’onounced ‘left’ as ‘less’. ;

‘ 1ex'places, and it
. ; t classrooms are busy, complex
s ing of a truism to say that cla . and error
. ;15 Z?:::tgotgsurprising that extemporised grammatical explamt:,lg::lsd like then
o el-tions are not always as clear, consistent or appropriate as W:]ised by thinking
CorrecThesc roblem points in teaching can be redt_lced, ifnot m““t whe;l ouintena
to be. hand geciding in advance which errors you intend to correct, mat)i,cal errons
throug t them (you may, for example, decide not to correct'lglram v
to correc ) : d tasks), and how you will corr. -
i nicative, meaning-focuse: . ’ his book, 1
duflnir?;z)tlszl:llé the lesson transcripts which formeg thz. d?tzgﬁii f:;; ;lso quite
n e
. ; ; cdotes by the
ressions in the form of ane . to tell an
i c::]: a;ndtlt%e following teacher-fronted exchange, the teaghter g:jgl;jfgise of tho
commoa. : d at home. The point a
ut something that happene L ture of the
an_echte alr): not entirely clear to the students w1:chm the ovgrall ;tg:()falesson
o o :n though they most commonly oceur during the opening p '
Cn, EV . . s .
frsfiuring achangeover point from one activity to another

Post-reading task

What is the net effect of this digression? Do you think th

at digressions such as this
fulfil a useful function? It so, what?

unaware of these modifications, and
transcripts.

Pre-reading task

Make a note of the speech modifications as

youencounter them. (Note, in particular,
the ungrammatical utterances.)

Classroom extract 10.3: Digressions

{ W]]a[ the
The teache! has Spellt SeVeIal minutes at the beglnmng of the lesson ta]kmg abou

dents have done over the weekend. She then asks them about their tII‘P to an a nmal and ’calﬂ]"
stu S

ervailon reserv d t ed week where they saw native Australian animals.
COm: € during he preceaing fimaits
5

T: Wehaveapossumathome. . .

E The teacher is talking to her st

udents about road accidents and safety.

T: In Australia, er, bicyele, er, we weara helmet.

8: Helmet.
CE : 38 Yes, yes,
- S-f mu. v T: Special helmet. [She gestures 10 show them
. Toof, it goes in the roof. ¢ whatshe means. )
T: .. .atourhouse. . .roof, S Smells _
| ’ ; Ss: Ohh.
T: Yes, it smells. It makes a lot of noise. My S: Malaysia, same, same.
" husband got atrap—you know a trap? You . T: Samein Malaysia?
wanttocatch. . .[Shedemonst.ratesthe] 3 Ss: Yes, yes.
processofcatchinganan1malw1thatrap.ss_ Ah! Yes, yes, yes. Oh! — . or? S: Moto, moto.
3 2 17 InChina, alittle or a lo?
T: He gotatrap and he caught the possum . . . ]

&
[She demonstrates again.] . . .inthe trap and
it was at night time — eleven o’clock at night :

8: Motor. Some motor bicycle.
T: Motor bike.
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S: Yes, yes. Bicycle, no. China, bicyele no.
Motor, yes. :
T: Ahhuh! S Cap, cap,
8: Cap.
S: Haton, hat, hat.
i her she is
: Hat. [1tis not clear here whetl :
T conﬁl[ming the utterance of the precedm_g
speaker or correcting the student who said

Pl Ss: Hat. Hat.

T: Ah,in Australia, motor bike, yes. Yes, ves, -
yes. Bicycle, yes, good. [Oh!] Children,
special helmet [Helmet], Helmet, mmm.
Special helmet.

Post-reading task

ifications?
i rall effect of the speech modi ,
; gﬁz :fdt\?iz: Xz)uld you give to this teacher about her teacher talk?

i ique: the use of
The final extract illustrates another cornmon!y employel:i t;fl}:jr:g; ehich
elicitation as a device for extracting informat\;;)l?‘lfr?tl;(?s tc ;1 A
i i he teacher. ile thi )
have been provided by t t ; Slective devic
?cf? zfi\:il‘fi?lg learner coP;ltributions, and getting students involved, it ca

Classroom extract 10.5 Elicitation

I cacner 2 g N about which h
he t her and students are discussin, a forthcoming classroom tes c
[} S for ¥ 1 1 ch ti
students are SCCklllg some additional clarification.

T: The questions will be on different subjccts,fso,
er, well, one will be about, er, \.vgll, some Q .
the questions wifl be about politics and some o
them will be about, er. . . what?

S: History.
T: History. Yes, politics and history and, um,
and- et S: Grammar.

T: Grammar’s good, yes . . . but the grammar

guestions were (00 easy. Ss: ‘No. Yes, ha, like before. Youcanuse . . .

[Inaudible]
arquestion [
T: Why?. . . The hardest gramm: :
coui’d think up -~ the hardest one, [ wasn’teven

ot it.
sure about the answer, and you g S Yes.

T: What?

ot T

s

Focus on the Teacher 2ps5

T: Really! I'm going to have to goto a professor
and ask him to make questions for this class,
Grammar questions that Azzamcan’t answer.
{The students aji laugh at this
T: Anyway, that’s, um, Thursday . | yeah,
Thursday. Ah, but today, er, we're going to do
something different . . |
Sl lyes. . .
T ... today, er, we’re going todo something
where we, er, listentoa conversation - er, ip
fact, we're not going to listen to one
conversation. Howmanyconversaiions’re we
going to listen to?
S: Three?
I: How do you know?
S: Because, €T, youwillneed, er, three tapes and
three poiats.

T: Three?
S: Points.

S: Power poinis. [power points = electrical
sockets|
T: Power points. If I need three power points and
three tape recorders, you correctly assyme
that 'm going to give you three conversations,
and that’s trye. And gl the conversations wil]
be different, but they will all be on the
same ., ?

Ss: Subject, Subject.
T: Thesame?

Ss: Subject. Subject.
T: Right, they’ll all be on the same subject.

; Differentconversations, but the same subject.

Andso, I'm going to later in the lesson divide

the classinto three L2
S: Groups.
T: Right! And each group, eachgroup. . 7
S: Listens,

+ T Ah huht

Post-reading task

= Do you feel the elicitation is overdone or not?
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findings on wait time, have particular pertinence for language classrooms, where
language is both message and medium. These and-other extracts presented in the
book underline the importance of teachers being aware of the research, and of
contesting the outcomes of such research in their own classrooms.

10.6 Investigating teacher talk

Task 10.1 - :
Record your teaching over severat lessons. {Alternatively, if you are not teaching,
and cannot get access to a class, see whether you can obtain a recorded sample from
someone else’s classroom.) Select one lesson for analysis, and, if it is your own
classroom, estimate the amount of time you talked as a percentage of the lesson as a
whole. If you are analysing someone else’s lesson, ask them to estimate how much of
the lesson was spent in teacher talk. Now measure the amount of teacher talk there
is and express this as a percentage of the total lesson.

How accurate was your (or your colleagué’s) estimate? Were you surprised by
the amount of teacher talk?

Task 10.2

1. Using the recorded lesson from task 10.1, analyse the teacher talk.

2. Atwhat stage in the lesson does the talk occur?

3. What prompts the teacher talk? .

4. Is it planned, or spontaneous? (If spontaneous, is the digression helpful or not in
terms of the lesson as a whole?)

5. Does the talk seent to be comprehensible to the students?

Task 10.3
1. Using the recorded lesson from task 10.1, or another lesson, investigate the issue

of wait time. How long does the teacher wait after asking questions?

2. What percentage of questions does the teacher answer her/himself?

3. Make a list of the strategies adopted by the teacher when students fail to respond,
or fail to provide the required response.

Task 10.4

1. Audiotape or videotape a lesson (alternatively, get a friend or colleague to sit in
on a lesson and make a record of the distribution of questions in the lesson).

_ Does the record show that you favour certain stadents over others?

. Are these the better students?

. Do you favour male students over female students or vice versa?

. Do you tend to direct your questions to one part of the room rather than another?

. Do you think you should modify your practice as a result of your investi gation?

AR WM
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Task 10.5

i. Record a lesson in witich

]ean}ers. ‘What is the reacti
2. Review the audio- or vide:
feedback?

3. How difficult was it not to pravide feedback?

4. Survey a group of lear
feedback p ners and find out what they think about the issue of teacher

You provide no negative or-positi
‘positive
on of the learners? P feedback to the

otaped lesson. Did you, in fact, inadvertently provide

f 10.7 Conclusion

3

'I_'eacher action and teacher—iearne
life, and there are many facets to st
I bave focused in particular on tea

T Interaction are important aspects of classroom
ructuring and managing learning. In this chapter

e




Chapter Eleven
Materials Development

111 Ir;troductlon \/ " i
w i ion, adaptation
chabter i urrounding the selectlon,la ap |
- [hi§ ‘Ch_ab'fel%we tﬁli{: ur{l)zist;zr:il:l;).f\gfi;:stizsfimus of at_te%ltion will pe pnn(:ll]]aalillylon’
?lr:d C\*f’:ﬁ;::;;ﬁ taezii;)tat%on and use of commercially produced _mlaterllzist,h ‘:f zozran rs esror
ok - materials. As weshall see, materials, w the: -
190111‘5 3:1 teacl:(l)]e::; f)‘;eltzg:l?er—pr duced, are aﬂf?iry%po%a& eler_m:,nt \{Vlth;ln th(lelac;fs-
cially develop ften the moé\’%&%iﬂ@ apd visible aspect of :tyﬁ%h,lle.t e syll
g, e aise aond objectives, the liflglﬁst"c and experiential co tént, instructional
deﬁne‘s e goa t flesh on the bones of these specifications. Rhlchards apd R_odgersf
1056 o Ca:sf) lt]hat instructional materials can provide detailed specnﬁcalzlotr;]sﬂ?e
e tsuggen inthe absence of asyllabus. They give guidance to teachc?rs (i)n o tem!
?O'Hter; ’evf erage and the amount of attention demanded by particular con f,
oy 'c?,tarskgs They can help define the goals of the syllabus, and the roles o
o pedagOngial arne-rs within the instructional process (Wright 1987). Some are
tea?hers to b eused by inexperienced or poorly trained teachers,. whl!e othe_rs a]ie
fieSlgHEd o ror lace the teacher completely. In fact, the best materials, if used in the
mtefnc'j:t(:::()i;?ipby their author, can be a useful professional development tool.
wa%;é chapter answers the following questions: N

2
~E ” . 3 7

1. What are the critetia by which materials can be?evaluated ?

2‘ In what ways can one research mater1al§ in use? o

3. What is the relationship between maten_alls :]nd'm?}t ods?

. inci for materials design? )
hat are some key principles r . . o
g. gow can different task and activity types be integrated into units of wo

11.2 Commercial materials

i i cial mat-
There is a certain amount of controversy associated with the use fof c?mtzzi S
erials, particularly coursebooks. Swales (1980}, for example, refers to
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m most language classrooms. The adoption of a particular coursebook or textbook
series by a government ministry or educationa] authority

is often fraught with
controversy, and commercial publishers expen

d a great deal of time, effort and

money in promoting and secyrin & contracts for their materials. Op the positive side,
. - - - - .
thgbest commercial materials fulﬁl_dnvlmpnrtam tcacher‘cducauon,_fl_mcuon, and

» a8 well as with one’s
» beliefs and preferences. Evaluating and selecting commercial
materials is not an €asy task. As Low (1989) points out, rath

er like the evaluation
of hi-fi equipment, it remains something of a ‘black art’

., even when supported by
ematerialsis notascience;

al reasoning, and this fact
must be recognised when the materials are assessed’ (Low 1989; 153). Nevertheless,

are consistent with the needs

+ as well as being in harmony
with institutional ideologies on the nature of language and learning.

Sheldon (1988) provides an extensive checklist of questions which can
selection of commerical materials. He proposes that materi
according to criteria such as their rationale, accessibility, |
somewhat more accessible list of evaluative questions s
Candlin (1987). Their checkiist invites the teacher to adop
the materials’ aims, appropriateness and utilit
task 11.1 at the end of this chapter.)

Littlejohn and Windeatt (1989) propose a more modest scheme for assessing com-

mercial materials, They suggest that materiais can be evaluated from six different
perspecttves:

aid in the
als should be evaluated
ayout and ease of yse. A
provided by Breen and
ta critical stance toward
y. (These questions are reproduced in

. The genera] or subject knowiedge contained in the materials.
- Views on the nature and acquisition of knowledge.

- Views on the nature of language learning.

- Role relations implicit in materials.

- Opportunities for the development of cognitive abilities.
The values and attitudes inherent in the materiais.

‘CT\LI\#L;JMH

FCQn\t‘ent areas covered in materials incfude the use of fictionalised characters and
revents, seneral intEtest (which often reflects the materials writer's guess about what

¢ might, int'er\est Iiigm{ers), academic subject matter, a focus on language itself, and

i
1
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: Chapter 9
literature. Littiejohn and Windeatt also add learning how to learn (see P )
iter . . _

. ose contert to the list. R ' inherent |
n speczf‘i;gil;p the views on the nature and acquns:txon_of_knowledigz c;zc:tiont tl)n
- C'O?ss l Littleﬁohn and Windeatt make reference to work in ge&lei that what get);
ma?gg;a ists of knowledge such as Young (1971}, who ha\‘fe p'(z}m:te?knowle dge. The,
'SoclludE% in materials largely defines what may countlzlis letgl; emtlypes of content and
ncl : ted, as well as

ials are organised and presented, ide examples
ot 'm‘a:,e?vill help to shape the learner’s view of language. They Pi?{;’l‘fs erronepous
a(f:tw;t:n,latical explanations which convey the simplistic an(i Sc:_mgtlmles and tha,
ol gr ; sists of objective watertig > d

; he grammatical system consIsts - ulatin
i ﬂ};;;wlcgdge’ in language learning is basically a matter of ?Cc:ur?nu[ateg
ga:_nmtg facts. (Rutherford, 1987, provides an incisive critique of thl'S aza“ -~
Obj?t": 1s",eview ;)f language learning.) Beliefs on the.', nature of lezlilrlmr}%en elaie o
e lecl from an examination of teaching materials. These wil Dor quisition
;;lsizecrlzilogical and/or psycholinguistic theories of langutahge leatrer:izlgs (o rge R,

‘o i introduction to the ma .

explicitly spelled out in the in i | ent of
S, ma)rlot:iinegt psj’chl:ﬂogical models which hav.e mforrn'f:d the df‘cfﬁl;[;:]r )nThe
oo pches and methods in language teaching are d1§cuss§d in the nex l %E;CO -nised
ot e of role relationships in the classroom is being increasingly iy C%) ntrol
m?tl:;?mtl}?z profession. A key variable here is the amount of 1;1_1“;121\;2 E:uare e
within ’ : t to whic Y

se and the exten !

ich learners are allowed to exerci : . rehensive
Whltcj ]s;li :mts in the learning process. Wright (1987) provides the rlan]t ;:aor:n ﬁage class-
[t:rar i pnt available on roles of teachers, learners and materials i g

reatme. . .
i i this chapter.)

e also the discussion later m‘ ] .. lopment,
rO(I)mcsi:s(cfuessin ¢ the opportunities provided by materials for cogl}itwitiei‘tf’en?ph%is
L'tt[;e':)hn and Windeattcontrast the ‘empty buclfet’ view of }ea'rmngwmach in which

1 thfa accumulation of linguistic knowledge with a more actl\:je 3131231 ¢ in problem.
?n ners are encouraged to negotiate and inter'pyet meanmglan ﬁnguigstically‘ They
e?rin activities which challenge them cogmtxv_ely as wel az mge il o e
o es% that if this latter view becomes more widely gccf:pte‘l, wua ¢ learning as
Zl;;gfntation away from ‘language learning as reproductnonbltom ?l;](%sini’ This more
P -solving, we have proble -
solving’. Beyond problem-solving, in Candlin (forth-
E{ﬁﬁ,‘;ﬁerspecfive is presented in Candlin (1984) and developed in Candilin (
i oy es and
CO?lllzg)ﬁ-nal area in which materials can be critiqued rellat:s ,fatt:fia;f Ifl(l)r their
: ; i : it is possible to evaluate

i hich are inherent in them: i : ’ extbooks
o, r‘:cism and so on. Littlejohn and Windeatt provide examples (l); tone book
i{?l):ilzlr:;ire biased in numerous subtle and not so subtle ways. ;E'irai;(jgg ti1e othor 2

hom was a muscula , I
wo black people, one of w : ; drinkin
showe? oglr)]’{;r Anothelr) contained over thirty refer_e.ncgs_ to smoking ::pOCL mf;: suci%
Wa&l.éaﬁ‘:;t twe;ﬂy-ﬁ"e pages, perhaps thereby ‘legitimising and sancti
in
iour*; 7 ; i tals design
be?l?%gjlghn an v&in'd,:atDCOHCIUde their survey of perspectives on matertals g

osi oliowing evaluative questions:
by posing the fou
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3

—

Do the materials extend the learne;”

What view of knowledge do the ma

for how learners attempt to learn?

3. Do the materials develop the jearner’s understanding of what
learning and how they may help themselves?

4. How do the materials structure the teacher-learner relationship? What *frame” i anyis
placed on classroom interaction? ‘

5. Do the materials develop the learae
presented as reproduction or as problem solving?

0. What social attitudes do the materials present?

{Littlejohn and Windeatt 1989:174)

s ‘general’ or ‘specialist” knowledge?
terials present? What implications might this have

b

is involved in language

15’ general cognitive abilities? Is language learning

The discussion in this section under
t learning and teaching as reflected in ¢
¢ pedagogical action. Materials only

lines the deeply ideological nature of language
he materials which provide the springboard for
take on value in context, and the social and
and
the values implicit in the assertions made in this

nglo-Saxon views of language and learning which
may not be appropriate in other contexts. This s something which only those with

detailed knowedge of particular contexts can answer. However, there needs to be
: some caution in rushing to judgement on new ways of learning. Learners have an
; infinite capacity to surprise, and there is a danger that the claim of culwral in-

for refraining from action,

11.3 Research on materials in yse

3

> A major theme of this book is the need to relate theory,
" classroom action. This is also im
Y provided by Sheldon, Littlejoh
- enable us to evaluate materials
: things as rationale, availability

research and methods to
portantin the case of materiais. While the checklists

1 and Windeatt are extremely valuable, they only
ina preliminary way. Most of the questions on such
. layout and appropriacy relate (o issues which are

» and while we can eXercise profes-
zsional judgement in answering questions such as, ‘does the introduction, practice,

find recycling of new linguistic items seem to be shallow/steep encugh for your

+students?’, ultimately, such questions can only be settled with reference to their
. actual use.

4 Thereare, in fact, comparativel
sment and use in the classroom. O
4the possible differen

y few empirical investigations of materials develop-
ne study, reported in Nunan (1988b), investigated
ces between inexperienced and experienced teachers in realisin g

o AR

e e e e B ST
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; ifferentiateq
hing resources in the classroom. Twenty-six teacher:; “ftl_lol}:'fg:i:; text and o
teachi . . thentic li
. € given an au N

i their years of experience, wer : ‘unit of work

according t(i)n setyof worksheets, and asked to prepare ar_ld te.acfh EIln ation on the
gccogl panzhegmaterials They were asked to provide detailed infor

ased on .

following:
ims of the unit. o . _ '
) }“LIE a;:argsth of time it took to teach the unit (including the t;meaizil l;fgt]id
> to Siffergnt learner configurations: teacher-fronted, small groups, p
dividualised work). _ .
An indication of how the unit was introduced.
. ipti in the lesson.
.. A description of the steps in )
A descrigtion of any changes that were made t(? tlhe unit.
- An evaluation of student reaction to _the mater}a . future
An indication of intention to use similar materials in Iu ure.
An indication of the best liked feature of the material.

indication of the least liked features. ) - . '
. in Hsl:j':':;ttli?m of the suitability of the materials for the designated learner group
. Anestim:

[=R=3- RN I~ N S

—

A great deal Of data wWere generated b t]le Study, and itis be Ond the SCOpe 0 5
- ] g,
Cllaptel to report on a“ Of these. Some Of tllc major outcomes are WOI“] notir
h WEVED Ele\‘en dlfferen.t alms were nominated 1 y the teache S, as <
O . W 0] ) I a: ’() l()WS

1. Listening for gist.

2. Vocabulary development.

3. Identifying key words.. .

4. Listening for specific mformatlon:

5. Revision of previous language points.

6. Developing ﬂuency.’

7. Encouraging prediction.

8. Promoting discussion. .

9. Developing functional skll_is. ,

0. Introducing theme ‘shf{}.)l?mg .

1. Developing listening skills. ,

i minor variations, there was nothing in the _dat_a to suggest tttlaftrg:;

e ren d teachers selected aims that were quahtgtlveiy differen o

those expﬁflzn;e the less experienced teachers. The major d{fference betweei}ll e

o 'SeleCte d)i xperienced teachers was in the amount of time taken to tea(;‘éns

exPeH_enCEd o “wbeF:~ of steps w1 the unit of work, and the learner conﬁgu;ta 1e ars;

po— the “U‘:;l of the most experienced group of teachers (more than eig ‘ched

AVCFQgC um[lmglm minutes, compared with 98 minutes for the least experi nec

e Wan r years’ ex}aerience). However, in terms of learner conﬁg;x;amed.

g;;OlllpsSee;}S)S;?el;c?é tgachers had a more equitable balance between teacher-fr .

thele

1
1

small g]()ll]) ])all -WOI k art i(l 1]l(!lVl(hlal work. T Jle two most exl)el lE]lCe(l grOU])S Of
- d t ltleS, hll
he S Spel'lt an p T nt fthe]r time on teaChel‘ fl‘OIlte acly
teacher 64 d ;0 €I Cent o v W elhe

1 teachers emerged. In the study, it was concluded th

1s variety and intensity. Professional development programmes are
¢ and evaluating that experience™ (Burton, personal communication). In additjon to
experience, teachers need the time, opportunity and support to reflect on that
. experience through a variety of professional development activities which should

¢ research projects’ {Nunan 1938p: 115).

T e et R G,
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less experienced groups spent 41.2 and 427 Per cent of their time on such
My original Interpretation of these data was that the more experienced te

» ‘needed more teacher mediation,
explanation and support’. Crawford (1989), however, suggests that the daia could

2 equally well indicate a more balanced treatment by less experi achers

Ing their more recent teacher education experiences which might, for €xample, have
sensitised them to the importance of group and pair-work . Inoverall terms, however,
it seemed that no significant differences between the more and less experienced
atin terms of materiajs develap-
ment and exploitation, experience needs to be coupled with other aspects of profes-
sional development: ¢ “Classroom experience is more than duration {endurance!); it

about structuring

include professional development brogrammes, collegiate consultations and action

S 114 Materials and methods

“In Chapter 12 we ook in detail at some of the more prominent methods which have
. made their appearance over the past forty years or so. Without wishing to pre-empt
- the issues covered there, it is worth considering the important role that materials

« have played in different language teaching methods. In thejr book on different

+ approaches and methods-in language teaching, Richards and Rodgers (1986) have
- pointed out that different methods imply very different roles for, and role relation-
+ ships between teacher and learners. The same also holds for materials. For example:
“The role of instructional materials within
be specified in the following terms:

1. Materials will focus on the communicative abilities of interpretation, expression, and_
negotiation.

a functiona!/communicative methodology might

tasks.
(Richards and Rodgers 1986: 25)

In his article on materials, Rossper (1988) focuses in Particular on the role of
imaterials in communicative language teaching, He argues that while classroom

“practice has continued its ‘circumspect and patchy evolution’, there has been a

gnificant change in materials, particularly in the range of materials available and in

€ attitude of materials WIHLETS 1o issues of selection and grading. In Rossner’s view,

AR
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i ide new information on how language works ata
Leacher Lo o mate'l;;zlsf(t):uzzivgj:;;ice in manipulating lang_uage fo;::zi?::it ;2
AR _prO';’l rovide ‘comprehensible input’ (we look in somematica] the
practisingSub-Skli_ls, OF ‘comprehensible input’ in Chapter 12}, gra:; atical and
nature and fuﬂftlon N sness-raising” on the part of le_arne-rs, to provide C;()J;?] i
communic_:atn;eti(;OgnS::éumhearSing communicative sﬂuat:on[s]tvtczi nlziefgrimreasmg
e o tan ing and self-assessment, T
outade 'the lang{lage CI? Siflrcl)fc:);:l’aif:?;. tg;l?hgese, Rossner considers ;llle Prﬁ;’;;lof?a\?;
e eehon "?nd lPteﬁs consciousness-raising and rehearsal _the roles w
cbomrf ;zlsfigillzljylggha;lced by c0mmunicz(aitilie(ljax;f;lza;g;gtﬁe)a::énébssner (1988) (who
ee ¢ > ¢
The work of writers S“Ch;l:b%l(():l?asrcdr?:s‘; illustgates the th_eory—lad.en natLtEre ;)il;au
e nguane coucrhing, even the so-called prafztlca] business © ;bogﬁ
e 1angl']agehteﬁﬁed f;)r pragmatism, the decisions made bﬁ t:O:lcromes k
e Dﬁsl?lte 1t . fluenced by theoretical statements and researc t(:Ee pmesin
e od T 1“‘_’-V1'tab '){‘111“ will also be influenced by other factors, not o foast of
e vather. eyrva’ti\re outlook and unwillingness of commercia patEd fers
N Fhl:: rf:zzflzg:::tism which reflects the dangers and expense associ
to take risks, : \ -
pdeuci_ng Commema'l n'l;terr(l)e\lf]:;nents in foreign language ma_terials with th:,n %i\r:eg;
p th'e dTamalltlc luzalpe teaching, Rossner (1988) articulates a nu oer o
e o the i m;gce gt:urrcnt materials tend to overburden the }Jsterd it an
o e of P;l s, {Breen and Candlin, 1987, .havr:: alsQ poin 1?‘ o the
e atn nihz éxpense of process in cornmer_mal matgrlals.) T ;swﬁh fes
A for the atcher who is forced to spend more time coming to grflfa vith the
mate \"Vork e e the : ossibility that language lessons may becc?(rjne a oiunmes
materralf . E;nfnci:z;ited lzic’ti\/'itif:s. Secondly, few nzétf:nalst ggo;;ctetﬁgfthese s
i icati i ‘real’ purpose. (Given .
e Comml}ﬂlca‘:jﬁzﬂ ;lv::)t:sr?errzasicsp\l:fhither pu_blished mate_rxals iz;)rlli;\;:
feiate; o ;fzgliili-fieg § Thi,rd!y in Rossner’s view, British and American p
provide suc . rdly,

p pp he
» P

have too muc OWEer, a (l roject Cultu a] attltudes WhICh a n

I ] 't re tna’ ropriate to t

h p

d O e vast ma ()]lty of learners Of E lis h asda fOIe language.
nee

11.5 Materials design

n e receding SEC ”le ob € y fes 1o the
|} Sed b ROSSHer rela
tion, one Of pr 1 s rat
I th g H]

i ials CVGIOPCd since the adv C 1 .
p ntial for fragmenlatmn of materials d 1 . : punie
l lg[ ge teaching The pIOblﬂl 15 O 2 admg, sequencing an g
tive langua . f g d integration, s

U (| (5] e\(elop”le"t COhel'eH[ la[l p th < nstant pIC
] th d Of guage I()gIalllS, are c Co
crucial 1o

ri i ists
i terials deSdgn exis 5
Occupat on Of 8y abus dﬁS'gIleiS and materials developers. Ma : : ;
i p yll 1 Ig i thOleOgy, and issues associated ith b4 lear

i bus design and {53 W
at the interface of sylla ne

() iIl. iHuSIlate the dlfﬁCu“ Of separating s Hab‘us deSI n fi om (=) |
Sequ nc

following sequence of activities;

Read a short passa
Answer comprehe

Work with a partner. Ask qu
on the content of the passage
Study a diagram relate
: Look at a map related to the
: questions.

and piecemeal; althoug
teacher in linking togeth
Several solutions hav

Unit1 First contact Unit 9

Unit2  Getting abous Unit 10
Unit3  Entertainment Unit 11
Unit4  Meeting people Unit 12
Unit 5 Money Unit 13
Unit 6 Housing Unit 14
Unit7 Health Unit 15
Unit 8 Transport

¢ and Walter (1985) which includes the naty
 prisons, travel and explorati
An alternative, although
. of text. This is an approach
of work are organised aro

r texts are realised linguisti

{Nunan 1988a). Fragmentation is evident in
particularly those aimed at low proficiency

, the learners are likely to perceive the

h, of course, this very much depends on
er the various activities i
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many recently published coursebooks,
learners. Consider, for example, the

ge and dialogue based on the passage.

nsion questions about the passage.
Repeat the dialogue based on the passage.

estions about the passage and complete a form based

d to the Passage and describe it.
passage and answer a series of comprehension

lesson as confusing, unprincipled
the skill of the

Sightseeing

News and weather
Jobs
Communications
Eating out
Education
Holidays

8n language course such as that by Swan
ral worid, wildlife, advertis;
on, music, love and mar
related approach is to b
advocated by proponen
und ‘narratives’,

etic structure of ¢
cally. One of th

ng, crime and
riage, national cuityre.

€gin, not with a topic, but a type
ts of genre-based teaching. Units

‘descriptions’, ‘expositions’, etc.. ang
hese text types, as well as the way the
€ great advantages of beginning with
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i rk is referenced against the
e c\):hsigl?klzzrf::ss if'iflhitng)f:rgg? l‘:)lﬁ‘:'s,?de the aaééroqu .Cathcgrt
?{ggg(;faizrllxgelslatifat classroom language models must be be;sc;i:gn autl;er;‘;;{:) Satt;:; .
i i ovides empirical evidence to
‘Sl?ea'kerh:iatwe rsptii:::; s(i:l:\?g ltlc?:a;sﬁsl::i Et?;égte: aﬁonlft the na'turgrzr_\of everyday inte.r-
'Slgsife(czfﬁzai 1989: 105) (For an extended discussion on the use of authentic
z;f?_ i, CommUHiCati;’}e langduta gitt)f)icl?:f]ﬁ;:: ;il;llupr:)rlg;gggji;gle topic, text and task
- i rand tex _ t nd tz
elér?téiﬂ“iyl; tcl:'z;fifilcg Ex:na\terials, beginning, perhaps w1t!? a top;}i: S::)Chjcasanffjn?}-:gﬁ
dation’, collecting aural and written _tt_axt§ relating to the top ; o
Freating tiv 'tie; which reflect the communicative needs of the learners in relation
Cfi?}l]m:i a:(:: “"Iflhis procedure is one which can be readily adopted/adapted by teaCl:l(;::rs
‘i?ithiccre)ss'to authentic sources of data. As an example of thefproci::rlil:les, ;;)Snes(li (;3;
the development of the following unit of work from a set of draft mater

topic, text and task.
Steé 1: Select topic — Finding accommodation

tep 2: Collect data . .
Siep Recorded conversation between ¢state agent and client

Newspaper advertisemen_w .
Picturesfitlustrations of different types of housing
Reading passage from real estate institute brochure

Step 3: Determine what learners will need to do in relation to the texis
For example: .

Read newspaper “To Let’ advertisements

Make enquiries about homes to let

Talk about housing and farniture _

Get basic information from newspaper articles

Step 4: Create pedagogical activities/procedures
For example: )
Listening for gist
Role play
Information gap
Step 5: Analyse texts and activities to determine the language elements
ror exané](:;];e;sion' I'm ringing about a semi. Is it still avai!able"
Adjective.s: big, close, chcap,.small, new, expensive
Present continuous: I'm looking for a flat
Wh- questions: who, what, where, how much/many
Existential ‘there’: There is/are

Step 6: Create activities focusing on language elements

For example:
Cloze passage .
Sentence sequencing exercise -
Match question and answer exercise
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Step7: Create activities focusing on learning skills/strategies
For exampie:

Think about the tasks in this unit and in small groups decide which were useful/not
useful.

Discuss your answers with the rest of the class.

Step 8: Create application tasks
For example:
Think about a place you would like to rent.
What area is it in? How many bedrooms has it go1? Is it a house. or flat, or a
condominium? How much per week is it?
Buy a newspaper. Find the classified advertisements.
Find the *To Let" section. Find 4 place you would like to rent.
(Adapted from Nunan and Lockwood 1989}

(Tow (1989) outlines a number of procedures for developing units of work. He

suggests that the tradtional four-phase unit structure, which was reflected in
materials design, is as follows:

1. Presentation: (a) of language to be learned.
{b} of language description.
2. Controlled exploitation.
3. Free exploitation (generalising to areas other than those in the presentation),

4. Synthesis (pulling disparate strands together and sometimes creating an ‘end-
product’).

Materials incorporating this four-stage procedure typicaliy took a reading or listen-
ing text as their point of departure. Initial exploitation exercises inciuded compre-
hension questions, repetition and grammatical driils. The rigidity inherent in this
approach. along with shortcomings in the psychological model on which it was
based (see the discussion on behaviourism in the next chapter) led to a search
for alternatives. Among the options discussed by Low are “feeding and bleeding
solutions”. *the writing last solution’ and the ‘storyline solution’.

Feeding and bleeding solutions focus on the relationship between presentation
materials. or input texts, and the exercises which accompany them, A ‘feeding’
relationship exists when succeeding tasks can only be completed if those which
precede it have been successfully carried out. Bleeding relationships,occur when the
initial task takes away from the value of the second, for example, when the solution

0 a problem is provided before the problem itself. An example of the feeding
solution is given in Hlustration 14.
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ILLUSTRATION 14

Read 2 para articla in
loca! papor:
Fanlastic school bus
safety record
Overhear 2 other parents talking:
Driver just missed another child
- 5th In 2 weeks
t
telter to paper. = Phonae Headteachsr to reques!
‘g:ft“e'a article. actlon. School secretary says
Stale facts. | | Headteacher away. Anyway, not
Must be driver's fault up fo parents to dictate
Very emotionat 10 school
Demand action by school or
L] Write istter to Haadlsacar;ker.
Express deep concem,
P‘m:bes a: florphones In politaly if something can be
‘é?l:rgma mlom it down done Ne unnecossary emotion
He is sending short article
about simliar cass last year.

¥
Revisa a few points in letter.

Articla from paper arrives. Tha
offending letter clted. Author
1 sued for £20,000.
Use article and clted letter
to check that you wiil not
be sued.
Relain strongish tone.
‘Head phones in your absence.
Seems it wes oil on road in each
casa, according to pelice.
Daspita this, he has had the bus
route changed Thanks you for
telling him and not writing to
pross first
R?
TOO LATE TO RETRACT LETTE|
TOSS A COIIN TO SEE
T
YES NO
1 ¥

Remove smotional languege.
Shaw that accusation of driver
possible but Hounded Thank
Head for swift action.

Write lettar to Head,
summarlsing in indirect
speach what was in letter.
Apclogise.

ar

Wrile a second letter to the
paper, explicitty ‘eating your
own words',

Ligure 1 Qutline of a possible multi-text sequence

: i ign: i 1 design of
: G. Low, ‘Appropriate design: the intcrna
Souree course units’, in R. Johnson {¢d.), The Second Language
Curriculum {Cambridge University Press, 1989), p. 146,
Repreduced by permission.
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The writing last solution, as the name implies, is one in which a writing task occurs
at the conclusion of the unit of work and serves to integrate the work that has gone

fulfi! this function.

The storyline solution, in which a narrative serial is presented one episode at a
time, has been popular in commerical coursebooks over many years, Graves and
Rein (1988) present a mystery entitiled *Moon of India’, about 3 famous necklace
which disappears from a New York City museum. Problems confronting authors
incorporating stories into their materials include the difficulty of presenting subtle or
sophisticated content at low proficiency levels and the frequent negative reaction
from adult learners to detective siories. Corbe] attempts to overcome these problems

approach. In this approach, the storyline and attendant exercises make up the whole
of the course. Materials are designed through a four-stage procedure:

1. Identify the learners’ areas of interest in broad thematic terms.

2. Identify a series of communication situations refated to that theme and link them to
form an action sequence.

3. Select or devise materials appropriate to the situations in the action sequence.
4. Choose language points to focus on from the materials.
(Corbel 1985: 74)

11.6 Materials adaptation

Most commercially produced materials can be adapted to fit a range of needs and
8oals not originally envisaged by the materials writiers. However, before adapting
materiais, it should be kept in mind that materials from reputable authors and

before experimenting and adapting them.

In this section, I illustrate the way in which a teacher adapted a unit from a set of
commerical materials to suit her own purposes. The unit on which the lesson was
based contained a tape consisting of two parts. Part A was a description of five
people, Keith, Sue, John, Alexandra and Jane. Part B consisted of an authentic
interview with each of these people. The students’ book contained photographs of
each of the five individuals, along with a blank information table.

The original materials required the students to listen to the descriptions and
interviews, extract key information about the people and use this information to
complete a prid. However, the teacher who used this material wanted to give the

lesson an interactive dimension in which the students worked together, negotiating
with each other, in order to complete the task.

et
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Pre-reading task - - |
Before reading the extract, consider ways in which you might modify the materials to

provide an interactive dimension.

Classroom extract 11.1 Using commercial materials in the classroom

The lesson evolved through five tasks.

; VISES v y i i ion.
he t : her revises ocabular and the GuUEsons one asks to extract pefSOIlﬂl informat;
The teac! > 7

T: Height-yep. Height. Height. And, weight.
What about, not so much weight, b:.:t ..
What do you cali this? [Slim] What's th'e word
for this, when you describe sn)_mequy it o
they’re slim or fat or thil‘l?'ThlS begins with ‘B
. . . Hthey're strong or thin. S: Body? ‘

T: Body?No. [Laughter] Good guess. W}aat )
about build? Build? Build. Somt?body sbuild.

If you talk about somebody’§ build. You
describe if they're slim, or thin or may!)e fator
maybestrong. Like a buik‘iin.g. {Oh] Like a
building. Build. Like a building. A hquse
somebody’s built. Anythingelse? Hair.
Height. What about this? [Gestures to

clothing] 8: Clothes.

’s the question?

T: Clothes. Clothes. What’s the q :
{inaud.} Not colour. What’s the question for?
clothes, you ask — the question — for clot.hes ?
What. . .. The question. Come on, we did this

? The question? _
fastveckc. Canyouremenber ! S: What clothes do you like?

S: What kind of a clothes do you like?

T: Notlike. —

T: Wear, yeah. What's the question? Wear.

: king about the photographs bout the
$ﬁsekt§;\cr£::' ;e]tgs the students to study the photographs and say as much as they can abo

people in them.

T: Okay, just looking at the pictures, just looking
at the pictures—what can yo’u tell about_ these
people? Obviously you don’t know .thelr
name, do you? You don’t know their name.

i

T el LT I
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Maybe you can guess. . . howold they are,
guesstheirage, or their, -if they’re married,
- - - children. Have a think about these
people. in twos —two, WO, two two twao,
Maybe you can talk together about what you
think about them — what these people're like.
From: the photos. Do youthink they're
married? How old are they?
[The students talk fogether and the teacher circuiates, asking and responding to Questions. |

Task 3: Listening for key information
The teacher gives out and explains the following grid.

Name

Age
Married?
Children?
Ages?

Job

Height
Hair

Build
Clothes
Hours worked
Interests
Books read
Smokes
Drinks

Church
T: What we're £oing to do is listen to some

information about these people. And I want
Youte decide which photograph matches
which information. Leps have alook at the
side here_ Lets see, itsays ‘age’, ‘married’ it
A question mark whether we're single, married
orsingle. Children, Maybe they've got
children, mavbe they haven’t, Yesorno. Job.
Height. Hair. Build. And clothes. What's the
question again, with clorhes.

Keith Sue John Alexandra Jane

Ss: Whatare . .
T: What're you wearing, what's he Wearing or she
wearing?
[The students then listen to descriptions of the people and work in pairs to complete the grid. |

« What are you wearing?

Task 4; Sequencing the conversation
The final two tasks in the lesson use the authentic interviews as their input data. Given the
length and difficulty of the language, the teacher decides to provide the learners with a staged
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-operate and to interact
age the learners to co ! inter
i i e. She also wants to encour- ‘ o these obecr,
introduction l:o th:ttsep course of completing the listening tasks. Shet ?C]t-l(l)e;roups e ectives
e i iew. The students are put in
i ts see the first intervi V. stud 1 e oty

by le_ltmg tr}ehstudi::)mcopy of the tapescript which is et 1rl;to chu.:;l:unily s are
e 0.5 ae}:xce the conversation. They are then given the opp

uired to sequ ¢ ‘
::ge and to check that their sequence was correct

T: T'llgive you five minutes to do this, five
minutes. ) _—
[The students work in their groups for several minutes.]
T: Two minuates. )
T: Come on, this group’s nearly finished. One ‘
" mi i left.
minute. One minute _
T: Okay, we’ll listen to the conversation now.
‘ Okay. soas you're listening to the re? |
Tsati ck your sequence? ' . < comreat
Conveésaho?: (t:an );c:)utcl?ee int}iarview and check that their strips of paper ar y
[The students listen

sequenced. |

T - 1S given its
ooty 'ﬁsplllt lli‘ltegf“tl}gle lesson, the class is divided into two groups, and each group is gi
For the final pa '

wi i listens to
i i i h Keith and Sue. Group B
A listens to interviews with : e o
e rt_iCOTdC}' andl:ip:r;d(;;cr,::?’rhe students completed their part of the grid, group B re
inﬁ:ﬂ%ﬁigl;pﬁ group B form pairs with students from group A.
f—;-_"" Okay, before we start, I want you to ae;k tl;eand
' : i ‘tjustloo
rquestions. So please don’tjus A \
g:)(;z?vghat you have todois ok_ay, Keith. First
question. What’s the first question? Whath. -r-
fhours] hours does he work? Interests. What's
the question? S: What are his interests.

T: What. .. Ss: .. ..are

T: .. hisinterests. Again. Ss: What are his interests?

T: What are his interests. Next question. What's

the question? What ... ? $: What kind of books . . .

? -Smokes?
T: What kind of books —does he read Ss: Do yousmoke?

T: Keith. Does he smoke Ss: Does he smoke?

I & alrf_‘,(islll(le]l s sit back-to-back an Wi 1 15 tecomplete their rids. To
P s g
Th d ask and answer questions P
lete the lesson, the teaClleI gcts students to match the pl]OtOS and the names ]
C()mp cle N

]ll t]l]S extract, w cca eaChEI ﬂlodif yl[l a set Of CDmmEIClal mater lalS to suit lle[
, WES t g

Pedagoglcai ﬂIldS. Yy h]le She hked the au{lle“tic nature Oi the tape’ She “a“[ed he[

SEUdents to be active Iatlle[ thal] paSSl"e llSte“exs‘ IhEIefOIea She InOdlﬁed th:
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materials, creating information £aps which required the Jearpers 0 work collabora-
tivelyin orderto complete the tasks successfully. Of course., there are many situations
and pedagogical contexts in which one would want to use the materials in the ways
intended by the authors, However, I have included this classroom extract to illustrate

not be tied to the procedures recommended in a teacher’s
book. Modifications should be made with reference to one’s pedagogical goals, and

for these?

PHASE ONE: Initiy questions

I What do the materiats aim to do an
L. When they finish their cours
target language?
2, What should they be able to do in and with the language?
3. What knowledge about language and what
priately for different purposes in various situations are offered in the materialg?
4. What do the materials offer which your learners will need to know?

5. What do the Mmaterials offer which the learners will need to be able to do?
6. What s missing from the matertals?

d what do they contain?
¢, what should your learners know of and about the

guidance for using language appro-

I What do the materials make your learners do while they are learning?

7. How do you think you best learn a language? What is mas useful for learners to do
1o help them learn?

8. What procedure or seq
successful at the task?
9. Which tvpes of task
10. Which heipfu ways
materiais?

uence of work does the learer have to follow in order to be

Seem to be most conducive to learning?
of learning seem 1o be missing from the tasks provided in the

I How do the materials expect you 1o teach your lears
11. What canldo asate

acher which can best he|
12. What are vou expected 1o do to help vour |

1ers in the classroom?

13. Do marerials give you enough freedom to adopt those roles

which for you are most
helpful to learners discovering a new language?
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¥ I Eregar a8 appropri te? )
€ you asked to take on roles you do no ()' a _e
15 Dg the materials limit what you want to do as a teacher in usimng them with your

learners?
. -
IV Are materials the only resource in classroom lan{guage Ie_a.:'nmg. (e to learning ang
16. What contributions can a classroom and its participants make

aching languages? ' .
Q:/hich c%f yoﬁr cgntributions to classroom work are referred to and extended in the

& materials: your contribution as a teacher; your learners’ contribut:onrf {as individ-
uals or as a group); or the contributions of other f:lassroom resources? Aot
18. During classroem work, which of those contributions are additional to those

referred to and extended in the materials?

PHASE TWO: Your learners and the materials

i i > needs and interests?

materials appropriate to your leamers‘ nee , ] _
: f; ‘ ;-;;f)w and to \f{:at extent do the materials fit your learners’ long-term goals in

- i : ing your course?

ning the language and/or following y
l:laol\—u fa% do thegmaterials directly call on what your le;me.rz a1r(fj:a'd3{:!ll:‘Erllc;\;:r;l{i ;:S
already do with and in ?
t the language, and extend what they can .

(Iif(f\: far do tghe gmateria]s meet the immediate language learning needs of your

20.

21.
15 as they perceive them? . _ N
22 I\?Vat:-lt{; subjecty matter (topics, themes, ideas) in the materials is likely to be
’ 9
i ting and relevant to your learners? ' ‘ -
23 ll?ltfvrl:tl\l;gys do the materialsinvolve your learners _values, attitudes e_u_ld feelings?
24. Which skills do the materials highlight and what kinds of opportunities are pro
ided to develop them? _ ' -
25 VHow much time and space, proportionately, is devotel:l_ltlo:ach skilt?
- 1 histher skills?
ur learner expected to make use pf i _ o
%g ggz ::rz(;he learners required to communicate when working with the matenal:j.
28. How much time and space, proportionately, is devoted to your learners expressing
o - o |
30 HHIZ?::Ing how far can your materials meet the desire of individual learners to focus

i i ili 7
at certain moments on the development of a particular skill or ability use’

7 raing?
Il Are the materials appropriate 1o your learners’” own approacfes to language {ea 2
31. On what basis is the content of the material sequ.enct?d'. it or lessons.
32‘ On what basis are the different parts of the material divided into ‘un
) i 7
into different sub-parts of units/lessons? o ) _ e
glr? what basis do the materials offer continuity? How are relationships m

- . * parts? -
ween ‘earlier’ and ‘later’ pa . ) encine.
't[)‘?)twhat extent and in what ways can your learners impose their own sequ g

. . P
dividing up and continuity on the materials as tt}ey work -w1th them .?
111 Are the materials appropriate to the classroom teachingllearning process:

33.

34.

) - - . . .Ohn
'fasl;{vguzate a set of commercial materials against the six areas outlined by Littlej

and Windeatt in section 11.2.

3

E

Review the data provided b
apparentint

T e
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2. Did the evaluation reveal aspects
apparent from a casual inspection?
3. What were the major weaknesses, and how might these be redressed?

of the materials which were not immediately

Task 11.3

with the following information:

1. The aims of the unit.

2. The length of time jt took to teach the unig (including the time allocated to
teacher-fronted, smail group, pair and individual tasks)

- How the unit wag introduced.

- The steps in the lesson.

- Changes that were made to the activities or worksheets.

- An evaluation of student reaction to the material,

- An indication of intention to use similar materials in future.

- Anindication of the best liked feature of the material.

- An indication of the least liked features.

10. Anestimation of the suitability of the materials for the designated learner group.

oo RS- SV

Task 11.4

Richards and Rodgers (1986) suggest that a particular des

ign for an instructional

system will imply a particular set of roles for materials. Examine a set of materials

with which you are familiar and
instructional system.

analyse them in terms of their role within the

Task 11.5

1.

Develop a unit of work following the ei

ght-step procedure set out in section 11.3,
Teach the unit and record the lessons.

2. Review the lessons and evaluate the materials,

3. Did anything unexpected happen?

4. Did the materials take longer to teach than expected?

5. What modifications would you mzke to the materials?

6. What modifications would you make to the materials development procedure?
Task 11.6

1.

2,

Develop a unit of work following the ‘feeding’ procedure developed by Low.
Teach the unit and record the lesson or lessons.

Review the lessons and evaluate the materials.
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3. Did anything unexpected happen? . _

4. Did the materials take longer to teach than expected?

5. What modifications would you make to the materials?

6. What modifications would you make to the materials development procedure?

Task 11.7
In this chapter we looked at some of the philosophical and ideological issues

associated with commercial materials. The ideological principles underpinning a text-

book, as well as the writer’s beliefs about the nature of language and learning, can_

be inferred from the texts and tasks that make up the materials. They are also usually
explicitly referred to in the iniroduction to the teacher’s edition. This is evident in the
following extracts. As you read these, consider what the authors’ beliefs are, and
what types of activities you would be likely to encounter in the books themselves.

)

\\}}éding and Listening are developed by using an extensive range of authentic and semi-
atithentic material, which exposes the learner to varieties of language they are likely to
encounter in real life. In particular, the recorded listening material involves a number of
different speakers with both native and non-nafive accents. Speaking and Writing are
also carefully developed in a number of communicative activities, such as role plays and

problem-solving sessions. {Garton-Sprengler and Greenall 1986: viii)

2

~Nost people seem to learn a language if it is “tidied up’ for them. This helps them to focus
on high-priority language and to see the grammuatical regularities. However, learners also
need to encounter a certain amount of ‘untidy’ natural language (even if this seems too
difficult for them). Without this unstructured input, people’s unconscious mechanisms for
acquiring languages may not operate effectively. A course should cater for both these ways
of approaching a language (sometimes called ‘learning’ and ‘acquisition’ respectively). The
use of unsimplified authentic materials may require a change in learner expectations: many
students and teachers are used only to texts in which every new word and structure has to
be explained and learnt. {Swan and Walter 1987: vii)

3
_With the development of communicative language teaching, the importance of accuracy
¥ has sometimes been neglected in favour of encouraging fluency in spoken English. Itseems
clear that a balanced approach where both fluency and accuracy are developed is essential
if students are to do more thansimply ‘survive’ in English-speaking situations. . . . Students
cannot suddenty and miraculously achieve accuracy in spoken English. The best they can
hope for is a progressive improvement jn accuracy. Qgggqclioﬁ is an essenttal tool to guide
students towafds improvement biil there is no point in correcting every error that is made.
Instead, the teacher should concentrate on correcting relevant errors. . . . Even though
most of the activities in this book focus on accuracy, the teacher must be extremely gentle
and tactful when correcting errors. Sensitive or diffident students often feel that they are
being reprimanded or even mocked if they are told they are ‘wrong’. Even well-adjusted
average students can be upset by tactless or aggressive correction techniques. (Jones 1985:

5-6)
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er), their real potential — or
o teal learners in real class-
» then, I have suggested that
and analysis of classroom data.

In the next cha
! Pter we turn to the iss ‘
appeared in this cha here, an

different roles that

ethOdS’_ Some of the the .
pterare deve}f’PeF‘ there, and we look among other thrimaS which
matenals play in different teachin g methods “gs atthe




Chapter Twelve
Language Teaching Methods: A Critical
Analysis

12.1 introduction

i i earch for the
For much of its history, language teaching has been obsesse(; ;g?hg ; sereh for the
‘right’ method. It was felt that somewhere or other there waltsh msthod which would
rlgrk for all learners in all contexts, and that once such a mell Rt 1987, Mo
;NO age teaching ‘problem’ would be solved once and for a (b chards 187). More
angEtlg it has been realised that there never was and pro ?heydevelopmem 2
rec::hoc}( ,for all, and the focus in recent years has beephon phe development of
ril]aﬁ:ssroom task; and activities which are conson'fmt wit " ::; oo i o
;rocesses of second language acquisition. and which are
i the classroom itself. o hasterof
dyg%mlsstl?ifs shift away from a focus on metholds, it might seem od((ij t;lréiltti aue Ogsome
this [I)‘:)i)k is devoted to the subject. 1 have provndeg a :i;s;rfé;:;s;nce inqthe T some
i i ¢ made their
rominent methods which hz}\f.: o marke!
of thefmotr‘iéj reasons. In the first place, it is valuab}e for t‘?achers t(t)ebt?] e
D rere we have come from as a profession. It is also interesting to no ? he ways n
wﬁfcrlf t‘T—lZoretical and ideological beliefs about the nat:ure ofelaal?sil.:jaii nd learning
a iri ch, have been r .
the results of empirical research,  opportaiy
o dwelci Ziicsal action. Lastly, I should like to give r'eaders themszlvesh :(l:‘lh ngﬁnue i
o cv: lgate some of the methods which have influenced and w _
oflene i i terials. '
. room practices and teaching ma - cal wadition.
mf}“}f::: c(::l!:)SsSen to ;)ssign methods to three categorlefs.‘ t}le psyght(i)é?]gl\;ihi[e oy
the humanistic tradition and the second languaf%e achIISlgl:(glv Lr:n 1C ateg.ory e any act
i i ifferences
isation will often mask important d1_ erences bet e oers.
?fbcit'egor;;z:tmtlllle groupings highlight essential similarities between the
elieve
methods in each category. ) -
The chapter answers the following questions: —
i i isti ology i
What has been the contribution of disciplines such as linguistics, psyc gy
1. at ha:

i ?
sociology to the development of language te;:;l;u;gn ;ne‘tvhezisn.esses o the more
teristics, streng
2. What are the key charac »

prominent methods?

S

- ship between theoty and research iy disciplines such a
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3. Why s it dangerous to base second language teaching on insj

ghts supposedly
derived from research into first language acquisition?

12.2 The Psychological tradition

Audio-lingualism

Audio-lingualism has probably had a greater impact on second and foreign language
teaching than any other method. Unlike some of the more loosely formulated
methods which grew out of humanistic psychotogy, and which we shal] examing in
the next section, it consists of a highly coherent and well developed classroom
pedagogy, with clear links between theory and practice. It was, in fact, the first

ing in the 1940s and 19505 as a reaction against more traditional methods, and
purporting to be based on ‘scientific’ principles. One of the interesting aspects of
langnage teaching methodology over the past thirty years or so has been the relation-

s linguistics, psychology,

. sociology and anthropology, and language teaching. In the case of audio-lingualism,
- a principal rationale was provided by behaviourist psychology and structurai fin-

guistics.

The name most consistently associated with behaviourism is B. F. Skinner who
developed his model from the early theoretical and empirical work of Pavlov and

. Watson (see, for example, Skinner 1957). Skinner added a new dimension to this

and practices in language teaching, Brown provides the following account of the way
reinforcement was supposed to result in learning:
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i i i to study
Qur beha ur, an i W ht, ll'lStlldyH'lg human behaviour N 3
h o d therefore Skinner felt we oug . 1 :
¢ CHBCVIOf t’hOSC Consequences. Aﬂd if we wish to 'COTltI'Ol behaﬂour, Say., tg teach
) b dty Some:thing we OUght to attend carefully to r;:mforcers. (B own 1987: 63
someoo . ! ( T
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From this, they COeI}il for learning second or foreign languages., and thaF in con-
were not veryhus ought to teach the language rather than teaching about lt'l el
sequence, teachers ie grammatical categories developed for analy_smg c_asmlcl:a
R e l:Slgg to analyse each new language in its own terms, mam;ammgtt a‘;
languages, they rIis basically different, each demands its own form o structura
as cacp language ted to isolate significant linguistic structures and Pa_gemg
analysis. They auetI:cI; into smaller and smaller constituents, which were cons; ere
Whtl)Cht\;: rgai?(% nb?flirllding blocks of the language under irivets'ngagf(;ﬁ‘pzthflirt‘l::nglllggz
to be . ivei n the selection
for linguistic anflyslsn}.!t?lcé_i:ipenl,g;lrl\;z::il;e(:;;:s?oom activities. The dev.?Imeerllt of
teaching, ﬁgdﬁ?‘i%&‘ﬁon drills represented a marriage of structural linguistic analysis
sﬁgirerl}faiiou}iﬁméfﬁation. In patterns such as:

Thepen ison the desl_(
book: under  chair
ruler by table
pencil

‘ ition + NP through a
i NP + ‘be’ + preposition
i i s to inculcate the structure . rough o
e mtemfl%l;f;%?ig-\ff he rationale for the selection of structures_ca;ng frtﬁr; sltassmom
]l:i.;(;ieiz:igs \wEiIE’étlle rationale for the ways these were explo:te in
! -
came from behaviourist psychology.

i i background . it
hHavmgifr:lxilvrgilggt‘iltlgemethc%d manifested itself in the classroom. Moulton (1963}
the ways

gg ﬁ key CharaCt 18t1CS
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that eha Urism SiI VI “l A= eristic
wh h need to be takeﬂ mk COnSlderatl()ﬂ 1n deSlgnmg language prOg -
1C 0 ramnmnes

i. Language is speech, not vx_rriting.
2. Alanguage is a set of habits.

4. The next step is for the chiid to say

. 4. Progressive substitution drill wiih the whole

- & 7. Check for transfer usin

to audio-lingualism, I should now like to look at.

* presentations were to be done exclusively in the ¢

important that they be as clear and un
accompanying language item should leave no doubt
f the language meant. At the early stages of learnj
¢ through actions by the teacher, pictures and item
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3. Teach the language, not about the language.

4. A language is what native speakers sa
say.

5. Languages are different.

y. not what someone thinks they ought to

Perhaps the characteristic which ow
to learning as habit formation. Bloo
great deal to say about the psych
described L1 acquisition as occurrin

es most to bahaviourism is the second, relating
mfield (1933), while basically a linguist, had a
ological processes of language learning. He
g through the following five steps.

1. The baby babbles, eventually gaining the habit of repeating a given mouth
movement when it hears its corresponding sound.

2. When someone says ‘doll’ in the baby’s presence, the child hears
‘da’. This signals the beginning of imitation.

3. The mother says ‘doll’ so often that the child forms a new habit. The sight of the
doll stimulates the child to say ‘da’.

‘dad’ and repeats

‘da’ when the doll is not present, and for the

mother to interpret this asa request for the doll. )

5. The final step is for the child’s pronunciation to come into line with that of the
parent, i.e. the child’s utterance ‘da’ moves in the direction of ‘doll’.

Faulty
pronunciation will not be rewarde

d and will, as a consequence, be extinguished.

Thase involved in second language pedagogy assumed that these processes also
underlie second language learni ng. Classroom environments were therefore arranged
in which there was a maximum amount of repetition on the part of the learners, The

teacher was supposed to reward those utterances coming closest to ‘the model
nguish those utterances which did

provided by the teacher or a fape. and to exti
not. A typical lesson might look something like the following:

1. Present the new language item to be learned. givin

g a clear demonstration of its
meaning, through non-verbal means.

. 12. Model the target pattern using a number of examples.

-3. The whole class eéngages in mimicry-memorisation following the teacher’s model.

class, followed by the class divided
inte two, foliowed by individual responses. )

Repeat the first four steps using negative versions of the target structure.
6. Repeat the first four steps using interrogative versions of the target structure.

g previously unrehearsed cues. Solicit both whole class and
individual responses. :

The presentation and practice stages are the heart of audio-lingualism. As the
arget language, it was vitally
ambiguous as possible. The demonstration and
in the learner’s mind as to what
ng, structures were exemplified
s of realia which either already
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Cognitive code learning
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aspects of a child’s emerging linguistic system which simply could not be accounted
for in terms of the reaction of an organism (the learner) to its environment. Rather,
it was believed that language development could be characterised by rule governed
creativity. With a finite number of grammatical rules and a limited vocabulary, we
can create an infinite number of sentences. many of which may never have been
uttered before. This incidentally is another argument against behaviourism — it
would take thousands of lifetimes to learn all the sentences of g language through a
process of stimulus-response. ————
Cognitive code learning de-emphasises the role ofirote learning, along with the
techniques of mimicry and memorisation. Some cognitive courses do have drills,
especially substitiution and transformation drills, but these have a different rationale
and use from behaviourist drills, Cognitivism also accepts the value of rules —itis felt
thar a few carefully chosen examples of rules in operation can be an important short-
cut to learning, New knowledge, however, should always be linked to prior know-
ledge, and at the beginning of a lesson the teacher should try to establish a mental
set which encourages learners to invoke their prior knowledge as a preliminary to
new learning. Also, rather than preventing learners from consciously thinking and
talking about the language, there should\l_)/c‘ag_tjgi/tie«s\_iﬂn‘_which_I,his\ is actively en:
couraged. The emphasis at all times should be on language learning 5% an active,
ini€lligent, rule-secking, problem-solving process in which learners are encouraged
to reflect upon and discuss the way the target language operates,
In devising cognitively based lessons, the presentation of target language items can
be managed either deductively or inductively. In deductive learning; 7 sifuation is
created in which the target item is embedded in a meaningful context. Learners are

deviant forms which wili have to be ‘unlearned’ later. Cognitivists believe that making

mistakes is an important part of the learning process, that such mistakes provide

disconfirming instances which are important in learning a new concept or rule.
Chastain provides the following useful summary of the essential differences be-

tween the two psychological theories underlying the methods we have looked at in
this section.

Cognitive interpretations of learning assign a central and dominant role to the processes
that are subject 1o the individual’s control. An individuai's knowledge does not consist of

i i ed information within her cognitive resources that
makes her behaviour possible and controls it. Rote learning and motor learning are
considered to be relatively unimportant in the explanation of basic and higher mental
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principles which could be used ip audio-lingualism, cognitive code learning, or any
other number of approaches. ‘
Perhaps the most important article of faith is that the learner’s emotional attitude
towards the teacher, towards feliow learners, and towards the target language
and culture, is the single most important variable in language learning. It is crucialy;|
not only te take account of this factor, but to give it a central place in the selec-*
tion of content, materials and learning activities.
these diverse methods is that teaching should be

in a superficial sense - all that. the teacher can do is to attempt to establish the
optimal conditions whereby learning can come about through the learner’s own
efforts.

This view of fearning has obvious implications for teachers, particularly for the
ways they define their classroom roles (for an excellent discussion on roles of
teachers and learners, see Wright 1987.) Stevick points out that learner-centredness
does not imply that teachers should abandon the classroom to the learners, that there
arc a number of legitimate teacher functions in learner- as well as teacher-centred
classrooms. While learners may be able to learn languages independently, given the

right conditions and environment, these conditions and environment are extremely
rare.

According to Stevick, the

five most important functions of the teacher are as
follows:

L. The cognitive function. The teacher possesses knowedge desired by the student
about the target language and cuiture. We, the teachers, have this knowledge,
which the students expect us to impart to them.

2. The classroom management function. Our students and the society in which we

work expect us to take responsibility for how the students’ time is used in class.

The students rely on our training and experience with materials, schedules and
techniques.

3. Practical goals. Here Stevick is referring to the goals which students and society

have for language courses. The teacher is expected to take these vaguely thought

out or articulated goals and give them practicai expression in language teaching
syllabuses.

- 4. The personal or interpersonal function. As teachers with the desired skiils,

knowledge and expertise, we have a great deal of power in the classroom and it
is our responsibility to set the tone or interpersonal classroom climate. The
atmosphere we set will determine whether the students’ non-linguistic emaotional
needs are met in the classroom.

- The final function ig closely related to the fourth, but is more subtle. It has to do
with the warmth and enthusiasm that the teacher radiates — the ‘vibes® that he or
she puts out. According to Stevick, this is the most important function of all.
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Community Language Learning

. ; i t has to be dealt
.o i i climate, the first thing tha
lishing an effective emotn.)r}a h language
s i;t: ?eamergs’ anxiety. In the initial stages, at least, learning ano(;‘];ft; l?e ign ttgle
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w : { i flects its creator, Curr ,
ing-Learning (the latter titie re 4 . d sup-
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0
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e in the following way.
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l I
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. In a follow-up sessicon, throuch
replays its cassette. ; i istributes these to the class. Students go g
oup discussions, distribute . . osed]
of the Sm:rii“ tgi;nspand correct the errors; such self—correctlor} sessmlll;asrl:l[i)gg Th}ej
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profile, and may express the belief that ihe teacher i
m

cthod or any other were 1o beimposed on a group of unwilling learners, jt would be
highly unlikely that 3 positive climate will emerge.

In their critique of the method. Ric

fards and Rodgers summarise 3 number of
other shortcomings in the following way:

$ not doing histher job. If this

Crities of Community Language Learning
metaphor on which it is predicated,

classrooms indeed parallels the proces
Questions also arise about whether tea
training. CLL procedures were |
Americans. The probtems and su
May not necessarily represent |
expressed concerning the fack o

question the appropriateness of the counselling
asking for evidence that language learning in

two different client groups
Other concerns have been
tive unclear and evaluation

anguage learning universals,
fa syllabus. which makes abjec

The Silent Way

Another prominent humanistic method s the Silent Way, devised by

(1972). Classroom extract 12.1 has been taken from Gattegno. Unlike
Cxtracts in this book, it js a fictionalised account rather than a genuine
interaction. Nonetheless, it purparts

lesson.

Gattegno
the other

piece of
to reflect what happens in an initia} Silent Way

Pre-reading task

1. As you read the extract, think what w
such as this.

2. Consider also the ways
Learning.

ould be your reaction to an initial lesson

in which the method contrasts with Community Language

Classroom extract 12.1 : A Silent Way fesson

ndthatihe reacher enters the room for the first time. The class knows that it will
study a foreign language, and the teacher is determined

ot to use one single word of the
vernacular, which he may know, or which may even be his mother tongue.

The approach is, as I have insisted, most artifica], The box of colored rods that the
teacher places on his desk is all he carries. He Opens it and draws out of it ope rod and shows
it to the class while saying in the foreign language the word for rod, with the indefinite
article if it exists in that language. He puts it down in silence and picks up another of a
different color and says the same (one or 1wo) words again and so on, going through seven
ot eight rods and never asking for anything. The intrigued students have attentively noted
the events and heard sone noises which to them wit] seem the same while their ¢yessee only
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iti ction. Without any fuss the teacher then lifts
different objects and a lg::;::s:u?':fdt: l:es 3?:§rid. Bewildered, the class would not ;esponl;j .
arodandasks in mlmechcr says ‘a rod’ and asks again in mime. fo:: anot’her effor_t ;om i T
- genelrai;g::);; es:)e:leone guesses (perhaps from the ha_blt}sl - mgrau‘:e;; :E eI;r)i plitllCS);l:S
class. Inw ve. When in his own 4
teaching) that the _tea(t:!]er \v:}:l.:ttst ::?;;ZE:: 1;; g?the teacher may smile or nod, showing
something appr.Ole;l e understood. At the next trial almost the whole class repeats ;he
how content he is at emgr oximately in most cases). The teacher does notinquire whe;l her
sounds for a rod (veg:]fiﬁ of a piece of wood, others of lifting somethmg,_or sor{:et ing
Zog c stt:d;rg;:;r; thr::s beegn established without the vernacular, and that is all that was

ifferent.

ivi for
T'h he!" then introduces the names for four or five of the CQ!O]’S, giving the soun
e feac v V O 1|S

e ’ ther combination
T ‘ayellowrod,” ‘agreenrod,’ or any o _
¢ **ablackrod, ‘aredrod,’ ‘aye combination
'a‘beUe md,olilss available. Because the names of the colors are now addeg tal e pfofced o
oo longer i i the same action an
i sions mean |
imagine that different expres: 2 < pe forced o
no f?“ﬁertﬁ?t tftgle teacher is giving the phrases that s'ummarlly desctl;:beith;f:ev e_]ﬂ oiccts
czrel:cli]seeis now shifted to practice in uttering the foreign sou:n;i;iz; ael'l f) fher o objects
. wtterance \
d replaces another, one
so that as soon as one ro

be the case in vernacular. (Gattegno 1972: 3546}

. . "
i i igni from Community Language Learmng', i
i t Way differs significantly : .

e Sallti;liief inythe importance of the inner state of the learn.er in ;he 113?5’:[::5
does shafl‘:or Gattegno, the author of the Silent Way, the learm]il.;i: (?m-ran nd
prgCGSi-em languages is a mysterious, even mystical pl;ocesst.he teacher and,the
on ;fl?iSiSE:S the need to develop in learners an acl;to?omy rorn:l e e
on i he method is learner-ce

i ituation. He also claims that t I tred reaching
Feac}l;m%?g;l;d to learning. Despite these claims, the method is highly co
is subor

[+ y ma"ll )Ulﬂt]ve OI the Studeﬂts.
and Xtremel

attegno:

- ide, one could say that it is the differen.t structures of langu(ziiges tfl;;;ecnatllx;i’ ;l;z
me ity e hat if one knew enough of the foreign grammar, and had a sut ndy wide
e Ild be well. This unfortunately is not the case. Grarr}mar is no fmuch
yocabuiary, i ‘wou' h ocab'u]ary. Only when one is really imbued with the litera urhc o
o 4 the onviror vent of the people using the language can one express lc:jne:gness
o th?'enwmr:'xn:;tive would. It is the spirit of a language that has to get !10 to one s
SP'BECh o dhctate aiia xpressions that sound right and fuily convey -the meaning to nathe
e o renders pWe can trace the first elements of the spirit of a languafge o the
liStCnSTS}Of l'eadel'sa : .o.f our sensitivity to what is conveyed by the bac_kgropnd o n?(l)sour
cach fangange. gr reender to the melody of a language, as to music, will bring to o

e 13"8‘:;8;-1 of t‘hel;pirit of a language that has been stored in the melody. It can
UNCONSCIO

reached otherwise. (Gattegno 1972: 20-2)

I]l extract l W e an allse sOome ¢ hese p TlCl[J .
2. 1 € S ﬂttempt tore f t I ;CS in action Ihe
leaI“e] S arc Placed 1N a situation 1n Whlch thelr attention 18 Closely i()cused on a
l d unt Of languag —common actions associa lth the ma p
mited amao c O O O ‘ed W ]l ni u.lat 10N Of a

- e et T
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aumber of coloured rods. The teacher provides the minimum tumber of target
language models, and the learners, from the very beginning, are required to work
things out for themselves. Despite the rather mystical quality of Gattegno’s writing,
and the highly idiosyncratic nature of the lesson we have just seen, the approach is
less radical than might at first appear. As Richards and Rodgers point out, the

many ways not so different from audio-lingual techniques, centring on the accurate
repetition of the teacher’s model sentences. The inmovative nature of the method
rests in the way in which classroom activities are organised, ‘the indirect role the
teacher is required to assume in directing and monitoring learner performance, the
responsibility ptaced upon learners to figure out and test their hypotheses about how
the language works, and the materials used to elicit and practise language’ {Richards
and Rodgers 1986 1113.

Suggestopedia

relaxation bordering on hypnosis. This hypnotic state is brought about through yogic
techniques of relaxation, rhythmic breathing, and listening to readings by the teacher
which are synchronised to music. The use of music js supposed to activate the left
hemisphere of the brain, which, in consequence is designed to facilitate ‘holistic’
learning.

Suggestopedia is one of the few methods whose claims have been put 1o the
empirical test. Wagner and Tilney (1983) set Up an experiment to test the claim
that, through Suggestopedia, students could learn huge amounts of vocabulary,
(It had been claimed that, through Suggestopedia, students could learn between
one thousand and three thousand words per day — Ostrander and Schroeder 1981.)
In a formal experiment utilising control and experimental groups, Wagner and
Tilney set out to teach three hundred German words to native Engiish speakers
over a five week period. When the results were analysed. they found that, contrary
to the claims of proponents of Suggestopedia, ‘those taught by a traditional class.
raom method learned significantly more vocabulary than those taught by Super-
learning techniques . . . Although scrupulous care to preserve “Superiearning”
methodology was taken in this investigation, accelerated learning could not be
substantiated” (p. 5). In his review of Suggestopedia, Scovel (1979) attacks the

suggestology’.

ST
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12.4 The second language acquisition tradition

; i hods which
i iti dentified encompasses met _
i dological tradition I have i hods wh
b th{rd i]lleg:moreseagrch and theory into first and second language]acqlg(s)ﬁioxk, g?lg
o dll‘fc ay ly this theory and research to the secqn_d languagle C aissr also. While
attempt zth};ﬁg such as audio-linguatism and cognitive code earr; divelopmem
e&rfl'_ir o what were seen as the conditions underlymg first lantg)uagd & Substamiai
hlfaw{y Onrecent methods are different in that they claim to be base
the more "
iri into language developme C o _
N i—Et:!;efi:ilrr;lu]z;sive ad\%ocate of the acquisitionist tradition is Krai{lzr;;zgxs ';\:;g
T]he rtrilglispSecond Language Acquisition and_ L?cjcond La?ﬁ]ueafgmrzi priniiples
?’uz(l:?;i!es at;d Practice of Second Language Acquzs:t:ontsedt :)ouprm’ide 1 principles
b i h which is purporte
ition, along with the researc favionale for
e 'tr?:‘iji{:: Along with Terrell (Krashen and Terrell 198i) he has develop
rin . : )
:::ﬂi:old b:sed on these principles cailid t};{e :ig;ralﬁip!;::cknown and most con.
. L . ’ -
us principles set out by hen, 1 nos: cor
e tt'lEl ;’agﬁe su};gestion that there are two d]Stl'l'lCt mental‘ Qr_ocessrczsce S}; Wh“g
insosont IS uage development. The first of these is the acquisition p: ces: ,jf hile
1; Secon?]dagigthe learning process. The acquisition pilocess ;s vc;rizfl gs;;naco;lscmus
identicat i acquisition, whereas lear :
i i at goes on in first language acq ' eonscious
1demmal’t()\;.,r:l‘[f:rigm device to help the learner cope with thefta.rlg_tet ! : t]%e tirget
the short te For anything more than the most rudxmentary acili }tloccur et
m. ! .
e n Iseurfz)conscious acquisition rather than conscious learning mgziouSly  hen
languagj ian uage learner is communicating in the language, the cononitor yleamned
auslzzc;lo noticlp generate utterances but merely heiiptthzgee?:tl:r :]1] o o ensor
r H ’
CESSES are suppose
nguage. The way these pro ' .
;il:(;tll;:m%guagge development are constantly explicated by Krash

i i iring first and second
€ acquisition is very similar to the process children use in acqu:;:ﬁfaj tand second
o Itqre uires meaningful interaction in the target language oo pomnien
!angua'getvhich Epeakers are concerned ntot with the foEm of .the lilé:;l;; s L wiin the
S i tanding. . . . Conscious -
nveying and understa nsci aflable to
e e al-le ;ga M)c(mi%or In general, utterances are initiated byth? a;q:;- N _thivc
. tia !
e pergonnim;yproduction is based on what we have ‘picked l;];nSCiousg]caming!
comm lilfz;ltign Our ‘formal’ knowledge of the second langua_ge, o;;fme clous learaing,
s be ¢ : hi uired system, sometimes
to alter the output of the acq : and someumes
n}ay bi us(tageramce is produced. We make these changes to improve accuracy
after the u :
of the Monitor has this effect. (Krashen 1981: 1)

: e
If d language acquisition operated in exa_actly the same way ashlzrjltdl‘:jr; %l;jfp
it ; Il second language learners, given sufficient time, s | develop
B et in the language. This, of course, does_not( occu,r, anh 1;1 order
o COmpet_CIIlgealsr}llen introduces what he calls an affective ﬁltel: JIf the Son .
s aCC_OUI;t ?;stgféatgve feelings towards the target language or learning situation,
is anxious,

<o AT

the language is firmly on meaning rather than form, The child acquires the forms

through subconscious acquisition. In addition, children comprehend new langnage
forms long before they produce them.

The Naturaj Approach

The Natura] Approach is based on the conditions which Krashen argue
all successfuy] language acquisition, whether jt pe the acquisition of 3

input, which, according to the authors, is the
acquisition,

Affective-humanistic activities

These activities are designed to involve
reactions, ideas and €Xperiences. They include dialogues, interviews, preference
ranking, pgmﬁri“afchﬁr&aﬁ‘d‘tabies, revealing information about yourself, activities

using the imagination, Although quite varied, all of these activities focus on meaning

not form, and attempt to lower the affective filter, ‘Personal charts and tables’

students’ feelings, opinions, desires,

Mgl
B
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ILLUSTRATION 15

harts end Tables
Pemo”a'f ﬂ and tables introduced in Chapter Four as a m:l:]aon;
N The mdjng‘o “‘”réﬁﬁ)ﬁyh;&whﬂe requiring only one-word or sk _
i B '00"“ can als '—uﬁ at more advanced levels. Their role in
ans:ﬁﬁ' i:puteig the same, but the questions in the Input ¢an be more
i ai?owhg the students opportunities for more complex raponsns‘
oWThn‘e construction of tables of information about’ﬂ'w. students in a ::Sr
ticular class, for example, can serve as a basis for mtzrestti:ga nzlisa:ussicha‘t sions.
In the following example, the instructor has beg#at;kto crea
weekly routines of the class members on the chalkboard.

Monday Wednesday [ Saturday
vaseball
Jehn waorks studies plays
Jitn studies has baseball practice | works in supermarket
Louise studies has swim team practice | plays waterpolo
Heyman works at fecord store | lifis weights visits friends

Afterthechan‘ucompletedﬂcanseweasabasis_forliw]y. utggrhaﬂmsewa:;?
discussions which provide the desired comprehensible inpi . f
the discussion depends on the level of the class. For students wguk_! bebeglap_n
ning the “speech emerges” stage, the following questions
rlate: ]
praﬁlo has baseball practice on Wednesdays? What d:;a John do on Sat
urdays? Does Herman lift weights on Wednesdays? o
As the students” ability to produce increases, so does the difficulty
instructor’s input. ‘ ) ,
th?Jloes Jim have baseball practice on Wednesdays? Whastatzag is gev;:;
What position does he play? Who plays water Poto on o ﬂb‘,;?
does she play on Saturdays? Does she ever play during de we:h 7 polaW
she play for fun only ot is she on a team? th;t m Dflsol?DOyOu
Do girls and women ordinarily play water polo? ,y. y
suppase Louise knows how to swim? Well? Why?
Charts may also be created so that the students first fill out ﬂ';zsc;lafgrugld;
personal information and then this lilnfcumaﬁon sgr:s bfgi :mlng o
; i the following chart
wz;::sﬁioﬂgg stzdems are asked to say wheft:: 3; ;c_:!l;:ey did :!:ic;‘u;:
Svities 1 if t what time o . activiti :
B‘?dh?oimwadlmiozriar:o&d you go to the beach? Did you watch tele-
vision? Did you clean house? and so forth.

h {Oxford:
H . Terrelt, The Natural Approac xfc
Souree: ls’;:li‘(gl:llil}:)‘:'ln ?333’{ pp. 103-104. Reproduced by permission.

-solving activities ' ‘ o 2 question.
fr(:zle[: 2ctivitiges students are involved in finding a correct answer q
n thes ,

I)]Ul!lelll or situation. C()mple]le]lSlble llll)ut n e activitie: ll]) lled b‘h‘ [he
1 thcs S 1S S p
eache wh oV eKI )la]latl()lls 2]](1 hy t]le “ldeilts W]]e]l wOTr kl!l to eﬂlel mn
h €n pr ldlng N B) g g
t I
SIIlall gloups' O ne t)‘ pe Of pIObleln SO} Nlllg aCt“flts‘ s Called taSkS a]ld Series’.
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In the tasks model, the instructor or students choose a specific activity. Suppose, for
example, the topic s ‘washing a car’. There will be three stages in the activity. In the initja]
stage, the instructor wilt guide the students in developing the vacabulary necessary to talk

sequence of events 1o complete the activity. For example, in the above activity the class
might say, First } look for a bucket and a Sponge or some rags. Then | park the car in the
driveway. [ use the hose (o wash the car first with water anly. These utterances are developed
slowly with interspersed discussion. Which is beter to use, g sponge or a clean rag? Should
You use soap or other cleaners (such as detergents) 10 wash q car? During the final stage, after
the sequence is Constructed, the discussion wiil broaden to include questions and discussion
concerning the specific activity in the students’ own fives. How often do you wash your car?
When? Where? Do youenjoy it? Why? Why not? {Krashen and Terrell 1983: 108-109}

Games

In the Natural Approach, games are not a ‘fril but an important clement in the
acquisition process. They qualify as an acquisition activity because of their valiie in
praviding comprehensibic input.

wrong with the combination. For example,

Whatis sirange about:
a bird swimming a ielevision laughing
a fable eating a person flying
atree crying

Insuch games it is easy to provide comprehensible input in the discussion: Has anyone ever
seen g bird swimming? (I have.) Whar kinds of birds swim? (penguins). Has eve,
perguin? Do you know what g penguinis? (a black and whire bird). Where do penguins live?

Content activities
These are activities which focus on learning something other than language, such
as the acadeinic subject matter of mathematics, science, ete.

Examples of content activities inelude slide shows, panels, individual reports and presenta-
tions, ‘show and tel]’ activities, music, films, fi

Im strips. television feports, news broadcasts,
guest lectures, native speaker visitors, readings and discussions about any part of the target
language or culture. (Krashen and Terrell 1983: 123-4)

Like most of the other methods discussed in this chapter, the Natural Approach
contains activities which, in themselves, are generally unexceptional. It is only
when they are elevated to the status of a movement, and when they are fed to
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with no demands on the learners to

exclusively to input according to Asher)

ght

hem to carry out commands.

d in the imperative.
Ily do simulate the environment in

ers by getting t
is taken from Asher (1988) which contains 53 TPR

an ESL instructor. As you read the extract, you mi

d now’ principle.

themselves.
A Total Physical Response lesson

generate the target structure
2; We should obey the “here an

We should provide input to the learn
/' These commands should be couche

[}
J

¥
like to consider the extent to which the interactions rea

Classroom extract 12.2

The following detailed lesson outline
lessons based on a training log kept by
which a first language is acquired.
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An analysis of .1 child-parent interaction shows that
people such as Krashen, Terrell and Asher about 1.1
to second language learning are, in the main, naive

simply wrong. A study cited in Nunan (1991) provid‘e
the claims of Krashen and Asher. In this study

numerous references to events which are disp[aced’i
thcre. 15 plenty of evidence that the child attends
functions of language. Lastly, the data show that the child is VEry active in the con-

struction of her new Jan i i

: . guage, and that active production as wel| i

i$ an mmportant part of her language development.  comprelension
Gathercole (1988) aiso takes issue

that the assumptions made by
acquisition and its application
s_:mp]istic and, in some cases,
s only very partial support for
the primary caregiver makes
n time and space. In addition,

consciously to the nature and

“Eduardo, point to a chair. (He points fo a chair.,)
's Guidebook, 3rd edn (Los Gatos, Ca.: Sky Oaks

frovelty fs a keen motivator. The surprises will delight

students. And thirdly, student self-confidence is en-

hanced because they are aware that they instantly understood an

Walk to the chair and sit down. (He wolks to a chair and sits
unfamniliar utterance-—one they had never heard before in training.

Eduardo, stand up. (Eduarde, who was in the audience, stands up,)

Eduardo, walk to the tab_le. {He walks to the table.)
Now point to the table. (He points to the table,)

Now touch the table. (He rouckes the rable.)
Maria, stand up and walk to the table. (ke walks to the table.)

Maria, sit on the chair. {fMaria sits on the chair.)
Maria, sit on the chair. {She sits down on the chatr.)

Walk to the table (and you walk to ihe table).
Sit on the table fand you sit on the table).

Or, illustrate with another student by saying:

Now try a novel command with Eduardo. He has been responding
Walk to the table. (He walks to the table.)

quickly and confidently to utterances he has heard you use to direct
ances to produce novel commands which students respond to correctly.

Usually Eduardo will not disappoint you, but if he does not respond,
With practice you will become extremely skilled at recombining utter- )
Novelty is not meant to trick the student. We expect a successful
tesponse to each novel utterance. The intent js first to encourage flex-
ibility in understanding the target language in the richness of recombi:

other students. Try a recombination of familiar constituents (i.e., a
do not press him by repeating the novel command. Rather, say:

-
B -
= &
- 3
- 4
= B
I g g the basic stimul
; i = I muius to acquisition i i
' ég‘ % g k! of comprehension 0"61? productif)rtlheé] etehd o Clommumcate, In relation to priority
£ 2 » “rathercole cites research wh
EEEE: X 2 2 the relationshin ; rocuctt ch which shows that
EEE 3 s 3 52 1onship 1s not unidirectional, and that there
> TE 8 g 8 g correct production d ensi are some structures where
3 225 5§ b Eg precedes comprehension. For exam le, t i
2 EB &% = . 28 are able to use wh- word PrD tho-year-old children
- @A o s wh T
£ ) EE g E ﬁc" 2 g in comprehending them Thee rgni;ﬁgwﬁ]aftappﬂéprla(;ely. but have great difficulty
= : B EZ . : at word order ruleg igi ;
: | : 5o production. byt ! are ngidly used in
: 2 2% . , not relied on in cozpprehens:on also supports the notion that

and half-truths.
tion, nor that al

students by

! learning is systematic and involves rul

['learnis . e-governed behavi
Ication is always the primary motivating tion.

force behind acquisition.

10 the table.)

12,5 Investigating methods

Learning Another Language Through Actions: The Complete Teacher
pp. 66-9. Reproduced by permission.

“Jump” and “Walk to the chair,” but not “Jump to the

Point to the chair. Walk to the chair. {You all point to the chair;
Point to the table. Walk to the table. (You all point to the table
Walk to the door and touch the door. (Marig walks to the door and
Tump to the chair. {You have now urtered a novel command—one
Tuan, jump to the door. (Uswally Juan will respond correctly by

You sit down also and direct individual students with commands as:
Maria, stand up. (Maria, who is sitting next to you, stands up.}

g b
- £ .8
~ 5 B
—:..\2 - z
33 L)
5% -7 3 =
S § 8 S 5 o
- oy ¥ =3 = 8 9 En
¥ g g e% |7 £ iy
] < 8 2 ] ° 25
] 3] = 2 S 2 22
& kS 2 S~ S e B > 8 %
= S ~5 &% £ 2= §R>2=E -
5 kil $E © g8 I R
3 3 5F Fss 3 £ -§ S53:28 = Task 12.1
=) - 8 S N g =~ @ LR N B
g ol 238 & =T 2 E = = Sel o
= L i . clect a aram
35 %E %»E E L 2EE g E =2 é g £ .5 5B the przcedj‘:atmt!Stru;turehand constructa TPR lesson similar to the one outlined
3 e ‘i = 3 oS H gsection. Te
g P 23 Cug == s - Bt o § =3 - - 4edach, record and revie
T 58% se% d83F S3e% TEyREus oS sd43: 4 What was the reaction of the students? Were Sm:ethte lebslson How successful was it?
= o : R - - 3 - 2% 0o 1
2 =5 g% L BER £33% Eogi=gend i §2 £% to novel utterances? $ able to respond appropriately
] EX s S gEs5n g2y ESE: S22 o F= e <3
. ® £28%ag SS9 §.8pIETeEoERSE %
2 §3 35£:25% 2228 SiS§5z.Z 882Ee% 08 Task 12.2
= = Y- o= k) =2 o0 L) )
S .. =G .. S @2 wg Yy = =t ] = o8 ..
E E - =5 1§ vw. S E2ED 55 o Selecto :
e E & ;? EE& £3 =& ?E SLEAES D £= E they CO;‘: or t‘_‘l’? reclfﬂﬂy published coursebooks and analyse the tasks and activities
% s s8 > 5 s ain, To w
3 i z z 258 5 £ Z 2 at extent do the books reflect principles from the different

mer_hoc?s we have fooked at in thjs chapter
audio-lingual techniques? How might vou

o ;
? Is there any evidence of a persistence of
account for this?
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Task lzb-:’ find a teacher who subscribes to one of the methods analysed in this
If possible,

IJ . Y y S50
(l[a ter Re(:(]id a"d a[lal se tlle [eachﬁr S ]eSS(m. In Wliat ways dOGS thﬁ le

. . . - 2 -
Support Or Vlolate the pl lI]Clp]eS l.lIldC[ lylllg tlle IIlCthOd H W hat modlﬁcatl()ns (l( 51

the teacher make and why?

12.6 Conclusion

i tacks the
(mgage oaching. profesions prosceumation with thors cimine e
. jon’ tion with methods, >
ching profession’s preoccupa L nalysis of
lani]‘lagzl:zit whitit’o teach. In addition, as we have seenin thl; boo‘:}’];leii geﬁeral
:Iztssi'zim transcripts of lessons based on differeczint meti}c:ﬁz ; rcf)::csh the, ciassroom,
H i ther words, onc ’
imilariti tweigh differences. In o WO Sroom
Slmltll?n:il;fsg?:leralﬁl become subsumed within the larger concerns of classr
‘metho it \

t and organisation. . ings of the
mz;lagelll;; erspectgive of language taken here, the two major shq;i;(;m;lli agesof
¢ :ﬁcr:(ljs’ apl;roaches to language teaching are, firstly, that theg 6:;:1 derf:'ed from 5
pr?:cepts which are imported into the classroom, rathelt ;fiﬁg cl?ssfrgoom Secondly

: i t actually goeson - >
ation and analysis of whal d purposes
tcllfeiee ?sbas i;l danger that they may divorce language from the contexts and purp

V y leer ures.
IhlS 1§ Aot to sa that lllle1dual mcthOdS dO not ha\'e an IEdee“llng feat

i incorporated. into one’s.
i ht usefully be incorpora
of all methods which ‘might uscfully be inc : 0.one’s
T;here a@\%sggiée However, individual classroom exer;lslfs and tzt;l;:nt(})u;e:hkh o
be dertved o first i : ideration of the purp !

: derived i first instance from a consideration of which the
o cuage llrll ﬂcl)(:emially be put, and the functions it will fulfil. I__,tahsilzl,ltionﬁaﬁer
languige ;'lv;mgions of one method or another need to be treated wi
made by c

w i thing.
11 have yet to devise a method which is capable of teaching anybody anything
ot we DR
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