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DEDICATION o

iy the late 19705, Iread book that profoundly changed the way | thoughy
and felt about language teaching and about myself as a teacher, The book
was by Farl Stevick, and it was called Memory, Meaming and Method. 1
subsequent years, 1 had the honor of meeting Earl, and of becoming g
friend. In the early 1990s, I had the pleasure of sharing an apartment wih,
him, and teaching with him at the TESOL Institute in Barcelona. During
that lime, | was privileged to discover the truly remarkable human being
behind the inspiring teacher. Some years later, Earl did me the great hongr
of inviting me to provide input to him as he prepared the second edition
of Memory, Meaning and Method. Thank you Earl. It is to honor your work,
and your influence on my own, that I respectfully dedicate Second Lanyuage
Teactung & Learming to you. '

INTRODUCTION and OVERVIEW

Over the last twenty-five years, there have been major changes in the
theory and practice of second language teaching and learning. These
changes have been driven by changes in educational theory, changes in
the way we think about language and leaming, and the development of
::ri::;n research agenda that has provided important insights and ideas
o ;D'rﬂm [lt:‘;mhmers. The purpose of this volume is to provide a
mllirnnium“fg o language teaching and learning as we approach the
have }m identify major hmds and issues, to show where they
_ove come from, and to illustrate, in practical ways, how teachers can
mw: fm emerging ideas in their own teaching practice.
thinking mﬂﬂm account. It traces the development of my own
and ilhutrates the }'m;':‘l Sﬂhggll_e:i with theoretical and conceptual issues,
Posed by ey I practical solutions that I have sought to the challenges
e o ¥ " ums-s However, by linking my own ideas, struggles,
will I nut' L“nmnm" gy 19ys to the work of others, [ hope that the account
'Ciosyncratic, and will enable teachers, teacher educa-

It'“r I'ES-Hrthpm ‘ A F
their own work, 4 eachiars in preparation to make connections with

The main audience for g
Preparation who wany :.hl .

hond language teachin
theoretica] and mF‘iﬂEﬂE

Wi

hugk Is practicing teachers and teachers in
practical introduction to the current state of
and leamning, but who also want to know the
background 10 this state,

www.EnglishPro.ir

PART |

The Context of Second
Language Teaching and
Learning

Introduction

The three chapters in Part 1 are intended as a ‘concept map’ for the rest
of the book. Here, 1 present my own perspective on second-language
teaching and learning (which, for convenience, I shall refer to as SLTL).
The content is therefore selective and idiosyncratic, reflecting as b does
a professional journey that has taken me down a number of ditterent
educational highways and byways as well as into the occasional blind

alley.

Chapter 1 traces some of the trends and issues emerging from the
general educational field that have had an important influence on the
current state of SLTL. The chapter serves o remind us that the philosophy
and principles of second language education are rooted firmly in the held
of general education. As language teachers, we are a branch on a much
larger tree, and our professional lives will be immeasurably enriched if
we are knowledgeable about the rest of the tree.

Chapter 2 turns lo some of the research that has influenced the current
state of SLTL. Again, this is a selective review. To du full justice to the
wealth of research in the diverse fields that feed into pedagogy would
take several volumes, and a great deal of research is covered in other
chapters of the book as well. My principal purpose in this chapter is o
put two questions of critical importance to language teachers under the
microscope, namely:

T Whalis the relationship between formal instroction and language acquisition?

O What lasks and patterns of classroom ofganization best facilitate sevond
language acquisition?

The chapter therefore looks at research In second language acguisition,
I
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4 8 SECOND LANGEAGE TEACHING & LEARNING

1 < ationsof humanity. Politically, education hasheen a pergy,.
mal hot m:mnnw those who mn'.'nﬂ knowledge have potential I;:'ma.
to privilege and wealth. However, this idea that knowledge is some king
of commedity to be traded in intellectual ma‘rlw_rplares known as sehogl,
and universities isonly oneof many characterizations, Attempting to disfin,
whatitis toknow has preoccupied philosophers just as much as attemptin,
to answer the question of what itis to be. For much of this century, there |y ﬂ]:
been a passionate debate, in Western educational contexts at least, hctu-n-._-.-,
those who believe that the function of an educational system s the transm;..
sion of a received body of facts, values, and procedures for conL‘E‘pI.'uﬂli.r_m-H
and adding to that body of knowledge, and those who believe that the fun,.
tion of an educational system is to create the conditions whereby learnor
might generate their own skills and knowledge. Itis a debate between thos
wheo believe that education is a matter of making meaning for the fearner
on the one hand, and those who believe that the function of educati
. of education s b
mta.:_rhtlw pubsmma?hyhereby leamers mfllcf: their own meaning, on the
a.mnngﬂ'mmr: ; nuldamg to Irt;‘wnﬁmmdlvlew, an:l _l would count myvselt
it o w]ﬂ:!w beﬂ;r?dd'e' that “Education is an admira-
i b hur;mﬁl:n r from time to ime that nothing that
This ongoing debate within the wider world of general education has
:::131 E&u:: t;{:?:,: ?Thznf%mge education, as we _sh.-ll see. It s als
eires ﬂlE}'rt‘E&d‘I pabir r tt'athel'rﬁ who are Inahre speakers of the
i trohers ¥ :.- :“de lﬂr? working as foreign rather than second
g ik diffefel"lt great deal of their work takes place in cultures that
ok Titiate mwt‘lﬂn'lepdts of quca_tinn from the cultures in which
elicaiiana vaﬁms. TI'? and within which they came to form their own
boih the b 2 ll!:z- can lead to r:ls.lsurrderstnndings on the part of
A o B st ;tudems. which, in turn, can have a negative
mﬁ{:_:i“ﬂ": i:g:i “'I'Elf own concepts of teaching, learning, and educy-
their children by ~-.-igmfr:“ the culture where I grew up do not educat
Children learn b}rﬁ' ng them Iel:ltures. Life skills are taught inductively
and anun demmﬁn“h“ﬂf' “15 their elders. Cultural customs and norms
myths and ibu“ w they are as a people, are passed on throush
b adast tuluﬁ'*'g"'{':;;ni "]gll:lﬂl children can find it profoundly difficult
Makcolm (1991) an utl:rfl:qtj rules and norms of European schools. &
of “inductive’ and ‘dedy H H}E_.P“"',“Ed out. (I will return to the conopts
In English sy l;ﬂ:c;‘ teaming at the end of this section )
appropria of mai‘: [fthll'ig. there has long been a debate about the
those trained in ex trj};tu e methods used by expatriate teachers and
Western concepts 0F:duc ¢ methods, some commentators claiming 0!
M contexts, Im:rea:‘“m Fx I?H"ﬁ applied, inappropriately, in 00
action ingly, it is being recognized that ]:PE'-""}'-“F““I

needs o be yed
sensitive to the cultural and environmental conbext

WWW.Eng[i%h_PI’O.iI’
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place. Not one of my undergraduate students in

in which teaching takes
a parent who attended a univeer-

the university where | currently teach has
sity, Some of them have parents who never went to sichool

" The explosion in education in many developing countries has also
brought about intergenerational misunderstandings, which sometimes
leads te conflict between the participants in the educational process. These
parents have very different concepts of pducation trom those of their
children. In negotiating how and what |1 should atternpt to achieve with
my students, 1 need to be sensitive to the cultural and educational back-
grounds from which they come. I also need to be alive to the potentially
alienating effect a university education might have on their lives outside
the classroom.

The general debate over how education is to be conceptualized in
general, and the question of whether learning is a matter of mastering a
bodv of content “received” from former generations, or the development
of skills and attitudes in particular, is reflected in a great deal of contempo-
rary thinking in second language teaching and learning. As wie shall see
in the rest of this chapter, communicative language teaching, learner-
centered instruction, and task-based language teaching are three concepts
that have had a particularly important influence on our field over the last
twenty years. These three ideas, which are all interrelated, are part of an
interpretative view of education, a view that argues against the notion
that learning is a matter of having skills and knowledge transmitted from
the teacher to the learner, The interpretative tradition, which is strongly
rooted in humanistic psychology, argues that, in order for learning to take
place, learners must reconstruct the skills and knowledge tor themselves,
they cannot simply “receive” these from external sources. The cliche, "It
students are to learn, then, ultimately they have to do the learming tor
themselves” is an apt summation of the belief

* HUMANISM AND EXPERIENTIAL PSYCHOLOGY

Out of the notion that learners are at the center of the learing process,
and that learning is a process of sell-discovery, grew experiential |i.':'IITI1I";}.".
In experiential learning, the learner’s immediate personal experiences are
taken as the point of departure for deciding how to organize the learning
process According to Kohonen (1992), experiential learning has diverse
origing, being derived from John Dewey's progressive philosophy of edu-
cation, Lewin’s social psychology, Piaget's model of developmental psy-
chology, Kelley's cognitive theory of education, and the work of Abraham
s‘lr:l]s::h: h:m:idi_: arl H{iﬁulra in I:hu: field of humanistic psychology. What
s thise diverse phalosophi « 1y ! ¢

Wbk humm_lrm_ phical and academic positions together is the

- Humanistic psychology attempts to make sense of experience at the
point where sociology and psychology intersect. It captures the fact that
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departure for the Je

15 that of Kolb (1984). Kolb suggests that, through experiential learning
the learner moves from the known o
making sense of some immed
immediate experience throu
of language education, the
ing has been highlighted
and experiential learning;

Tomy

hal learning in relation to |

B SECOINDY EANGLUALE TEA THNG & FEARMING

as humans we ane simultaneously looking inwards amd ope
warnds, and that any attempt to understand what motyy

mevessanly capture the individual in relation o the
Yuarantine human action and motivation either to thy individug

i L or the
group aspect will result in a partial perspective. Kohonen (1992) mpmthu
this dualistic perspective on expeTicnoe: s

Fating o
ates bohay op Mtist

Eroup. Attempts

[THwe ndividual's selt-comcept 15 a4 social
gradually through interaction with the eny
integmated pattern of self-related percephions, which bicome incrogsine |
difterentiated and comples, The diy clopment of a healthny »-J.-Tl-h il

= promted by a positive self-regand and an unconditiomal
by the ‘significant others’

promduct thag s shipisd
tronment. 1t i an onganized

(AR TR | L1
aTepiange

pold

He argues for experiential learming on the grounds that it facilitae -
f.uml growth, that it hﬂ'tps learmers adapt 1o social change, that it ttk
it account differences in learning ability, and that it is eSSV m:?
to learmer needs and pracucal pedagogical considerations As nln."n.l':
mdicated, experiential learning builds a bridge from the imm;.*n m.:hu-
new by taking the learner’s perceptions and experiences as the Pt of
arning process,

The most comprehensively formulated model of expericntial leaming

: to the new through a process of
1ate expenence, and then going bevond Hhe
gh a process of transformation. In the fivld
relevance of humanism and experiential learmn-
by Legutke and Thomas, who link humanism

The proponents of humanistic od ucation have broadened oue con-
ceptobleaming by emphasising that meaningiul learming has to be sell
mibiated. Even if the stimuylus comes from outside, the sense of discoven
however, and the motivation which that bring& has b come from irsady
driven by the basic human dusire for self-realization, well-being and
growth. I terms of personal and inh-r-pws.nrn.nl competence the
processoriented classroom revolves around issues of pisk and wcurily,

ceroperation and competition, seli-directedness and ather-directedness
and meamngful and meaningless activities, We have also tried o make
clear that “teachers who claim it is not thetr fobs to takae these phenomena
D account may miss out o some of the most essential igredients 16
the management of successtul bearning'.

Uinderdull 1989, 252 as ated in Legatke aind Thomigs 997 269

mind, the most articulate examination of humanism and experien-

anguage education is provided by Kohonen

www.EnglishPro.ir
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(1992), whir argues that the expeniential model offers. “potential for a
learning .ﬂm-.hpht*n- o sl Pdrllll'l-"\hl",". A common purpose, and a
joint management of leaming” (po ) He goes on b sugzest that in
lassrooms infused with the vision promised by experiential |r.1r||.|n+:.
behavior is:a jount responsibility of the whole class, and that the teacher

is only one member within thal class Fle provides comrasts between

traditional and experiential models of educaton m ten ey dimensons
{See Table 1.1),

Tabde 1.1 Teaditional arid eospeeriontiol eoudatiomal medels Comgarsd

Dienerssion

1

L)

3

View of eamibng

Povwnrr relation

L Teachwer s mole

- Learner s roke

 View ol knowledge

View of curriculiom

Learming experences

- Control of prisess

- Motivathon
1,

Evaluation

Trandatiomal Model:
Relrinrism

Trmsmission e ko |-
ey

Foprhianis on teacher s
authirty

Prowiching miaanly fron-
bl imsbroclion, protes-

stomalism as pudivadual
ALY

Relatively passive recip-
el ol anbormalion,
muatinly iy idual
wisrk

I"resented as “Certain”
apprluwation problem
sl g

St hierarchical grad-

g, of subject maiter,
predetined coment and
prrisdu

Kvinwloedge of facts,
comcepts and skills,
focus on contend and
product

Mainly teacher-struc-
tured learning

Mainly extrinsse

P'resduct-oriented:

achievement testing: cri-

tenon-referencing (and
nurm-referencing)

Expreriential Model.
Comstrucbroism

Tramstormation of

LR IRTEN PER T8

Teachier s learmer
A learmenrs
Facilitating lisarming
Hangely in small
proipsh collabaorative
prodessaonalism
Active P-u'”tll.lf‘n“ll"l‘l.
1-'Il.'|.:{*|_l. m o collaborative
sl wronps

Lomstraction of per
sovtiatl koo el nden
hcation of s fems

DPrymamiag lovser organ-
satom of subyect mat
e I-I11.11.|.|.l1r1:,_1, wpen
prarts andd intepration

Emphasts on process
learming skills, seli-in-
quiry, sotal amd com
mumication skilis

Emphasic im learer,
selb-directed leaming

Marnly intris

Process-omentod. el e
Hewy o0 proess, soll-as-
SesSIeTLL OrteTion-
melemencing,
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¢ INDUCTIVE AND DEDUCTIVE LEARNING

Another important pair of concepts, which we shall return to constanily
throughout this book, is inductive and deductive learning, Simply put

deductive leaming is a process of adding to our knowledge by working

from principles to examples. This has been an important intellectual o)
within Western philosophical and scientific thinking since the time of
Arstotle. According to Cohen and Manion (1980), deductive reasonin
went unchallenged from the time of Aristotle to the Middle Ages, when
the philosopher Francis Bacon turned the process of working from pringi-
ples to examples on its head. Bacon argued for induction as a way of
adding to our knowledge of the words. In induction, one works from
examples to principles, rules, and generalizations,

It is all too easy to equate humanism and experiential learning with
an inductive, discovery-oriented approach to education, but this is proba-
bly an oversimplification. In fact, even in the scientific area, the opposition
between induction and deduction has been questioned. Mouly (1978), for

example, has proposed a synthesis between the two, arguing that inguiry
consists of:

- aback-and-forth movement in which the investigator first operates
inductively from observations to hypotheses, and then deductively from
these hypotheses 1o their implications, in order to check their validity
fm the standpoint of compatibility with accepted knowledge, After
revision, where necessary, these hypotheses are submitted to further test
through the collection of data specifically designed to test their validity
at the empirical level, .

Maouly 1975

Al_thuugh Mouly’s comments were made within the context of research,
1t is not difficult to see their application to the field of learning in general,
and of language learning in particular. The back and forth movement
!Ji'l'-'h't'fn Ianguage data and linguistic principles or “rules” that character-
1€ an organic approach to language acquisition is taken up and elaborated

" LI‘!aPtH 4. It also seems consistent with the ways in which humans
function cognitively,

It seems to me that people respond to their environment by setting
i J-tmm stream of hypotheses. The cumbersome evele of inductive
'“'-I'-l_lr}'-—ﬁ rsl we do this and then that—comes nowhere close to ne
:'|ﬂ‘hn-g “-w quicksilver oscillation between induction and deduction that
u:::-.,.[?ﬁ!nm“: o believe reflects how people process language mmnn;..:'.-t
Ih[_‘[[;_ J g 58), or h-U'H.' th.f!'r mm“d o the juarni:n“ tasks that we e

Nigel Bruce, personal comminictmon

Chapter 1 The Conceptual Basis of second Language Teaching @ 9

in the rest of this chapter, we shall see h'.m humanism and vxpl:rlit':;lj.l!
learning have informed some of Ihe_mmr impartant and mﬂu.mhfl _li_htm:
to have emerged in language teaching over the last twenty vears . sy
include communicative language teaching, learner-centered instruction,
negotiated curricula, and task-based language teaching

COMMUNICATIVE LANGUAGE TEACHING

Without doubt, the most pervasive changes to teaching practice over the
last twenky years are those that can be described as communicative liangtagy
teaching (CLT), In this section, | shall discuss some of the l.'lH'IElfFll'I.,lﬂ.l
aspects of this development. In the section on the empincal background
to SLTL, 1 review some of the research that has informed CLT

& RECONCEPTUALIZING LANGUAGE

An important stimulus for changing the way we teach language came
during the 1970s when linguists and language educators began a reap:
praisal of language itself. Up to, and including the 19605, language was
generally seen as a system of rules, and the task for language learners
was to internalize these rules by whatever means were at their disposal
{or, more usually, in formal contexts, at the disposal of the teacher or
teaching institution). Language was seen as a unified system, and the
ultimate aim of the learner was to approach the target language norms
of the “native speaker.” The priority for learners was to master the strug-
tures of the language, and, in this process, considerations of meaning
were seen almost as peripheral. In fact, some language specialists argued
that instruction should focus almost exclusively on keaching basic syntactic
patterns, ignoring, or at least minimizing, the development of vocabulary
and semantic systems. (There were exceptions to this. See, for example,
MNewmark and Reibel, 1968).

However, during the 1970s, a much richer conceptualizaton of lan-
guage began to emerge. Language was seen as a system for the expression
of meaning, and linguists began to analvze language as a svstem for the
expression of meanings, rather than as a system ot abstract syntactic rules.
(For a view of how these changing concepts began to change the way
methodologists approached the teaching of language, see Brumfit 1954,

The realization that language could be analyzed, described, and
taught as a system for expressing meanings had a profound effect on
language teaching. At least it had a profound effect at the levels of syllabus
design and textbook writing. Whether the effect was quite so pervasive
or profound in language classrooms themselves is open to question. [f
language is a system for expressing meanings, and i different learmuers

WWW.EIlQ”ShPI’O.iI’


www.EnglishPro.ir

1 & SECOND LANGLALL TEACHING & LEAKNING

have different communicative ends in view, then surely these differen
communicative ends should be reflected in the things that learners are
taught. In other words, there ought to be different syllabuses for differeni
learners. It was this insight that led to the development of needs-based
courses and the emergence of tools and tL'chnit]uub'- for Elnal:-,rzjng and
describing learmer needs (Munby, 1978; Brindley, 1984). We shall look al
some of these techniques in Chapter 6.

¢ TAILORING COURSES TO LEARNERS

The notion that it was not necessary for learners to master a particular
grammatical structure or lexical item simply because it happened to
be part of the system, coupled with the insight that what was learned
should reflect the different needs of different learner groups, was in
harmony with the interpretative view of knowledge being fashioned
within humanistic psychology and experiential learning, as we saw in
the preceding section. These traditions legitimized the idea that it was
not necessary to attempt to learn everything, that a language was not
an .E'.“Em,:" body of knowledge into which the learner had to be
initiated”, that, in fact, there may not actually be external bodies ot
knowledge. - -
. In terms of m{-thndﬂiugy. this new view of language also had an
important effect. Ifthe aim of language teaching is to help learners develop
;l:lﬂgjft'g ;:pl:;ﬁmng diff.erent communicative meanings, then surely these
0 Irtm?ct_t'd Iin classroom tasks and activities. Later in the chapter.
see how this insight led to the emergence of task-based approachies
to language teaching,
qutro.!‘lr:-.i Il:tt;h:nndﬁlﬂit dlffu@t learners have different communicative re-
i : hal tiwbu ought to be reflected, both in the content of
was also reinfo tdﬂ i3 faughy) aiic lealjmng Pcinsses (ol fs baogity
ot b.::k ¥ an ideological shift in focus away from the teacher
o Inmi toward the learner. Learner-centered education,
e Ed part y aul of the humanistic tradition that 1 have already
tssed, was also reinforced by developments in SLTL.

LEARNER-CENTERED EDUCATION

* DEFINING LEA RNER-CENTEREDNESS

The concept of learner-cen
because it is suscep
negatively to the
a devaluing of

- tered education has been controverstal, manly
tible to multiple interpretations. Some teachers readt
concept, because they feel that, implicit in the notion, is
their own professional roles, Others believe that it involves

Chapter 1 The Conceptual Basis of Second Language feac b @ 11

handing over to the learner duties and responsibilities that rightly belong
to the teacher | believe that both of these criticisms are misguided, and
[ spell out my reasons for this later in the section. First, however, [ would
like to describe how | becanmw interested i the subpect i the hrest place

It began years ago, when | began to notice a major gap between what |

was focusing on as a teacher, and what my learners were taking away

from the pedagogical opportunities I was providing. | quickly .i'Nn. amwe
obsessed with the question that was so admurably framed by Dick All-
“Why don't learners learn what teachers teach™ (Allwright, 1984

wright: :
arner language and analyzing these,

When [ began collecting samples of le _
[ discovered that there was a gap between the sorts of things | was trying
ta get my students to learn and the things that they actually appeared to
learn as evidenced by the things they said and wrote In order to une ler-
stand the complex processes underlying my students’ attempts at learning,
| realized that | had necessarily to see things trom their point of view |
had to find out what thev felt they wanted to learn, and how they went
about the task of learning. | came to the belief that while teachers working
in classrooms guided by a learner-centered philosophy would have to
make similar decisions as those working in any other kind of classroom. a
key difference would be that ina learner-centered classroom, key decisions
about what will be taught, how it will be taught, when it will be taught,
and how it will be assessed will be made with meterence to the leamer
Information about learners, and, where feasible, trom learners, will be
used to answer the key questions of what, how, when, and how well

However, | found that it is often a mistake to assume that learners
come into the language classroom with a sophisticated knowledge of
pedagogy, or with a natural ability to make informed chotces about therr
own learning processes, {This 15 what | characterize in the next section
as the strong interpretation ot learner-centeredness. | In fact, there are
relatively few learners who are naturally endowed with the ability to
make informed choiwces about what to learn, how to learn 11, and when
to learn from the moment that they first enter a learning arrangement
They have to go through a process, and often a lengthy process of learnimg;
how to learn, and they can usually only do this with the assistance and
guidance of the teacher. The role of the teacher is therctore enhanced in
@ learner-centered svatem, and the skills demanded of the teacher are also
greater. It is for this reason that | reject the notion that teachers are some
how devalued in a leamer-centered system

* LEARNER INVOLVEMENT IN THE
LEARNING PROCESS

At this point, it is necessary to turn from the concept of learner-cen-
teredness to the closely related concept of learning-centeredness. A leam-
ing-centered classroom is designed to enable the learner to make critical
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pedagogical decisions by systematically training them in the skills the,
need to make such deasions. Such a classroom is constituted with comple
mentary amms. While one set of aims is focused on language content E1|:.
other 1s focused on the learning process, Learners are therefore 5!,-:1!1-1;1 1||IL
cally educated in the skills and knowledge they will need 1n-|rrd=:r. t-
make informed choces about what they want to leam and how (hey w ul;
to learn, Rather than assuming that the learner comes to the h-.1rn:|111
arrangement possessing critical learning skills, the sensitive teacher 1L
cepts that many learners will only begin to develop such skills iy ;F:
course ol instruction. - .
Le_aml.-r—ccnl-.'m.ine&h 15 therefore not an all-or-nothing concept, It
a relative matter. It is also not the case that a leamer-centersd 1'1:1‘;*:1'1141;;
is one in which the teacher hands over power, responsibility, and .l.'.trr'llr il
to the students from day one. [ have found that it is usually well ||-|tnl.1
course before learners are in a position to make informed choices |ltuulr
what they want lo learn and how they want to learn, and it is not :lﬁ-.nm-
mon that this happens only at the end of the course. That said, | would
advocate the development of curricula and materials that u;|¢-=1ur: w
In_-am_erﬁ to move toward the fully autonomous end of the el
combmuum.
ﬁml m ﬂ-:e ;b;: :T d :?t;.: sm;n, it E‘fn hu_-seen that learner-centered instru
oot sl an .ml_l: over rlght': and powers to learners m oa
e ud{u;ahnr lmﬁ it m?n'lw: devaluing the teacher Rather, it 1= a
i tﬁﬂﬁarrnl_-mjm that they can y:::mdu;iif}' AssUme greator
e e s o own learning, I shall discuss how this might be
s ; . tion, when 1 d!:_:cuss negotiated curricula In fact,
er-centered curnicula are not radical alternatives to more traditional
approaches to the design and delivery of language programe:

pedagoscal

A g i
- I. . -ll.'rn.‘t-wmun.nl.ill curriculum will contain elements simlar 1w
e contained in traditional curric

ubom devel 1 '
(including needs analysis, gol evelopment, that is, planmimg,

i and objective setting ), implementation
:::lurﬂlﬂfh:::lmdﬁt’*‘:' and materials development), .mri evaluation
|,,_.ﬂm‘1“.unpid :‘H‘Id :: l:'k!; I‘N’rl]:l: However, the key diftorence between
fermer, the -rurr11.*|.1ll.1|-r|ﬂ't -I tonal curriculum development is thal, i the
learners, since learmers 1“- E-ll L‘f‘[:'-‘h'-’ﬂ"‘r't' ket Desweim Seachons anc
cess egarding the mnl'-r: "d""; v involved in the decision making pro
change w orientation h':-;n o the curnculum and how it s taught This
ulum process, since o :1 major practical implicatons for the entine curme

managed in the ﬁ.’ll‘n:ﬁ w“ﬂﬂlun-d curriculum cannot be introduced and
teaching instibstions, In :‘Z:?LLT::I' &;hlﬂ R
curniculum development an thn:. I;‘.;EIEI‘L'T‘“ st taliobl i

Nunurn 1943, 2

A cribicism that is so
do not know wha
always have the

meti :

" het;lmc:- made of this approach is that learners sumply

e want. While it is true to say that learners do not
sary skills and instghts (o make informed chimees

Chapter 1 The Conceptual Basis of second Langvage feaching @ 11

wa learning how -to-learn dimension inko
the classronm), | have yet to meet a learmer who has absolutely no il
of what he or she wants They may not be able ti formulate and articulate
their needs 1 any procise fashion, but the notion that Il_u-v. do ot have
ideas on the subject is belied by a substantial amount oF resean b Some
years ago, | carried vut a comparahive study into the learming pn-lrrr_-n: s
of teachers and learners 0 thee Austrahan Adull Migrant Fducatum -
(Nunan 1988). When | compared the preferences of learners and
eachers in relation 1o solected learning tasks and activ |t|-,-.l- I bovtird sommwe
stark contrasts and dramahc mismatches The results of this study are
summarized in Table 1.2, whuere it can be seen that there are mismale burs
between teachers and learners on All but one of the items (students and
teachers agreed that conversabon practice was a very high prorty). In
all other cases, teachers and learners disagreed. For example, leamers
gave pair work a low rating, while teachers gave this item a very high
rating, The same was the case w ith student self-discovery of arrors. Now
I am not suggesting that student vivws should be acceded to in all cases
However, | would arguce that, at the very least, teachers should tind out
what their students think and feel about what they want 1o learm and
how they want to learn and take this into consideration when planning

(thus the reason orine orporalin

gram

their courses, .
Unfortumately, when confronted waith a prismateh between thear own

views and those of their students, teachers often feel that there ane only
twer wavs to resolve the dilemma, either o give in o ther students (assum-
ing that the students themselves are inagreenient over w hat they want),
ar ta adopt an “I'm the doctor and [ know best bor vou” attitude However
there are many positions in-between Megotahon, as we saw above, 1= 9
twoway process. The key thing 1s to recognize that differences vxist, and
bo create a win-win situation so that everyone gets something. (1 shall
look at the practicalities of dong this in the next section )

Table 1.2 A comparson of student and teacher ratings of selectiead legeming
activilies

Activity Stuident Teweher
Monunciation practice viery high miedium
I:.’;Iihl.'l' explanations viery high hugh
Conversation practice very hagh viery high
Ermor correction very high low
Vewabulary development very high [gh
Listening 1o/ using casselivs low il high
Student self-discovery of ermors low very fugh
Usirg pretures films ) video liwww lomw medium
Pair winrk Tow wery high
Language gamies wery low v
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As | write this chapler, | am confronting a situation with one of m,
classes i which there is contlict between the desires of the students
and my own pedagogical agenda. Although it is ostensibly an academ,
writing class, the aim of which is to prepare students o write acaden;,
essays in English, the students want a “fun”-based course with lots o
videos and small group work, Lam in the process of trving to restructure
the course to give them some of the things they want while at the same
time achieving the original aims of the course. (I look at what these
students had to say about the course in Chapter 5, when the jssue of
learner roles and contributions is examined.)

¢ LEARNER-CENTEREDNESS: ANOTHER DIMENSION

There is one other sense in which the term learmer-centened is often used
This 15 when it refers to classrooms, not in which leamers ane invols o
in making choices about what and how to learn, but in which learners
are actively involved in the learning process, classrooms in which the
focus is on the learmer in the sense in which they do all the work, A we
shall see, this kind of classroom is, in fact, consistent with a particular
line of second language acquisition research that suggests acquisition -
facilitated when opportunities for learners to interact are masinmized
II‘I-. the next chapter, | review some of the rescarch work that sUpprts
this view.

The potential benefits of engineering classroom interactions so that the
focus is firmly on the leamers rather than the teacher is nicely Hiustrated
ina E|ﬂ5.‘il'ﬁxfim sequence described in Barnes's (1976) classic book From
Commwnication to Curricilum. While the episode took place in a content
classroom, the outcomes could apply to any classroom, The input data
for the task was a poem entitled “The Bully Asleep,” in which a teacher
fails to intervene when a group of children harass a sleeping bully. Barnes
:;-:Ig:.‘:ethe stuqents into small groups, and simply told them to " Talk
finished" Poem in any way you like and let me know when vouve

ed” (p. 25). He then recorded and analyzed the resulting small group

discussi i
h&-msmum. From his analysis, Barnes concluded that the task worked
CaLse

[The absence

in the pupils’ han of a teacher has placed control of learming strategics

comtrol the quﬁﬁn::'u:“ u"}:‘ '-"_‘5'L'r sinee e lask was set, the children
acted wisely is thgiry r:.?l ch lme.p h.J ask: the tssue of whether the teacher
from their work the l:.*ruut- ¢ poet’s. But the teacher's absence romoves
o solve dilemmas source of authority. They cannot tum to him

% Thisg in' Ghls discussion . the children not only

lormulate hypothes
This they can do in m;:“:l::‘mmpd led o evaluate them for themseives

ways: by testing them agamst their existing
in the world”, and by woing back to the ‘evidence

TR

 hagter 1 The € ooeoptual Bases ol sl Larigage Teacking  # 15

the evidlence s a poem but it might equally have beer a

I thus casit
a table of riamerncal diata, o

g, o simvile of an historical document

v e apparalu
A v ol scientific AP RAraks Barves, 1% 19

¢ PRINCIPLES OF ADULT LEARNING

The characterization | have given above, in which learners are systismati-
cally sensitized into processits underlving their own learming, and are
gradually encouraged to take greater and greater responsibility tor thear
own I..*m:ning, is what might be called o weak interpretation ot |1-.1r|11|~r
centeredness. A strong interpretation would angue (as, tor esample,
Brundage and Macheracher (1981 have doned, that, trom the very hirst
lesson, learners have a right to be involved i the deasion making prv
cusses about what they should learn, how they should learn, and how
they might be evaluated. This strong tradition emenged i m studdies into
adult learning or amdrogoy (see, for example, Bnowles 1983}

The following set of prinaples underpins the practice of adult learn-
ing., They were formulated by Brundage andd Macheracher (19801 who
have carried out extensive rescarch inte adult learning

Addults whe value thelr iwn esperienoe as a fesoue ior turther learmg or
whivse experience s valued by athers ane boetter heamers

G Aduls bearn Bestwhen they are involved mdevelopiong learming ebpectives for
themselves that ane congruent with their corrent and idealized seli-comoept
Adults bave already developed orpaneed wave ob focusing on, taking in
and processing information. These ane relerved bo as cognitiny <ty

& The leamer reacts to all experience as bedshe perceives it nob as e eachet
Prresents at

S Aduls enter into learning activities with an orgamued set of descoiptions
and Teelings aboul themselves that miluences the learming process

O Adulks are mone concermed with whether they aee changing in the direction

of their own wdvaliecd seltcomeept than whether they are meeting standands

aned objpectivies set for them by others,

Adults do not learm when overstimulated or when experiencing extreme

shress or ansicly

Those adults who can process information throagh multiple channels and

have learnt how b learn ane the msst prosductive learmers

Adults learn best when the content 1s perrsomally relevant to Past expenence

or present concerns and the Jearning provess is relevant to life expenience

Adults learn best when novel information is presented through o variety of

sensiry modes and experenues with sutficient repetitions and variations on

themes to allow distinctions in patiems to emerge

You can see that this list strongly reflects the humanistic and experiential
traditions that emphasize the constructive role of the learer within the
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learning process. In fact, when | first came across these principles,
occurred to me that many of them may reflect the way all learners, angg
not just adults, approach learning. '

Most of the work already cited has been carried out within general
education. However, in 1984 Brindley did a detailed study of adult learp.
ing with immigrants in Australia and their teachers, From his l‘t'.'it‘ﬂnl:u
he found that

one of the lundamental principles underlying the notion of e -
nent education 15 that education should develop in individuals the Enpac-
ity to contml their own destiny and that, theretore, the leamer should
bee seen as being at the centre of the educational process. For the teaching
institution and the teacher, this means thal instructional programmes
showld be centred around learners’ needs and that learmoers rh.g-mu:]u-.\
should exercise thewr own responsibility in the choice of learning .lll\]ml-
tives, content and methods as well as in determining the means used 1o
assess their performange

Broadley 1954 4-5

In Chapter 5, we shall look at some of the practical implications of placing
learners at the center of the learning process.

NEGOTIATED CURRICULA

T&I: f;:}lrur:.lm:;ph}' nf_lenmsr-:entm-n_!ness has been given practical effect in
S fxntol negﬂuabod curricula in which the views of the learners as
, b Pf-d:lfdcngmnl agenda of the teacher are satisfied through a
mmnegul:iait;e- I“'—.take. In a classroom where the content and process
s - neither learners nor teacher have it all their own way. As

suggests, what gets taught, and how it is learned, are arrived
at through discussion and compromise.

4 LEARNER CONTRIBUTIONS TO THE LEARNING PROCESS

E:;bl;:in:“ 'jm“'-'t‘:ﬁlﬂﬂs I have worked in contexts in which it has been
mast aituaﬁr:z‘;s h ol lﬁ.mem at all stages of the leaming process. [0
that "Egﬂ'h'atim; i‘:h'ﬂra-r, It is at the stage of curriculum implementation
negotiating with lea:nx]%t}h Fﬂr.um who question the feasibility L_*l
an element of negotiati in certain contexts, | would argue that there
lo maintain an exc} -m:fn every classroom encounter. It is not possible
time. In other Wﬂrd'f“ Y non-negotiable classroom for any length of
pedagogical mmuﬁanm is a variable commodity within the
level of curriculum I the ‘:i':iMM. It is simply not the case, at the

implementation, that learning is either negotiated or

Chapter 1 The Cone wptial Bases of Sed ol | aretie Tieching @ 17

mandated. Negotations can invalve not only big tcket items relating o
the vverall content and procedure of a lesson, but many maorne mod st
jtems such as whether to do a particular task in groups or in pars

Is there any evidence that justihes the notion that learners should h:
given a say in their own pedagogical destiny? | believe there s In a2
Slimani decided to find out what learners actually learn from classroam
interaction, and posed the following questions:

What is it that inchvidual learners <liim 10 have leamied from interactive

classroam events (this claimed learning she terms faptakey?

What 1% it that happens in the lesson that can account bor this uptike?

Her leamers were a group of Algerian learners of English as a .furm_.;n
language who were preparing o undertake engineering studies in k nglish
Slimani found that topics initiated in the classmoom by the learners were
much more likely to be nominated as having been learned than those
nominated by the teacher. In other words, when learmers had an vpportu-
nity to contribute to the content of the lesson, that was the content that
learners would claim to have learned. She reports that:

about 77.45 per cent of the topicalisation was effected by the teacher
This s not particolarly surprsmg in view ol thee fact that the discourse
was unidirectionally controlled by the teacher What appears (o be
strikingly interesting though i that a further analysis of the etfect of the
teacher's versus the learmers’ stanoe oppoeriuntbes for topacalisation
showed that the latter offered much higher chances tor items o be up
taken, Leammers benefited much more from ther peers” rare mstancoe of
topicalisation than brom the teacher's bopries peinbrated by learners o
trached more clags frome e Jearnees Ui e ones iibated by the beacher

[italics added—3 %]
Shimeami 1992 21

* MOVING LEARNERS ALONG THE NEGOTIATION
CONTINUUM

As | have already indicated, negotiation is not an all-or-nothing process.
There are levels and degrees of negotiation. In fact, it is a continuum, In
my own classrooms, | work hard at moving leammers along the continuum
This can be done by incorporating a series of steps into the educational
process. Although | have set the following steps out sequentially, some
of the steps overlap, and can be introduced simultaneously. This is 'p'nrticu-
larly true of Steps 49, which focus on learning pruc-:'-_';wﬁ, and can be
introduced alongside Steps 1-3, which are more content orented

9 Step 1 Make anstruction goals cloar to letrners

T—.hm'l slep i giving learnees a vaice s o make instruchonal goals clear o
" ;
them. 1t the evidence that | have gathered in many classrooms over many years
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'\"\."ll‘."‘" ™ Hh‘”‘_‘lﬁ\_,l'"'-"l'\""\-"\-.-,n'\"‘-r

Unit Goals

In this unit you will;

Make comparisons

“Which do you prefer, the
bus or the subway?"

"I guess | like the I
subway better." i
Make plans |

*I'm going ta fly to Spain
for my vacation "
Fuv%mrwu\%

Figure 1-1  ATLAS - Book 3, © Heinle & Heinle Publishers

15 a.r!'g.'lhmg t g b, this is relatively rare. In a study | carTied ouk some year
Aot aspects of classroom management, thire wasonly asinghe teacher wie
spelled out the pedagogical agenda bor her learners. An extract trom the star
of one of her lessons 1llustrates her method. She is using a mandated testboos
mowhich the goals and obfectives ane inplicit, amd vt shie is abhe oo make th
guals .‘" the lesson explicit to the learmers, She does so by actively i alying
them in the process, rather than simply mforming them
T Tadav sve're oy to practice talking abvwt Hies amd diclibes, il e e
oy b talk abot mustc and movies and <tuff. OK? LK Kemf ! Niva |
HRE Wt apen wotr Bagks gt page 22, that's where the uriit starts. and
Tinawdible comement from studert [ Wleart's thiure * Youth, et =
Pt Noie, T opant Wt ok greickly Merogeh B anit and fiid e
example, l-*_-rlr example of spmepnye sy Hey Tike somiethirng. il o
example of somemie Ay My don't Hie semebhirg? OK? O crample
#each And 'm gormyg to put them here on the board.

Itt' you -;.ne producing your pwn matenials, or adapting those wratten by others,

i u_-.n: :‘l!n.'l.-ljur vasy to make the goals expliat, Once again, learners can be

actively involved, as the following example shows,

i I':Jw unit initiated by the goals in Figure 1-1 could be completed by ashing
AT 10 carry oul 3 selt-checking exercise such as that in Figure 12

hhlll‘:.' this has been estracted from A commercial source, it s the sort ol
enercise that teachers can readily create

mﬂh I h'id..ﬂ:lﬂted llhﬂ'l.":r 1 l"ll.ﬂ'll that the idea of m-'_ili.“\\'.", the F.I._‘-I.-jgla}:lull-
Aagenida 'I!'&l:llll:!l tor the Il‘ﬂ.m:ls = reht'“-._.h. uncontroversial, and q.111||,l|]1l|'|l..'

Review the language skills vou practiced in this unie
Check [%] your answers,

CAN YOU.

Make comparisons?

WWV_V_.W‘ Bl B B n o

Chagetiet 1 The Conerptual fasis of S ol Fompguage lew g # 0 17

! r )
M, Y ]

Cdwes [l alicle [ norver

Find or give an example:

Make plans? Ol owes O abrde T not yer

Find or give an example:
i e e A

Figure 1-2  ATLAS - Hook 1, © Heinle & Hemle Publishers

that can be dome with all but the youngest of learmers. This provides a basia
for learners Bo e ipvolved moselecting ther osen goals and comtent Tham
and Cabrielsen {881 toumd that even relatively young bearmers werme capable
ol making decisions abot the content and processes of ther own learmimg
Learmers, tegardloss of ther aptitade o abalitss were capabile ol a positive
amd poocuctive mvolvement inoselecting their own oontent and - learming
procedunes. Furthiermaone, leamers were also posibive i accephing resprmsibil
ity for thaer osen fearminnyg

Shep 2 Alloue feirters b crstle Bl o gl

Tha skt shep i givingg learsers 4 vince would be o allow learmers W cneate
their o goals and comtent. An imteresting and practical wav of imvolving
learmers at thas level s opeported o Markimson and COVSallivan (1981 They
repart o the noon of tha acton meehing as a way of involving leamers in
mwslifving course content

A meehanism was needed for course managenent as the gund
imvg Al et ating oree Bebimd the course would Bave o be abile
by el with individual concerns and negotiate potential comtlices of
mlerest, nead, and tempoerament. [ would also have o satisty the
individual while oot threatening the sroup's rason 3 étne As fone
shadowed in the orienation plusse, the growp would tow esperiment
with a mechanism suggested by the teachers, namely o sories of
Action Mectings [These] wonbd provide an opportumity gor
mdividuals (o participate Gaterpersonally and iterculturally ) in an
Enghsh-mediom mevting, negotating meaning and authentic con
et Thew woiald also e g miceans of tacalitating sroup coheswon and
metivation and would e a primacy mechansm bor ongoing program
evaluation by the participants

Parkretsen aad O Sullean 199 179120
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[The students are sitting in small groups of two o four as the teacher add s,

Step 3: Encourige Tewrners ta e therr secomd fauguage ontside the s,

A logical extension of this idea is to get learners activating their languag,.
outside the classroom itself. The following classroom extract illusteates |,
way inwhich one leacher encouraged students to think about activating th,

langguage outside of the classroom.

theem.|

pos. |

T Well students, as you ko, this morming we're godny fo e lookeny of
ways Ml we can belp learners smprove their Enghsh—ertlon o feaiher,
wathout, wm, a class to comte bo, Wikt ve we ol all aronnd s Bt oo
Pelp s ® Well the fiest thang that soe're gownng bo by looking at are these
Hings, [She bends don and preks ap a plastic shoppiy bag | Nogeom
the bag—1've got @ bag full of mystery obgects m here—dittercn) Hing.
but they all have one thiinng tm commmmion. We can wse Hiem Lo edpd ity
mir language. Now His i gomg o be lucky dip bepe actonty. Hicoe wou
ever dimt a lucky dip?

Ss: Yos wes

T Yes Where you put your hand in and you ke one thing out, 1 do ot
Uhe first fime. Put mey hawd ieand Pl use bring sty onl

She pulls out a mirror|

O, @ mrror. Newt Bow can this help us smproie our lesguage—you gof
any deas? frewe?

5 We can help, er, our voe wocabuliry.

T Vocabulary's ane Hing, yes, How?

St We can look, er, how we pronounce the words (M) Wie i look oo
the mirror wnd see howw our month moves

T Good. Yes. we can soc fioe orr miouth siemes—Ey lopkareg ab ewer refle i
in the murror. For example. the soumd th. Can vou all sy th?”

Ss: No. [Laughter]

[Thae 'll-‘ﬂf]'!l."r distributes the rest of the objects in the bag and the students, workine
in groups, spend ten minutes discussing the wavs in which the
different ubjects they have chosen can be used for practicing English
outside the class. The teacher then calls the activaty to o halt |

Nurian 1991 182

O Step d: Ratse arareness of learnng processes

f;;ﬁl. : hi‘u}‘ talked. abgut giving leamers a voice in deciding it to learn
fﬂunmlt ;:15..: important ta give them a voice in s they learn | have
strategi 1I.1:u;| bﬁ’ Flml * to bewin in this is to raise their awareness of the
do, ?dm:;‘lymg tasks. This i something that all teachers can
“"‘r“':lg:h, or a Whﬂ.hw they are working with a mandated curriculum anid
This is {] e I‘E_‘lahvc[:.' free to decide what to teach and how o teach 1
w44 Hlustrated in the following classroom extract

‘P—'—'_

¥ I ¥ 4
¢ Bagater 1 The Ceinceptial Bases of Second Language feachirg ® .
!

r WP s o

Yeae of P s, e doe peacteee ot thin o
e of B g And arie of the lewem

the Hhungs e practioe g lraeminyg shelfegics
hratestes Purt il Jrelp wi lepen newe durds e Hhy y
“chiasifurng - DA lpon v aohnd Classibyumg msars

fewrmipriy sbrateyy of

Se: N o
T Mave yma heardd this werd befoecs

Ss: N

T Classifing means pratting things that are simidur tegedier i grotips R
Sit if I sl om 4 wnp all of e grels o o abirsiset | 9 PP CRtEIN 1 EF
Rt |ﬂlii‘ Al e P Iy i it Hrs corser of e rocm f -_|"r..,-_l hr
chassifiiny the class aceoridung to e sev o B ormdir. What £ Ik

o cdasanfy somt of Pl s
Md reided . postoded and

wor fy oo s g Tashk s ruls From tee list in
Tusk 4. OK? fin the preceding task, studei!
crredod Hue irds et desicr et preonple. Tl foeee Her .,'I.".'rr o

trber eodtle e Reeindivgs: Ueodor ", e amd sz |

threre LiMEWH

Step 50 Help learners idvntaty their ovenr prefereed alules and sbritecs

Ther nest step an the development of a learnersentered lasaroom s b tran
learners o identidy ther own preferned beaming sty les and strategis Ihetanfesd
gundance on how this might bwe schlivend are taken up Later in the book whien
I fowus on thie fearmingg process

Omee | have helped my leamers to dienhity theer own preh el wtvlis
and strateies, | begin to give them choces from a e o opticas s
notion thal leamers are capablie ol making . huotces has been guestioned by
o commentators, 18 has alsi been suggested that the nestion ol choe s
a Western ome, which dosn't work in Eastern educatumal contests All L can
say i that it works in Homgy Kongs [ was alsoabli toomake st work 6 Thatland
There is evidenee from other sources as well Widdows and Voller 11 for
example, investigated the ability of [apanese aniversity students 1o miak
chivices. As o resull of ther study they tound that students were able to maks
choices, and that thewrr preferences were allen markedly at odds with the
content and methodology that they wene exposed tomoclass They report
tht,

Students do not like classes in which they =it passivels, reading
or transhating, They di pot ke classes wherne the teacher controls
everything They do not like reading Erglish Diteratune much. even
when they are literature mapors, Thuas it s clear that the great magoriby
of wniversity Enpglish classes are fagling to satisty learner nessds in
any way. Radical changes i the content of dourses, and cspecially
in the types of courses that ane offensd, and the systemanc retrainimny,
of EFL teachers in leamer-centened classroom procedurnes ane steps
that must be taken, i tachers amd administratomn ane seriesly

interested in addressinge their stodents’ pesds
Widdogrs amd Vialfer Jon)
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on the learner-centered continuum, it is possible to dentif

Step 7: Allow fearnees to generate their oiom fasks
Having encouraged learners to make choices, thie next step is o p
with opportunities to modify and adapt classroom fasks, This ottt
preliminary step to teaching them to create their own |

#  SECOND LANGUAGE TEACHING & LEARNING

Steyr 6 Friconrige learner vhoree

In some foreign languoage contexts, the notion of student choe may by
relatively unfamiliar, or even alien, one. In such a case il s preferahl 1'1
engage the learners ina relatively modest level of decision making F”“
example, if the data for a lesson include a reading passage and o i!bll.’.l'ltrlr
text, learners might be asked to deaide which they would rather do firs mf,
reading or the listenang, IFteachers are uncomfortable with the idea of -.-r.,-ih.m‘
doing differcnt things at the same time, then it can be pul to a class 1 .;;,_. Thiey
could then Fl'ﬂdui“_\' b imwvolved in making choces such as the l’uljgm-;n e'in
which the actvity type and task is similar. The point is not that h-nm.;:: in
different groups will be doing things that are radically different, but that |.h|--;
are being sensitized to the notion of making chaices.,

You choose. Do A or B,

A Goroup Hh.rl.. Think about the [ast lime you went grocery shoppong
Make a list of all the things vou bought Compare this list with the
lists of three or four other students. Whose list s the healthiese?

B Grogp Work. Think about all the healthy things you did last week
Make a list. Compare this lst with the lists of three or four other
student=. Who had the healthiest week?

C}n'-:e learners are used to the idea, they can be mvited to make more elaborate
choices, as in the following example, in which learners are asked o provies
three tasks that they will be doing in a lesson, to idenlily the maper skills
focus, and 1o decide the order in which they will do the tasks.

You Choose
2 l.ﬂ!:lk quickly at the next three tasks and decidi whether these ae
listening, speaking. reading, or writing tasks.
b. Now decide the arder in which vou wish to do them. Circle your
choices
'l da ths task
Task A jask  Ist Ind rd
Task 224 jask 15t Ind Jrd
Task 3: A task  Ist 2nd  3nd

JLE]

These examples illustrate the point that even within the varias pi
v subcontims

rovide them
Id be o

asks. This aeed nivl

www.EnglishPro.ir
e
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volve highly technical matierials design skills, which would early be unies
alistic. | have started learmers on the path wvards developog their vwn
materials by giving thiem the text but net the questions moa reading compee
huension task and askig the, in sl grveipe B wonite ther o guestions
These are then exchanged with another group o be arwwirned and discissed

St 8r Enconnige Iearmies o o fog It

At a more challengimg bevel, bearniets winilel become teachers Ihere 1= ruthimg
like the smminent prospect of having to teach something for shmulating
learning. Lest this should be thought steplan, | can point to prevedents in
the lileratare. Assindor, for example, gave her students the oppurtumiby ol
developing video-based matertals that they subsequently used for beaching
ather students in the class: The innovabion wis 4 suceess thes critical tactor
afwhich, according o Assinder. was the opportunity hor thie learmier to bescomee

the weacher

I believe that the goal of ‘leaching each other’ was o factor of
paramuunt importance. Being asked to present seeething o another
group gave a clear reason for the work, called for greater nesponsibil.
ity to one’s own group, and hed o inc peased mobiv ation and greatly
improvid accuracy. The sucvess of each group’s pressibiton was
measunsd by the nesponse amd feedback of the ather group, thus
there was a measure of ibuilt evaluation and a test of b much
hated been learned: Beingg an ‘expert’” on a lopic murticeahly mereased
sl fpstoem, and gething mons confident week by wisek igave [the

fearpers] a feeling of geniime progress
Assiler 199] 225

Step & Enconrage Tegrers fo Bpciome resercbiers

o educate learters to bocome language researchers

Finally, it Is posaible
thetie = &

Once agam, tor those who think s aotion tancitul or utopian
precedent in the literature. Heath (1992), warkitye with educationally disad-
vantaged children in the United States, asked her collaborators to doowmen
the language they encountensd i the community beyomd the dlassroom

o wiork together as a commumty of

Students wene asked
ol

cthnographers, collecting, interprebng, and building a data bank
miormation about language in their worlds, They had access 1o
knowhedige | wanted, and the only way | could gt that knowledie
was fur them 1o write w0 me. They collected feld notes, wrote inter-
pretations of patterns they discoversd as they discussed their Fiadil
notes, and they answered the questions | rased about thetr daks

cittlection and their interpratations
Firth 19l 42

Despite the struggle involved, students leamned through the process ol
becoming ethnographic researchers that communication 1s pegobiabion.

. —— e DN b oo ’
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and they got 1o reflect on thie important relationships between socli,
tion, language, amd thought In substantive terms, all students moved o
of the Basie English into regular English classes, and two moved g,
hanars English, As Heath reports, “Accomplishments were real and ey
ingful for these students. o

In this section, 1 have provided some practical illustrations of b
11h|||_ﬂ'l]_1|'|:i";|' concepts of humamsm and expenential learming can lead,
through learner-centered attitudes and negotiated curnicula, to practi il
classtoom action. In the next, and final section in the chapter T review an
approach to language pedagogy known as task-based language teaching
(TBLT), which draws on all of these ideas and practices. It forms o usetu
bridge to Chapter 2, which focuses on the research basis for SLTL A< e
shall see, in addition to drawing on the conceptual developments outlingd
in the first part of this chapter, task-based language teaching has sought
e develop a research agenda so that ideas put forward by advocates of
TBLT can be tested against empirical data from teaching and learming.

TASK-BASED LANGUAGE TEACHING

Task-based language teaching is an approach o the design of language
courses in which the point of departure is not an ordered list of |m;q1u-i i
tems, but a collection of tasks, [tdraws on and reflects the experientialand
humanistic traditions described above, as well as reflecting the changine
conceplions of language itself. As we shall see in the next section, if alse
draws on a growing body of empirical research,

¢ DEFINING TASK

‘a"'rrlti_nin the literature, tasks have been defined in a vanety of wavs, [ong
for instance, suppests that a task -

15 4 piece of work undertaken for oneselt or tor others, fecly o0 fof
seme neward. This, examples of tashs include pamnting a fence, dnessing
4 rh”d'_lmhﬂ oul 4 form, buving a pair of shows, making an ailine
reservation, borrowing i library book, taking a deiving test, typang o better
weighing a patient, sorting letters, taking o hotel eservation, writing &
cheque. finding a strevt destination, and helping someone acnes 4 road
In other wonds, by fusd is meant the hundred and one things people 80
n evervday lite. at work. at play. and in-betwern.

Long 1984 &9

In my 1989 book on task based | ; W
oy SR 5 anguage teaching, | drew a distindty

:.:: i gogical tasks and real-world or tanget tashs The tashs Long
out above are target tasks. Thev are the sorts of things that indi iduais

WWW.
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the classroom. The ultimate rationale for language

ble Tearmers to div these things using language andd
b thr rehwsar=al

typn ally oy outside

instruc Hom s b ena
it 15 to be expected that « Lassroomm tme will be taken up wit

of making reservations, wrting letters, binchmgg stroet destinations in Ja
directory, amd so on However. fearners will also dio many thirges in class
that are not rehearsals for performans v outside of thes ¢ lassroom: Listening
toa tape and pepeating, diomng a igsaw reading task, solving a pri iblesm
in small groups, these tasks ane undertaken, mot b ause Jearmers will dio
them outsice of the classooon, bt because it s assumesd that they ta ilitater
the development ol a fearner s goeneral langiage profciency Ihey have
a pedagogical or psvcholinguistic ratioiale
Richards, Platt and Weber have such .

that a task is

slionale when thoy soggest

it wlich s carried ot as the resuilt o prrocessing
as a esponse ) bor esarmiple, drawing
fur an irstructon aod perfarming
v ok nvlve

an activity or
or understamding lnguage (e
gy while listenumg foa taps lsternng
& command, mav be refermsd 1o as tashs Lk may or
the preoduction of language A, sk sl recguires e teachier o specil

what will b reganded s sucoesstul commpletiom o the task. The e i
a varety of different kinds of Lasks |-1|1;|::|-1L1r teachingg s sand b ke

Lamzpage feaching more commnia e
1985n 289

Pedagogical Tasks Defined
] & i e o o Lasseodarm wanrk that vl ledrmwrs i compsee honchimy,. Mg
Ly, peroedoc i, o anteracting m the tareet Languages while thase gHientaon s
foscusesd on molnd i eng thete grarmoatiod | kposlecge i geehis o epress meeaning
aned o vl the anientice i i Cormeey g ratber than T marigaio Lt foem
Thes task showld atso have 4 sorss of comploteness; Dieing able toostand alone as
A crwek g alive ks ity own right wath a begommgg, a mcldle and an el
Mworian [

Evarmles of o Lpssroorn Bashs o e
S Lt 10 o wesathiier dosened st il ol b w it b easar
Oorespyiding bo Jrarty ansatation
oot o ook appb abon tomm
o thea ibungg g photogragsh of onies tarmily

* TASK VERSUS EXERCISE

Al the nisk of oversimplification, the essential ditterenoe between a tisk
and anexercise 1s thata task has a nonlinguistic suteome, while an exercise
has a linguistic vutcome. Thus, 1n the first example given i the box above,

lishPro.ir
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the putcome will be the selection of appropriate clothing, given ¢
assuming the accuracy of) a weather forecast. This is g4 i '!l_
outcome, and success will be measured in nonlinguistic terms m-h;lt;hl
the person is too hot, too cold, or comfortable). In contrast, the follon hier
is an exercise (and, a creative one at that!), because the outcom -.-;'JEI”l'I::
a set of structures. Success will be decided in linguistic terms :

Imagine you are a travel buff and write sentences describing |
standard equipment. Use a nonrestrictive relative clause it s i q-,“m
relative pronoun for each item, Subject

ard

Example: laptop

I always bring a laptop, which is a portable computer

L luggage cart 5 travel caleulator

2 money belt 6. detergent

3 travel iron 7. aSwiss army kmle
4 adaprer B book light

Erodesere and Fyrmyg 1903 154

Elsewhere, I have sugpested that tasks have some sort of input data ||
use this term rather than fext because the data may not contain I.:n;.-,u.n:.;ll-
It may bt.uI\ set of pictures, diagrams, or other nonverbal material) 1t will
also contain a set of procedures that specify what learners are 1o do in
relation to the data. Implicit in any task will be a pedagogical goal, as
well as particular roles for teachers and learners. One final dimension
worth considering is the setting in which the task will be performed. Will
this be within the classroom or outside? Will the learners work in teacher-
fronted, small group, or individual mode?

In describing, analyzing and creating tasks, it is useful to think of the
four essential dimensions of task, These are the dimensions of languagey,
procedure, learner, and leaming process. In each of these dimensions
Iht-rle are several key considerations that 1 shall summarize here, and fake
up in greater detail later in the book. In the rest of this chapter, | look al
three important principles of task design.

the authenticity principle:
the form/ function principle;
the task dependency principle.

B N

¢ THE AUTHENTICITY PRINCIPLE

II'“ It'rm_i of language, key considerations concern the extent to which
e "h‘f data that learners work with are authentic, and to what exten|
the relatianships between linguistic form and communicative function

"‘_7
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are clear to the learner. As a rough rule of thumb, we can say that authentic
data are samples of spoken and wntten language that have not beer
specifically written for the purposes of teaching language. Much has been
made of the fact that authenticity is a relative matter, and that as seon as
ane extracts a piece of language from the communicalive context in which
it occurred and takes it into the dassroom, one s “de authenticating”
to a degree. | would not disagree with this. Nor would 1 oargue that
nonauthentic data should be banned from the classroom. However, l
would argue that learners should be ted as rich a diet of authentic data
as possible, because, ultimately, if they only encounter contrived dialogues
and listening texts, their task will be made more difbicult

The advantage of using authenbc data is that learners encounter target
language items (in the case of the example brelow, comparative adjevtives
and adverbs) in the kinds of contests where they naturally occur, rather
than in contexts that have been concocted by a testbook writer Ultimately,
this will assist learners because they wall experience the language item in
interaction with other closely related grammatical and discourse elements
The disparity between contrived and authentic data can be seen in the
following extracts that, themselves, have been turned into a dlassroom
task.

Task

Study the following extracts. One s a plece of geouine conversation,
the other is taken from a language teaching testbook. What differences
can you see between the hwo extracts? What language do vou think
the nonauthentic conversation is trying o teach? What grammar would
you need in order 1o take part in the authentic conversation?

Text 1 fext. 2
A: Excuse e, please. Do won A: How do | get fo Kersington
krtoaer where Hie veearest bank Road?
is? B:  Well you go diane Frellarton
B:  Well the City Bank se't far Rinnid
from fere Do yor keose ehere Az dolud, ey O Beefair

the mnin post office 5?2 and wrorond 7
A: No, i really. ' just passing B Yeah. And Hhent yon o

Hrpngh, straiyht
B: Well, first o dozm thes street Al st Hhe hospretal ?

to the traffic Lght. B:  Yeah, keep oy strght, past
A Ok the raveconrse to the
B:

Well, first o doan thus street
bo Bhe fraffic Light,

roundabout. You know Hie g
rodtrndabal ?

www.EnglishPro.ir
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Teat 1 Teat 2

A: UK A: Yeah

B:  Thew turw left and go west on B:  And Kensin ;
’ ‘ 1 : stwtirbonn Rewal s )
Sunset Bowdevard for about the right, off to

frow Blocks, The bank s on Az What, off the rowmdabong >
vonr right, just past the pos| B: Yeah
office Az Right

A: Al rght. Thanks!
B:  Yow'ne welcome
[1 have not acknowledged the
source of this extract, because |
du not wish to appear to be
criticizing the text from which it
was extracted. [t is cited here for
contrastive purposes only: |
{Seurce: D, Nunan 1993 )

¢ THE FORM-FUNCTION PRINCIPLE

When dn_*ftp;nmg tasks, the second key consideration concerns teaching
language in ways that make form and function relationships transpaneni
| suspect _thatl one of the reasons for the mismatches between teaching
and IEaIm_mg is that learners often find it difficult 1o see the functional
purpose for having ditferent linguistic forms. For example, exercises n
;-rhu"h Ileamers are required to carry out various kinds of linguistic trans
b.u.:rr;\ahum {such as -:Jl'nanging active voice sentences into passives and

Ak again). may be fine for teaching new linguistic forms, but not o
showing students how to use the forms for making meanings. In the cos
:n.f the active / passive voice example, the implicit message for the learner
is that these two forms carry the same meaning, that they are alternative
wavs of saving the same thing. .

The challenge, in activating this principle, is to design tasks that
require learners to use inductive and deductive reasoning to develop their
own understanding of the relationship between form and function. This
:{.: a‘ developmental process, and it often takes learners many years W

velop an accurate understanding of a particular relationship

.TI'H-‘ following task sequence, adapted from Hall and Shepheard (19911
mll‘-’tl'ﬂtﬂa_ how such an approach might be used to help students make
sense of time relationships,

Example

A : E :
mllilg 'v:uﬂ'l another student. match the uses of the present perfect w ilh
OWIng sentences by writing a letter in the column

A
D.

fd

£y

{ h.]']l[‘r 1 Thie Lo el Basia of Secomel Larduage Teaching @ Ja

I indetinite past L detinme rotune perod

rchefimite fulune period
E past-present porisd unbmished

recent ackon

I'AST Ml Y FLTLKE
X _

The rans have ast brought hope to
the starving of Africa

Coand swarms of Incusts have been
reported 0 Cape Verde

Experts who have been an the FAL in
Mali for years were amazed by thie i ze

of ome swarm,
Other countries ane wailing until
imternativaal mevtings have been held
m two meonths’ hme

Camvernmunit cannet wail wntil loust
swarms have caten their crops.

Mo draw timelines for sentences 2-5 sprlar fo that for sentence |

Answer the lllowing guestions
1. a The rains have just brought hispe o the starving of Abnca
b The rams just browghn hope o the stacving but oo solution
Which adverbs can replace st in (b and (b)"

a Great swarmis of Jocusts have been neported m Cape Verde

1
b, Creat swarms of Tocusts werne reported m Cape Verde
T which sentence can the words fun davs ago be added®

Yoa. Bxperts whio have been with the FAD for years wene amaased

bo Experts who were with the FAD bor vears wiere amaeed
4. a Other countries ane waiting unhl international meetings have been

held s two moniths” time
b. Other countries are waiting until international meetings ane held in

Pwo months time
Are these countries watting until the meetings are over or until they
begin in (a), i (b)?

5 A Other countries are waiting until intermational meethings have finshed
b Other countries are waiting unbl international meetings finish
True/False; There is no objective ditference betwen the o events
Which sentence emphasises the comphetwn of the event?

[Adapted trom N Hall & | Shepheard. 1191
The AmteCirmmar Grammar Book London Lorzman

* THE TASK DEPENDENCY PRINCIPLE

I relation to pedagogical procedures, that is, what learners actually do
in relation to the data they are working with, the key question is. What
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principles can the teacher, 1‘l'l..‘lh?rl'ﬁ|.'i.dl:'i't'|l.'l|:!t.‘r, OF Conrse ;.iuajgm-[ draw
on in order b arrive at an instructional sequence in which tasks flow
logically from one to the next? In my own work, 1 have sought 1o dg, this
by mvoking the “task dependency” principle, in which each succeieding
task in the instructional sequence flows out of, and is dependent on thy:
one that precedes it In this way, a series of tasks in a lesson or Uil of
work forms a kind of pedagogical ladder, each task representing
on the ladder, enabling the learner to reach higher and higher Jevel
of communicative performance. As a general principle (and not a5 ap
unvarying rule). | also sequence tasks from reception to produchion, Iy
other words, listening and reading tasks generally come before writing
and speaking tasks, The earlier tasks can theretore act as models for 1hw
learner, providing them with language and content to draw on wher thi
come to produce their own language. A final principle that tacilitares
coherence is to arrange an instructional sequence so that what | o
“reproductive tasks” precede “creative” tasks, A reproductive task s o
in which the student reproduces language provided by the teacher the
textbook, or the tape.

In contrast to reproductive tasks, creative tasks are those that PEjLLTe
learners to come up with language for which they have not been specit.
cally cued. In other words, they are asked to put together familiar cloments
in new or novel combinations. The final task in the sequence presented
in Figure 1-3a, 1-3b, 15 an example of a creative task, in that learners an
recombining, in novel ways, familiar elements from earlier tasks

In designing sequences of tasks, it is important to consider the salienc
for learners of the pedagogical poals of the task, the extent to whicn
learning strateggies are made explicit, the extent to which the task meorpe
rates an expenential philosophy of learning by doing, and the opportun-
bes provided to learners for inductive learning. Wi also need 1o conside
the extent to which learners are given space to contribute their own wdeas
feelings and attitudes, the extent to which they are given active (rathe
than reactive) roles, and the opportunitics they have to make choioes
These and the other aspecs of tusk touched on in this chapter are taken
up in greater detail in later chapters,

In placing task at the center of the curriculum development process
Thave blurred the distinction between syllabus design (which is concerned
with selecting and sequencing linguistic and experiential content] ant
methodology (which is concerned with the selection and sequencing of
pedagogical procedures). The danger in designing courses based on 8
collection of tasks is that we have no principles for selecting, sequencifis
and integrating our material, and the curriculum ends up as hittle mart
than a collection of classroom “tricks * There are two ways to get around
this problem. The first is 1o reference the selection of tasks aganst
clearly specified se! of curricular goals, The second is to invoke the task

a rung
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B Y e sor MV
couples meet for the first Hime?

»E Listen ond check (] the names and ploces you hear,

" Aticia school
Pesul Marle supermariet
Tem Jemrny howey
Goa Grocs e sty
Hick Tiacy ol
Alan Susam P

Eummmmmnummmmhﬂmm

mat. Match sach coupls with the cormect pleturs In Tosk 1,

S AT AN N e e N

Figure 1-3a  Listen In - Book 2, © International Thomson Publishing Asia

dependency principle, sequencing and integrating tasks into sequences
of task ladders, in which succeeding tasks evolve out of the ones that go
before,

The following table of contents for LISTEN IN Level 1, a three-level
oral skills series, llustrates the first principle. The general aim of this
course s bo hielp learners develop skills tor taking part ina wide variety
of transactional and interpersonal encounters

The task dependency principle is illustrated in the Following sequence
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Ny T W i b Ve T \ﬂ"'-""'h\." Gemen s 2 VL VOV Wl s

Plears forgios Armald Ha st fovas
ta chae mailman Dy the woy

Trr Kim what s your nama’

P

'}
Greup work. Tell the group whars yeu met your pariner or bast frisnd.
What wsrs you deing ot the HmaT

Vs
L_\__ 1_,\.\!“.%«\)&_,%-{\}1#_#_‘_-' W\ L R |

e -

Figure 1-3b  Listen In - Book 2, © International Thomson Puhlishing Asia
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bl - How da yoo g7 1

U@ huq.“f-m” i

Unnd - That s her sver there "

Uead - Whet lonpunges ars yeu studymg? L

Unitd . ‘Where are yeu from? w

Unita 13 Rrview = ]
Umii @ Thes i whare I liws 1

Umit? - Where can I fad the sperting goody? n
UnitB - What do yeu do” n
Unit®  Wers marteg o the conference room B
UnetlB Do you v o computer? »
Ueila -l Review = a
Bnii B Inﬂut-u" B
Unitl® - I big @ Yokl for five "
Heitdd . Terwis i 8 grast gome n

Unit 14 m“"m, 7
Umitls - Where o you et your news? Wl
Urita 1118 - Rgvew o
Uil I“Thhhmm )
HRIT - Wiy donit we by new car n
Ut IE - My e basd i ey mece =

[IETT T | "h'ﬁ'r-il-rﬂ-‘: "
HER 30 How o tem do you ses your frands? u
Urirs 1820 Rrngw ) W
WVMWW\
Figure 1-4  Listen I - Book 1, © International

Publishing Asia

As you can see, each task
in the cham evalves out of
the one that comes belon
Prior tasks provide learnirs
with the language models
and espenental  content
that they will need 1o carny
out the tasks that follow
Note alen that  althougeh
vach task builds on the one
that goes before, 1L is ala
self-contained, being able
to stand alone in ils twn
right.
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Task 1

1. You are about to watch a video in which eight exchange students
talk about their experiences. Make notes on what they have Lo say,
for example, where they went, what advice they would give ruf
others, what they did that was culturally inappropnate, what they
thought was strange about the host culture.

Where? Aduvice Positive Negatioe/COdd

sl
52:

EH

58:

2. Compare responses with two or three other students,

Task 2

L Imagine that you are going as an exchange student to another

country. Complete the following survey (check the appropriate
space under the “YOU" column,)
YO YOUR PARTNER

This would bother w4 lot alittle notatall oot abinde oot at all

. the weathper B i

b the food ~ -
C pething aroumd - — — . - _
d tipping _ .
e language . B
- social custioms _ -
B being away from home ___ _
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YOu! YO R PARTNER

This would bother us alot alittle notat all alol alitthe ot ag )

b miecting peophe FOTCLE —

1 money matlers PL e e i i —
i shopping e - T = =
2 Pair Work, Now survey another student, and tick off the responses

under the " YOUR PARTNER' column.
3. Work with another pair, and tell them about your partner.

Task 3

1. Pair Work. Imagine that vou are about o move to another country
to do work experience. You know very little about this countrey
Brainstorm ideas for meeting people and finding out about }'m;r
new country,

2. Work with another pair and write down ten ideas. Rank the ideas
from most to least interesting (1 = most interesting} and from most
to least practical (1 = most practical).

3. Compare your list with another pair. Which pair has the miost
Interesting ideas overall?

Task 4

What would you want to know about a country that you were going
to visit for the first time either for study or work? How would you try
and find out? Imagine that you met a person from this country in Hong
Kong. Make a list of the questions you would ask.

Interview someone from another country who is living in Hong
Kcmg. Make a summary of that person’s comments and be prepared
to discuss these in the next class.

FSQURCE-M”M-M' D Numan 1995 ATLAS: Learning-Centered Communi-
cabtion. Level 3, Student's book wmd piden, Boston; Heinle & Heinle AT

¢ CowncLusion

ﬂ:ﬂm dugp.dm' I placed second language teaching and learning firmly
fnmﬁ: anla ucational context, and showed that many af the issties Rl
framedguwnguage achers are also preoccupying content teachers- 1
of knowled Chapter mih:m the |"¢"’“E-mnninﬂ controversy over the nature
struchvis EE i !E‘ﬂl'mng_ and made clear my own bias toward a '-'F’"'

-k mle‘jﬂ‘l‘- Such a view is in harmony with ruling

V\ANW.EninshPro.ir
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Id. including communicative language, task-based lan-
r-centeredness, and negotiated curncula

While the primary purpose of the chapter is to provide a cones -plun:
{ramework for understanding current directions in the field, | alse tre
to put practical flesh on these conceptual bones h\ illustrating the points
with extracts from classrooms and teaching materials. In the next chapter,
| shall look at some of the rescarch that has informed our understanding

of pedagogy and language acquisition.

conceplts on thie e
guage teaching, learne

& ConNCePT MAP OF CHAPTER 1 o

The following concept map shiows the main ideas introduced in the chap-
ter and the relationships between them.

fraditional
VErsus
hamaneshic axparimental

peychology leaming

A NEw viEw ET
of language s

The humanishc CLT
tradiion
deductive and
inductive learning
THE CONCEPTUAL
BASIS OF SLTL
negotialions
defining | the task Iearmer A% a redatns dafinmg leqrmes
1asks taddar cantributions concopt learnar-cantarad | Inpul
Task-based Magotated Loarnar-cantanad
language teaching curncLda education
leaming davelaping leames adult
by doing skills at negotiabon education

* QUESTIONS AND TASKS

1. What two competing views of sducation are presented in the first section of
the chapter?

2 In your view, what are the three most important puints about experiential
learning made in the chapter?

3 What 15 the ditference between inductive learning and deductive learning”?
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4. What 1s commumicative language teaching, and what factors led iy

R m ELT?

Identify twe difberont senses in which the term learner-cetered can e s

Would a learmer-centened approach work m your situabion” Why or wiy g0

- Which ol the principhes of adult learning articulated by Brundage and Mk
acher do you agree with? Which do you disagree with? How do the prin, iple
relate to a humanistic, experiential view of education?

B Do you agree with the assertion that there is a degree of negotiation i Ve
classroom? Think of a class that vou taught, obseryved, or ok part in a
learner in which negotiation occurred and give three 1o five txample.
negotation

8. Identify three differences between a “traditional” and a “ task-based " Lanpng e
classroom. I

10 Study 2 unit of work from a testbook that you are familiar with Fderirn,
ways in which the unit can be modified 1o give learmers an O rELIn Ty
make choices and decisions, and contribute their own ideas,

. Design a link sequence of tasks using the ideas prosented in the final s,
of the chapler,

12 Carry out a survey of your students and colleagues like the one on page 3

bt -

L]
1)

by
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CHAPTER 2

The Empirical Basis of Second
Language Teaching and Learning

A major shitl in perspective over the last twenty vears has been iy
development of a much more empirical approach to SUTL Until relativly
recently, proposals for classroom action were derived less from empiricy
data than speculation. In recent years, however, there has been a veritabl,
‘_1.'\}'1!".-,““1 in the number of data-based studies in the field. This i Mt ki
sav that change is, or even should, alwavs be empirically driven. Ney
wavs of approaching SLTL can alse emerge from reconceptualizations of
the nature of language, leamners, and the leaming process. It can aleo
emerge from the struggle to find new ways of addressing problems,
challenges, or puzzles that emenge in the course of teaching However
many people, and [ would include myvself here, have argued that at some
stage new ideas should be tested in some shape or form through research
By the amount of activity in the field. there 5 evidence that this s begin
ning to happen. In this chapter. 1 review some of the research that -
influenced the way that I think about language teaching and leaming In
keeping with the rest of the book, this is a personal selection. Fyen it |
had wished to offer comprehensive coverage, it would have been well
bevond the scope of this chapter. 1 should also point out that many othe:
studies are referned to in other sections of the book. The purpose of this
chapter is to focus on research into a number of hypothesized relationships
between environmental-instructional factors and acquisition. The folliw
ing issues are dealt with in the chapter.
First versus second language acquisition
pevcholinguistic mechanisms
the acquisition of symtay
discourse acquisition
Chronological age and second language acquisition
¢ age-relabed differences in acquisition
¢ the “cnitical” penod hvpothesis
The effect of instruction on acquisition

< the “morpheme order studies,”

A,

"‘ conscious leaming versus subtonscious acquisition
“ comprehensible input

~  comprehensible output

o

<

#\'mal stages in the acquisition prociss
mteraction and acquisition
i8

Chapter 2 The Empirs al Basis ot Second Language Tea fing anmd Leawmng  ®

The relationship between lask types/modes of classroam organization

and acquisition
moditied mteraction and the negetiation of meaning
o small group work
O task types and discourse o
The relationship between learning strategies and acquisition
O defiming leaming stralegies
strategy preferences and blographical variables
learner “types”
o the "good” language learner
& strategy training and task pertormance

IS LEARNING A SECOND LANGUAGE LIKE
LEARNING A FIRST?

® PSYCHOLINGUISTIC MECHANISMS

i

In the early 1970s, one of the first issues to preoccupy researchers working
in the fledgling discipline of second language acquisition related to the
relationship between first and second language acquisition. The question
addressed by researchers had to do with whether or not psycholinguistic
mechanisms i second language acquisition were basically the same as
or ditterent from those i fiest language acquisibion (See, for example,
Ervin=Tripp. 1974} In relation to the acquisibion of grammatical mor-
phemes, Dulay and Burt (1974a; 1974b) began with the premise that first
and second language acquisition in childoen were the same process, and
that the kinds of errors made by a second language learner would be the

same a4 those made by a first language learmer of the same langu
However, as a result of their research, they concluded

wecan no lomger hypothesize similarities botwoen L2 and L1 acquist
Hon as we did ot the outset of our investigations. Adthough both the 12
and L1 learmer neconstruct the language they ame lisarning, it 15 intuity e
o espect that the manner i which they do so will differ. Children
learming a seoond language are usually older than 11 learmers: they ane
further along in their cogmtive des vlopment, and they have experienced
2 language once before. Thise factors should combine to make the specifie
srategies of the creative construction process in 1.2 Acuisition somuwew hat
ditterent for those of the crvative construction provess in L1 acquisition
Dhalay and Burt 1974h 235

¢ THE ACQUISITION OF SYNTAX

Recent experiments into first language
Chomsky strongly supeest that a first |

www.EnglishPro.ir
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biain, i other words, that our first language is an inmate endow e
bequeathed to us by virtue of our membership of the human race. Arpy-
ments tor the Innateness Hypothesis have recently been popularized by
Stephen Piutker (1994) 1 his book The Latguoge Instinct, While ke
tends to gliss over the mteractional aspects of language acquisition (fu
an account of these, see Foster 1990), the evidence of for an mnate abilin
wostrong. All children with normal hearing and articulatory mechanism.
acquire their lirst language. This s not the case with second or thind
languages. Comparatively few individuals who begin the study of a sec
ond Inngm}gu after they have mastered their first ever develop the '.‘«.1u|.1. a
kent of native mastery. While some would argue that the jury is still ot
over \r'l'hl."th.l.'lj leamning a second language is like learning a first, 1 believe
::-::-f::n -I-u::::::lik ::::1?; l:l.'hl.lgp,esl that the two skills are tundamentally
- certanly insotar as syntax and phonology are concerned

Innateness Hypothesis
The ﬂumh-Tw. hwmth‘:.-s.u suggests that the abulity te acouine langoage s 4 Ll
urncjue b the human spedcies We inhent (his alslity genetically i the same way

as other species inherit such thin
s as the abality 1o mgrate o ce i *
st opsian prate o certain pars of e

¢ DISCOURSE ACQUISITION

]‘"ltll:r:::n:[!-. Fr:;m Sy o dim?“m“' in my own dissertation work | investi-
and discourse relationshipe : in particular at the perception of semant
agreement &m_ml ups in written lests, and found a high level of
language readers Iudim "”:-1 second E.?n]_.;uagc readers. While the second
language readers, in T"'.",”“"'*‘fﬂ“dl"wulry with the tets than the first
readers found dl!'ﬁ “it tve terms, those relationships that first language
language readers ,T.:| mmw also found to be problematic for second
were also lmmd.t’ 1| bo ose that the first language readers found easy
Similarities Id e Y by the second language readers
sition have mi":,"j:mcﬁ between first and second language acyu
EUage processing and I'wamd from comparative studies into fan-
Such Hudiﬁ‘nmg ener. ﬁmﬁlm hon by first and second language users
and also usually Em I : Y experimental or quasi-experimental in nature.
study referred to in Fl‘l':[:-} some sort of elicitation device, For example, the
second language .-.;.;,dmp;“ﬂm“ paragraph elicited data trom first and
lem with elicitation devi ougha f“ud"ﬁ“d cloze procedure. The prot-
is that ane can never i-mm‘ﬁ'-a"d Pdm[_'"l"ﬂ!r’ with forced production tashs,
been determined, at lea r ntirely certain that the results obtained have not
themselves (for a; di.ﬁcu:,.::,ﬁ aﬂ‘bﬁl:;ﬂiit‘; t;:iz(;n devices and instruments

www.E
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WHAT IS THE ROLE OF CHIIONDI.(]GIE:H AGE ON THE
ACQUISITION OF A SECOND LANGUAGE?

¢ AGE-RELATED DIFFERENCES

The effect of age on acquisition has been extensively dovumented, the
issue beng whether younger learers acquine a second language more
etficiently ard effectively than older learners Resea reh to date has not
mn.:]u:.iﬁ:ly setthod the issue of age one way oF another (Scovel Y88}
largely because, from a research perspective, the ssue i morne cormplex
than it might seem at fist. As Ellis {1985), points out, it is necessary o
distinguish between the effect of age on the route of acquisition (whether
the same target language items are acquired in the same vrder tor ditterent
learners), the rate (how rapudly the learners acquire the language), aml
ultimate attainment (how proficient they end up being), Ellis concludes
from his review of the available literature that, while age does not alter
the route of acquisition, it does have a marked cftect on the rate and
ultimate success. However, the results ane by no means straightiorward
For example, in terms of rate, adults appear to du better than children (6
to 10 years), while teenagers (12 to 15 years) appear to outpertorm both
adults and children. Ellis concludes that

I Starting e does not atfect the route ol SLA Although there may be
difterences in the acquisitional onder, these are nob the nesult of age
Starting age altects the rate of leaming. When grammar and vocabu-
lary are concerncd, adolescent learners do better than either childonm
or adults, when tha length of esposune s held constant. When pro-
nungiation s concerned, thene s no apprecable difference
3 Both aumber of years of exposure and starting age attect the level
o siscoess. The mumbes of vedars: expesune contributes greatly to the
overall communicative fhiency of the learmers, bul starbing age dicter-
manes the levels of acouracy achieved, partivalardy i pronunciation
Eiles 1985 1o

Fad

¢ THE CRITICAL PERIOD HYPOTHESIS

These age-related differvnces have been esplained i terms of a biological
mechanism known as the “critical period ” This construct pefers to a

The Critical Pericd Hypothesis

Accurding to propanents of the cntical petiod hypotheses, ologcal changes in
the bran around puberty mesult n the tao Femvsphieres of the brain tunotionmg
independently. After this neurological ¢hange takes plice, acquiring nativelike
competence na sceond language Becomes difficult f nol impossibile. This by
pothesis has been contioversial. and. with the development of recent technalogy
allowing seentists to map mental activity, has beon called into LuEsion

lishPro.ir
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liunnibesd !-\'"-*"\J‘ o tose iy the | -whq.mwul G A T AT dutnu; Wi by
a partwular Behaveoer can be acquined. Psvehobingiists have Lok 1o
onsdence of the cnitcal persd m both tust and second-language o, il
e It has been angued (see. e example. Penteld and Robserts 19597 1144
the optumamt age tor acgquanmg anetber language 15 i the st ten vy .
of life bevavse it s then that the bran retams s masiam plasticn,
or flewibality (the plasticity metaphor. suggesting as it does that the b
s lke a bamp of plastione that gradually. hardens with AR sgvis
tvorad one amony investigations of the critwal period). 1t is suggested
that, at around puberty, the brain loses 1ts plasticity, the two Iwnm.éq._‘.m.,
of the brain become much more independent of one another, and the
language tunction is largely established in the left hemisphere. The criic |
penod hypothesis argues that, after these neurological changes have takern
place. acquiring another language becomes increasingly difficult

. The h-.-;lwrmam_ however, is not without its critics. As Fllis (1953)
puints out. it is only partially correct to suggest that acquisition 1s casier
tor younger children. In fact, pronunciation is the only area where the
younger the start the better, and the hypothesis is at a loss to explam why
the loss of plasticity only affects pronunciation.

Evidence relating to brain plasticity and the differential functions of
the two hemispheres of the brain have come, not from research nto
language acquisition, but from clinic work on both children and adults
who have suffered physical injury, or who have brain ar speech disorduers
of one sort or another, Investigations into the effect of AgE 0N ACLISTHoN
have come from experiments and quasi-experiments. Such experiments
typically take subjects from two contrasting age groups, such as children
versus adolescents, or children versus adults, teach some aspect of the
target language 5“‘-‘h i% a grammatical form or phonological feature, anid
then test the subjects to determine whether one group has learned mone
ﬁf:i: I;E: the othe-.;. For example, Asher and I’ricel (1967) comparvd
of collegs mﬂ?;ﬂﬂl;;hpre-adﬂlescmm to learn Russian with a group
Om: D . UTIH:' that the adults DLI_fPE'J'fDﬂTIEd the .;-h!]d.n'l"
they are gene:aﬂr ﬂe:mt tm“i““ﬁs of these experiments, however, is 'fh-"f
i i S y ;;'mﬂ_:!'t’aﬂ'k‘fm’e, looking at a small subset of "::
out over relatively shovt-acions o 1o oy, ey alaoend 4o be cArEicy
out by Asher and Price ufﬂ of time. For instance, the study carric

] s based on a mere 25 minutes of instruction.

WHAT IS THE EFFECT OF INSTRUCTION ON ACQUISITION?

Whil

o er are by no means in agreement about the most effective

b [ i{ﬂt‘{:nl?d Ianm_lage_ they are now beginning to agree on
PPropriate kinds of questions to ask. The two most important

T

o B ¥ (TR LR Al Wi ol Savn o im0 iaiisie Tean i i ([ e— # i

q'l.ll.“ll'*“""' o lapguiage eddibcatons are Whal i ihe w Latisnshigs Dntwenn
sk Hon aned acepuistion i othee sords ose dioss bt thie tea i
peaches relite to what the Teamer Rearns"s What task v pes and e
of elassmwm .|.|'Hl11-.|,u1tmu Ancd inbervertion fowlitate e puansitiom ! Do this
section, 1 shall review stundies that bave ivestigated the biest ot
and therny in the sechon thvat dorlhonacs, |kl tuens oy U issuie ol fask pypus

miodes of pedagegical orgameation and aciisition

& THE MORPHEME ORDER STUDIES

O of the mwst influential scholaes fo have watten on the relationsdip
between instruchion and acquisiton 5 krashen (9811982 krashin de
veloped his hvputh-::-.c:- oo a seres oF iy estgations carowsd out durmg
the 1970s. Known as the “morpheme order studies. thise mvestiganions
st out to determune whether there s a “atural sequence o the acguis

tion of second language grammar. The researchers tound that i Fact

learners trom very different first language backgrounds (or esample
Spanish and Chinese), appeared to acquine 4 st of grammatical items o
morphemes) in English in virtually the sanme order (Dulay and Burt 1975,
1974), The first studies were carried out with children. Later investigations
involving adults came up with very similar aequisition ordors (Bailey of
al. 1974). From these investigations, researchers concluded that it was the
nature of the language being leamed, and nob, as bad previousty Been
thought, a contrast between the first and second languages, that doter-
mined the order of acquisition, The nesd step was Lo soe whethe e
orders could be “overturned” by instruction. The results were disappont-
ing (at least for those who wanted to maky strong claims about the relation

ship between instruction and acquisition). Mok one study showed that
the so-called natural order could be changed throwgh instruction. It ws
ﬂI'E_ﬂ found that knﬂwll."d}"l':" of gr:lmmuﬁfdl rules was N guardniee of
h'""."l"' able to use those rules for communication. Learners who were able
to identify instances of rule violation, and who could cven state the ruke

frequently vialated the rules when using languiage for communication

* CONSCclOous LEARNING VERSUS SUBCONSCIOUS
ACQUISITION

It was against this empirical background that Krashen tormulated a con-
roversial h:l"Pﬂﬂ'H."Si!i. He argued that there are two menial provesses
“Perating in second-language acquisition: conscious learning and subcon-
!'-l‘_"ll...ll.is- acquisition. Conscious learning focuses on gmmmnhr-ﬂ rules, en-
Abling the learner to memorize rules and to identify instances of 1
Violation, Subconscious acquisition is a very different proess, and tacili-
tates Hm‘-"’fq“i!iiﬁtm of rules at a subconscious level. Acconding o Krashen

Jur
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when using the language to communicate meaning, the learner my.q
draw on subconscious knowledge. There was nothing particularly new
or radical in the suggestion that there were conscious and subconsciogs
processes functioning in language development. What was new and radj-
cal was Krashen's assertion that these processes were totally separate: i
other words, that learning could not become acquisition.

A very important point that also needs 1o be stated is that learning
dioes not “tarn inty’ acquisition. The idea that we birst learm a new rualy,
and eventually, through practice, acquire it, is widespread and may seem,
to some people intuitively obvious, This model of the acquisibion process
was first presented to me when | was a student of TESL, and sevmipd
very sensible at the time. It was, 1 thought, exactly the way | lisarmisd
languages myseli.

Krashen, 1982 587

¢ COMPREHENSIBLE INPUT

According to Krashen, language acquisition takes place through compre-
hension. In other words, when the student understands a message in the
language containing a structure that is one step inadvance of that learnier s
current level of competence, then that structure will be acquired. The
hypothesis was an explicit rejection of the notion that “skill getting” was
A Necessary prerequisite for “skill using” (Rivers and Temperley 1975)

Many teachers found Krashen's disjunction between learning and
acquisition to be intuitively appealing, as it was consistent with the obsery-
able fact that there is often little tangible evidence of an y direct relationship
between teaching and leaming. It was also reassuring for those teachers
who were demoralized by the fact that their learners did not learn what
they had taught. On the other hand, the notion that learners could develop
the ability to speak simply by understanding messages in the language
seemed counterintuitive

In the wake of Krashen's work, numerous researchers sought o con-
test the notions (a) that structures are impervious to acquisition, and (1)
that comprehensible input is all that is required for acquisition. In 1954,
Rod Ellis published a study reporting his investigations into the effect of
formal instruction on the acquisition of question forms, (Ironically, this
study was published in the same issue of Applied Linguistics as a detailed
attack on Krashen's work by Kevin Gregg, 1984). Ellis set out to investigate
the effects of approximately three hours of teaching on the ability of 13
children between the ages of 11 and 13 to ask Wh-questions. While three
hours is very little, it was felt that, as the children were beginning o use
Wh-question forms spontaneously, they were developmentally ready 10
learn, and some degree of impact should be discernible. At the beginning
and again at the end of the three-hour instructional period, the children
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were given cue cards for whe, whit, where, and when, and asked o make
up gquestions based o a pleture of a classroom scene Fllis Found that
there was no signiticant increase for the 13 children as a whole i their
ability to use Wh-questions, although individual children did show 4
marked improvement. In addition, he found that those children who
interacted least in class appeared to improve the most. In arder to account
for this finding, Ellis was required 1o go back to the lesson transcripts
Here, he found that it appeared to be the quality rather than the quantity
of the interactions thal mattered. When the teaching sequences contained
communicatively rich exchanges, in which the learner was required 1o
take part in relatively spontaneous interactions, rather then straight drills,
he or she showed some development. Ellis concluded that

itwould seem that ‘exposune’ . s far more important than ‘instrue-
tion’”. In ether words, it is not focusing on the form of ‘when” questions
that I'IL'JFH.'L{ somie of the children o dc\'u]npl but the oppertunity 1o
negotiale o communicative task

1 [ 4%

* COMPREHENSIBLE OUTPUT

In 1985, Krashen's comprehensible input hy pothesis came under challenge
from Swain (1985), whao investigated immersion programs in Canada.
In these programs, children receive their content instruction in another
language. 1f the children are native speakers of English, they receve
nstruction in math, science, and so forth in French, If their first language
is French, they receive instruction in English. These children therefors
receive massive amounts of comprehensible input. Despite this, their
second language development is notas advanced as it should be accurding
to the comprehensible input hypothesis. When Swain looked at what
actually went on in the classroom, she found that the basic instructional
Pattern was one in which the teachers talked a great deal, but the students
Bot to say very little. Based on her observations, Swain formulated an
alternative hypothesis, which she called the “comprehensible output

hypothesis, suggesting that opportunities to produce language were im-
Portant for acquisition,

At about this time Montgomery and Eisenstein (1985) carmied out a
study that also supported the idea that opportunities to practice the lan-
BUage in communicative situations was impaortant for language acquisi-
tion. They carried out an experiment in which a control group receiyvid
Blammar instruction only. An experimental group received instruction,
Plus opportunities to use their language communicatively outside the
classroom. Al the end of the experiment, they tested both groups. Not
surprisingly, the experimental group outperformed the control RO
tests of communicative interaction. What was surprisieng was the Fact that
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thus group also nuuwrfnrmvﬂ the control group on tests "’*_ RFAIITIL, (4
though they had received comparatively less grammatical instruction
Montgomery amd Eiserstein concluded that both instruction and interge.
fom wene ecessary for .qutllhﬂillli-

The same conclusion was reached by Schmiadt, who carried out g case
sty of s own experiences learning Portuguese in Brazil. He found
that formal instruction plus opportunities to communicate out of cliss,
were both necessary Tor acquisition. He also challenged thee idea of sulbyon.
schous acquisition, arguing that he only acquired items when they were
consciousiy notieed, Out of his study he formulated what be called e
Uptice thae gap” principle. This was based on the msight that his own
language only improved when he noticed the gap between his own pro
duction and that of the native speakers with whom he was interacting
(schmidt and Frota, 1986)

% DEVELOPMENTAL STAGES

During, the 19805 a number of researchers studving the acquisition of
German and English came up with an interesting explanation for the
disparity between instruction and acquisition based on speech processing
constraints {Mienemann, 1989). They argued that grammatical items can
be sequenced into a series of stages, each more complex than the Lt
However, this complexity is determined by the demands made on shert:
term memory, rather than by the conceptual complexity of the items in
question. For example, as Krashen had already puintud out, in English
third person = 1s a late acquired item. These researchers were able to give
an explanation for why this was so. According to pedagogical grammars,
the item is relatively straightforward. If the subject of a sentence is singular
add s to the main verb. However, in speech processing terms, it can be
quite complex, because the speaker has to hold the information as 0
whether the noun phrase is singular or plural in working memory, Because
Maryy speech processing operations are very complex, and also becauss
the time available for speaking or curnprel:u.-nding is limited, it is only
Fib&ilhll" to focus on a limited part of the whole speech pr{ﬂﬁh!nﬁ uperd-
tion at one bome. )
_Another perspective on the processing complexity of third person =
is described in the popular buok on Innguaﬂl_a, The fJ,I.H:,:'HHH" Justinet:

The Teachability Hypothesis

Accanding to the teachatylin hivpothesis, prammatical structures can be chssitied
according to the demands they make on the learner's working memory Tl
greater the demands the more difficyl the siruclusits o loarm. An itéin wil anly

h‘ﬂ['u”m' and theretore should onl "0 ; g b
tally ready 1o acquire o W I baught, webien the learner is deveiol

{ hagdier Fhe Eragrinee al Bty of S cnel Larggage Teoe hing aned Lsarmng * A7

Any speaker commited o nsimg il e, third persan =) bas o keep
track of fuur details i any sentenie uitered
Whiether the subyect s 0 the tard persan o et e tanilies werrnus [

ik
Whether the subjoct is singgular or plural: He walks versus They walk
Whiethier Hhe action b present lensae or pid M awlb versus e wulked
Whusther thi action s habitual or going on at the moment of speaking
{its aspuect™ ) He gkt sl versas He 1 toxellammy b sohaid
Ponker. 1994 4144

Out of the work on speech processing, the researchers formulated their
“teachability /learability hypothesis,” arguing that an item s only learn-
able, and therefore should only be taught, when learmers are at the vl
opmental stage immediately preceding that of the item to be learned
(For a more detailed explanation of this hypothesis, see Hyltenstam and
Picnemann 1985, For a critique of the hypothesis, see Nunan 1991 )

¢ INTERACTION AND ACQUISITION

Much recent work has taken up Swain's comprehensible output hypothe-
sis, investigating in greater detail the importance to acquisition of opportu-
mities o interact in the target J:‘mp,LI:LgL'.

I a 1990 paper, Spada reviewed much of the research careied out by
herself and others in Canada, looking in parbicular at the question of what
type of curricular organization seems to result o the most successtul
second language acquisition. Spada summarizes studies that have investi-
gated three types of curricular organization: traditional curricula (here
she was looking basically at grammar translation); immersion courses of
the type already described, in which content instruction 15 delivered in
the target language, but in which there is no formal instruchon in grammar,
and “communicative’ classes, in which there was a focus on form, but
in which learners were also provided with an opportunity to deploy their
lﬂngtlitgu in communication. Spada concluded that classrooms that were
basically "communicative” in orientation, but that contained opportuni-
ties for explicit grammatical instruction, were superior to both traditienal
classrooms that hxl._u.wi heavily on grammar, and to immersion programs
that eschewed explicit grammatical instruction.

One of the problems with a great deal of SLA research, and, | suspect,
ane of the reasons for a great deal of the conflicting, and even contradictory
Outcomes, is that the terms acquisition, and insfruction are relatively impn..‘-
'_l::-:;tl::::.nr':n;ur..»-:f:.uu can n:h_r to I.m}' numbu:.‘ of grammatical items (it

eresting in itselt that virtually all SLA research has focused on the
ﬁsqul&:tlurll of mn_rrph:w;ntnm, while tnustruction can refer to the many
different kinds of instructional o pportunities that teachers arrange for their
students, In a 1989 book on classroom observation and action rescarch, |
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repraduced a checklist devised by Koziol and Call that identifies 27 Wiy
ent ways of introducing a new grammatical itemy, and this is probualily
mol an exhaustive list! .
Revognizing that difterent linguistic forms might be susceptible
ditferent forms of pedagogical intervention has prompted recent respanch-
ers bo specity both the types of grammatical items under myvestigation
and the nature of the instraction, For example, Doughty (1985, whio was
interested in the ebfect of Instruction versus exposure (or implicit versus
explicit instruction) limited the focus of her investigation Lo nelal 11'12.!!:;1|'|;
The results she obtained were consistent with those of Spada: Learmers
receiving instruction outperformed learners who received exposune |.I!1|'|..
~ Inalongitudinal study spanning a two-year period, Lim (1992) inves-
tigated the relationship between the extent to which leamers used the
target J..mguage and both qualitative and quantitative aspects of acquisi-
tion, She found that the frequency and quality of leamner participation
related significantly to qualitative aspects of learner participation, such
as tl‘u:_' range uf speech acts and control of conversational mamgpr:m\ﬂl
techniques. Furthermone, leamer participation in class related signiticantly
o improvements in language proficiency. In other words, those who use
the language more progress more rapidly. -
Fotos (1993), working with adult EFL students in Japan, tound that
small group, problem-solving tasks are as effective as formal teacher-
fronted instruction for grammatical consciousness-raising. Her study
places squarely on the agenda the issue of just what it is that we mean
when we talk of instruction. 1 suggested above that there are many ways
of mpc:epl:uulizmg and defining instruction, and the study by Fotos shows
that it is not necessarily or even primarily a case of the teacher standing
up and duliveﬁngﬂ the good linguistic news to his or her students.
4 IIrL alnl ladult .hFL context in (_hma Wudong Wu (1994) found that
ee arlum ¢ knowledge (that is, the ability to identify errors and state rule
violations) did not automatically lead to procedural knowledge (the ability
to put known forms to communicative effect), Subjects in his study were
able to identify errors in written texts, and even state the rules that had
!:bem violated. However, when il came to producing texts themselves, that
15, In Krashen's terms, when their attention was focused on meaning, not
:m'rn they made the same mistakes themselves. In contrast with Krashen.
owever, Wudong Wu found that, by having leamers engage in communi-
?‘ahve tasks in which the target structures were activated, it was possible
lz;ﬂt:rl.'i:ﬁ sltrucgureai to be acquired. He concluded that, in addition to
mal instruction, opportunities to activate knowledge through output
activities, was a significant factor in acquisition.
ﬂmnzi'dﬂl* (1991), also Wntking_ in China, although with children rather
ul.ts, f*“-l!'ld that formal instruction resulted in acquisition of some
mﬂmthe i (passives) but not others (tense and aspect). Zhou also claims
sis of the research that explicit (declarative) knowledge can
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welodge throdgh practoe. an
ab by Wudong Wi This study
ik s

be cionverted o mplicit 1|1rlu-.im.|ln'r ki
autcome remarkattdy similar to the armived
alstr uaderlines the mporbanoe o identibying specilic structires for
tigation, rather than simply

Finally, Mollering & Nunan (1994} ivestigated the acquisition of
articles by adult learners of German as a Foreign Language 10
oy found that mstroction made 3 ditterence, bul once agaln,

attemphing o medasunt U= i weneral

modal p
Australia. Th
only i cerfain aneas,

al particles 100 ghen contesd deviatiad from
vapactally with reggard 1o the mesdal particle
uniderrepresentation of doch althawigh
jon e oiten than any other

|Subjects | use of maod
mative speaker eapechalions,
Joch, Production data revealed an

it had occurned o modal parkicle funct
partiche in the texts the students bl pead, s the concondance data

showed. Thies, divke was chosen as the Towcis of instruction and was il
with considerably mone frsquency after the mstruchion phase. though n
what might be callid ‘semi-nblygatory” contests rather than optinal ones
Lisss than halt of the students wens able b exprlain or trarslate divh in
a way which showed that they fully wnclerstood its fllocutienary force
Thus, an improved understamding carmot be posited tor the group as
wihiole but shoild beseen as a tendency. Adgulsition s comples ongani

rather than hinear “all-or-mathing” process o
Mollerisg amd Nonan 15095 59

The studies reviewed in this section ane summarized in Table 11

From Table 2.1, it may seem that this research is confusing and cone-
fused. In some ways it is. | suggested above that the apparent conlr adhictory
results may well be a reflection of the relative imprecision with which
the terms instruction and pequisition are used, although the effects are not
uniform From one linguistic item to another [tis also clear that instruction
can make a difference for grammatical acquisition. However, it also seems
from the studies reviewed in this section that there is another important
variable at play here; interaction in the target language. It scems that, in
order to maximize the effects of insteuction, learners need opportunities
to use the structures they are learming in communicative interaction

The conchusion that a balanced diet of form-tocused msiraction plus
opportunities to use the language in meaningful interachion is supiported
by Lightbown and Spada (1993), in their review of second-language learn-
ing in instructional contesis:

Classroom data from a number of studies obtfer support bor the view
that form-focused instruction and corrective feedback provided within
the context of a commumicative program ane mome effective in promoting
secomnd language learming than programs which are limited o an esclo
sive emphasis on accuracy on the e hand or an esclusive emphasis
on fluency on the other

Lasletborgom anad Speadia 1993 1005
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Table 2.1 What i the relationship between instruction and acquisition?

Stuily (utcomes

Krashen [ 1982) Instruction does not lead to Acquisition. Comprehensible

! L Pt
s necessary and sufficient for acquisition.
Ellis {19843 Formal instruction on question forms had little offect on thi

acqusttion of guestion forms,
Comprelensible input does not Jead to Acquisition
Montgomery &  Grammar + opportunities to communicate led to pre.

AT i
Eisenstein (19850 provements in fluency and grammatical accuracy than gram:
mar only,

Swiain (1985)

h'-fhlr_iidl & Frota  Instruction and Opportunities o communicate oul of claes

[ 1956) were both necessary. Improvement oceurred when subect
cl‘:n.sriuusl!.‘ “noticed the gap.”

Menemann Grammatical forms will only be acquired when instruction

[ T98) matches the learmer’s developmental stage.

Spada (14) "Cnmmu_n':catn'e” classrooms with instruction plus Bppor-
nities for interaction were superior to “traditional™ instruction
and also to immersion programs

Doughty (1988)  Learners receiving instruction (both meaning- and fomme-
focused) outperformed those receiving only instruction

Frequency /quality of learner participation related sigrti-
cantly to qualitative aspects of learmer participation, e g, range
of speech acts and control of conversational man agement tech-
niques. Learmer participation in class related significantly o
improvements in language proficiency.

Small group tasks are as effective as formal teacher-fronted
mstruction fir SLA.

Wudong (1994)  Declarative knowledge (ability to identify errors and stale
rude violations) does not lead mprucedurnll ke ledge fability
to use grammar to communicate) without ppportunitics w
activate knowledge through output activities,

Lim {1992}

Fotos (19493

Zhou (19497) Formal instruction resulted in acquisition of some structunes
(passives) but not others {tense and aspect), Explicit (declara-
tive) knowledge can be converted to implicit (procedural)
knowledge through practice.

Mallering & Instruction made a difference in the acquisition of German

Munan (1994) modal particles, although acquisition is relativistic, comples.

and organic

The observation that interaction is an important variable tokes us on 10
the second key empirical question that | posed at the beginning of this
sechan: What task types and modes of classroom organization facilitale
acquisition? It is to research that looks at this question that I now turf
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WHAT IS THE RELATIONSHIP BETWEEN
TASK TYPES/MODES OF CLASSROOM ORGANIZATION
AND ACQUISITION?

¢ MODIFIED INTERACTION AND THE NEGOTIATION OF
MEANING

The second key question contronting second language pedagogy concerns
the relationship between task types, modes of classroom organization,
and second-language acquisition, Most of these studies have posited an
indirect relationship between task types/ modes of interaction and acquisi-
tion. By this | mean that they have not attempted b measure a direct
relationship between, say, certain types of tasks and acquisition, but have
assumed that a relationship exists. Let us assume for example, that quan-
tity of learner talk will lead o acquisition (and we have some evidence
to suggest that it dogs from the research of people such as Shirley Lim
1992). 1f we then find that problem-solving tasks result in signiticantly
greater quantitics of leamer talk than brainstorming tasks, wi can then
conclude that problem-solving tasks are more likely to result in acquisition
than brainstorming tasks. However, the relationship between the type of
task and second-language acquisition is an indirect one. Long (1985) has
used the indirect approach in his research into the relationship between
conversational adjustments and language acquisition. He advances the
following argument in favor of tasks that promote conversational adjust-
ments or interactional modifications on the part of the leamers taking
part in the task:

Step1: Show that (a) linguistic / conversational adjustments prowmustee i) compris
hensible mput

Step 2 Show that (1) comprehensible mpul promotes (o) acquisition.

Step3:  Deduce that (a) linguistic /conversational adjustments promone (¢ acgqui-
sition, Satbafactory evidence of the 0 > b = ¢ relotiomships would allow
the linguistic environment to be posited as an mdirect causal varfable
in SEA (The elationship would be indirect because of the intervening
"eomprehension” variable |

Fing TUS5: 378

The Interactional Hypothesis

Accarding 1o this hypathess, language s acquired as learners actively Engage in
AMEmPUm 1o communicate 1 the tanget language. The hypothesis s consestent
willy- e expenential phi]l!'ﬂlﬂh'ﬁ' el “leaming by ot ™ Acouisition will e
masimieed when earmers vagape i tasks that “push™ them o the hnwts of e
current competence
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¢ SMALL GROUP WORK

O of the first studies o be carrivd out as a result of developing views
of language as communication was that by Long el al. (1976). Small group
communicative tasks were (and still are) an important mode of anganiza-
tion in many communicative classeooms, Long and his colleagues sough
b uwnrl.m'.tht' language produced by students in group work tasks with
that produced in teacher-fromted activities. Not surprisingly, they found
that students produced a greater quantity of talk in group tasks. However,
when they studied the language functions performed by students, they
also found a much greater range. As students produced a greater quantity
and variety of language in small group as opposed to teacher-fronted
tasks, such small group tasks could be seen as facilitating acquisition
{Mote that this 1s an example of a study positing an indirect causal relation-
ship between the vaniable of mode of classroom arganization and acguisi-
tion, as no attempt was made to measure directly the effect of group work
tasks on acquisition. )

Long followed up his work on organizational patterns in the classroom
with an investigation of the characteristics of small group tasks muost
likely to facilitate acquisition. In a study reported in 1981, he found that
two-way tasks {in which all students in a group discussion had uniguye
information o contribute) stimulated significantly more modified interac
tions than one-way tasks (that is, in which one student possessed all
the relevant information), Similarly, Duught}' and Pica { 1986) found that
required information exchange tasks generated significantly more modi-
hed interaction than tasks in which the exchange of information was
optional, {The term mudified mteraction refers to those instances during an
interaction when the speaker alters the form in which his or her language
s encoded in order to make it more comprehensible. Such modification
may be prompled by lack of comprehension on the part of the listomer )

These investigations of modified interaction were theoretically moti
vated by Krashen's hypothesis (1981: 1982) that comprehensible imput
was a necessary and sufficient condition for second language acquisiion.
in other words, that acquisttion would occur when learners understood
messages in the target iﬂn“udﬂv

Porter (1983) extended the work on group tasks, looking at the etfed!
on the quantity of output of proficiency level and language status ol
interlocutors. She found that learners produce a greater gquantity of talk
when working with other leamers than with native speakers. She also
tound that learners do not leam each other's errors. This was an important
hinding, because one of the criticisms of group work tasks is that learmers
will pick up had_ Ilpgu:ﬁuc habits from one another (OF course, conyincng
mn;;r::: tthis is not necessarily the case is another matter)

5 n hl!\ Wn J'I.'H_-"arfh. as well as .‘n!p"ﬂ‘hl.‘!!l.lj.l'l.[.'. the l'l."d.‘;‘-:l'th il
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others, Ellis { 1988) arguied that the following factors were likely to enhance
second lamguage acausition monstroctional contexts

Cantity of intake ™
A pevd o communicate
o A choicw on the part of learners over what is said
The performance of a range ol speech acts
An input rich i “extending” wtteranoes Thse ane teas s utterances that
pick up, elaborate, orn other ways extend thie lesarer s contribation
& Unimbhibited practice

& TASK TYPES AND DISCOURSE

Another ling of research has tovused on the guestion of the types of
languigge and discourse patterns stimulated by different sk types. Ber
wick (1993) imvestigated the different tvpes of language stimulated by
transactional and dnterpersoral fasks. (A transactional bask s one inowhich
communication occurs principally to bring about the exchange oF goods
and services, whereas an mterpersongl bk s one inowhich commurnication
occurs largely for social purposces ) He found that the different tunetional
purpeses stimulated different morphosyntactic realizations

I sumularly motivated study, Dinvestigated the different interactional
patterns stimulated by open and Closed tasks An opest firsk s one inowhich
thens is no single correct answer, while a closed task s one inow hich there
Is a single correct answer or a restricted number of correct answers |
tound that the different task types stimulated very different interactional
Patterns, and that this nesded o be taken into consideration by curroulum
developers and discourse analysts. (This study and its pedagogical impli
l‘.:lmnnh are reported in Suman WL 1995 Tnaddition o the act that the
different task ty pes stimulated different interactional patterns, the rescarch
also indicated that some task Ly pes might be more appropriate than others
tor learners at particular levels of proficiency. In particular, 1 found that
'I-'-'.Ilh lower-intermediate to intermediate learners, relatively clusid tasks
stimulate more moditied interaction than relatively more vpen tasks This
i nut.ln say that such students should engage in Closed tasks o the
enclusion of upen tasks The important thing s that
and teachers should select a tmin of tasks fo e
of the curriculum. This work also und
and curriculum
labor are to

program planners
fect the pedagogic wouls
erlines the need for SLA rescarchers
specialists to work together if the fruits of researchers
find their way into the classroom

In a recent study, Martyn (19%94) investigated the
task characteristics on the negotiation of me
Martyn looked at the follonwing varables,

mtluence of certam
anmg in small group work
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Interactiom relationship: Whether oo person helds all of the informuaiog
“"’I“"“‘d for coomplede the task, whether cach parbicipant hislids g fHartion
ol the infisrmsatien, of whether the information s shared

Irvteera baon Tojuidpenment Whether or nob the information must be shared

Coatl orentation: Whether the task goal s convergent or diviergent

Chruteome options: Whether thene is only o single cormect outcome, or whetler
mare than one oullcome is possible

The results seem (o indicate that, while the task variables do appear 1o
have an effect on the amount of negotiation for meaning, there appears
to be an interaction between task variables, personality factors, and inter-
actional dynamics. This research, which is ongoing, underlines the com-
plexity of the learning environment, and the difficulty of isolating
psychological and linguistic factors from social and interpersonal vnes.
The studies described in this section are summarized in Table 2.2

Table 2.2 What task types and modes of classroom arganization facilitate

avtursgtiont

Study Outcome

Long o al Students produce a greater guantity and variety of language in
(1976 group work versus teacher-fronted actvities.

Porter (1983)

Pica ef ol
{1947}

Spada (1487)

Ellis i1988)

Nunan {1991

Martyn (1996

In group work, learners produce more talk with other learners
than with native speaking partners; learners do not learn each
other s ermrs.

Learners who have opporiunitics 1o negotiale meaning {(make
clarification requests and check comprehension) as the lisiened

10 a4 set of instructions comprehended much more than students
who received a simplified set of instructions

Instruction that focuses primarily on meaning (1.e., is communi-

cation based) but allows for a focus on grammar within meaning:

ful contexts works bebier than grammar-only, or communication:
only instruction,

Factors enhancing acquisition: Quantity of “intake.” A pevd 10
communicate. Learners have a cholee over what is said. [The
perlormance of a range of speech acts.] An input rich in “ex-
tending” utterances: These are teacher utterances that pick up:
elaborate, or in other ways extend the learner’s contribution
[Uninhibited practice]

Task type will determine the range of functions and types of
discourse students use.

Task variables have an effect on the amount of negotution 10
meaning, bul there appears to be an interaction between task

‘—'—-—-—-__i_mﬂ@_iﬁﬁtmlll? variables, and interactional dynamics.
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WHAT IS THE RELATIONSHIP BETWEEN LEARNING
STRATEGIES AND ACQUISITION?

Learnig strategies are the mental and communicative provedures learmers
wse i order to leam and wse langoage. Learming, sty bes ane the general
orientations o the learning process exhibited by learmers, For many years
now, researchers have been interested in the lollssang questions related
to learming stvlis and strategies

O What is the relationship between learming strategy preferencoes and other
learmer charactertstios such as educatiomal level ethnie backgroumd, first lan
pinge?

Lo effective leamers shane certaim strabisggy pridirenoes

@ Can strateges be tagght?

Q0 Dowss stratezy ramingg make o ditferonoe o second-langoage acquisatiom?

* DEFINING LEARNING STRATEGIES

Diespite the current interest in learming styles and strategies, investgations
intes the effect of learner strategy trvming, are relatively uncommon, and
results ane rather mised, Aroumd fifteen vears ago, Cohen and Aphick
(1980) looked at the effect of strategy traininyg on vocabulary acquisition
They found that certain technigues, such as the patred associates ech-
nigue, did result in successiul acguisition. At about the same time,
Carroll (1981) looked at inductive leaming. In this study, it was found
that the ability to study samples of language and mduct the rules
governing that particular aspect of language was an asprect of language
aptitude. (YMalley (1987} studied the eftect of different tvpes of strategy
Language Learning Slralegies tT-IiI'!'Iﬂ}.':I !mt‘lﬂ.cu;mlthfu,. cogmtive,
The: mental and communicative pro- and socioatfective) on different lan-
tirssts that leamers deploy to leam o BUIRY skills, and found that the
sectened Janguape traiming had a significant etfect on
speaking, but not on listening,

* STRATEGY PREFERENCES AND BIOGRAPHICAL VARIABLES
In a major study of learning styles among adult learners of English as a
.m:fm:l language, Willing (1988) obtained data on the learning preterences
of 217 students. Willing was looking for possible correlations between
learning prgii-runcu.-; and biographical variables. The principal means of
g;‘ltﬂ Ef"“h‘th_ﬂn Was a questionnaire that learners completed in the course
; aninterview. Low proficiency learners were interviewed in their first
anguage. One of (he major aims of the investigation was to eaplone
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pussible learning style differences attributable to different learner by,
graphical variables. It is widely accepted by teachers that such things a.
ethnicity, age, and other factors will have an effect on preferred wavs of
learning, Willing investigated the following variables:

ethnic group

AgE FIOUp

level of previous education

length of residence in Australia

speaking proficiency level

tvpe of learning program (eg., whether in full-time or part-time courses)

The study came up with several surprising findings. In the first place,
there were certain learming activities that were almost universally popular,
In ;m'ural instances, these were activities that did not enjoy similar pop-
larity among teachers, as a follow-up investigation of teachers’ preferences
by Nunan showed (1988). For example, error correction by the teacher
was highly valued by almost all learners, while student self-discovery o1
error was given a low rating. For teachers, the reverse was true.
Perhaps the most surprising finding was that none of the biographical
variables correlated significantly with any of the learning preferences

none of the learning differences as related e personal variables wen:
of 2 magnitude o permit a blanket generabization about the leamming
preference of a particular biographical sub-group, Thus, any statemen! to
the effect that ‘Chinese are X' or “South Americans prefor Y, or Younger
learners like Z° or ‘High-school graduates prefer O, is cortain o be
inaccurate. The most important single finding of the study was that for
any given learning issue, the typical spectrum of opinions on that issue
were represented, in virtually the same ratios, within any biographical
sub-group.

Willing 1988 150151

This finding, which runs counter to the folk wisdom of the classroom
and staffroom, suggests that personality factors are more significant than
sociocultural variables and educational background for leaming stralegy
preferences. Of course, the fact that the study was conducted in a second
rather than foreign language environment may have had a significant
effect on the outcomes, and it would be useful to replicate the study 10
foreign language contexts.
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¢ LEARNER TYPES

One final finding of note was that learners could be categorzed by tvpe
according to the pattern of thetr responses on the questionnaree. Learner
“types” and their preferences are set out in Table 27

& THE GOOD LANGUAGE LEARNER

In a rather different type of study, Jones, ef al (1987) set out to determine
whether there were differences between effective and ineffective learmers
in terms of their awareness of different tyvpes of strategy. They found that
elfective learners are aware of the processes underlving therr cwn learning
and seck to use appropriate learning strategies to control their own learn-
ing. Nunan (1941) also found that one of the characteristics of the “good
language learner was an ability to reflect on and articulate the processes
underlying their own learning. Similarly, inan overview of research into
strategy training, O'Malley and Chamot (1990} found indications that
more effective learners differed from less effective ones in their use of
strategies. In particular, they found that students who were designated
by their teachers as more effective learners use strategies more frequently,
and use a greater variely of strategies, than students who were designated
as less effective,

In their well-known study of the good language learners, Rubim and
Thompson (1983) suggest that good or etticient learners tend to exhibt

Table 2.3 Learmer twppes and learning preterenees

Type 1 "Concrete” hearnoers
These learners tend to like games, pictures, films, video, using cassettes, talk
ing In pairs, and practicing English outside class

Type 2 “Analvhcal” leamirs

Thiese fearners liked studying srammar, studying English books and reading
Rewspapers, studying alooe, finding their own mistakes, and working on prriv-
lems set by the tweacher

Type 3 “Communicative” learmers

These students like to lsam by watching, listening to native speakers, talking
to friends in English and walching television i English, usimg English out of
class in stores, trains, and so o, learning new words by hearing them, and
learning by conversations,

"II'?P-! 4 “Authority-oriented” learmers
These learners proforned the teacher o esplaan evervthing, liked te hive ther
wn bestbook; to wnte everything m a notebook, W study grammuar, learn by
meading. and learn mew words by seving them
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spevific characteristics, presented in Table 24, as they go about leaming
a second language

A few vears ago, D investigated 4 good language leamers in order
to finad out whether there were any commen pattems 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, Malavsia, and Singapore. They were all good learmers in that
they had all attained bilingual competence in the language, and all were
teachers of English as a forcign language. There were two strands Lot
research, one that looked at the good language learner, and the other that
explored the effect of teachers’ learning strategy preferences on their own
teaching stvle. | shall not be concerned with this second strand here.

There were two reasons for selecting language teachers as research
subjects. In the first place, by selecting English language teachers,
was easier (o locate subjects with high levels of proficiency. Secondly,
it was felt that because teachers would have the metacognitive and
metalinguistic wherewithal to conceptualize their experiences, thes

would be better able to reflect on and articulate their forcign language
learning experiences,

Table 2.4 Characteristics of the good language learner

Coowond bearners,

o find their own way

arganize imformation about language

are creative and experiment with language

miake thetr own opportunities, and find strategies for puething prociice masmg
the language inside and sutside the classroom

kearn o live with uncertainty and develop strategies for making sense of the
larget language without wanting to understand every word

s mnemonics (thymes, wiond associations, and so torth) to recall wial s
been learmied

make errors work
7 use linguistic knowledge, including knowledge of their first language 1
mastering 4 second language

bet the context (extralinguistic knowledge and knowledge of the world) belp
them in comprehension

learn 1o make intelligent guesses

keam chunks of language as wholes and formalized routines to help them
perform ‘beyond their compelence’

beamn production techniques (e.g., techmiques for keeping conversation ROOE

Iw.a.r.n different stvhes of speech and writing and learn to vary their languass
according to the formality of the situation

B
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Data for the study wene provided by o questionnae and a follow
up interview The queshionnaine was an adaptabion of the one used by
Willing, and asked subjects to rate M sbiatemients abot learming pretaer-
ences such as “In English class, | ket learn b readingg,” 1 Dk the
teacher to explain evervthing to us” 71 like the teacher to let me find
my mistakes,” I like to study grammar © The subjects completed the
questionnaire and then took part in 4 one-to-one dhisi waspon of thear strat-
egy me.;-n-m_-u,l._ how they Tearned, how they would o about learning
another language, and how they went abaoint Bincding practce opportunibies
out of class.

During the mvestigation, subjects wene asked to record what they
found most helptul, and what they found least helptul in learming
English as a foreign language. Bespite the difterent contests arl
environments i which the learners learned, the responses wiene surpris:
ingly homogeneous,

The most striking thing about this study was the fact that, despite the
diverse contexts and environments in which the subjects learmed English,
practically all agreed that furmal classroom instruchion was insufficient
Motivation, a preparedness to take risks, and the determination o apply
their developing language skills outside the classroom charactenized maost
of the responses from these pood language leamers (see Beche 1953 tor
an interesting study on nsk-taking) The free-torm responses reinforced
the general pattern of responses provided by the questionnare. Civen
these responses, | believe that it is premature to megect the oation that
there is no correlation between certadn learning strategy prefenences and
the good Tanguage learner

Ina tolloww-up study, a groug ol advanced second language learmers
were asked to nominate the things that helped them most and least in
learning English. Similar results 1o thise from the foreign language sub-
pects were obtained. These are set oul in Table 2.5, the items buing rank.
ordered from most o least frequently nominated.

Despite the range of responses, there was a large measure of
agreement about what helped and what did not help these subjects
master a second language. Conversation practice inside and outside
the classroom and oppoartunitivs for achivating Enghsh outside class
were by far the most frequently  nominatisd things that tacilitated
development. Least helptul were grammar drills, these being nominated
over twice as often as the next item, lack of opportunity to activate
language use outside class, '

Data such as these nevd to be interpreted caretully. For example, they
do not mean that we should abandon the teaching of grammar, However,
We may need to think again about how we go about teaching grammar,
we need to be more explicit in showing learmers how grammar instruction
relates to the achievement of communicative objectives

www.EnglishPro.ir
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Table 2.5

Things that helped most Things that helped least

I Conversation with English 1. Learming grammar Adrills
speakers/in gnops 2 Lack of opportunity to e
2 hinding opiportunities o practice English outside class
vitsdide class 3, Poor teaching
A Aveessing, media radio, TV, 4. Buing criticized /punished
W EPAPTS 5. Practicing with L2 speakers/popr
4. Formal classes/leaming with a L1 speakers
teacher B, Classes too big/toa many levels
5 Maotivation 7. Use L1 too much '
i Reading B, Accessing media
7 Grammar rides/dnills 9. Fear of making mistakes
B Listening W, Lack of motivation
4, Pronunciation 11, Childish materials, eg., picture
10. Vocabulary Bk

2 Lack of audio-visual facilithes
13, Bagid timetables and programs
4. Beading aloud in classmoom
15, Memaorizing

16, No time to study

17. Writing

® STRATEGY TRAINING AND TASK PERFORMANCE

In the field of foreign languages, Barnett (1988) investigated the effect of
strategy training on the reading of French as a foreign language. While
the experimental group autperformed the control gﬂiup, the differences
were not statistically significant. However, this study is a little difficul
to interpret, as the strategies themselves wore not made explicit to the
students,

A recent study by Green and Oxford (1995) looked at patterns of
vanation in strategy use by students at different levels of proficiency
They ,r““"d 4 significant relationship between strategy use and language
learning success. In particular, they found that active use of the targe!
language, with a strong emphasis on practice in naturalistic situations,
was the most important factor in the development of proficiency in 4
second language. They concluded from their study that active use strale-
gies help students attain higher proficiency,
~ Inaninvestigation into the effect of providing opportunities for reflec
tion, self-reporting, and self-monitoring among university students in
ng_ Kong, Nunan (1997) found that opportunities to reflect on theit
|H.rmng led students to a Breater sensitivity to the leaming process avet
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time. Students were also able o make greater connechons between
their English classes, and content courses conducted i Enghsh. Finally
apportunities to keep guided journals helped leamers o develop shills
for articulating what they wanted b learn and how they wanted to
learn it

In a North American comfext, Cohen ef ol (1995) and Coben (1494)
studied the impact of strategy traming on 4 group of 55 foreign linguage
students al the University of Minnesota. The rescarchers sought to identity
the effect of uxpimil instruction in strategies on speaking profciency,
and the relationship between reported fregquency of use of strateigies and
ratings of task performance. They were also interested o how students
characterized their rationale for strategy use while performing speaking
tasks. In the study, three expenmental groups received the same instruc
{ion as three comparison groups over a ten-week period I addition rI11-.
experimental groups were given explicit instruction in the applwation of
speaking strategics to the skill of speaking. On the question of whether
strategy training made a difference on task performance, they Found that
the experimental group outperformed the comparison group on two of
the three post-test tasks used in the experiment. While the researchers
argue for the beneficial effect of strategy training, they pomnt out that the
results were complex and in some cases noteasy to mterpret. (For example,
there seemed to be a language proficency factor, with learmers at certain
levels of proficiency seeming to benetit more from proficlency training
than those at other levels )

Recently, | investigated the eifect of strategy training on a groap o
undergraduates at the University of Hong Kong, This study was moti-
vated by two factors: The first of these was the fact that, even though
they pay lip service to the importance of English for their tuture carcers,
many students come into the English courses at the University ot Hong
Kong with low motivation 1o learn English. Most of them have learned
English throughout their secondary schooling, and are demotivated by
their perceptions of a lack of progress, by what many report as poor
instructional methods, and by an increasing pressure, with the change of
sovervignty, from Britain to China, to devole their language leaming
efforts to Putonghua. The second factor has to do with the limited amount
of time that students are given to develop skills in Acadermic English (48
hours with an additional 12 hours of self-dirccted learming in the torm
“'_" a contract ) 1t was felt that the incorporation of a leaming strategy
r:!ln'u;rnﬁmﬂ into the curriculum could help o maintain or enhance motiva-
ton, and might also lead to greater appreciation on the part of learmers
of the processes underlving their own leaming. (Provious research has
shown that the eftfective learner is one whio is aware of learning strategics,
Jones et al. 1987.) It was also hoped that strategy training would help
learners develop greater independence and control over their learning,
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and this, in turm, would encourage them Lo continue learming English on
their own onee their classes had stopped.

I decidind toesplore the ettects of systematically incorporating a learn-
iy strategy dimension into the courses being developed by students i
the Arts faculty at the University, The study was designed to inveshgate
the following questions:

I What is the effect of learner strategy traming on student motivation?

2 What bs the effect of learner strategy traming on students” knowledge o
hearning stralegios?

3 What is the effect of leamner strategy training on the levels of strategy utilizg
ton by students (that s, do those whio receive strategy training use them
mane)?

4 What is the effect of learmer strategy training on students” attitude owand
thae wse ol strategies in language learning (in particular, do those who recene
training think more highly of strategies as tools for leaming)?

A group of 60 students were randomly assigned to four different classes,
Two classes were designated as experimental classes, and two were desig-
nated as control classes. All students were given precourse questionnaires
to measure their motivation, their knowledge of 15 key strategies, their
use of these strategies, and their perception of the value of the strategivs.
All four classes then took part in a regular first semester (English tor Arts
Students) course, the only difference being that the experimental group
was systematically introduced to some of the key learning and study
skills strategies underpinning the course. The stra tegy traming wias ncor-
porated into the regular language teaching program, rather than being
taught as a separate component. At the end of the semester, the question-
naires were readministered, and the results statistically analyzed. These
results showed that the experimental groups significantly outperformed
the control groups on measures of motivation, knowledge of strategies
and appreciation of the value of strategies. There was no significant ditter-
ence on their use of strategies. (All groups increased their use of strategies
during the course of the semister.)

When [ carried out an item-by-item analysis of individual strategies.
some interesting differences between the strategies and the training
emerged, and it was clear that training did not have a uniform effect on
strategies. The item-by-item analysis is summarized in the appendix on
page 317,

When the lesson plans and transcripts were reviewed, it Il‘ﬂﬂﬁi"“"‘t
that, because of programming exigencies, the sessions in which the two
strategies of classifying and personalizing were to be introduced to the
experimental groups had been canceled and it had not been possible o
them to be rescheduled. The experimental groups therefore never had an
Upportunity to focus explicitly on them, nor to practice applying them &
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their own learming. The data here, therefore, provide a kind of negative
evidence on the effect of strategy knowledge, use, and utility

Thisstudy provides evidence that strategy trainimg does ke a ditier
ence in several key arcas. First, it had 4 signibcant effect on student
motivation, This result is consistent with and confirms other recent re-
search into strategy training and motivation. Italso had a sigmificant ettect
an students’ knowledge of strategies, and their appreciation of the use
of strategies in their language learning. The results of strategy tramming
on use of the strategies is less clear. This may reflect the fact that students
had relatively few opportunitics to take control of their learming n the
context in which the study took place

It is also clear from the analysis of individual strategies presented in
thie preceding section that the etfect of strategy training Is not unifoern
across all strategies. In some cases the effect appeared to be guite dramatic
In other cases the effects were less apparent. Individual analyses, as well
as an interpretative analysis of the qualitative intery iow u.h?m, showed that
prior knowledge, and the subjects’ evaluation of the utility of particular
strategies for university level study, had an important eftect on their
reaction to and willingness to deploy particular strategies. Analysis of
the classroom observation data and lesson notes and materials also re-
vealed the fact that not all strategies received equal amounts of attention
in the classroom, and that this differential attention had an eftect on
students' responses. In short, the greater the attention, the greater the
effect, However, as amount of focus on individual strategies was not one
of the variables focused on in the study, s not possible to comment on
it in greater detail hore. On the other hand, it s important o note the
value of q_',,).l],;_-;;tirii_';I L]u.]ljmh»,'q_- data, in the form of student interviews, as
well as classroom observation data in studies of this kind, Without such
data, some of the guantitative results would have been uninterpretable
In tact, some would simply not have made sense, (For a discussion on
the importance of collecting both qualitative and qualitabive data, see
Spada, 1994, In Chapter 6, we shall look at the practical application of
these ideas to classroom instruction and the design of teaching materials

¢ Conclusion

In thas chapter, | have taken a selective look at spme of the empirical
research that has influenced my own approach to pedagogy. | have done
this to show that in the last 20 years the ficld has gone a long way toward
overcoming the pendulum effect in which teaching fashions have come
and gone with monotonous regulanity, and the profession has been held
n thrall by numerous persuasive rhetoricians, The data presented in
tl_'n:i- chapler show that we have gone a long way toward rectifying this
situation, '
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CHAPTER 3

From the Traditional to the
Contemporary in Second
Language Teaching and Learning

From what [ said in Chapters | and 2, it 1s clear that there have been
some dramatic developments in language teaching in recent vears. We
have reconceptualized the nature of language, reevaluated the role of
the learner within the learning process, and generated new insights into
instructed second language acquisition. Together, these deyelopments
have led to an increasingly sophisticated view of second language teaching
and learning,.

Our greatest challenge now is not to throw out well-established prac-
tices, as so often happened i the past, but to incorporate new wavs ol
doing things into existing practice. In this sense, change will be evolution:
ary rather than revolutionary, One of the things holding us back as a
profession has been the “pendulum” effect; teaching tashions have swung
wildly from one extreme to another. By linking developments in language
teaching firmly to the educational mainstream, and by testing new ideas
critically, we should reach a phase in the evolution of the protession in
which we are not ashamed o admit to merit in past practices, while, at
the same time, being able to acknowledge that significant improvements
are NeCessary.

Insights from theory and research have led to some fundamental
changes in our beliefs about the nature of language and learning, and
this has led inevitably to a change in the wavs in which we go about the
business of language teaching. However, as | have already indicated, |
believe that current trends are basically evolutionary rather than revolu-
tionary in nature, as methodologists and curriculum developers seck
to add value to tried and tested practices rather than to subvert or
reject them,

In this chapter, | will show how contemporary trends have added
value to practice, or have prompted a reassessment and reevaluation of
Practice in the areas of syllabus design, approaches to teaching, the role
of the learner, approaches to language, the role of texts, resources, and
approaches to leaming, classroom organization, and assessment  The
chapter deals with the tollowing issues and concepts:

e}
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Slimuli for change
inetfectiveness of traditional approaches
relevance of language leaming o general education
Syllabus design _
difficulty of separating content a nd process in a communicative svllaly,
o linguishe specification as second-order achivity
Approach to teaching
o tramsmission versus interpretation models of learning
o hughestructune versus low-stracture pedagogical environments
Role of leamers
passive versus active roles
reproductive language tasks
encouraging creative language use
Approach to language
¢ shorteomings of grammar-translabion and audiolingualism
O teaching grammar communicatively
Using language texts
< authenbicity
< student-gemerated data
Facilities for learning
¢ testbooks and support resources
¢ information technology and the Internet
Approach o leaming
¢ learning stvles and strategies
@ adding a “process” dimension
Classroom organization
O weacher-fronted versus small group classrooms
¢ communication patterns in the workplace
Assessmenl
O shortcomings of standardized tests
¢ student self-assessrrent
Language out of class
@ strategies for activating language out of class

S

STIMULI FOR CHANGE

¢ INEFFECTIVENESS OF TRADITIONAL APPROACHES

A perennial stimulus for change in langua ; S
i i ge education has been a dissatis
faction with the results obtained by traditional methods, often at great

cost to schools and language systems, i
and the expenditure of tremendous
effort by students and teachers, In grammar-translation classrooms, learn-

ers t)rpm]l}'r SPEI'H years I-Elmtl'l Y {
ill unabl g English and yet many of them were
still € to use the language effectively. They often knew a good deal

Chaptee ¥ Feom thie Tradianal e thes Confiemporary +

about the language but were unable to use this knowledge to communicate
;.pprupri.:tcly. In systems where grammuar-translation gave way to audio-
lingualism, students were able to parrot responses in predictable situations
of use, but had difficulty communicating effectively in the relatively un-
prudicmhlt' world beyond the classroom

Many concluded that it was a poor imvestment if all that work seemed
1o offer so little practical result. Students had a basic foundation of lan-
guage knowledge but they did not know how to put that knowledyge to
active use. To help them o communicate and use that language kniowl-
edge, it was gradually recognized and accepted that a new approach o
language learning and teaching was needed. Learners needed to under-
stand that language is not justa list of grammahcal patterns and a collec-
tion of words, Language as communication involves the active use of
grammar and vocabulary to listen and read etfectively and to "il-""‘*'l‘* with
and write to other people. Language needs to be learned functionally so
that learners are able to see that different forms communicate different
meanngs:

One response to the perception that language educators are relatively
ineffective was to question the value of learning another language. 1
would challenge that perception, | believe that language learning should
have a central place in any educational system. If we accept what
Pinker (1994) and his colleagues have to say. then language 15 arguably
the defining characteristic of the human species, and a knowledyge of
language in general, as well as an ability to use one's first, and at
least one other language, should be one of the defining characteristics
of the educated individual. As the bumper sticker sayvs; " Monolingualism
is curable!” In a world that is increasingly intermeshed economacally,
environmentally, and electronically, the abilitv to communicate effec-
tively is crucial

* RELEVANCE OF LANGUAGE TEACHING TO GENERAL
EDUCATION

It is only through language that we can commumcate with each other,
share our ideas, tell people what we have expenenced, express our wishes
and desires, solve complex problems by drawing on information we read
or hear, and, above all, communicate in the workplace and across cultures
with peaple from other countries. To achieve these objectives, however,
we need to learn language as communication, not just as a list of facts to
be memorized or a set of symbols to be manipulated, This, as we saw
earlier, has been an important force in the evolution of a new approach
_iD language learning, one that begins from the active use of language and
involves learners in cooperative leaming tasks using language, lwlﬁud by
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their teachers and spevially designed learning materials This i
Aty ol combemporary 4'III\'|1"”"*""ll“"‘l for Langruiage teadhing,

The skills developed through e application of active, VERIPe Ty
dearming, principles can extend to other subpects as well Eflechiye ey
language learming produces leamers with the social and copnitive prob
lem-soby g shills that can be used in other subjects in the school cupg,
lum  Ioonby owe could get language feachers and  subject g, hers
communicating with cach other, (£ might b possible 1o lashion & new
typee of school curnculum, one i which the fanibiar elements are 5,
ettisoned. but iecombined. Then, the relevance of the intellectual k).
edye, learming skills, interpersonal development, and interculturg) Snsi-
tivities tostered in the lainguage classroom might be appreciated by
with a vested interest in edocation

CEnitra)

ulhers

SYLLABUS DESIGN

Fraditionally, the held of corriculum development has boeen divided i
syllabus design, methodology, and evaluation (Tyler 1949). Syllabus de
st as to do with selecting and sequencimg content, mrllnu.’l'nlw_p.- with
selecting and sequencing appropriate learning experiences, and evalua-
ton with appraising learmers and determining the effechiveness of the
curnculum as a whole,

* DIFFICULTY OF SEPARATING CONTENT AND PROCESS IN A
COMMUNICATIVE SYLLABUS

In general education, Stenhouse (1975) changed perspectives with a com-
pelling ratiomale for the elevation of process (traditionally the doman of
methodology) to the same status as content, His ideas found their way
mnto language education through people such as Mike Breen (1984) and
Lea van Lier (1988). (These developments are deseribed in some detail m
my 1989 book on syllabus design ) Breen used the metaphor of the jourmey
to describe his approach to language teaching. Traditionally, he angued.
content was seen as the destination (“We want learners to know how
contrast the simple past and perfect tenses'), Methodology was the route,
the means whereby we reach the destination (“We'll get learners o doa
set of substitution drills involving present perfect and simple past’)
However, with the emergence of new views on the nature ol I.mg‘i.lﬂﬁt’
teaching, and a reconceptualization of what it was to know and use the
language. this separation was difficult to sustain. With the emergence of
a communicative, skills-based approach (“We want learners to be able to
give an informal oral presentation on a subject of their choice), nyid

Pogppibere 1 Poewormt thwe Traed dacwrnal 00 the § oorstisr DO *
Gyllabius

Acsyllibuis Comsints 0 sty el @ irberil W be Lavagghad Phpemiegh 4 v i o sy R
Lanks towr 1 sl bolmis desagness are thae sabior firsn b e bierrke arsid thissis T AT
anid inlegration

N oriel Languiage teaching,. it il e B e b P virwes 1
thes nature ol wlabies ddimign The marre s v i dliate 4 o bisar diairie e Fasfuy e

ther sarlise ey and sesspusenc img ob Cotent e derin ol sy llabine ol it anel the
selo tprye andd segguien (ng of larmang Gk andd a1 wity b dimmain ol el
oy Wtk ther e e ol 0 LT Bas cirme o gromp of comns ol sgess talists wihis

tirkes o Besanler s anel wlh sty the sustaosalslity ol s it L Tyl

separation became dithicult o sustain because, it our method of achieving
the target performance is o rehearse that performanie in class, then the
poutbe Becomes the destination. This reconceptualization changed the way
that course designers and materials wnbers go about ther obs

In brachitional Bargguagge teachimgg, sy llabsuas desien isses (ifua? students
learn) and methodology (o they learng, were decided with reference o
the classroom rather than with reference to learmers” real commumicative
needs i actual sttuations i the world outside. As o result, learmers often
had difficulty using what they learned beyond the classroom. With gram
mar-translation and audiobingual dolls, it was otten diftcult for learme s
to miake the conceptual leap from the e lssroom o genuine communicabion
outside the classroom. This is not to sav that drills of various kinds, and
even translation tasks, have no place in the Lainguage classrooms, but that,
inand of themselves, they ane insubticient

* LINGUISTIC SPECIFICATION AS A SECOND-ORDER ACTIVITY

In classrooms based on the principles set out in Chapter 1, and the research
deseriberd i Chapter 2, syllabus disigners begin by chionsing language
content and leaming experiences that match the necds of Tearnees as users
of language Bevond the classroom In designing cotrses they ane guidied
by speciied communicative tasks that learmers can perform at the end ol
their period of Jearming, In consequence, it s casier for learmers o apply
what they have leammed inoclass o the challenge of communicating in the
real world, and for umph.ljn,'q.-n. to know what learners can do. In practical
terms, syllabus designers no longer begin with a stracturally graded list
ol lmgumtiu iters, and then cast around For ways of teaching those ilems
Instead, they begin with an inventory of tanget skills and ask what learners
need to know and be able to do in order o perform those skills. Listing,
sequencing, and mtegrating target items becomes a second-order activity
rathier than the birst thing that they do.
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APPROACH TO TEACHING

& TRANSMISSION VERSUS INTERPRETATION MODELS
OF LEARNING

I tradibional language classrooms, learmers are taught chietly about lap.
guage and its rules. They learn facts about Tamguagge rather than how 1o
use il communicatively o express ideas, to lalk and write to other people,
o pead and sten ool Tanguage, and to learn how o cooperate with
others. Aswe <aw in Chapter 1 ineducational systems functioning under
a transmussion model, the primary role of the leamer is as a relatively
passive nevipient of knowledge. The teacher s role is o provide that knowl-
edge by transmitting it to the learner, largely through lockstep, teacher-
tronted modes of learning,

¢ HIGH-STRUCTURE VERSUS LOW-STRUCTURE TEACHING

In a book on the management of the teaching process that 1 co-authoned
some vears ago, a distinchion was drawn between high-structure and low-
structure teaching, Generally speaking, classrooms informed by current
commurnicative views on language pedagogy will involve a change in
teaching approach away from a high-structure orientation towards a more
low-structure orientation. The impact of changing views about the nature
of language on the teaching process was described in the following way:

The insight that communication was an integrated process rather
than a set of discrete learning outcomes created a dilemma for language
education 1t meant that the destination (functioning in another language)
and the route (attempting to learn the target language) move much
closer together, and, in some instances (for example, in role plays and
simulations), become indistinguishable. .~ . Ineducational terms, a Use-
ful way of viewing this emerging dilemma 1in language education 1 in
terms of high- and low-structure teaching. High-structure tashs are Ve
in which teachers have all the power and control, Low-structune tasks
are those in which power and control are devolved 1o the students
[we believe that] an association exists between low-structure and Cl T.
and that the incorporation of communicative tasks with how-structune
implications into the classroom increases the complexity of the decision-
making process for the teacher. i3

Nuran and Lamb 1996 16=17

In contemporary classrooms, while direct instruction and high-structu’®
tasks are not eschewed, much more ime will be devoted o Jow-structur®
sks. In addition, direct instruction, when it occurs, will be integrate
to instructional sequences in which learners are actively involve t.n
sing the language, guided and helped by their teachers. The teacher ®

Elagites 0 Proomn the Traeditiesuel foe the L optemper i @

High-structure versus low-structure leaching

Tisehr-stowin b i P st insivs e Dhsemsar iy swhile by thae b et s wesry o h
iy wcitrod o e st ol prod e 0 These situations. Tearers e pelatively
Finnles gt o comtrod ot etbies thie combent on o ess ol Bearmangg Lot stid e
situations, o the other hamd, prosede heamers ot mamerows ophaors aned a great
dheal o automomiv, Accorchog e Bigass aned Teller THET A6 all irvalrie fanal
dectsion making can boe located on a contipuum, swhich has Dighest ture
i it one extienie and loswestroi i ched isions at thee ofbee

primary role is the provision of pedagogical opportunities through which
learners might structure and restructune their own understanding. The
ultimate goal is to enable the learner to communicate with others in the
world beyond the classtoam where they will not have a teacher on hand.
In helping learmers achieve this goal, however, teachers need to redefime
their approach o teaching,

ROLE OF LEARNERS

& PASSIVE VERSUS ACTIVE LANGUAGE ROLES

As indicated in the preceding section, learners in classrooms characteri 2ed
by a transmission model of learning are cast in a relative passive role.
They are passengers, being carried forward in the leaming experience by
the teacher, In language classrooms operating within such a transmission
mode, leamers practice patterns provided by teachers, textbooks, and
tapes. They are thus cast into passive, reproductive roles. Rather than
learning how to use language creatively themselves, they spend most
learning time copying and reproducing language written down by others,
They learn how to communicate in model and predictable situations,
but they don't learn how to respond appropriately in novel and authen-
tic communicative situations, Such a drill-based pedagogical culture is
most commonly associated with audiolingualism, and, although audio-
lingualism is supposedly dead and buried, the drill-based culture is very
much alive and well, as is evident in most so-called communicative
curricula.

¢ REPRODUCTIVE LANGUAGE TASKS

The following task, adapted from a recent textbook, is an example of a
task that is purportedly a communicative exercise, but is, in reality, a
reproductive exercise practicing comparative adjectives.
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Instructions: Working with a partner, take turms asking and answering
these questions: If you agree on the answer, circle the
word 1 vou disagree, put vour initials next to the answer
that vou think s correct

Example: O Which s taller, the Sears Buidding, or the Empire State
Butldmyg?
Ac The Sears Building 15 taller
1. Which has morne sides, a pentagon or a rectangle?
2 Which country has more cars per person, Tatwan or Japan?

3 Which is closer to the equator. Singapore or Malaysia?

4 Which is bigger, the Earth or the Moon?

5 Which country has the larger population, Pakistan or the US.A?
L}

Which country has more television sets per person, Australia or
Singapone?

Which planet is closer to the Earth, Venus or Mars?

& Which is an older capital city, Madrid or Rome?

As I have indicated several times already, there is nothing wrong with
drills, and there is certamly nothing wrong with exercises such as the one
above. They are an essential ingredient in the learning process for most
learners, and provide the enabling skills for later communicative perfor-
mance. However, by themselves, they do not go far enough in equipping
learners to communicate. In addition to reproducing language models
provided by others, even in disguised forms such as the task above,
learners need ppportunities for creative language use. By creativity, | do
not mean that we should have learners writing poetry in class (although
the use of imaginative literature could be used much more pxtensively
than it is). Rather, by creativity, | mean the recombination of familiar
elements into new, and previously unrehearsed, forms.

® ENCOURAGING CREATIVE LANGUAGE USE

In classrooms and textbooks in which the creativity principle is activaled.
learners are given structured opportunities to use the language that they
hnl're been practicing in new and unexpected ways. They are provided
with the language that they will need to take part in genuine communica-
tive tasks, and they are given opportunities to respond appropriately 11
new situations outside the classroom, Tasks allow learners to practice
identifying the key grammar and vocabulary in real-world texts

to develop the skills of reading, writing, speaking, and listening in an

€ Hapiteer & Friwm the Tradibonal o the Contemporary. #

integrated way, just as in authentic commumcative siuations, Tasks also
give leamners practice in couperating with other leamers and with ther
teachers, making creative use of the language they have learmed In this
way, classrooms themselves act as a bridge to the outside world rather
than as a linguistic quarantine station where learners are protected from
the risks involved in having to engage in genuine communication

Creative language use

Creative lanpuage dse invobves thee recombination of familiar elements taends,
structures, and prefabricated pattermst n new sways o produce ufterances (hat
have rever been produced beslore by that partcoular individual oor thar indvidual
they are theretore umoue. ) In role plays, simulations, and problem solyving lasks,
bedrners ane BIVEN G il fiar crestlive |1IHHU|‘H*' s,

Understanding learner roles is crucial to an understanding of prob-
lems and potential solutions in contemporary language classrooms {see,
for example, Wright, 1987). In Chapter 5, we shall look in greater depth
at the relationship between roles and tasks, and will explore ways in
which learners themselves can be encouraged to redefine their roles.

APPROACH TO LANGUAGE

¢ SHORTCOMINGS OF GRAMMAR-TRANSLATION
AND AUDIOLINGUALISM

Grammar-translation and audiolingualism adopted very different ap-
proaches to the treatment of grammar. In fact, audiolingualism developed
partly in reaction to grammar-translation’s encessively deductive ap-
proach to the teaching of grammar, Audiolingual methodology was based
an an inductive approach in which rules were “caught” rather than
“taught.” (Richards and Rodgers, 1986). “Get students to learn by analogy,
not analysis,” “Language is a set of habits,” and “Teach the 1I.1ngung;,l,
not about the language,” were pedagogical catcheries when audiolin-
gualism was most popular as a teaching method (Moulton, 1963),

Audiolingualism

Ot all muadern methods of teaching languages, audiolingualism has undoubted iy
hail the greatest impact. In fact, it s prohably sl the most influential method
used today. Numerous principles underpinned audiolingualism, although the twe
key cantributions are probably the iollowing

1 Language bearning s a process of habit formation

2. Teachers should teach the language, they should not teach about the language
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Despite their marked difterences, E'_‘“""‘“r'“'"“"m"" and ""“‘""llln-
gualism did share one thing imcommon Fhiey st separatec ihe kegching
of grammatical form from communicative meaning, In grammar-transla.
Hion classmooms, grammar was taught as a set of rules to be memornzed
and repeatiad. In audiohngual classrooms, learners were expected o come
to an inductive understanding of the rule through processes of analogy.
In both approaches, it was difficult for leamers to make connections
between different parts of the grammatical svstem. It was also difficuli
tor see how to apply the grammar they had learned in communication,
Words were usually Tearned as individual items in lists so that leamers
did not develop an understanding of how they are grouped by theis
meanings into semantic sets.

The other thing that both grammar-translation and audiolingualism
shared was an assumption that acquiring a second language was a lincar
process, that learners learn one item at a time, mastering the simple items
first, and then moving on, in a step-by-step fashion to more complex
items. However, as we saw in Chapter 2, this is an oversimplification
fand, insome ways, a misrepresentation) of the way that second language
grammar s actually acquired. Learners do not acquire information, per-
tectly. one thing at a time. They learn numerous things imperfectly at the
same time. Thev structure and restructure their understanding of the

language in complex nonlinear ways that we shall explore in greater detail
in Chapter 4.

¢ TEACHING GRAMMAR COMMUNICATIVELY

In a teaching methodology that reflects what we currenthy know about
second language acquisition, grammar and vocabulary are taught commu-
nicatively. Grammatical patterns are matched to parti-.:ulnr communicative
mearings so that learners can see the connection between form and func-
fion, Learners learn how to choose the right pattern to express the ideas
and feelings that they want to express. They learn how to use grammar
to express different communicative meanings. Words are grouped mean-
ingtully and are taught through tasks involving semantic networking
concept mapping, and classifving, Such a methodology enables leamers
to recombine the familiar in unique ways and thus achieve the creativity
m language use that 1 described in the preceding section,

USING LANGUAGE TEXTS

In traditicnal classrooms, learners listen to
classroom texsts. These texts are usually
and teachers 1o exemplify particul '

and read specially wntien
produced by textbook writers
ar grammatical points, or to teach core

Ehader 1 Fromy the Tradddiomal tes the € orteemporary. @ ¥

vocabulary tems. For esample, the followmge bt s desigred o teach
prepuosibons of place (et bo,aeross from, betaven ) existential tiere, amd core
vocabulary associaled with meighborhoods, and it s ditticult 1o imagine 4
context other than a language teaching textbook m which the text could
conceivably appear.

lanwe's apartment Buadding s o the center ol toswn, Jane is very happy
because the buitding s a very convemnem place

Acrues from the bulding, there's a laandromat, a bank. and a post
office. Moext 1o the butlding, there's a deae store and 4 restaurant Aronnd
the comer from the building, there are twie gas stations

There's a lot of nolse near Jane's apartment builiing. There ane a
ot of cars on the street, and there are a lot of people walking on the
sidewalk all dav and night

Jane sn't very upset about the nose, though. Her building s i the
center of town. It's a very busy place, but for Jane. s 2 very convenient
place o live
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As [ pointed out in Chapter 1, there is nothing wrong in introducing texts
such as these into the classroom. They demonstrate tanget language items
within controlled contexts. However, | do have a problem with the notion
that students should be fed an exclusive diet of such texts, because they
do not give learners first-hand expenence of how language is used in
genuine communicabive situations beyond the classrooms. Learners who
only encounter texts such as this frequently have difficulty understanding
the language and the texts that are used by speakers and writers authenti-
cally in the real world. The reasons for this were pointed out in Chapter

1 {see the section on task-based language teaching), and 1 shall not rehearse
them here,

¢ AUTHENTICITY

In my own teaching, leamners study spoken and written texts brought
into the classroum from authentic contexts outside the classroom. In fact,
learners are strongl vencouraged tobring in their own samples of authentic
language data. They practice listening to and reading genuine language

Authenticily

Authentic tewts are those that have been produced in the course of gemuine
LOMITIC ation, mol spec iy wrtten tor pruposis of language toea
Provicle lsgemers wilh QpPOHUMITES 10 @xperienee !"“H”"H" a5t is used bevond
the elassroom, N Course, thede s gredt deal of language generated within the

classtoom wself that is authentic, and this ¢ an very aften be wsed for pedagowical
L s,

hing. They
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drawn from a wide vanety of contexts, includmg TV and radio broadeasy,
comversations, discussions and meetings of all kinds, talks, and announg.
ments. They read magazines, slones, |"‘l'1l'|.|l.‘d material and Msructions,
hotel brochures and airport notices, bank instructions, and a wide range
of wntten messages. This practice helps them cope successfully wigh
genumne communicabon outside the classroom, .

While the leamers that | teach are at upper-intermediate levels of
probiciency, exercises and tasks help even the learners at the lower Jeyels
to make sense of these real texts, and to develop effective learning strate.
gies tor reading and histening, speaking and writing, Some vears ago,
when writing a senes aimed at beginning and post-beginning learner
was able o draw on a wide variety of
materils listed in Table 3.1,

s, |
authentic texts, including the

* STUDENT-GENERATED DATA

With appropriate guidance and support, even low level learners can bene-
fit from opportunities to work with evervday spoken and written texts
stich as these. Older learners can be given a preater sense of ownership
and control over their own learning by being encouraged to bring their
own authentic data into the classroom Bringing authentic data into the
classroom can assist learners to see how prammatical forms operate in
context and enable speakers and writers to make communicative mean-
ngs. Another advantage of using authentic data is that learners encounter
target language items in the kinds of contexts that they naturally oceur,
rather than in contexts that have been concocted by a textbook writer

Ultimately, this assists the learner because he/she will experience the

Table 3.1

Spoken Data Written Data
invitations
airbine tickels
Jrmtoands
enrollment forms
busimess cands
Family trees

casual conversations
telephone conviersations
answering machine mesaages
office conversations

public announcements

stones and ancedotes
oral histories

classitied advertisements
deseniptions arline boarding passes
directivns licenses

U anmeuincemeiits handwritten notes
advertisenunis

OOV e ey jows
IETY Iew s maps
business letters
e MiTus

————— —
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Tanguage item nointeraction wath other closely related grammatical and
discourse elements. iy distorting the comtests of wse m which grammatieal
items occur, nonauthentic langiige. in some respects, actually makes the
task tor the language learner more difficult

FACILITIES FOR LEARNING

In traditional classrooms, learmers usually have 1o rely only on the best
book as an aid to language learning. Often these testbooks ane not espe
cally provided with interesting visuals and supporting matenial, and
rapidly become boring and uminteresting to the learner

¢ TEXTBOOKS AND SUPPORT RESOURCES

In contemporary approaches to language teaching, the design of textbooks
has become much more sophisticated. The incorporation of realia and
authentic data brings the content to life, and helps learners make connec-
tions between the classroom world and the world bevond it In addition
to classroom texts, published textbook series these days typically contain
self-study workbooks, cassette tapes, and videotaped matenals that bring
the real world into the classroom. For esample, the highly innovative
Crmmmar Dimensions (Larsen-Freeman. 19495), which introduces a new
approach to the teaching of grammar, contains the ollowing components
i addition to the Student Test:

structor s manual

Audio tape

student workbooks

fests

World Wide Web site for interactive prammar and writing

¢ INFORMATION TECHNOLOGY AND THE INTERNET

["K‘n‘ﬂ*ilnp‘hr', avcess to the Internet also brings the world into the classroom
Students can access and even download a wide range of informative,
educational, and entertaming information. They can also est
with other first and second speakers of English around the

chat lines and pen pal hinks. In addition to incre
IWareness and sensitivities, this

lor genuing commumcabuo be
not alw

ablish contact
world through
asing their interculiural
also provides them with Upportunitivs
yond the classroom. Such opportunities are
s easy o hind in foreign language settin s, and so the explosion in
Internet usage has been particularly valuable to EFL students. My own
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learners, once they discover and begin to tap the potential of ﬂ-!"" Interney
and the World Wide Web, tind it both liberating and empowening, These
sames students also submmt their assignments and class journals to me o
vemal In the case of the assignments, | can embed comments on thegy
wiork, and return the assignments to them, without the red ink seribbleg
that necessitate lengthy, time-consaming, and often wasteful retyping
Having thern submit their journals electronically saves class time (in the
past. the last ten minutes of each class was devoted to journals), and
increases the amount of time that they devote to working on their English
oub of class.

In his practical introduction to the use of e-mail for English Tua-:hjngl

Mark Warschauer (1995) gives the following examples of how the e-mail
revolubion has facilitated teaching and learning:

In Hungary, students correspond dailv on imternational discussion lists with
students fromy Norway, the United States, Canada, Korea, Japan, Australia,
and Indonesta. They later decide to jomtly publish an international studeny
nrws magazine called Wings

ESL students in Eugene, Oregon, submit their dialogue joumnals by email
rather than on paper The students communicate much more naturally and

frequently this way, and the teacher can respond much mom quickly and
easily

A teacher in Mew York learns she's teaching a class i English pronunciation
tor Spanish speakers, but she has no experience in this area. She posts a
question via-e-mail on an English teachers’ list, and within 24 hours half 2
dozen colleagues around the world have e-mailed her concrete suggestions,
ESL pupils and a Washmgron, D.C. clementary school find keyvpals (kevboard
penpals) in several other states and countries. Their attitude towards writing,
changes dramatically in two months

A teacher in Japan would like to teach the story “Rip Van Winkle" but doesn't
have the test She finds it from home in ten punutes by using her pfrmm'l
computer and a modem connection b the Intermet,

EFL and ESL university students in Finland, Hong Kong, and the Linited
States engage in an international competition to find a solution to a real-

world environmental problem They work i international teams 1o write
technical reports, three-year plans, and abstracts for an international environ-
mental conference, and then vote on the winning entry and post it electront-
cally tor others around the world to see (Warschayer 19095 2-3
These examples illustrate how n

ew technologies can help us to activate
the experiential, student-centere

d philosophies described in Chapter 1.

+APPROACH TO LEARNING

¢ LEARNING STYLES AND STRATEGIES

In traditional classrooms, learners typically did not learn how to become
better language

learners on their own once they left a school or college

Chapter 30 Froma the Traditienal e T € ot mpErary B 14
While they learned how to memonze individual words and rammatical
patterns, and to practice them in comtrived contests, the underlving strake
gies behind the classroom tasks were rarely made explicit. As a result,
students rarely learned how to make use of this stored knowledee in an
organized and creative way, Ways of learning language better and morne
effectively was not on the pedagogical agenda, and practice was therefone
often unfocused and not directed at those skalls they nesded o improve

¢ ADDING A PROCESS DIMENSION

As we saw in Chapter 2, a substantial amount of research has now besn
carried out on learning styles and strategies, and, in classrooms where
teachers have been able to draw on this research, their students are able
to develop a range of clfective language leaming strategies. They learn
how to read and listen effectively, how to work out what texts mean, how
to gather important information, how to work well in cooperation with
others, how to use what they know in new and unpredictable situations,
how to speak and write appropriately, and so on. They also learn meta-
cogrutive strategies tor monitoring and reflecting on their learning (Ox-
ford, 1990). These strategies are explicitly taught as part of the curriculum,
and learners are shown how toapply these strategies to their own learning
outside the classroom. In this way, they learn how to become better lan-
guage learmers outside of formal language learning contexts. In Chapter

6, 1 look at some of the practical techniques that teachers can use to add
a learning strategy dimension to their teaching,

CLASSROOM ORGANIZATION

¢ TEACHER-FRONTED VERSUS SMALL GROUP CLASSROOMS

As we have seen, the traditional mode of classroom organization was a
teacher-fronted one, with learners sitting in rows tacing the teacher. They
spent maost of their time repeating and manipulating models provided
by the teacher, the textbook and the tape, and developed skills in choral
speaking and repeating. The physical set-up of classtrooms was (and, in
many schools, still 1s) predicated on this mode of arganization, with desks
Seboutin rows, and even, in many cases, screwed to the floor, thus

any other mode of organization almost impossible, Students in such class-
moms do not learn how to express their own ideas and to share these
ideas by tommunicating in small groups.

In Chapter 1, we saw that experiential learning was based on a con-
Structivist approach to educabion. Such a philosophy is realized at a class-
room level by cooperative, task-based learning, with learners w
small groupsand pairs. Students become skilled

making

orking in
ateooperating with others,
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w Cnntmimeary, # #5
and express their own opimions, ideas, and teelings, gutded by the weagjy,

ever the curriculume In such
They learn how to solve inguage problems in a systemabic way and 4, owi ability b assess how much thiey baye leartesd and how much thes
decide what language to wse in the dl"t.r.‘.nl situations that their ea hers peed b learme As aresult thy ofter not Know exactly what thay: e
present in the classroom. Role plays and simulations help to make the g, learied and how much they still have 1o learn The
based classroom a hively and rich linguage environment for learners of all through quizzes and tests that do
abilities. As wesaw i Chapter 2, tasks such as these stimulate the produc.
tion ot a much acher array of language functions than teacher-fronge
mewdes of classroom arganization Thew also result in the negotiation
meaning, something that is Largely absent in teacher-fronted asks,

erviromments, learners do not dey eling thir

Assessment ts bypically
Aok retlst actual lamiguaee s

of Assessment and evaluation
I many testhicoks on cureiulum develigsment he b rsessment aned o il
ton are wsed svooovmoush However, | Baee alwas i & o bear distor bon
Between 1hs two concepts, Bualuanion s thie collas G antd ke paretatio o
¢ COMMUNICATION IN THE WORKPLACE It aloun aspects ot thie cormnubam (e luding legroes
als, learming arvangements, e | lor de sion Making prurposes

licai Pvises Poypdier)

Interestingly, these skills of comamunicating and cooperating in
are also ncreasingly required in the workplace. Over the last few vears,
the old, hierarchical models of production in which communication is i
one-way, downward process from line managers o workers on the

Broups Assimsrrent s b sl amponent of evaluation Kssessarment reters bo the fols

technigues and procedunes tescolleg ing and TRt it skt w il
learners can ancl cannat do. I eval Uatseg omes feag firig

il ke vy I

.'ihi'!]:l o include assessment data. This tells us wiat learoees can and Lannal do as 4

floor, are giving way to small, integrated production teams in which result of the instrisc tional process. However, in order o make sisnse of this infomma.
communication occurs horizontally between members of the team.

ton, and o chvade what worked and what dd oot wiork I s it 1o
cellect ather information that will tell g o hether 1w thie WwhacHinig matisrals
mstruchoral procedunes, or some otlier aspect of the ot Gomal g ess that
Group Work needds fo e changsd
Lornip wark s esaential 1o any ¢lassroom that is based on prin iles o experientil

bearmine. Through wroup work, leamers dovelop their ablity 16 commumicate
through tasks that require them, within the classroam, to approsimate the kinds

ol things they will meed 10 be able o do o comrmaric ate i the warld bevond
thie o Lpssroam.

¢ STUDENT SELF-ASSESSMENT

In contemporary language teaching, learmers are trained systematically
in ways of assessing their own learming progress. Learners can identify
their own strengthe better, and where they newsd mone help from the
However, many educational institutions have not kept pace with teacher. When they leaye the program we can indicate their proticiency
changes in the workplace and in society at large. Educational institutions level in the language they have been studying, and also provide a profile
are inherently conservative, and it s probably fair o say thal most ane of their strengths and weaknesses in many other tactors that influence
still predicated on a transmission mode of education, a mode that is even

eitective communication In this way, learners, parents, and emplovers
retlected in the physical setting of the classroom. Within such institutions tan see precisely what progress has been made and what communicativee
there is often an ideological tussle between the dominant, transmission tasks learners can successtully carry out. Increasingly, porttolios of work,
idealogy of the institution itself, and the interpretative, constructivist Providing concrete instances of learner achievement, are being accepted
approach advocated by the language wacher. h'f' emplovers and educational institutions. The following example, from
Writing Workout (Hulzenga & Thomas-Ruzic), shows how student-cen-
tered records of work can be built up over Hme,
ASSESSMENT

These records have a number of purpioses. In the first place, they
SeTve to remind learners of the content covered in the urut. Secondly, pver

tirme, they prowide a record of achievement, as well as reminding learriers
® SHORTCOMINGS OF STANDARDIZED TESTS of work still to be done,

Finally, and most importantly, they develop skills

In traditional learming environments, assessment practices are character : seli-assessment and self-evaluation, skills, as we saw in Lh_‘l‘hr 1. that

ized by standardized tests designed, administered, and graded by outside :i"? mportant ingredients in a learner-oriented instructional system, (For a

A - L 4 a a S o & J i wfon | e S i

authorities, Teachers have little control of what is assessed, or how it i 1‘;:!-"1“;?@'1?("#'““ -1_er |_mr.:‘ntﬂt1}-' I}Iﬁﬁ?t;rTrl;::Tﬁ-::::r::LT;i:;
assessed, and the examination svstem has a disproportionate influenc - =8¢ also the special issue of the TF o on e AT
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COOLING DOWN: A unit review

Write five to ten new words or phrases from this unit. Can vou spell
and pronounce each one?

[

Complete the cluster with things that you learmed about some !
American cities,

| Francizea’
obout Amarican L
citins

3. Write sentences about the future. Use will of be gomg toin these

SENtences.

Example: Later this afternoon I_MJJ_?!J’ Mﬂe‘y-_ ‘
a. Tonight :
b tomaorrow |
£ Next week =
d. next summer.

Write the names of three to five specific places or locations in the state
or city where you are living. Include, for example, the name of a

park, lake, building, mountain peak, nver, school, or street. Watch
capital letters!

H'J\_W_FMW. s "'—"—-'W\.M al
Figure 3-1  Writing Workshop, © Heinle & Heinle Publishers
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LANGUAGE OUT OF CLASS

In traditional classrooms, learners are rarely encouraged to make wse of
their language skills in the real world The only practice they have
class. This, of course, 1= Ml surprising in foreign linguage contexts in
which opportunities to use the language are limited. Howes, UT, 35 Wi Saw
in the preceding chapter. one of the things that characber s goond lan
guage learners is their ability to find opportunities to activate their lan-
guage outside of the classroom

I=1n

¢ STRATEGIES FOR ACTIVATING LANGUAGE OUT OF CLASS

In contemporary approaches to language teaching, leamners ane iny oly ed
in role plays and practice simulabions, and through these develop an
ability to carry out creative and imaginative learning projects outside of
the language classroom. These projects are carelully conmected o the
kinds of language tasks that they will have to perform when they ¢ omplete
their studies, In this way they develop independence, they learn how to
function as communicators themselves, and they learn to yse Languagee
as a working tool to achieve their objectives outside of the classroom In
my own teaching, | try to structure out-of-class learning opportunities
for students on a ratio of three to one. In other words, for e
they spend with me, | try to find w
hours outside the classroom

very hour
ays in which they will spend three
systematically working on their language
In addition 1o increasing the overall quantity of language use, this sends
the message to the learners that they have power and control over their
own learning, It also shows them that, even in foreign language situations,

there are many appurtunities for them to practice their language Out-of-
class tasks include:

CMEARINE I peer freview sessions, i which they coll
student to review projects and AsslgEnments;

conducting dialogue journals with me via thee Intermet

taking part in conversation exchanges with foreigners who want to

their Chinese (students are paired with foreigners, and arrange,
CONVeMence, o

m English and

aborate with 4 fellow

]

pr.lcl'l-t‘t‘
ab their own
spend forty minutes a week in conversation, twenty minutes
twenty minutes in Chinese)
Projects and surveys, (in which the
1t back v a subsequent class);

"j“'“E |-"1F',l-li!g~1' mprovement projects in the independent le
these Projects they identify
they formulate 4 1
they carry oy

v collect information in English, and bring

Arfing center (in
an aspect of their English they want 1o ImpRoye,
a lsarming obyective, and write up a learming contract, which
independently ),

www.ﬁnglishPro.ir
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iOther wdeas for fostering independent learming outside the formal Ly,
guagy classmoom can be found m Pemberton of all (1549 and Gardrier
and Miller (19%9%]

¢ CoNCLUSION

In this chapter, | have drawn together the major ideological and empirical
themes that emerged in the first bwo chapters: | have llustrated thy
changes that have been brought about to pedagogical practice as a resuly
of changing views on the nature of language and learning, and also
through the meorporation mto classroom teaching of insights from e
search. We can summarize the changes to theory and practice as follows:

learners practice skills they will need outside of the dassroom

learners are actively mvolved m using the language they are leaming, and
n learmang through doing

learners commumicate authenbeally and learn o use language appropriately
learners lear how o use grammar and vocabulary o express different com-
mimcative meanings

learners listen to and read authentic tests of different kinds

learners develop strategies o become betler language learners

learnurs work together in small cooperative groups

0 learniers develop skills i seli-assessment and self-evaluation

learners learn how to take their language mto the real world beyond the
classroom

¢ teachers help learners 1o learn useful language and to become better learmers
teachers provide models of the language they are learming and share their
knowledge of real-word tasks

teachers actively cooperate in providing a varied program of instruction

teachers continuously assess leamners’ performance and provide a detailed
profile of their skills

In short, task-based language teaching helps learners to learn real lan-
guage for use in the real world. Leamers are assessed on what they
can communicate and on their skills as language learners, as solvers of
problems, and as communicators in groups. As a result, teachers, Pﬂl'f-"l""-“':
and employers know what <kills learners have, and can match learners
abilities to the demands of particular tasks and jobs. Task-based language
teaching is more than just a means of learning a language. Tt's a way of
becoming a better communicator in the workplace, and in the social world
bevond the classroom.

Table 3.2 summarizes the major shifts that have taken place in lan-
guage pedagogy over the last thirty vears.

In summary, the ideology driving the view of education Pmﬂﬂ‘m‘i
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Content & methodology decided wairh
peterenee to the classeoom rather than
with refereroe 1o learmers” real com
municative newds

APPROACT TO TEACTINA, (METHUODOLOC Y

Lgarners are taught about language
and (s rules, learning facts about Lan-
guage rather than how 1o use it com-
mumicatively.

KiviF ud THE LU ARNERS

Learners spend therr time copying
and reproducing language writien
down by others:

ATTROALUH TO T AN ACE

Grammiar i= taught as riles to be
memorized.

LISEMG EANGUAUE TENTS

Learners histen to and mead specially
writhen classmoom bests, They have dif-
ficulty comprebending authentic lan-
uage outside the classroom

RSO W1 100 LEARNTNL

Learners have 1o rely only on the text-
book as an wd o language Jearning

APTROACTE T LEARNING

Learners don't learn how to become
better language learners on their own.

L LASSROOM ORCANIZATION

Leamets sit in rows facing the wacher

and spend most of their time repeat-

ng what the teacher savs. They don't
tarn how to express their own ideas

Asspesagg

Teacher alone assesses the student’s
Progress. Learners do not develop

ability w assess what they have
bearned. ;

e Fradditional i the © ety mprrgey @ JW0

Lerntlemprorary
It adfitiom do the Bedtiites sb ol in thy
It B golmn

Loontbend & methosbiodioney match
larmer needs beyvond the classmwmm
Prowcess and content ane inbegrated

Lasarmares are sctively imvalied in
using languagse

Leamners learn bow o use language
creatively, respondimg i nevel and au
thenbic communicabive situations

Gorammiar and vocabulary ane taught
commuricatively so learners can ise
the grammar to espress different com-
muncative meanings

Learmers study authentic lexts and
learn o use genuing language outside
thie classroom.

Laarmers use a specially weitten, well-
lustrated testbook plus self-stady
workboiks, cassette tipes, and video
taped miaterials

Learners leam a range of efbectivie Llan-
guage leaming strategies and ane
shown how (o apply these strategies
o thielr own learning outside the class-
OO

Learners work in small groups and
pairs, learning «kills of cooperating
with others and how o express their
own opimons, ideas, and teelings

Learners are tramed o assess their
own leaming progress, and can iden-
tify their own strengths and wiak-
MUSSLS
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here 15 that learners have a right to be involved i curriculum decisign,
making, that 15, selecting content, learning activities, and tasks: It is alsg
pnxh:.ﬂv-_{ an a beliel that learners learn best il ﬂ‘lw content relates to their
W ERPERCTIce and knowledge. At the level of implementation, there i
a belief that learners whao have developed skills in “leamning how to learn”
are the most effective students, and that learners have different leaming
styles and strategies that need to be ta ken into consideration in developing
learning programs

& ConNCEPT MAP OF CHAPTER 3

conient- process- reproductive
basad onanied {ransmission v&  leacher PASSIVE VS Vs Crealive
syllabuses  gyllabuses imarpretation n:Ts active roles  language use
Sylabus Teaching Leamer
desgn IBSUES 1obas
mealhods form, hugh-ve
and views of  funchon v -sirchure
hnT.mge and use environments
I_ CONTEMPORARY Learning
Language
:ELTas — TRENDS I55L85
hnsar v Im styles process
non-knear | @rammar and and  dimensions
approach vocabulary strategies in the
) classrocm
authenticity
Qroup
work workplace links
| : ' Out of
Assa-ssnmn
Classroom organiza- class
hion and resources
fE-study
| standardized sell- independent ¢
taxtbooks  technology lesls assessment lpamirg
# QUESTIONS AND TASKS -

] What was the major conceptual shift brought about by Stenhouse 1o the field
of svllabus design?

2 List three characteristics of a “high-structure” classroom, and three
tics of a “low-structure’” classroom.

characten
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3, What s the essential difference between o “reproductive’ and o “creative”
Jearning task?

4. Why s it desirable to introduce leammers 1o authentic data? List ten sources o,
potential sources, of authentic data in your current teaching situation

5 What mediay, in addition o commerncial texts, are vou using /do vou have the
pott'nliﬂl (o use it your current teaching situation? '

f. Identity three wavs in which learning strategies could be integrated into vour
current heaching situation

7. ldentify three impediments to group work in your teaching situation. and
brainstorm solutions bo these.

&, List and discuss three ways in which vour students can activate their language
skills out of class

4. Collect samples of authentic texts and use them as the basis for designing tasks
for low-level learners. 1f possible, introduce the tasks in the classroom, and
evaluate their strengths and weaknesses.
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PART 1l

Language, Learners, and the
Learning Process

Introduction

The three essential elements in any successful language learming experi-
ence are language, learners, and the leamning process. Note that | have
omitted teachers from my list. While teachers obviously play a crucial
role in thousands of language learning contexts around the world, they
are not essential to the learning process. Many people have managed to
acquire fluency in a second language without ever going near a teacher
{In any case, | have written extensively about teachers in other buoks |
In this section of the book, | take a detailed look at these three critical
elements.

In Chapter 4, 1 look at language in context, focusing in particular on
those aspects of language that can provide teachers with insights for
developing materials and pedagogical procedures. In fact, in Section
Three of the book, 1 shall draw on the ideas developed here to present
some of my own ideas for teaching spoken and written language

Chapter 5 considers the learner. It elaborates on the concept of learner-
centeredness presented in Chapter 1, and lpoks at the practical implica-

tions of a view of learning that places learners themselves in the center
of the process.

Chapter 6 takes a detailed look at learning processes. As processes and
learners are inseparable, the division between Chapters Sand A is, to a
certain extent, arbitrary, and, as you read the chapters, you will find key
issues revised from slightly different perspecives. The main concern of
the chapter is to pick up on and glaborate some of the issues emerging
from the research literature on leaming stvles and strategies
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www.EnglishPro.ir


www.EnglishPro.ir

CHAPTER 4

Focus on Language

This chapler reflects myv quest tor a view of language consistent with the
wavs in which | have observed languages being tackhsd (with varing
degrees of success) and used. When | began teaching. audwlingualism
was at the height of its fashion, and students were often taught unnelated
spructures unrelated to their contest of use, This seemed indonsistent with
mv social science traiming in which | had been imndoctrinated to beliese
that human behavior could only be understood in the contexts in which
it occurned, because context would affect behavior It seemed to me that
language, undeniably a form of human behavior, could only be under-
stood in the contexts in which it occurred
It was this contextual view of language use that led me to search for
instanices of authentic language to take into my classrooms long betore
authenticity was fashionable, and when artificial models and sample sen-
tences, concocted for the purposes of grammatical display, were the norm
in classrooms. In this chapter. | shall spell out why | think that much
language teaching has been relatively unsuccesstul The chapter covers
the following issues and concepts:
Grammar and grammaticality
detining grammar
grammar-—a problematic concept
grammar and discourse
three dimensions of grammar: form, meaning, and use
Vocabulary
vocabulary and grammar
the status of vocabulary within the curniculum
¢ concordancing
Pronunciation
age and the critical perod
- segmental and suprasegmental phonology
Y pronunciation and listening
Metaphors for language development
“  the building block metaphor
@ the organic metaphor
% “growing their own grammar”: Some data from learners
lr'l"lls‘l-llngl\! as discourse
“ the relationship between sentences and texts
“ textual connectivity

3
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Crealing cohesion
reference
substitubion and ellipss
conjurches
lesbial cvbesion
rhitorical pattermns in lext
Making sense
functional coherence
the negotiation of meanmg,
Speech acts
Background knowledge
interpreting discourse
schema theory
background knowledge and functional interpretation
Pedagogical implications
o teaching language as sets of choices
encouraging learners to become active explorers of language

encouraging leamers to explore relationships between form, meaning,
and use

0

GRAMMAR AND GRAMMATICALITY

For most people, the essence of language lies in grammar. When someon
is said to “lack skills in language,” or when the popular press decries
what it sees as the declining standard of English, they are generally
referring to an actual or perceived decline in the ability of individuals to
express themselves grammatically. It is therefore fitting that this explara:
tion of language should begin with an examination of the notions of
grammuar and grampaticality,

¢ DEFINING GRAMMAR

Notions of grammar and grammaticality have changed over the years
Early last century, Cobbeit wrote:

Crammar teaches us how to make use of words; that is to say,
it teaches us how to make use of them in the proper manner lﬂ
able to choose the words which ought to be placed, we must henrqu-ﬂlﬂu-'d
with certain principles and rules; and thise principles and rulesconstitute
what 15 called Grammar.

Cohbett, 1819
Twenty-five years after Cobbett’s pronouncement, a grammar for mhmj;
appeared that reinforced the notion that grammar had prinfipr'l"}' o

with correctness. Published in 1856, the English Grammar for the se of

Schools asserted that the object of English Grammar was 1o teach thost
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who use the English language to express their thoughts correctly, vither
b .-fpm.'t'h or writing. For most of the history of language tweachang, gram.
mar has had to do with correctniess, and the role of the teacher was 1o
impart the rules that would result in correct usage. In terms of the contrast
drawn in Chapter 1, the focus was on transmission rather than INterpreta-
tion.

These days, at least, grammanans are a litthe more careful than in
Cobbett's day to focus on describing language as it is used, rather than
prescribing how it should be used. This is evident in the following entries
from a recent dictionary of hinguistic terminology,

Grammar. (1} Ananalvsis of the structure of a language, either as
encountered in a corpus of speech o writing (a performance grammar)
or as predictive of a speaker’s knowledge (a competence grammar). A
contrast 15 often drawn between a descriptive grammar, which provides
a precise account of actual usage, and a prescriptive grammar, which tries
to establish rules for the correct use of language in society. (2) An analysis
of the structural properties which define human language (a universal
grammar). (3) A level of structural organization which can be studied
independently of phonology and semantics,

Grammaticality. The conformity of a sentence or part of a sentence
to the rules defined by a particular grammar of the language (Crystal
1992: 35-36),

Grammar. n a description of the structure uf a language and the
way in which linguistic units such as words and phrases are combined
to produce sentences in the language (Richards, Platt and Weber, 1985).

Grammar: A Problematic Concept

Research over the last few vears suggests that many of the assump-
tions that are made about grammar and grammaticality ane essentially
problematic. This can be demonstrated by simple introspective tests of
grammaticality (Langunoff 1992, cited in Celce-Murcia and Olshtain forth-
coming; Odlin, 1994; Nunan, 1993}, In their investigation of the notion ot
Frammaticality, Nunan and Keobke (1997) presented eighty native and
non-native teachers of English as a foreign language with the followmng
sentences, and asked them to indicate which were grammatically accept-
able and which were gmmmnticﬂ"}’ unaceeplable

The it toere plotting @ fekedoer

Evwryhody i ready now, aren’ Huw?

Netther Frod mor Harey hud to soork fate, dud thew?
Soeone s deliberately made femselves homeless
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Anyome rurning o business shoald inpoloe thetr spoise.
Mu fuyr o= apasied,
Whiat the vat did soas ale Hhe vt

The results, which are set out in Table 4.1, are interesting. They indicate
a large measure of disagreement between both the nabive and non-native
teachers, althpugh the majority believe that most of the sentences are
acceptable despite the fact that they violate a range of grammatical rules

Given this uncertainty among native speakers, the appropriate course
of action might seem to be to turn to the experts for guidance. Should
we not seek advice from professional linguists and language educators?
After all, linguistic analvsis and teaching are their bread and butter. In
actual fact, levels of disagreement among linguists can be just as pro-
nounced as those among ordinary native speakers. In a study carried out
by Ross (1979) there was considerable disagreement as to the grammatical-
ity of the following question:

What unll the grandfather clock stand between the bed and?

Among nine native English-speaking linguists, two found the question
completely acceptable, two found it marginally acceptable, and five found
it to be completely unacceptable

A similar picture emerges when the views of language educators are
sought. Schmidt and McCreary (1977) presented ESL teachers with pairs
of sentences such as the following;:

a- 4 = da
1

Table 4.1 2 & 3_ 'E_
o E £ E &
MaTivE Sreakers = NS = = ol By {
NOMCNATIVE SPEAKERS = NINS NS NS NNS NNS
The gang were plotting a take-over 4 & 30 9
Evervbody is ready now, aren’t they? R R 13 I
MNeither Fred nor Harry had to work late, did they? 34 f1 3 B
Someone has deliberately made themselves b T [ 15
homeless.
Anyone runming a business should involve their » 7 25 14
Spouse
My hair needs washod R B kL
What the cat did was ate the rat o 15 2%

Chapter 4 Focos on Languapge #9909

a. There's about frove nontles et
b Theve are about five srimetes feft

In a test of spontancous usage, a large majority of the subjects used (a)
However, in a later test, when asked which form they used, most reported
using (b). In a subsequent test, the informants were asked o judige the
correctness of the probes. Only a small minonty considered (a) to be
correct. One can imagine students, hearing their teachers using forms that
they have been told are unacceptable, asking themselves “why can’t they
get it right™”

Odlin (1994) in an investigation of grammaticabity and acceptability,
concluded that there are important limitations on the ability of “experts”
to provide reliable judgments.

Few, it any, ingaists or wachers have irretutable intuibons about
grammaticality, even though many of their pudgments are reliable Both
competence and performance limitations affect expert judgments of
grammaticality, and these limitations can likewise affect judgments of
acceptability. In linguistics, thene is @ growing awansness of such hmita-
tions, even if some grammanans continue to dodge the epistemological
question What 15 a lingistic fact? [posed by William Labow (19751] (Ddlin
1604 284)

* GRAMMAR AND DISCOURSE

In fact, it makes little sense to talk about linguistic facts at the level of
the isolated sentence because, with few exceptions, these will be condi-
tioned by the linguistic and experiential context in which the utterance
occurs, From a functional perspective, we need to reverse the usual order
ol things, giving priority to discourse, and looking at grammatical
features within the grammatical con-
texts in which they occur. Without
reference o context, it makes little
sense o speak of “facts,” Ucorrect-
ness,” or “propricty.”

The adoption of such a discourse perspective is central to our under-
standing of language acquisition and use, and, without such a perspective,
our understanding of other dimensions of language. such as grammatical-
"% will be piecemeal and incomplete, as will any attempt at understanding
and interpreting utterances in isolation from the contexts in which they
beeur Grammar and discourse are tied together ina fundamentally hierar-
chical relationship with lower-order grammatical choices being driven by
".*H*"L'_ r-order discoursal ones. This view has major implications for applied
’“F.u_lhti-: research as well as language pedagogy, and, in the final section
OF this chapter, we look at some of the practical implications of this view

Discourse
Discourse i any naturally occuming

stretch of language occureng o con-
Vet (Cartor, 1999: 212
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of language. It also underpins the approach to pedagogy take
four chapters that make up the final section of the book. Later in thi
chapter, when we look at language as discourse, we will see that t-fh'cl.irb-
communication involves achieving harmony between functional i“ﬁ"rPI‘l_‘"-
tation and tormal appropriateness,

The problems that arise when we separate sentence level and dis-
course level analysis are not new, As far back as 1952, Harris argued thay
grammar and discourse are systematically related, although his claim thyy
grammar provides the building blocks for creating discourse (Harris 1452y
would seem to accord primacy to grammar, a primacy | have challenged
More recently, McCarthy (1991: #2) has taken a similar position, arguing
that “. . . grammar is seen to have a direct role in welding clauses, burps
and sentences into discourse . .

The nution that we can derive grammatical principles and rules from
the study of isolated sentences has also been attacked from various quar-
ters in recent years. Not surprisingly, this attack has come from those
who view language as a tool for the creation of meaning. Advocates
of grammatical analysis within meaningful, discoursal contexts include
specialists in pragmatics, such as Levinson (1983), who argues that there
are very few grammatical rules that are not influenced by the wider
contexts in which they are used, and who points out that the vast majority
of grammatical choices that a language user makes are context dependent.
Language educators such as Celce-Murcia and Olshtain (forthcoming)
also maintain that there are very few grammatical elements that are not
sensitive to, and affected by, the discoursal contexts in which they occur.
Celce-Murcia and Olshtain argue that the following represents a fairly
comprehensive list of those grammatical features that are completely con-
text-free. (They also argue that even sentence level rule “violations” can
be explained with reference to context.)

nin thy

subject-verb agreement

determiner-noun agreement

use of gerunds after prepositions

reflexive pronominalization within the clause

somefinty suppletion in the environment of negation

These examples point to the essential problematicity and tﬂiﬂpm"tih:::
grammatical “rules” once actual use is taken into account. 1 bel!eu_m"
the implications of all this for pedagogy are fairly significant, itnddb =
spell these out in the concluding section of the chapter. Befuﬂ'.'rl ‘-"‘ml_
however, | should like to look briefly at two other important lingu! X
subsystems, that concerned with the study of words, and that concerm
with the study of sounds.

[ ||.|||||-| 1
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Three Dimensions of Grammar: Form, Meaning and Use

The most comprehensive recent conceptualization of gramimar ha
E o %
been provided by Larsen-Freeman (1995 She sees REAMIAF as o higher

order concept within linguistics, arguing that it has three intermelatisd
dimensions: form, meaning and use. Her modol Ihu-:.attvmpt, by Integ rate
three aspects of lingwistics that have traditivnally been kipt separate
syntax (study of form), semantics (the stirdy of rnt'.l;mnm. and pragmatics
(the study of use). It therefore shares a great deal in common with thie:
model of systemic—functional linguistics dio tloped by Halliday (see, tor
example, Halliday 1985). .

Grammar

The sty of how syatax (lomi, semantics ieneanimg), and pragmatics iused Wik
together to enable individuals tw communicate through linguage

VOCABULARY

¢ VOCABULARY AND GRAMMAR

Vocabulary is more than lists of target language words. As part of the
language system, vocabulary is intimately interrelated with grammar In
fact, it is possible to divide the lexical system of most languages into
“grammiatical words,” such as prepositions, articles, adverbs, and so on,
and content words. The “grammaticality” of vocabulary also manifests
itself in word morphology, that is, the grammatical particles that we attach
to the beginning and ends of words in order to form new words. The
following task is designed to focus learners on this aspect of language

Task 1:
What is the meaning of the following pretixes?

Prefix

Examples Meaning Additional Example
ek, el abrrnml, absi away, from, off
o, e, as adfvance, adoaitage t, iowvards, up
el anhialent, wibudeytrons
o, g, cop corrrspunid, correldle S —
Emtry contrmdict, contrary —
L

external, ¢xil — =
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T #
Prefin Examples Meaning Addittonal Exampie
o anferinad
P AT T ,.'r.-_.;.;.l lurdeefpfial =
it atermatsoml, nterml
. mosfisad, viismrrdera b —
anle aribevedin i
et pus=drad it
sul BT
AT ST, SHUpeTEIRK
Task 2:

Pair Work. Now come up with an additional example for each prefix
and write it in the column headed “additional example.”

Task 3:

What do the following suffives mean? What does each suffix tell you
about the word? How many words can you think of that end in these

affixes?

-ty
-tiont
-fss ==
1SS R
T =
"Jr I—
(Source: Adapted from M. Hill. Loarming Vicabulary, The English Centre.
Lriversity of Hong Kong.)

CURRIC ULUM

¢ THE STATUS OF VOCABULARY WITHIN THE

In terms of the subsystems of language, in most language teadT:{E ;;

proaches, vocabulary has played second fiddle to grammar diolin-
particularly true during the days when structural linguistics u_nd e i
gualism were at their most popular. (In fact audiolingualism 15 still p¢ o
bly the most influential method around the world today.) Proponents

. ; 5l
audiolingualism argued that foreign language learning would be m¢

Chagrier 3 Fesous o Larguape @ 101

pffective if learners concentrated their effarty on mastenng the basic sen-
fence patterns of the language. Onee these patterns had been memorzed
new vocabulary could be Ushotted in”

In recent years, the teaching of vocabulary has assurmed its rightiul

Lace as a fundamentally important aspect of language development. This

is partly due to the influence of comprehension-based approaches to
language development, partly due to the research etorts of intluential
_lppiiud linguists {see, for example, Carter and McCarthy (1988). and
partly due to the exciting, possibilities opened up by the development of
computer-based language corpora (Sinclair and Renoutl 1988)

Proponents of comprehension-based approaches (o language acquisi-
tion argue that the early development of an extensive vewahulary can
enable learmers to “outperform their competence.” In other words, if one
has an extensive vocabulary, it is posible to obtain meaning from spoken
and written texts, even though one does not know the grammatical struc-
tures in which the texts are encoded. (This is true only to a limited extent,
of course, and probably only in the early stages of learning.}

Interestingly, learners themselves have never questioned the impor-
tance of vocabulary. Most of us who live and work 10 a foreign country,
and who attempt to function in the target language, find that we can get
by more readily by learning vocabulary than grammatical structures,
although, once again, this is true only in the early stages of the learming
process. In order to communicate beyond the most rudimentary level, it
is necessary to develop a knowledge of grammar. In a survey of student
attitudes towards vocabulary, Morgan and Rinvolueri (1986:4-3) foumnd
that:

Two thirds of [those surveyed] said they wene not taught enough
words in class, words they needed when talking to prople, watching TV,
and reading. They felt their teachers were very ke o teaching them
grammar and on improving their pronunciation, but that learning viab-

ulary came a poor third

Anather aspect of vocabulary learning is that, unlike the acquisition of

other aspects of language (particularly pronunciation), it does not seem
to be impeded by age. In fact Rivers (1983:125) argues that, in contrast

with other aspects of language, the ability to leamnew vocabulary appears
to get easier as one gets older.

¢ CONCORDANCING

The development of compute
tated a great deal of fascinating voca
consist of thousands of texts containing milli
addition 1o enabling researchers to do fnequency coun

rized data bases has, in recent vears, facili-
bulary research. These data bases
ons of words in context, In
s, they also reveal
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fascinating patterns in language For example, concordanving Propraty
enable mesearchers to explone the contests i which particular words ang
phrases occur, and the other words with which they co-occur. The follow-
g example has been taken from the corpus developed by Birmingham
University in the United Kingdom, the largest corpus of its type in the
world. This particular example, for the noun way, is taken from Willis
{1990 28), who points oul that it is the third most common noun in English
after time, and preople. '

These data bases enable linguists to identify patterns in language that
are not immediately apparent. In the case of way, above, even with this
limited sample of the 7,000 occurrences, it is possible to identify colloca-
tions and patterns.

Another advantage of these large data bases is that they enable re
searchers to identity the functions performed by parlicuhfr words, In
many cases the ways in which words actually function are at odds with
the intuitions of teachers and textbook writers, The tollowing example
for the words certain and certainly are taken from the Birmingham corpus.

Tahle 4.2

ing o, dewer stilll had premises in any way  suitable; some tumed oul 1o be sch
assertively un-urban that we affected a way  of dressing quite unsulted 1o Unive
atterinon if he became oo excitabie, a way  whose success was, | think, due o
hanged, and a manned craft was the best  way  of preserving fesibility. Photogra

eud o the adea very gradually The best way o do this, | decwded, was 1o intro
burn and the sland beaches. | went by way  of my family home in the south of s
T bt ot i the seemingly caloulated wiy  that is born of deprivation. The spa
e lifiebss, and | began in g desuliory way o review in my mind various animal
thee bathy, it had become an established way ol quicting him when he was obstoep
nd the netaliabory stralegy had o give way o the flesible response, with il

0 be thrown, Such pebbles that came his— way  seem mamly fo have been on the que
b st of garden from the road. On his way  home, but never on his way out, M
road On his way home, but never on hus way  out, Mij would nug me in the diret
ed in his small body, He would work his— way  under them and execute a series of
convers with them. <p 124> “lt was his way  for the most part to wander i thos
uch panic that he could hardly make his ~— way  home, tottering on us feet; and var
that he could not even tum to make his ~ way  back, and with a fifty-foot sheer d
brarings if he were trving 1o make his way  homeward through it | put a light
upstart, But | soon found an infallible way  to distract his attention i he bes

e Fleet as and when it had 1o fight ity way  against Soviet sea and air opposil

¢ chick while e went on in a leisurely way  with his underwater exploration I
d on the rck west of Canna, by a long way  the seanesd to me of their colonies
azen occasions, and emast of them a long way ol No doubt they have often been
© had t be. Camustearna is a very lony wiy  from a vel; the nearest, in fact
Mo stranpe sea monster has ever come my

way  since | have been here, though @1

Chapter 4 Focus on Languags #1005

Table 3.3

certain

Function 1. (605 of securmences] Ivterminer as in
Saccertaimn number of students ) o certain chrcles

Function 2. (18 of oecurrences) Adpsctive as m
A not awiully certain alssut
cortam,/

Fusction 3. (1% of occurrences) Adpective, i phirase “A ¢ cortain 4
noun,” as in:
/

Iying /

MW ot fo make

has a certain classy ring /thene s a certan evil inoall

cerainly
Function 1 (98" ol occurrences) as in;
S will certainly be interesting/ He will almast certainly
launch into a little lectune f
Smeclinr anad Renowf 1938 147148, See also Berouf 1954

PRONUNCIATION

* AGE AND THE CRITICAL PERIOD

In this section, we look at aspects of the phonological system of language.
From a language teaching perspective, the phonological system has tended
to be viewed somewhat differently from the grammatical and lexical
systems, This is probably due to the fact that the influence of the first
'“"Euagn seems to be more apparent in the case of pronunciation than
for grammar or veabulary, There 1s also the fact that learners who begin
studying anather language after the onset of puberty rarely, if ever, achieve
native-like levels of fluency. This is so, even for those gll‘ind learmers whao
Approach native-like levels of mastery of other aspects of the language.
A number of researchers have suggested that the inability of learners to
?':q“'m a flawless pronunciation supports the notion of a “critical period”
or language acquisition. (See the discussion in Chapter 2.)

The Critical Period

:..rim.dl penod 15 a ologically determined penod of lie when language can
i aequiredd more easily and beyond which time language 15 increasingly ditficubt

acquire. The critical peridl hypothesis claims that there s such a badogical
bmetable (Brown 1987. 42)
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¢ SEGMENTAL AND SUPRASEGMENTAL PHONOLOGY

Textbooks on phonetics and phonology typically distinguish between
seyrmeriial and suprascgmental teatures of language. Segmental phonalogy has
tordovwath the individual sounds of the language. Suptrisegmental ;Jhtiuuﬂql,:_u
has to do with stress, rhythm, and intonation patterns in the languape
in lampguage teaching, ab the level of segmental phonology, tasks are de-
signied that help leamers discriminate, and, ultimately produce, words
that differ only in a single contrasting sound. These are known as mmiml
pairs. Examples of minimal pairs in English are bitfp, breachfeach, and
backMayg. The following is a typical exercise for teaching minimal pair
sound discrimination

Read each sentence twice, chmﬁmg one of the alternative words. Ask
the students to mark the word they hear,

race.
I There was something wrong with the { }

rice®
e
2. That

vine Is very good
wine* '

fownd*®
A s was ten o'clock when we her

Fll'ld WS
classes
i Hor

are too big
Elasses”

sk
5 It was hus gouod that kept the money safe.
luck

Buyrne and Walsh 1973: 11

4 PRONUNCIATION AND LISTENING

While tasks such as that above are designed to help learners identify
differences of meaning based on differences in individual sounds, supra
segmental tasks teach differences of meaning based on stress, rhythm.
and intonation. The following task, for example, shows learners h“_“'
different stress and intonation patterns signal differences of function ’f""
this case, distinguishing between requests for information and checking
for understanding)

From these tasks, it can be seen that pronunciation and listening are ind

complementary relationship. In fact, in Chapter 7, we revisit some of the

ssues covered here from the perspective of listening,

Charter 4 Focus on Lamgaawe #1007

l,\._'_n!_/ -.‘.f'._f_ e e T AN LT o RN [ ke 7

E} Are thase prople requesting Inm or checking I'nr undmfﬂ\din;?
Listen to the ezomples.

w il Whet did you dom the *:n.mnr'-‘

(requesting infarmation)

P Whot did you do in the ﬁmmur'?
{checking lor understanding)

Listen and write R for requesting informotion or

€ fer checking for understanding.

- Whete did Jim work last summer?

£ Whore did you soy [im wearked?

% What was the worst thing about your job?

{ a How did you get the job?
- Haw old wore the Jods you locked after?

=] Listen and practice.
™ Fy - L
T O B B el T o e A

Figure 4-1  Lisfen In - Book 2, © International Thomson Publishing Asia

For muost of its history, the teaching of pronunciation has been biased
toward segmental apsects of the sound system. However, with the devel-
oprment of communicative approaches to language teaching, the impor-
tance of stress, rhythm, and intonation has been acknowledged. In a key
survey article published in 1986, Pennington and Richards argue in favor
of a suprasegmental approach on the grounds that “teaching isolated
forms of sounds and words fails to address the fact that, in communication,
many aspects of pronunciation are determined by the positioning of ele-
ments within long stretehes of speech.” Other commentators have pointed
out that faulty stress, thythm, and intonation patterns cause greater diffi-
culty for hearers than the inaccurate pronunciation of individual sounds

METAPHORS FOR LANGUAGE DEVELOPMENT

¢ THE BUILDING BLOCK METAPHOR

AS 2 novice teacher, when | developed the courage to take a step back,
Tnenlallg.n from the Iunmingjtua.;hmg priwess, and observe my students
N action. | found that this was not a particularly comtortable thing to
do. The first thing | noticed was the alarming gap between what [ was
brying to teach my learners and the things that they actually appeared to

*lea roung. Lalso found that the effect of my pedagogical effort sometimes
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ceemed 1o make my learners worse, not better. In classroom quizzes, | ofen
noticed that on discrete grammatical items, the effect of my instruction
appeared to make the learners worse, not better. In ime, | came to see
{or rather, mv leamers forced me to see), that my approach to teaching
was based on a misguided metaphor, that my teaching was predicated on
the assumption that learning another language was a process of erecting a
linguistic “building” in a step-by-step fashion, one linguistic "brick" at
time. The easy grammatical bricks are laid at the bottom of the walj,
providing a foundation tor the more dithcult ones. The task for the learner
is to get the hnguistic bricks in the nght order: first the word bricks, and
then the sentence bricks. If the bricks are not in the correct order the wall
will collapse under its own ungrammaticality.

This linear approach to language learning was based on the premise
that learners acquire one grammatical iterm at a time, and that learners
should demonstrate mastery of one item before moving on o the next
For example, in learming English, a student should master one tense form,
such as the simple present, before being introduced to other forms, such
as the present continuous or the simple past. The problem for me was
that my learners simply didn't behave this way. When | observed my
learners in their struggle to acquire English, they did not go about the
process in the step-by-step, building block fashion suggested by the linear
model. The idea that language learners acquire one target item, perfectly,
one at a time, as implied, for example, by programmed learning, audiolin-
gual methodology, and a “systems” approach to instructional design, was
simply not supported by the facts.

If we test a learner’s ability to use a particular grammatical form (for
example, the simple present) several times over a period of time, we find
their accuracy rates varying. The accuracy does not increase in a linear
fashion, from 20% to 40% through to 100%, but, at times, actually de-
creases. It appears that, rather than being isolated bricks; the various
elements of language interact with, and are affected by, other elements to
which they are closely related in a functional sense. This interrelationship
accounts for the fact that a learner's mastery of a particular language item
is unstable, appeaning to increase and decrease at different times during
the learning process. For example, mastery of the simple present deterio
rates (temporarily) at the point when learners are beginning to acquire

the present continuous, (Rutherford, 1987, describes this process as a kind
ot lingwistic metamorphosis.)

¢ THE ORGANIC METAPHOR

lohnston (1987), whose work was reviewed in Chapter 2, and who devel
oped one of the largest computerized SLA data bases ever compiled:
provides an eloguent case for an organic view. In the following quole. he
discusses the way in which negation in English is acquired in stages 3

__W_
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the learner MOVes from formuline usage through a series of Progrssive
ypproximations towards native-like mastery

the case of “dont 't} shines that formlai hﬁb-‘..hn-l.- CAMN S rye
as what we might call the seedbed of propeeational language While it
e still be necessary to use terms like formula in some kinds of [inguaesti
discussion, the way in which a chunk like ‘don't’ is seanalveed by applica
pon of the rules for its production in a widening range of verbal emvinm-
ments makes it clear that the progresaon trom formulae langueage o
productive language involves no hard and fast distinctions

Joleston 1987 24

The adoption of an organic perspective can greatly enrich our understand-

ing af language acquisition and use Without such a perspective, our

understanding of other dimensions of language, such as the notion of

grammaticality, will be piecemeal and incomplete, as will any attempt at

understanding and interprefing utterances in isolation from the contets

in which they occur. The organic metaphor deseribes second language
acquisition as more like growing a garden than building a wall. From
such a perspective, learners do not learn one thing perfectly one item at
a time, but learn numerous things simultancously (and impertectly ). The
linguistic lowers do not all appear at the same time, nor do they all grow
at the same rate. Some even appear to wilt, for a bme, betore renewing
their growth. The rate and speed are determined by a complex interplay of
factors related to speech processing constraints (Pienemann and Johnston
1987); pedagogical interventions (Pica 1985); acquisitional processes (john-
ston, 19877; and the influence of the discourse environment in which the
items occur (Levinson, 1983; McCarthy, 1991; Nunan, 1943), For compre-
hensive reviews of work in second language acquisition, you are reterred
to Larsen—Freeman and Long, 1991, and Ellis, 1994.

In a linear approach to instruction, the grammar 1s very often pre-
sented out of context. Learners are confronted with decontextualized
Structures at a sentence level, and are expected to internalize these struc-
tures through exercises involving repetition, manipulation, and grammati-
cal transformation. While these exercises might provide learmers with
formal, declarative mastery, ultimately they make the task of developing
Procedural skill (being able to use the language for communication) more

Hicult than it need be because learners are denied the opportunity of
seeing the systematic relationships that exist between form and function.

In proposing an altemative to the linear metaphor, care needs to be
?m'-‘“ not to overstate the case. | would not 1_w|5h to deny Ihat_mmr items
thm:z‘l"lr’-limd betore others, nor that there is an aspect of “linearity” in
e evelopment. What | am asserting here is that language acquisihon

extremely complex, multifaceted phenomenon in which items are
dcquired both hierarchically (that is, some items are acquired betore oth-
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ers) and developmentally {that 15, the acquisition of a particular elemen),
be it grammatical, lexical, or phonological, will be gradual and will aceyr
over time). These complex developmental and hierarchical processes are
most accurately q..wtumd by the metaphor of organic '-']E‘-‘Eh!pmcm_

As teachers, we need to help learners understand that effective com,.
mumcation involves achieving harmony between funchonal i“itl'l‘pn:m.
tion and tormal appropnacy (Halliday 1985). As Johnston, and tithers,
have shown, it 1s particularly important to establish the correct pedagogi-
cal relationslup between grammatical items and the discoursal contexgs
in which they occur. Grammar and context are so closely related thay
appropnate grammatical choices can often only be made with reference
to the context and purpose of the communication. In addition, as
Celee-=Murcia and Olshtain (forthcoming) point out, there is only a handfy|
of grammatical rules that are free from discourse constraints. This, by the
way, is one of the reasons why it is often difficult to answer learmers'
questions about grammatical appropriateness. In many instances, the an-
swer 1s: "It depends on the attitude or orientation that you the speaker
want to take towards the events you wish to report.” Recently, one of my
graduate students who was preparing to submit his dissertation asked
me whether he should use the simple past or the simple present when
citing the work of others. | pointed out that the choice was up to him. If
he were citing the study by way of background (or to demonstrate to his
supervisor that he had actually read it), then the simple past was the
appropriate choice. If, however, the study were still pertinent to his own
research, then he cught to consider using the simple present.

If learners are not taught grammar in context, that is, from a functional
perspective, it will be difficult for them to see how and why alternative
furms exist to express different communicative meanings. This will make
it very difficult for them to make appropriate choices. For example, exer-
cises in which learners are required to read a set of sentences in the active
voice, and then, transform these into passives following a model, deal
with language at the level of form without showing learmers that the
different forms have different functional values. Exercises such as these
convey to learners that the alternative forms are simply different ways
of saying the same thing, and that they exist to make the process of
acquiring another language even more difficult than it already is.

An organic approach to grammar dramatizes to learners the fact that
different formsenable the learners to express different meanings in different
contexts of use. Such an approach shows learners how grammar enables
them to make meanings of increasingly sophisticated kinds, how itenables
them to escape trom the tyranny of the here and now, how it enables them.
not only to report events and states of affairs, but to editorialize, and t0
communicate theirown attitudes towards these events and affairs, Unfortu-
nately, many coursebooks teach grammar as form, without making clear
the relationship between form and function. Learners are taught aboul the
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forms rather than how touse the forms tocomm umicate meanimng. Foresam
le, thr ||_1Hi"| exercises such as the one referred fooin the preceding para-
sraph, learners are taught how to transform sentences from thie actis Uiy
into the passive, and back into the active voice, without beng shown that
assive forms have evolved Lo achieve certain communicative ends. o en-
able the speaker or writer to place the communicative focus on the action
rather than the performer of the action, and to avord referring to the perfor
mer of the action If the communicative value of alternative grammatical
forms s ot made clear to learners, they come away from the classtoom
with the impression that the alternative forms exist merely to make things
difficult for them. Through an arganic methodology, learners learn both
how to form structures correctly, and also how to use these structures to
communicate meaning, Such o methodaology shows learners how b use
grammar to gel things done, bo socialize, to obtain goods and services, and
to express their personality through language. In other words, it shows
learners how to achiove their communicative ends through the appropriale
deployment of the grammatical resources that esast in the language.

¢ “GROWING THEIR OWN GRAMMARS":
SOME DATA FROM LEARNERS

The organic notion that learners “grow their own grammars” is readily
demonstrated by tasks such as the following in which learners ane asked to
wdentity and explain the differences between closely related grammatical
items, such as simple past/ present perfect or the active and passive voices.

In groups of 3 or 4, study the following conversational extracts. Focus
in particular on the parts of the conversation in italics. What 1s the differ-
ence between what Person A says and what Person B says? When would
You use one form, and when would you use the other?

L A: ' seenr Romeo and Juliet favee
B Me too, | s it last Tuesday, and again on the teekend
2 A Want 1o g0 o the movies?
B: No I'm Revay o stdy fonight W have an exam omomos, vou knosw
A: Oh, in that case, I'll shudy az well,
3 A Looks wet outside. 'm stupposed to go to Central, but | don't have an
umbrella. If 1 aent out wethout one, I'd get wet
B Yes, 1 went out a while agoe If 1 gone oul witheu! an urtbeella, 1'd e
Rotten ot
LA fimshed my cssmy just before the deadline for submission
B Yes, mine s fimshed pust in time as well
A My brother, who lives 14 Netr York, 1€ peseting mie fere i Hong Koy
B What a comncidence! My Brother, who s msthing mee ain Hong Kong, [ioes an
Near York, too
L

- Ineed you to look alter the kids. You'll be home early tonighl, won 't yeu?

www.EnglishPro.ir


www.EnglishPro.ir

112 & SECOMND EANGUAGE TEACHING & LTARMNING

B Oh, your'l] be Late wonight, ol w?
I wen @ prize m the English-speaking compaetition
Yeah™ | won the prize in the poctry competition

e |
= -

The baby was sleepeng when | got home
Sar b W b sleepang when | get home, then?
- Are vou hungry?
Ny o alneady eatent
© Well, FI Barve already eaten by the ime you get home.

T E

Compare explanations with another group. What similarities and differencee
are there in vour explanations?

Here are some of the responses that | got from a group of high-intermedi-
ate-level learners who had been studving grammar formally for over ten
vears, and who completed the above task.

Student A (on the present perfect/simple past contrast)
“A use present perfect because something happened in the past, but
affecting things happening now.”

Student A {on the gmng toseill contrast)
A is talking about a future action which has no planning. For B, the
action has already planned.”

Student A {on the active voice /passive voice contrast)

"They're the same meaning, but just use under different circum-
stances. In active voice, it means that the subject is doing something about
the object. In passive voice, the subject is being affected by the object.
This is a reciprocal of the relationship between the subject and the object.”

Student B (on the present perfect/simple past contrast)

Present perfect tense is used only to describe a certain incidence in the
past without describing the exact time of happening. However, it is neces-
sary to describe the ime of happening when using the simple past tense.”
Student B (on the going tojfaill contrast)

A ls expressing something he want to do immediately. B is expressing
something he want 1o do in the future.”

Student B {on the active yoice / passive voice contrast)

“A stressed on ('l finished” something, B stress on ‘something is hin-
ished,” not on “whe' finished the job ©

Student C (on the present perfect /simple past contrast)
“Simple past is mone past than “have seen’
Student C {on the going tofd] contrast)

“For A, the action will do in a longer future, For B, the action should
be done within a short future,”

Chapder 4 Fowiis o Largiiings * I}

student C (on the active volce/ passive voice contrast)

YA i'l'ﬂphl""”" thee tirmee whien the wirk diome 1B l"'ﬂ]."hﬂ'-l'- work done

Student I (on the present perfect/simple past contrast)

“We use present perbect tense when the action happen many times
B focus on actual date and use past ”

shpdent 1Y (on the gong fofoll contrast)
“A doesn't tell the exact time. B confirmnd the studs ing time will be
tonight. We use verb fo be plus gong means must do sornething

Student 1 (on the achive vince/ PrelssIve vonce comtrast)
“a, active, clearly specify the essay was written by A B passivee,
mavbe the essay was written by others "

Student E (on the present perfect /simple past contrast)
“A use present perfect to show how many himes A has seen the film
B use simple past to show how much he love the tilm

Student E {on the vomy fosmll contrast)
“A is more sure to study than B tonight.”

Student E (on the active voice /passive voice contrast)
“A is used when finished the essay the day before the deadline. B s used
when finish the essav a minute betore hand in*

From these responses, st can be seen that learners do niot simply
regurgitate the rules they are taught, but do indeed “grow ther own
grammars.” The data show that learners’ conceptualizations of grammati-
cal principles are intimately tied to the contexts in which the rules ane
made salient, Understanding of grammar is mtegrated with knowledge
of the world, experiential aspects of learning, and so on, While all learners
are roughly at the same level of language proficiency, their ability o
conceptualize and articulate rule and usage differences varies widely,
Student A coming closest to the kinds of explanations that might typically
Ih'" given by a teacher or a textbook, and Student F being furthest away
The gap between declarative and procedural knowledge (see Chapter 1)
s also apparent in several of the responses. For example, several of the
students who took part in the study used the passive voce appropriately

N the course of giving an incorrect explanation of the ditferent uses of
Ahve and passive voice.

I.ANGLIAGE AS DISCOURSE
¢ THE RELATIONSHIP BETWEEN SENTENCES AND TEXTS

0 far, in this chapter, | have built a case for the adoption of an organic,

dise : ;
Course-driven perspective to the teaching of language. In the nest few
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sections, [ shall explore the question of what we mean by discourse befire
concluding the chapter with a discussion of some of the practical mplicy.
tans of this view of language,

In a prachical introduction to discourse analysis, which | wrote stveral
viears ago, | presented readers with the tollowing extracts, and asked thom
to read the texts and rank order them from most to least sensible

Extract 1

BUNTUMEIRA It gaid in s statement on Sunday Chat 13is
becple were killed in the capital Bujumbura and sur-
rounding areas and 137 more in the northern provinces
of Citiboke and Bubanza. The qovernmant said order
had been restored but security forces were still on
alert for attacks from rebels of the party for the
Libaration of the Hutu People. Burundi has said 212
people were killed in clashes botween sa2ourity farces
and rebels which flared a week &g in the central Af-
rican nation,

Extract 2

LIMA At least 20 members of the Shining Path rebel
organization were killed owver the weekend by rural
vigilantes armed by the government, police said on
Monday. Police alss said that two people had been
killed by rebels-= rancher who had refused to give
them money and ancther man accused of being an in-
former. The rebels said they planned to enforce what
they called an ' ‘armed strike'' yesterday and today
te mark the 57th birthday of Abimael Guzman, the for-
mer university professor who founded Shining Path.

Extract 3

At least 14 people died on Saturday after drinking a
cheap aleaholie beverage, raieing to 20 the number of
pecple killed Ly the polscnous brew in two days, news
reports said, The guake measured 5.7 eon the Richter
scale and was felt shortly before 10.50 am [0B50 GMT)
Bucharest radioc aqueoted an afficial raport as saying.
Judge Hell Dennison said Robert Phee, 231, a techni-
cian on the hit musical '‘M:iss Saigon'' was *'gripped
by the excitement and theatricality'* of his eight
robberies which petted him 15,000 pFounds .

All of the sentences in the above extracts come from the same source (T
Nation, Bangkok, Wednesday, December 4, 1991). In fact, they all come
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from the same column [ World Huun.]"” th_.,,'.rr. most
that, in terms of their L"Flhi.'rt'rlfl". the texts ans very i
dispute that Extrarl. "- 15 a tl.txt at all. First and second language readers
also have greater difficulty in Processing extract three. In tests in which
readers were timed as they read the three extracts, Fxtract 3 bk signafi-
cantly longer to process than Extracts 1 and 2, and Fxtract | took I
than Extract 2.

wWhat is the source of this ditficulty® What knowledge do readers
require in order to make sense of these extracis? |n the Hirst place, they
necd to understand the grammar and vocabulary used in constructing
the sentences that make up each extract. However, they need more than
this, because, taken by themselves, vach of the sentences in the three
extracts is grammatically unexceptional, so it is obviously not the grammar
that accounts for the oddity of the text. OF course, the sentences that make
up a text need to be grammatical, but grammatical sentences alone will
not ensure that the text itself makes sense.

In addition to the structure and meaning of the individual sentences,
readers need to know how the sentences relate to each other. The sentences
in Extract 3 do not seem to relate to each other at all. While the sentences
in Extract 1 do seem to relate to each other in some way, the way they
are arranged appears to be rather odd. In the first sentence, for example,
there does not seem to be any way of determining what it refers to. In
addition to sentence-level knowledge, then, the reader also needs 1o be
able to interpret the sentences in relation to one another.

reacders ap e
fferent In fact, many

INgET

¢ TEXTUAL CONNECTIVITY

The interconnections between sentences in discourse and the contributions
they make to coherence have been studied bv Hoey (1983, 1994). In one
study, he presented over 200 undergraduates with the following sentences,
which had been jumbled up from their original order, and asked them to
reorder the sentences to make a coherent passage. You might like to see

whether you can place the sentences in their original order by numbering
the brackets,

L1 In England, however, the tungsten-tpped spikes would tear the thin tarmac

surfaces of our roads to pleces as soon as the protective laver of snow or e
meited.

Road maintenance crews try to reduce the danger of skidding by scattering
sand upon the road surface.

We therefore have to settle for the method described above as the lesser of
Wi evils,

1 Their Spikes grip the icy surfaces and enable the motorist to comer safely

where Aon-splked tyres would be disastrous,
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L1 B main drawback is that if there are fesh snowtalls the whole
to b repeated, amd of the stunwtalls continue, it becomes INCTe
bve i providing some kind of g tor vres,

Proiss |-|_“

-u'l"h'll'l“h ||“-f|“‘

[ ] These tyres prevent most shadding amd are effective In_il'.v EMPEIE Weathy,
conditioms. as long as the roads ane regulary cleared of Toose SNow

Such a measure is generally adeguate tor our very briel snowialls,

| 1 Whenever there is snow in E ngland, some of the country roads may havg
black e

In Norway, where there may be snow and lee for nearly seven months the
vear, the law mequires that all cars be fitted with special spiked tyres

Muotorists coming suddenly upon stretches of black wo
shidding off the road

11l

may find themselvs

Huey 18834

The results demonstrated that there was close agreement between the
students as to what was an acceptable ordering of the sentences, In add;.
tion, when students did provide an order that differed from the original,
the ditferences were limited to only a small number of variations. The
order in which these sentences originally appeared was as follows: 8, 10,
2,7,5,96,4, 1,23

What is it about the sentences that enables the competent reader to
order them into a coherent passage? According to Hoey, it is the existenge
within the sentences of certain “text-forming devices.” Most of the senten-
ces can be connected to preceding ones by what are called anaphoric or
“backward pointing” devices, for example such, its, this. The meaning of
these words can only be determined by words or phrases in the preceding
sentences. The remaining sentences are linked by the simple repetition of
words and phrases (Hoey 1983: &),

These “text-forming devices” are presented in bigure 4.1.

From studies such as these, it has been argued that the difference
between coherent picces of discourse (such as Extract 2} and disconnected
sentences (such as Extract 3) is to be found in these words and phrases,
which serve to connect each sentence with one or more of the sentences
that come before it.

However, that is not the end of the story. As we shall see, in addition
to what we might call “linguistic I:.nuwludge,“ that is, knowledge of how
sentences are formed internally, and combined with each other externally.
there is also “nonlinguistic knowledge,” that is knowledge of the subject
matter or content of the text in question. Later, we shall consider evidence
that suggests that subject matter knowledge plays an important part in
enabling the reader (or listener) to interpret texts. We shall also look -‘LI
the views of a number of linguists who disagree with the idea that it 1
these connecting words and phrases that create discourse.
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sentenoe B black e
Gentenoe 10 Plack we kidding
Sentence 2 skidding sattering sand on the road

surface |

sentence 7 such @ measune
Septenoe 3 lts .
Sentence Y Fyries
Geptence b these tyres .
Sernbence 4 Thur spikis |
Sentence | spikis |
Sentence 3 method described abowe

Figure 4.1  Text-lorming devices in the Hoey sentences

From what | have already said, it would seem that discourse can be
defined as a stretch o language consisting of several sentences that are
perceived as being related in some way. In the next section, we shall see
that sentences can be related, not only in terms of the ideas they shane,

but also in terms of the jobs they perform within the discourse, that is,
in terms of their functions,

CREATING COHESION

In the preceding section, we saw that coherent texts (that 15, sequences
of sentences or utterances that seem to “hang together™) contain what
were called “text-forming devices,” These are words and phrases that
enable the writer or speaker o establish relationships across sentence or
utterance boundaries, and that help to tie the sentences in a test together.
In this section we shall look at these text-forming devices in greater detail.
The most comprehensive description and analysis of these devices is

to be found in Halliday and Hasan (1976). They identified five ditferent
ypes of cohesion. These are reference, substitution, ellipsis, conjunction,
In Halliday (1985) these have been further refined

and lexical cohesion.
and the fiye categories have been reduced to four, with substitution being

SEEN as g subcnh:gury of ellipsis,
The differen; "

: L types of cohesion to be discussed in this section are set
out in the foll

_ owing figure. In each instance, the underlined words can
only be interpreted with reference to prior information,

www.EnglishPro.ir


www.EnglishPro.ir

118 & SECOND IANGLIAGE 1AL HING & LTARNING

Calegonies Fyamples

| jwst mrieed vonie brother He's a nige By,

Pirpamal
Hetemene Dhegmmonnstrabive  Your Buded B Test 1I'm_. s B rwrwen
L vt rative [ kel b this b bt |t thee othiee bag
Nl “Can [ have another drink? This one is finisfy
Gubaritution and ——| Verbal “¥ow dook geeat ™ Y50 do you "

Fllipsas (b examples| il
illustrate sulsstitution)

“lu shwe happy ™ think su

F Adversativie “1odidn 't study. However, | s4ill Jitssed

1 Aclditive

“He didn't study And he faaked
| Lompanction e

“Tempieal "Shae stuceed basd. Then <he san the gest

Causal Thaey studied hard Thenchore they deserve o Jrtss. "

l-Resiteration “Hand mae the book. That book on the tabke

| Lewwal colwsum ——
“The ook arrived in the mail The cover was ripped

ol aend the pges were o,

Aallowatiom

Figure 4.2 Cohesion in English

® REFERENCE

If a single sentence is taken out of context and presented in isolation, it
is likely to contain elements that are difficult, if notimpossible, to interprel.
Consider the following fragment:

He bs near the end of the Cape Fear shoot, in front of a grocer s stand
just outside Fort Lauderdale, Florida. He used to have Armani make
his juans, but he felt guilty wearing them.

Wha is this mysterious figure on the outskirts of Fort Lauderdale, who
sutfers guilt over the wearing of jeans by a particular designer? In the
above fragment, the pronoun he is uninterpretable. However, if we have
access to the context in which the sentence appears, the question is quite
straightforward

Martin Scorsese is hilling time, waiting for the sun to go behind 2
cloud so the next shot will match the last one. He is near the end of the
Cape Fear shoot, in front of a grocer’s stand just outside Fort Landerdale.
Flerda, With him are Nick Nolte, Jessica Lange and Juliette Lewis, play-
ing a married couple and their daughter fleeing from a psycho. Scorsese’s
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hand rarely leaves the side pocket of his cusitom-made prans, wihwere b
wirks his watch chain like worry beads. He tsed b have Armani make
hiis peans, bul he delt puilty wearing them

The Austealien magaseine, [December 2122, 1004

In the above text the words Martin Scorwese he i, bis. Jie. s, Be bis
and fie all refer to a single individual whose wentity s established in the
opening sentence. The subsequent items can only be interpreted with
reference Lo the initial phrase of sentence one. This tvpe of device is known
as colesiiw reference
Halliday and Hasan identify three tvpes of cohesive reference per

sonal, demonstrative, and comparative reference Personal reference
itemns, such as those in the above text, are realized by pronouns and
determiners, and, as in the above test, they serve to identify individuals
and objects that are named at some other point in the test, Demenstratioe
reference is realised by determiners and adverbs, This class of reference
items can represent a single word or phrase, or much longer chunks af
text ranging across several paragraphs or even several pages. Compriritroe
reference 1s realized through adjectives and adverbs and serves to compare
itemns within a text in terms of identity or similarity. These various devices
enable the writer or speaker to make multiple references to people and
things within a test. Examples of each type are provided belos (The hiest
part of the referential relationship is underlined, the second is in bold.)

Personal Reference:
Roni Size peers down trom the top floor of a midtown Manhattan
hotel at a skyscraper across the street, “You could bt the whole
of Bristol in that,” he exclaims. (Rolling Stone magazine, lssue 775,
December 19497),

Demonstrative Reference:
Roni Size peers down trom the top floor of a midtown Manhattan
hotel at a skyscraper across the street. “You could fit the whole
of Bristol in that,” he excliums. (Rolling Stone magazine, Issue 775,
December 1997),

Comparative Reference:
A Would you like these seats?
B: No, as a matter of fact, I'd like the other seats.

Thhe devices exist in both spoken and written discourse, as the following
;mh:-:;:ahnn illustrates, The cohesive devices in the extract are featured

A That's a funny kwiking bottle.
B: Yes, it is, isn't it. It's beautiful. Beer's nice too.
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A O gosh, that's lovely. Where'd vou buy that?
B O, there's a litile bottle shop i the city called the Wine
City Wines. mavbe we'll o there tomorrow and have a look
A That'd be good. T'd lowve to keep this bottle. Wish we could keep .

Nurean, 19q3

There are two ditterent ways in which reference items can function withip
a text. They can refer back to previously mentioned entities and states f
aftairs (as in the above examples), or they can refer to things that are 1,
come. References that point backwards are known as “anaphoric,” while
those that point torward are known as “cataphoric.” While anaphoric
reference reminds readers or listeners of what has gone before, cataphoric
reference points them forward, It therefore draws them further into the
text in order to identify the elements to which the items refer. In the
conversation above, the initial il serves to point the listener forward,
Authors sometimes employ cataphoric reference for dramatic effect, asin
the following extract from the beginning of a novel by Tom Wolfe, and
the use of forward-pointing reference items entices us to keep reading to
find out who “the others” are, and where "out there” is.

Within five minutes, or ten minutes, no more than thal, three of the
others had called her on the wlephone to ask her if she had heard that
something had happened out there.

"lane, this is Alice. Listen, 1 just got a call from Betty, and she said
she heard that something had happened out there, Have you heard
anything?” That was the way they phrased it, call after call. She picked
up the telephone and began relaying this same message to some of the
others,

Wolfe, 1974

¢ SUBSTITUTION AND ELLIPSIS

In their 1976 work on cohesion, Halliday and Hasan deal with substitution
and ellipsis separately, although they point out that these two t}'Pt'S'-Tf
cohesion are essentially the same. Ellipsis is described as a form of substr
tution in which the original item is replaced by zero. In a later publication
Halliday (1985) combines substitution and ellipsis into a single category

There are three types of substitution: nominal, verbal, and clausal
substitution. Examples of each are as follows:

Nominal Substitution: .
I'll get you some more bread rolls. These ones are stale. (1
bread rolls)

Verbal Substitution:
A: 1 think you work too hard.
B: So do you! (do = work too hard)

Chapter & Fowim on Language & 101

Clausal Substitution:
A Are we going to land soon?
B: | think so. (50« we're going o land soon)

In each of these examples, part of the preceding text has been replaced
by anes., de, and so, respectively (these replacements ane indicated in paren
theses). Each of these words can only be interpreted with respect to what
has gone before.

Ellipsis occurs when some essential structural element is omitted from
a sentence or clause and can only be recovered by referring to an element
in the Pm;;eding text. Consider the following discourse tragment and
mmpn:hensinn question.

Mary: “l prefer the green ™
Queston: Select the correct alternative: Mary prefers the green
(a) hat, (b} dress, (c) shoes,

As it stands, the question is impossible to answer. However, if we know
what was said before, it becomes a relatively straightforward matter to
answer the question,

Sylvia: | like the blue hat
Mary: | prefer the green,

As with substitution, there are three types of ellipsis: nominal, verbal,
and clausal ellipsis. Examples of each of these follow (the point at which
material has been omitted from the second sentence of each text is marked
by (0)). In each example, the second sentence or utterance can only be
interpreted with reference to the one that precedes it,

Nominal Ellipsis:

My kids play an awtul lot of sport. Both (0) are incredibly ener-
gelic.

Verbal Ellipsis:
A: Have you been working?
B: Yes, | have (0).
Clausal Ellipsis:
A: Why'd you only set three places? Paul’s staying for dinner,
isn’t he?
B: Is he? He didn't tell me (0).

Tf‘ﬂﬁe elements are all cohesive in that they require other aspects of the
discoursal contexts in which they occur to be present in order to be
Interpretable. Without context, interpretation is impossible.
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4 CONJUNCTION

Conjunction ditters trom reterence, substitution, and ellipsis because jt is
ot o device tor renunding the reader of previously mentioned items, In
other words, 1t 15 ot what linguists call an anaphoric relation However
it is a cohesive device because it signals relationships that can only b._
fully understood through reference to other parts of the ext. There gre
four difterent tvpes of conjunction, and they signal the following semantic
relationships: temporality, causality, addition, and adversity. E\ampin of
vach type ol 1‘|.'hﬂium-'-l'l.ip Follom:

Adversative:
T atraid ' be home late tonight. However, 1 won't have 1o
o m until late tomorrow.”
“I quite like being chatted up when I'm sitting in a bar having
drink, On the other hand, | hate it if . . . vou know . . L if the
guy starts to make a nuwsance of himself”

{The relationships signaled by hovwvver and on the other hand are adversative
because the mformation in the second sentence of each text nutigates or
qualifies the information in the first)

Additive:
“From a marketing viewpoint, the popular tabloid encourages
the reader to read the whole page instead of choosing stories.
And isn't that what any publisher wants?”

(Here and signals the presentation of additional information.)

Temporal:
“Brick tea is a blend that has been compressed into a cake [tis
taken mainly by the minority groups in China. First, it is ground
to a dust. Then it is usually cooked in milk.”

{Temporal relationships exist when the evenls in a text are related interms
of the timing of their occurrence.)

Causal: i
Chinese tea is becoming increasingly popular in restaurants, "“‘.I
even in coffee shops, This is because of the growing belief that 1
has several health giving properties

{In this final type of conjunction, the relationship is one of cause and
comsequence. )

Chapter 4 Forus o Latimooge #1014

¢ LEXICAL COHESION

The final calegory of cohesion is levical coheaon. Levical coliesion ocoure
when two words in a text are semantically related in some way In other
words, they are related in terms of theie mearing In Halliday and Hlasan
(1976), the two major categories of lexical cohesion are reteration and
collocation, Reiteration includes repetition, a synonym or near synonym,
superordinale, and general words -

Repetition:
What we lack in a newspaper is what we should get In a word,
a "popular” newspaper may be the winning ticket

Synonym:
You could try reversing the car up the slope. The incline sn't all
that steep.

Superordinate:

Pneumonia has arrived with the cold and wet conditions, The
illness is striking everyone from infants to the elderly.

General Word:
A: Did you try the steamed buns?
B: Yes, | didn't like the things much.

The second underlined word or phrase in each of these texts refers back to
the previously mentioned entity. Reiteration thus fulfills a similar semantic
function as cohesive reference.

The second type of lexical cohesion is collecation. Collocation can
cause major problems for discourse analysis because it includes all those
iteris in a text that are semantically related. In some cases this makes it
difficult to decide for certain whether a cohesive relationship exists or not.
In the extract below, we could say that the following items are examples of
lexical collocation because they all belong to the scientific field of biology.

plants . . . synthesize . . . organic . . . inorganic . . . green plants

- cenergy . . . sunlight . . . plants . . _energy . . . green pigment
.+ . chlorophyll . . . photosynthesis . .  light synthesis . . . self
feeding . . . autotrophic

P'lants characteristically synthesize complex organic substances from
simple inorganic raw materials. In green plants, the energy of this process
is sunlight. The plants can use this energy because they possess tha
green pigment chiorophyll Photosynthesis or "light synthesis,” is a "self-
feeding,” or autotrophic process,

Animals, on the other hand, must obtain complex organic substances
by eating plants and other animals. The reason for this is that lhn.'jr_ lack
chlorophyll. Among these “other feeders” or phagotrophs, are “liquid
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fovders ' o tmmnlmp'lm Wheneas pl‘mp;l.!ltuphu' organisms fake in silid
andd often living lood, osmotroplac ones absorb or suck up liguid foeg
This = wsually o dead o rothng organisms.

Pearsan 1978

Muost inguists who have writlen about cohesion admit that lexical collogg.
fion is a problem, and some refuse to deal with it because of this, Martin
(1981: 1) points out that, while there are problems in defining collocation
“its contribution o coherence in text is so significant that it cannp b,':
ignored " The problems arise because, in contrast with other categories,
lexical cohesion is realized through open rather than closed class items,
Clased levical items include pronouns, conjunctions, prepositions, and other
grammatical categories, membership of which is fixed. In contrast, there
15 ner limit to the items that can realize lexical relationships, This makes the
establishment of lexical sets of items that regularly co-occur an extremely
tentative business as new items will constantly be added to the sels,

An additional problem is the fact that many lexical relationships are
text- as well as context-bound. This means that words and phrases that
are related in one text may not be related in another. Forexample, the terms

neighbor and sconndrel are not related at all, However, in the following text
they are synonyvrms.

My neighbor has just let one of his trees fall into my garden,
And the scoundrel retuses W pay for the damage he has caused

Given this text-bound nature of many lexical relationships, it is impossible
to develop a finite list of relatable lexical items in English. At best, such
a list could provide only a partial analysis of lexical cohesion in English.
Despite its problematic nature, lexical cohesion is, in many wavys, the
most interesting of all the cohesive categories, The background knowledge
of the reader or listener plays a more obvious role in the perception of
lexical relationships than in the preception of other types of cohesion.
Collocational patterns, for example, will only be perceived by someone
who has the requisite knowledge for the subject at hand. The text-bound
nature of many lexical relations, and the role of the language user in
perceiving these, creates a problem for the linguist concerned with provid-
ing a semantic account of lexical cohesion. However, concordancing pro-
grams and the creation of massive computerized text databases such as
the Collins Cobuild database at the University of Birmingham in the
United Kingdom are beginning to provide insights into the co-occurrence
of words that are useful for researchers and teachers
One problem that arises in analyzing these relations in text has to do
with how many “steps” away an item can be in a taxonomy and still
contribute to cohesion. For example, rose and flower seem more closely
related than rose and plant, and though one would accept mosquild and
trisect one wonders about mosquito and animal, Are the latter items 00
many steps apart in the taxonomy to be related?

Chaptee 4 Tocus on Longuage #1275

As | have already suggested, test or context-tree taxomomies can unly
be p.lrtml, and the test of whether many items are cohesive or not ik
be determined by the text in which they occur In addition, our ability 1
identify a collocational relationship will depend on our familanty with
the content of a lext,

R{."CE'I'“ wﬂl'.ll. h!" II“"F HW]] h.'.-. ddh'.‘llk |-;I ollr “r";h'r“'*-“'lL‘tlng of
lexical cohesion. Hoey angues that lexical cohesion is the single most
important form of cohesion, accounting tor somethin & like forty percent
of cohesive ties in texts. His work is oo complex for us to deal with in
any detail here. However. it is worth considering his central 1dea

] Hoey argues that various lexical relationships between the different
sentences making up a text provide a measure of the cobesiveness of the
text. The centrality and importance to the text of any particular sentence
within the text will be determined by the number of lexical connections
that sentence has to other sentences in the text. He illustrates this point
with an analysis of the following text

Devs CRAZED GRIZZLIES
A drug known o produce violent reactions in humans has been used
for sedating grizely bears Lirsus anctos in Montana, USA, acconding 1o a
report in The New York Times. After one bear, known 1o be a peacable
animal, killed and ate acamper inan unprovoked attsck, scientists discov -
ered it had been tranguillized 11 times with phencycliding or ‘ange! dust’,
which causes hallucinations and sometunes gives the user an rrational
feeling of deslructive power, Many wild bears have become ‘garbage
junkies’, feeding from dumps around human developments. To aviid
potentially dangerous clashes between them and humans, scientists ane
trying 1o rehabilitate the animals by drugging them and releasing them
in uninhabited areas. Although some Biologists deny that the mind-
altering drug was responsible for uneharactenistic behaviour of this par-
ticular bear, no research has been done into the effects of giving grizaly
bears or other mammals repeated doses of phencyelidine.

BBC Wildhfe, 1984, 2, 3 160

Hoey's analysis consists, first, of counting the number of repetition links
between the different sentences in the text. In the above text, sentence 1

; four links with the sentences 2, 3, 4, and 5. These are highlighted
o

L. produce

humans used sedating grizely bears
2. bear tranquilized  user
3. bears human
1. them humans animals drugging

5. drug responsible for grizzly bears
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(Note that while kien b appears in both sentences 1 and 2, they
treated as repetition as they refer o different events.) “

Using this procedure, it is possible to identify the number of conne.
tions between cach of the sentences in a text. Hoey uses a more compl.
cated version of the procedure to determine the cohesiveness of 3 text
and also to indicate the degree to which different sentences contribyte "_.;
the cobwssiveness of the lext.

AT |

It is important for anyone involved in the teaching of reading angd
writing to have some understanding of cohesion and the ways in which
it serves to make textual relationships explicit. As we shall see, learning
to read and write involves developing control of these various devices
and it has been shown that voung children can benefit from E\pli.;-‘.;
instruction in using these in reading and writing,.

® RHETORICAL PATTERNS IN TEXT

Textual coherence is also related to the ways in which information is
printed in a text. In his book on patterns of organization in texts, Hoey
(1983, argues that the ordering of information in discourse can be ac-
counted for in terms of certain rhetorical relationships such as
cause-consequence, problem-solution. He uses the following four senten-
ces toillustrate the ways in which these relationships function in discourse,

I opened fire

I ioas o sentry duty

I besat off M attack

fasd) | e the enemy approaching,

These four sentences can be sequenced in twenty-four different ways.
However, not all of these sequences will be acceptable as coherent dis-
course, for example “1 beat off the attack. | opened fire. 1 saw the enemy
approaching, 1 was on sentry duty” In fact the twenty-four ditterent
versions could probably be graded on a continuum from completely unac-
ceptable to completely acceptable. According to Hoey, only one sequence
15 completely acceptable: “1 was on sentry dutv. | saw the enemy ap-
proaching. 1 opened fire. 1 beat off the attack.”

Constraints on the ordering of information within a text, which deter-
mine levels of acceptability, are due in part to the relationships that exist
between these elements. In the texts we have been considering, there ar
two particular types of relationship. These are cause—consequence and
mnstrument-achievement relationships.

I was on sentry duty

cause — | saw the enemy approaching — consaquence — | opened fire
mstrument — | opened fine. — achicvement — [ beat off the attack

')

Chapter 4 Foews on Langige & |0

There are in fact grammatical devices: that can be emploved to change
the sequencing of the information in the test in acceptable ways, These
include subordination (“While [ was on sentry duty, | opened fire. because
| saw the enemy approaching. | {thereby) beat off the attack
tian (1 vpened fire because | saw the enemy ApprOac
on sentry duty. By this means | beat off the attack

Jand conjung-
hing when | was

MAKING SENSE

So far, we have looked at some of the linguistic elements that help to
establish the coherence of language. However, these devices do not alwavs
guarantee that a speaker or writer will be understood, Nor dows their

absence mean that a speaker or writer will not be understood, Consider,
for example, the following conversation

Ar Wiherne's Relweon?
B: The rehearsals started longht
A: Oh, OK,

Although the conversational fragment does not contain any of the cohesive
devices described earlier in the chapter. most people agree that it makes
sense. [The verb make illustrales the active, constructive nature of the
process, in which the reader or listener has to “work” to interpret the
writer or speaker’s meaning.) The above conversational fragment demon-
strates that it is possible to have pieces of coherent discourse that do not
contain overt cohesive links. [t makes sense, because it is possible to create
a context in which it fits together at a functional level.

Utterance

Funmction
A: Where's Rebecca? Request
B: The nedwarsals started tomght Explanation
A O, OK Acceptance

In creating a meaningful context and identifying the functions of each
ulterance, coherence i< established. As a result, the missing bits of conver-
sation, which would make it cohesive as well as coherent, could be ne-
stored. Such a cohesive conversation might run as follows:

A: Where's Rebecea? | want to grow her her allotmance

B: She's our You remieniber st she siccessfully auditioned for The Jurgle
Book—uwvll, the rehearsals started tornight

A: Oh, OK. Tl leave the mioney here amd she can get it when she comes home

The tonversation works because, as competent users of the language we
“¥pect the function “request” to be followed by the funchon “explana-
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tion.” in much the same way as we expect a transitive verb to be followey
by an object. Inibally, this insight led o the belief that discourse could
be explained and predicted in the same way as sentences, in terms of ny)

that specified optional and obligatory conditions determining whether i
not they were “well formed o

¢ FUNCTIONAL COHERENCE

Itis certainly possible o identify regularly recurring patterns and elements
within discourse, particularly within contexts such as the classroom the
courthouse, and the consulting room, where the communicative situ.-:tim
encourages highly predictable, even ritualistic use of language. It is alsq
apparent in other contexts, particularly transactional encounters involving
the exchange of goods and services. This is exemplified in the following
extract.

Cabunt attendant: Are you having salad?
Passenger: Y=, | am,

Cabin attendant: Caesar or regular?

Massenger: Regular.

Cabine altendant: Would vou like dressing on that?
Passenger: Yes, please

Cabin attendant: Blue cheese or ranch?

Passenger: Blue cheese, please.

The following extract is very different from the one above. Here, the
speakers have to “negotiate” at certain points to ensure mutual under-
standing.

A: How do | get fo Kensington Rond?

Well wou o doten Fullarton Road

o what, down Old Belair, and ground . . . ?

Yeah, And then you go straight .

oo past b hospital?

Yeah, keep gormg stranght, past the racecourse to the rourdaboul.
Yo knowe the big rowndabout?

Ar Yeah

B: And Kensmgton Road’s off to the right.

A: What, off the roundabout?

B: Yeuh,

A: Right!

EpEp

Nurtan, 1993

In this extract, the negotiation done by the interlocutors pays off. This 15
not always the case when people converse, however. Cases of pragmatic

Chapter 4 Focus on Larguage & 129

failure, m which conversations and peaple fail one another, abound This
is illustrated n the following samples

{  Context: the upper, nonsmokimg deck of o 747 sircrafy
pssenger: I've been smoking for 28 vears. and | gave up s D eould
travel up here
Cabin attendant: Sorey?
Passenger: | said, T've been smoking for 2% years, and | BAVE WP 50
1 could sit up here
Cabin attendant: Sa”
Passenger: 50, | gave up smoking,
Cabin attendant: What do vou want?
Passenger: | don't want anything. (Turns to partneri Well, | won't
be traveling with this outfil again.
2. Context: at the end of a shift in a factory
Native speaker: See vou later.
Nom-native speaker: What time.
Mative speaker: What do you mean?
3 Context: during a coffes break at work
Ac T arpe Bvo tickets for Hhe theatre fonegft.
B: Cood for wou, Whiat are wou gong b see?
Az Mueasure for Measure
B: Dieteresting pliy. Hope you enpoy 11,
Ar O, 5o you're sy tomighl. | Widdoreson, 1984)
4 Context: A is addressing her husband who is clearing out the ganden shed
A Are you uwaring gloves?
B: No,
Ar Wht about the spiders?
B: They're not wearing gloves either
Context: in an elementary school classroom
A Tony, are you talking?
B: Yes [ am
A: Don't be cheeky.
Context: University of Huong Kong campus
A Dud yowr enjoy your Christrmas?
B: | was m Betfing,
Context: overheard in the hallway at a conference
It was just like whatever, exactly.

In none of these interactions is miscommunication caused by the interlocu-
ors getting their linguistic facts wrong, The miscommunication occurs
i 'TE level of discourse. Communication breaks down because one person
mw'm“‘:P"-‘tE the function of the other person’s utterance.

In Situation 1, the cabin attendant thought that the passenger wanted
Something (because this is typically why they are addressed by passen-
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gersh and assumed the disoourse wis Prart ol o transac liong) CHCou)
[

In this case. however, the passenger was stnply trying to EIAe i
= i

o o sowtal interaction

lin situation 2, Speaker B, an imgrant worker, mlerprots “Sg
Liter™ as an invitation, In many situations it would be. In thas
cultural context, however, it s a formul

1 iy

_ particular
_ Al way ol saying “Good-byp 1
have been the victim of similar misinterpretations. Thae first -

someone in the United States said that they would “Check me
immodiate reaction was o inguite why 1 should be subjected to scrutiny
whether it would be lr‘\h‘_u'hl(‘n.! or paintul, and why it was deemed ““uq'ﬂri.
Ch another occasion, when the person on the check-out desk ul a .h;nte'l.
someone | had never met betore, told me she was "Missing me .1In.-.1d1,-':
the possibility occurred that | might possess some sort of magnetic pumu:p
ality that had been hidden all these years.

In Situation 3, B, deliberately or otherwise, takes A’s utterance as 2
statement of tact, rather than an invitation.

In 4, the husband, presumably in an attempl at humor, misinterprets
the wite's utterance as a simple question rather than a warning.

In Situation 5, the schoolchild, perhaps deliberately, misinterprets the
teacher’s utterance as a question, when in fact it is a command,

What do these situations have in common? All of the participants are
either native speakers of English or highly competent users of the lan-
guage. It is not at the level of grammar or vocabulary that communication
breaks down, but at a discoursal/ functional level. Granted that grammar
is a central, critical, element in functional communication, but it is not
the only element. What we need, in teaching grammar, is a functional
approach that demonstrates to learners, not only how structures am
formed in English but why one form is to be preferred over another in a
given context.

The second to last example underlines this point perfectly. It was part
of a conversation | overheard on the University of Hong Kong campus
shortly after Christmas. While I understood every word perfectly, as some
one who had at that time never been to Beijing, 1 was unable to as_s';gl"
an functional value to the response “1 was in Beijing,” am,i hiad no ied
whether the speaker enjoyed her Christmas or not. 'ﬂw_fmal utterance
was overheard in the hallway at a conference. The meaning escapes L
entirely. 2
It };_’5 clear from these examples that interpreting discourse, ﬂ:ﬂ:
thus establishing coherence, is a matter of readers/listeners u Smguenta.
linguistic knowledge to relate the discourse world to entities, € it
and states of affairs beyond the text itself. While any piece of Iﬂntsxt '
is ultimately interpretable with reference to m:tra]it‘.gulsh:‘: cm'lmeh;.w
is going too far to conclude that the language itsell is s0
irrelevant or unnecessary.

Lime g
later,” my

OOttt 4 Fom i o |
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SPEECH ACTS

In the preceding section, we saw that explicit, colusive fink
ulteranees were isultioent bo account for thes covbe
auch coherence depends on the ability of the languape sers o mcognize
the tunctional tole being played by different utterances within the ois
course. [n lh-'_m'ﬂl section, we shall look at the pole of by kirivumd knowl
edge in the interpretation of discourse. Betore turming 1o the role of
background knowledge, however, | should like 1o enplime the s of
language functions, or speech acts, a lithe further Spech acts are simply
things people do through language, for example, “apulogizing.” Voonm-
plaining,” “instructing,” “agreeing,” and "warning” The teem sperch at
was coined by the linguistic philosopher Austin (1962) and developed by
another philosopher, Searle (1964). The essential insight developed by
these philosophers was that, when using linguage, we not only make
propositional statements about objects, entities, states of affairs, and so
on, but we also fulfill functions such as requesting, denving, introducing,
apologizing, and so on. ldentifving the speech act being performed by a
particular utterance can only be done if we know the context in which
the utterance takes place. What the speaker actually wants to achieve in
functional, communicative terms is known as the llocutionary force of the
ulterance.

However, as we also saw in the preceding section, functions are rarely
explicitly marked on the surface of discourse, A given utterance or sen-
tence can fulfill a multiplicity of functions, and these functions can very
often only be recovered from the contest in which the picce of language
Doeurs,

During the seventies, some language specialists began to argue that
teaching learners the formal elements of second and foreign languages
was insufficient, that, following the work of people such as Austin and
Searle, teachers should also teach language functions. Accordingly, lan-
Buage teachers began to incorporate the insights provided by speech act
theory into teaching materials and procedures. The ability of a “”‘“—'"‘_-’r
of reader to identify the function of a particular piece of language will
often depend on how much he or she knows of the context in question.
We shall look a little further at this in the next section.

4 bt
e of discourse, tha

BACKGROUND KNOWLEDGE

% INTERPRETING DISCOURSE

Earlier jn the chapter, we looked at the debate over the nature of discourse
coherence, and concluded that the language user’s knowledge of language

www.EnglishPro.ir


www.EnglishPro.ir

LA & STCOND LANGUAGE T1A TIMNE, & TFARNING

and also of content were needed for the interpretation of discourag
this sechion, we ook in greater detail at the ;

know about the world assist us in the interpretation of discoymg The
madequacy ol linguistic know lechize (that s, knowledge of the vocabulary,

grammar and discourse features) for interpreting discourse is demon
strated by the following text

In
ways in which thingy y,

1f the balloons popped, the sound wou

carry since everything would be too £
correct floor.

from carrying,
insulated.

ldn’t be able ¢,

ar away from the
A closed window would prevent the soung

since most buildings tend to pe wall
Since the whole cperation depends
steady flow of electricity, a break in the middle of
the wire would alsg cause problems. Of course, the
fellow could shout, but the human voice i5 not lond
enough to carry that far. An additional problem ig
that a wire could break on the instrument. Then thers
could be no accompaniment to the message. It is clear
that the best situation would involve less distance.
Then there would be fewer potential problems. With

face-to-face contact, the least number of things could
o Wrong,

oo oa

Most native speakers have no trouble comprehending the grammatical
structures and vocabulary items in this story. Despite this, they have a
great deal of trouble understanding what the text is all about, and even
greater difficulty in providing an oral or written summary.

The passage is from a well-known study by Bransford and Inflmsm
(1972) that demonstrated the importance of context and background infor-
mation for the interpretation of discourse. They found that 5ub]elct§ who
were asked to listen to the text and recall it had a great deal of difficulty
However, another group of subjects who were provided with a picture
were able to recall virtually all of the text. This picture shr!wed a man
serenading his girlfriend. The girl was leaning out of the window of ﬂfarll
apartment, and the sound was carried to her through some speakers
were suspended by a bunch of balloons. ) ) -

The studies showed that discourse comprehension requires more o
a knowledge of the words and grammatical structures used by thet‘::t o
or speaker. It also requires the listener or reader to relate tht' mn 1 ¥
the text to their knowledge of the world, that is, to entities, states
affairs, and so on that exist in the world outside the text. i

This interaction between the world within the text and the me_
outside the text is exploited by writers in many different ways. Furlﬁ:iﬂuw
ple, humorists and satirists often create fictional worlds that para
real world, and they obtain their humorous or satirical effect by juxtapos

{ Fm||lwr b Fowis o Larwtisase * 11
ing the real and imaginary worlds. The o),

pocess, To someone unbamilur with ey
the following text would make as litthe serge

wWing text ilustrates this
N the former S it Llnion,

a5 the seremiagle’ et abw W

The tormer Comeade Chairmuan of the totmmier Communist Party
formet |1;{H_».|s_{|-nl of the former empire and former phota OppOrtunity
sloszged up the last sax flights of stars 1o his office The slairs wire “I.t,“
WOrT, rmrll;'l.l.l.lﬂ'!r in the centre of vach step where b '-!“'F' AN ves
commemorated the heel-marks of generations of poditically incorrecy
thinkers who had been dragged to the basement by men with s nisc ks
Later, they had been released as politically correct muleh Somew e
in thie basement was a room full of thewr hats. sorted and Labelled Th
former Comrade Charman wonderd what had happened 1o them The
formier re-education staff had probably opened a shop, he divided. Thers
wasn't much call for tratned intermgators who could correct political
error while lorcing the miscreants’ kneecaps down thewr theoats, outside
the mure progressive Western universitios. He hoped the shop was domg
well. Evervone needed a hat, if only to gather up stray potatoes down
at the shunting yvards, and 1t was just the kind of etittepreneurial spirit
he knew lurked beneath the coarse woullen exterior of the lormer Son et
people, even the horrible ones,

ook, 1991 194

With the insight that there s more to comprehending discourse than
knowing the words on the page, have come attempts to provide theoretical
models that can explain the wavs in which our knowledge of the world
guides our efforts to comprehend discourse. Much of this work has been
carried out by researchers in the field of artificial intelligence. Their aim
is to develop programs that will enable computers to comprehend and
produce natural discourse. Terms used to explain how we make sense of
the world include frames, scripts, scemarios, and schemmata,

¢ SCHEMA THEORY

The most widely used term in the psychological and applied linguistics
literature is schemta, a term that was coined as long ago as 1932 by the
Psychologist Bartlett in his classie study of how human memory works.
Like frame theory, schema theory suggests that the knowledge we carry
around in our heads is organized into interrelated patterns. These are
constructed from all our previous experiences of a given aspect of the
“xperiential world, and they enable us to make predictions about future
“Xperience. Given the fact that making sense of discourse 15 a process of
sing both our linguistic knowledge and our content knowledge, these
“Mata or “mental film scripts” are extremely important.
The central insight provided by researchers using mental models
Such as frame and schema theory is that meaning does not come neatly
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].lrt'|'-.iv.'h.!m's! avanral aned wratten tests, Widdowson (197H) has suge)
that tests are little more than elaborate “signposts™ 0 the speaker o
wrrter s orgnal meaninggs, amd that the reader or istener must use theg
Dingstie and content knowlidge o nconstruct the original meanings of
thee creator of The disconrse

In a later work, Widdowson (1984) provides a novel reimterprstation
of schema theory from the perspective of discourse comprehension, He
argues that thene ane two dimensions or levels o any given discourse, »
systemic level and a schematic level The systemic level includes the
reader or listener's linguistic knowledge, while the sehematic level relates
by o Lﬂnu_:ngl content knowledge, In making sense of a given phece of
disconrse, we try and match up our own schematic knowledge to that of
the writer or speaker. In doing so, we have to interpret what we read or
hear. (Creoure] [1973] was one of the Hirst researchers o point out the
importance of interpretation W comprehension, He showed that we use
procedures of interpretation to supply meanings that do not actually
appear in the discourse itsell.)

Widdowson (1984) has shown how these interpretative procedures
might work in making sense of discourse. He argues that o major task
tor someone listening to or reading a piece of discourse is to keep track
of the various things and events that are referred 1o within the discourse.
In duing so, they can make use of the various cohesive devices that we
looked at in Chapter 2. It is often assumed that the ability to track cohesive
relationships through a text is a fairly straightforward business. Consider
the following text:

1 saw John yeasterday. He gave me his hat

Most people would assume that the hat belongs to John. However, Wid-
dowson demonstrates that the ability to establish and track such relation-
ships often involves more than simple identitication, There are cases n
which we need to interpret what we see or hear. Widdowson illustrates
this point through a number of rather bizarre texts, the first of which is
as follows (as vou read it, consider what the underlined reference items
refer tol,

Statisrical probability was discovered in a Lea-
pot. A postman saw it there and connected 1t TO a
petrol pump, He was wearing silk pajamas at the Lime.
They were old and dusty.

As Widdowson rightly points out, while the reader might be surprise
by this surrealistic piece of prose, there is no difficulty in identifying "
with statistical probability, e with postman, and there with teapol. Other

Cheapler 4 Femoos on Lasgroaps @ 115

Canes A more ditficult. What, far instance, does ot nofer to i the following
fext!

gratiatical probabllity was discoversd in a4 tea

A poatinal Baw it whel dinacted. Lk % a pete

;_lra1
L o I't wan old and duat ¥

Determining what it refers o now becomes more ditficult as there ane
twich Fﬂy_«..,n.ilshl antecedents for the first o (statistical probability and o beaper ),
and three for the third {stitistic al probabalite. i teapot. and @ petral pump)
Becatise we cannot use our background knowledge o help us, we are
unable to say what if refers to.

Consider now a thied test:

gratiatical probabillty was discoversd in a tea
pot. A postman ringed it out. He had no idea what Lr
wag ol courae.

In this text we can appeal to our knowledge of the world to determine
whal it refers to, We know that teapots are vccasionally rinsed out, and
therefore assume that the first it refers to teapot. As we also assume that
postmen are familiar with teapots, we would assign the second it to
statistical probability. The point of all this 1s that in many cases discourse
processing depends, not only on the identthcation of cohesive relation-
ships, but also on our knowledge of the world.

We engage in these interpretative procedures more trequently than
might be imagined. Consider the following textual tragment from a popu-
lar magazine.

I believe all children have a mystical empathy
with nature, We come into this world ‘trailing clouds
of glory’ as the poet Wordsworth put it.

Clyne 19%1

Here, there are no direct links between the first sentence and the second,
and so we need to use our background knowledge to create the links
and establish a relationship between the metaphorical phrase “clouds of
Rlory,” and the mystical empathy that children are claimed to have with

nature. Most native speakers have little difficulty in identifying the rela-
tmmhip_ ’

¥ BACKGROUND KNOWLEDGE AND FUNCTIONAL
I'NTERFHETATI'DN

nsnmz"' I have discussed the ways in which listeners and readers might
10 use their background knowledge to work out what vanous refer-
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ence items might reter to. Here we are dealing with the proposition)
level of language: Lot us now ook at how background knowled ge might
help us interpret discourse ona functional level. When studving functions,
the question is not “what is the speaker /writer trying to tell us aboy
events and (hings in the world?” but "what is the speaker /writer trying
tovachieve through lamguage?” Once again, Widdowson provides a lively
picee of (ictional) interaction to demonstrate the points he wishes g
make

A [ hare tave Dickets fo Wie theater Tomeght
B: My exantimateon s domorsom
A: Mty

What are our fictional speakers trying to do here? According to Widdow-
son, there are implicit assumptions on both sides that A's first statement
is an invitation. B's response, which, on the surface, has litte to do with
A's statement, is taken as a refusal of the invitation. This is recognized
in A's final remark. OFf course, the encounter may not have gone quite as
smoothly as this. Consider the following exchange, in which A's opening
gambit is intended as an invitation. What do you think the speakers are
trying ta do in the other utterances in the exchange?

Az | hive buw tickels for the Heater fonight
B: Good for you, What are s going o see?
Az Measume for Measure,

B: [nteresting play, Hlope vou enjoy o

The negotiation is not going to plan, and A has to renegotiate to retum
to his original discourse strategy.

Ac Lok, are youi free foindght?
B: I'm nof sure, wing?

The message is still not getting across, so he tries again.

Ar Well, I'd like to maste you to come to the theater with me
B: Well, actwally oy examienalicon bs fomarron

MNow Widdowson allows A to be obtuse.

Ac | ke s (5 e What's Bt gol fo do ath #?
Widdawson 1983 4445

Nuotice how these negotiating procedures depend crucially on the partic”
pants knowing what each utterance stands for functionally (that is 22
“invitation,” “polite refusal,” etc.),

Chapter 4 Fewus ar T TTTETT I T O

PEDAG{}G!CAL IMPLICATIONS

1 the rest of the chapter, [shall spell out some of the practical umprhications
of the ideas an language setout here: These are taken up and elaborated on
in Section T of the book, whene 1 shall focus more closely on pedagonical
concerns.

There aremany different wavsofactivating oranic learming, and many
traditional exercise types can, witha slight twist, be brought into harmony
with this apprmch, particularly if they are introduced into the classroom
as oxploratory and collaborative tasks. (Forexamples, sev Wajnrvh's | 1440
“grammar dictation” tasks, and Woods's [1995] gap and cloze exvercises

In my own classreom, 1 activate an organic approach by

waching language as a sel af cholces;

emcouraging learners o become active explorers of language

encouraging leamers to explome relationships between grammar and dis-
COUTSE

# TEACHING LANGUAGE AS A SET OF CHOICES

Asindicated in the preceding section, one of the reasons why it is difficult
to give learners hard-and-fast grammatical rules is because once grammar
is pressed into communicative service the choice, in many instances, will
be determined by the meanings learners themselves wish to make Ult-
mately, the answer to the question “Which form should | use here? will
be: "l depends on the message you wish to convey.” For example, if
learners wish to give equal weight to two pieces of information, then they
can present the information in a single sentence using coordination. If
they wish to give one of these pieces of information greater weight, then
they can use subordination.

In order to help learners see that alternative grammatical realizations
exist and enable them to make different kinds of meanings, and that
ultimately it is up to them to decide exactly what they wish to convey, |
often begin my language courses with “ice-breaker” tasks such as the
fﬂllnwing‘

[Note: Each of the following sentences is typed on to a separate piece
:;il Pﬂlpt‘r. The pieces of paper are randomly distributed around the
ass,

Task 1:
Without looking at another student’s paper, find the person who has

a gy : R : ; : v
i “entence or question containing information that is almost identical
b :."l.'!ur oW,
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1 I his 1925 study. Smuth asserts that grammar and discourse At
chimedy hindead
b In s 1925 study, Smith asserted that grammar and discourse
are chomedy binked
2 & Mz Patten a former governor of Hong Kong, was warmly
eretind when he armived in London ’
b Mr Patten the former governor of Hong Kong, was warmly
grevted when he armived in London I
You'l be late worught, won't vou?

3 a
b You'll be late torught, will vou?
4 a The team are plaving in Nagova, tonight
b The team is plaving mn Nagova, tonight
5 a You should call vour parents. torught.
b You could call vour parents, torught.
6 a The passive voice should be avoided in academic writing.
b Academic writers should use the passive voice.
T & !'m going to study for the exam tonight
b I'll study for the exam tonight
8% a  Alee saw a white rabbat
b, Alice saw the white rabbit,
4 a My brother lives in New York, but he is visiting me in Hong
Kong at present
b. My brother, who lives in Hong Kong, is visiting me in Hong
Kong at present
¢ My brother, who s visiting me in Hong Kung at present, lives
in New York
Task 2:

Decide {a) whether or not one of the items is ungrammatical, and (b)
whether there is any difference in the meaning of the two (or three) items.

¢ ENCOURAGING LEARNERS TO BECOME ACTIVE EXPLORERS
OF LANGUAGE

By exploiting this principle, teachers can encourage their students to take
greater respansibility for their own learning. (A striking example of ths
principle, in an ESL setting, can be found in Heath, 1992) Students can
bring samples of language into class, and they can work together ©
formulate their own hypotheses about language structures and functions
I sametimes give my students a Polarid camera, and get them 10 “‘-1'_"
arvund the campus and take photographs, either of signs and F'“H":

Chamter 4 Towom

Aotices that they beliwve are ungrammatical. or of ugns that they fhank
are initeresting, of puzzling, or which contain language they would like
ow  morne abowut I}"‘" bring the photos. back to class, and these

{71 krr
pecome the raw matenal for our next language lesson In fact, the last
grne | did this, the lesson culminated in the students writing a letter 1o

the vtfice responsible for signs and public notices pomnting out the errors
and suggestng amendments to them

Classrooms in w hich the principle of active enploration has bevn
activated wall be characterized by an inductive approach to learming 1n
which learners are given access to data and are provided with strisctured
op unities to work out rules, principles, and applications for them-
<plves. The idea here is that information will be more deeply priwessed
and stored if learners are given an opportunity to work things out fir
themselves, rather than simply being given the principle or rule (For
evcellent, pr.u-ti.;al examples, see Woods, 1995

The example on page 140 1 taken trom a unit of work from the ATLAS
texthook series. In the task chain preceding these language fovas exercises,
students carry out a series of tasks based on authentic spoken and wrnitten
advertisements fora range of goods and services. In the authentic listening
and reading texts, modifying words are particularly salient, and these
become the focus of the language focus exercises. Students work through
aseries of exercises focusing on this particular feature, and are then asked
to formulate a rule or principle relating to word order

¢ ENCOURAGING LEARNERS TO EXPLORE RELATIONSHIPS
BETWEEN FORM, MEANING, AND USE

Tasks exploiting this principle show learners that form, meaning, and use
are inextricably interlinked, and that grammatical choices (for example,
whether to combine two pieces of information using coordination or
subordination) will be determined by considerations of context and pur-
pise. Such tasks help leamers to explore the funcioning of grammar in
context, and assist them in using their developing grammatical compe-
tence in the creation of coherent discourse.

Consider the fullowing pieces of information about nursing,

¢ The nursing process is a systematic method,

¢ The nursing process is a rational method,

: ?he method involves planning nursing care
e method involves providing nursing care,
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These can be packaged into o single sentence by using grammatical

pesonirees of ¥

arios kinds

T rurstng process is @ systensitic i ional eghod of plaring
il preomiding plrsing care

Task 1

Using the above sentence as the Iu[‘lil.' sentence in a p.}r.lgmph‘ [."I'"'.h-:lt v
< i'l.lh.l:"-'nt P,]f.n_gmph incorporating the following intormation (vou can
rearrange the arder in which the information is presented)

¢
L

->

The goal of the nursing process is o identify a chent's health status.
The goal of the nursing process is to identify a client’s health care
problems.

A client’s health care problems may be actual or potential

The goal of the nursing pricess is lo establish plans to meet a chient's
health care needs.

The goal of the nursing process is to deliver specific nursing inter-
ventions,

MNursing interventions are designed to meet a client’s health care
needs.

The nurse must collaborate with the client to carry out the nursing
process effectively.

The nurse must collaborate with the client to individualize ap-
proaches to each person’s particular needs,

The nurse must collaborate with other members of the health care
team to carry out the nursing process effectively.

The nurse must collaborate with other members of the health care
team to individualize appnmrhus to each person’s pa riicular necds

Task 2

';Ompam your text with that of another student. Make a note of similan-
";‘5 and differences. Can you explain the differences? Do different ways
O combining information lead to differences of meaning?

Task 3

Nﬂw n.""l.'iﬁu

vour text and compare it with the original. [This i supplied

WPEIMEH-' to the students. |

lad

4Pted from D. Nunan. 1996, Academic Writing for Nursing Students. The
th‘e. Unh'ersil}' of Hong Kong,. |
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* Conciusion

In this chapter, T have attempted to arbiculate a view ol language that
consistent with what we currently know about language learning and ye
In the tirst part of the chapter, | drew on the research described in 'L?h..'l[‘lpr.
2 o angue the case in favor of an organic view of language aciuisition |
then esplored in some detail v view ot language that is consistent with this
organic view. This is a view of language in context. In the body of this s
tion, Feased out some of the complex links and interrelationships betwee
prammar, discourse, context, and background knowledge In the final e
ton, Largued that a pedagogy underpinned by an organic, discoursal vien
of language development will be characterized by the following features

learners ane exposed b authentic samples of language so that the grammatical

featires onw is frving fo teach are encountered i range of difterent lingeuist

and experiential contests

it s nid assumed that once learners have been drilled in o particalar form

they have acquired it and dalling (£t s used, 15 seen only s @ st step

towward eventual masiery

o there are opportunitios for recveling of language forms, and leamiers an
engaged in tasks designed to make transparent the links between form and
Hunchon

O learners are given opportunitics o develop their own anderstandings of the
grammatical principles of English by progressively structuriog and restrictis
ing the language through inductive learning experivnces that encourage them
o eplore the functioning of grammar i contest
ower time, learners encounter ta riget |.1I‘|Hl.hlgt' ilesms in an ncreasingly diverst
and comples range of inguistic and experiential environments

The persistence of a strictly linear approach to language developmentin
different parts of the world i intriguing. In teacher development SEITHIARS
and workshops, teachers are generally ready to admit that their stulents
do not learn in a linear step-by-step fashion. However, the usual reaction
ter this s an uncasy feeling that perhaps, they, the teachers, “aren't doing
it right " One reason for the persistence of an approach that does not
adequately reflect ways in which learners acquire language is the per
siveness of the “thres I'8” (presentation, practice, production) ml:ﬂ-...y.iulj
opy that has dominated language teaching for many years. In h_lct,_m-““
teachers define teaching in terms of this model, and, for thermn, achivitivs 1““_
fitting into the three Ps approach are simply not recognized as lngus
teaching. This was stated to me recently by a teacher who was l'l'q"'“l‘i
to use a textbook underpinned by an organic approach. This t:'ﬂ-.":‘ll"' coul ;
not believe it when her students actually progressed more rapidly ‘h*"ﬂ
learners in parallel classes who were still using materials based on @ th:ue
P's approach. When asked why she was surprised, she rephnd thaot it W
not the way that languages were supposed Lo be leamned!

{ Mg 4 Fow

In kg iy l'\!rinh- alternative WavS o as

hierving « VPR [CPTIAn
fo it is immportant et b overst R our pedagogical

1t Hhee e (¥
iy . T (T Viw prnt rathes

'|th-.
another, or 1o chiscount bactors such akh COpnitive style

! learming stratepy
sreferences, proT learming experiences, and the ouliyrgl e ts i wl

the language is bemng taught and leamed. Fowes ey while th
g]‘
friuma rdpl'."}' gnlu'umb{uh ol research that the Majority of structunes ans
ﬂ;qum:d i an organic, cormples, multilinear way

ueh

| T Ay some
ammatical structures thad may |'||-.I|-.,1||Inl.,r“.:l| linear way, it s |
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*  QUESTIONS AND TASKS

% REFERENCES

Why i= the concept of grammaticality problemabic®

[ the grammaticality judgment test on page 3 of the st readimg. How 4,
vour results compane with those reported in the chapter?

Whal are the cssenitial characteristios of an onganic approach o second lan-
guage acquisition? In what wavs does an anganic approach differ from ,
linear approach? What are the practical implications for teaching an TN
approach?

ldennty three examples of referential cohesion. three of losical cohesion, and
three comunctions in the following passage. Use vour analvsis to develop a
lessom fon teaching these ftems.

A common cobicism of the simple alternativeresponse type item s
that & pupil may be able to recognize a false statement as incorrect bt
still not know whal s cormect. For example, when pupils answer the
fullowing item as false, it does not indicate that they know what nega-
tively changed particles of electnicity are called. Allit tells us i that they
know they are not called neuatrons

T/F Negatively changed particles of electricity are called neutrons.

This s a rather crude measure of knowledge, because there s an
inestimable number of things that negatively charged particles of electnc
ity are not called. To overcome such difficulties, some teachers prefer to
have the pupils change all false statements to true. When this s done,
the part of the statement it is permissible to change showld be indicated
However, unless the Iw}' words to be changed are indicated in the cormec:
tion-ty pe lrue-false item, pupils are lable to pewrite the entire statement
In addition to the increase in scoring difficulty, this frequently leads o
true statements which deviate considerably from the original intent of

the item
Griviland T981: 165

What are sprech acts? Why are they important in language teaching?
What is the role of background knowledge in discourse CﬂT“P"l'h"“”“"':_
Find examples of for design your own) tasks to incorporate the follow g
principles,

o teaching language as chosce

using authentic data

& showing torm/tunction relationships

@ learmers as active explorers of language

2 exploring relationships between grammar and discourse

y o
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CHAPTER 5
Focus on the Learner

This chapter, and the one that follows, are closely related. In this chy ter
we look at learners, while in the one that follows we look at imrEm:
processes. As learners and learning processes ane two sides of the mmi.:
pedagogical coin, the issues we visit in both chapters will be simily;
However, they will be looked at from slightly difterent porspectivies, -
In this chapter, the following concopts and issues are covered:
Learner needs
detining needs
objective and subjective needs
techniques and procedures for identifving nevds
integrating needs analvsis into the instruchonal process
critiquing needs analvsis
Learner roles and contributions

rodee diversity

learner contributions

Learner choices

learnang to make informed choces
classroom techmigques

LEARNER NEEDS

In Chapter 1, I traced the disintegration of a unitary approach to syllabus
- design. Insuch an approach, learners were fed an undifferentiated linguis-
tic diet regardless of their communicative ends. This view was challenged
on several fronts, but most particularly by the emergence of communica-
tive approaches to language teaching. Proponents of such approaches
argued that the content of language courses should reflect the purposes
tor which the students were learning the language in the first place. Rather
than fitting students to courses, courses should be designed to fit students.
Thus was born the Enghsh ftor Specific Purposes movement, and [_hf
— , appearance of courses such as English for Science and Technology, Englisi
s for Medical Students, and English for Tourism.

¢ DEFINING NEEDS

The most comprehensive system tor analyzing leamer needs w.l:'-_lhélll
developed by Munby (1975). Munby based his model on prevailing views
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Needs analysis

Gos ol Toaals, Tew Frvinpuies o pesceddiris for clstermiming thee Languapie et

aned learming prociss Ior spus it geronipes of learmers

of language as commumcation. He developed his model at the time when
linguists such as Hymes and Halliday and applied lmnguists suchoas Wid-
dowson, Breen, Candlin, Sinclair and € olthard were creating the concep-
tual universe out of which the se-called communicative revolubion was
spun, and the model itself was anambitious attempt to atemuee the vanous
components of communicative competence. The model itselt consists of
a huge number o linguistic and nonlinguistic varnables, and it s diftcult
to see how it could be applied inany comprehensive fashion to curniculum
design. Certainly, [ am not aware of any curriculum that has been tully
derived from the model, Nonetheless, it is a usetul remunder of the daunt-
ing number of variables that, potentially at least. need to be taken into
consideration i developing needs-based curnicula

& OBJECTIVE AND SUBJECTIVE NEEDS

Some of the most practical work in needs analysis was carried out by
Brindley (1984). In the mid-1980s, Brindley elaborated on a distinction
drawn by Richterich (1572, Richterich and Chancerel, 1978) between “ob-
jective” needs and “subjective” needs. He also drew a distinction between
initial and ongoing needs, a distinction of some importance to teachers,
many of whom are only in a position to engage in ongoing needs analvsis,
The "objective” necds are those that can be diagnosed by teachers
on the basis of the analysis of personal data about learners along with
information about their language proficiency and patterns of language
use (using as a guide their own personal experience and knowledge,
perhaps supplemented by Munby-type specifications of macro-skills),
whereas the “subjective” needs (which are often wants, desires, expecta-
tions, or other psychological manifestations of a lack) cannot be diagnosed
easily, or, in many cases, even stated by learners themselves. (Brindley
flf:t:ril : Brindley suggests that the data set out in Table 5.1 can be useful
: gram planning purposes. The reasons for collecting the data are
set out in the tight-hand column.
unn‘:::‘l‘:tef:n:lr:::q :{istin:l’r!un :lbn um.i-f‘u.l. one, [En'l'nr to draw a distine-
the selection and g a_nx -}E:n:" = n.&ld -Confentnals inelisdes
Dol aid -” stthll.lerlmng ut such things as topics, grammar, tun!:hr.m,
while |:mc"-.'~. :C-:j.‘-u r:;}—-tmd:lfujnllp. Fhr.* d(‘ll‘l‘ld]n of 5_1.~I!hbu-_- design—
tasks and 1_';. i.*r'i R LJtrﬁ n;f't ; li’f‘l\.ﬁttum.nnd sequencing ‘of learhing
Anoita HEEIE:.} ldn;ncﬁ—- raditionally seen as the domain of methodology.
stinction is that between initial and ongoing needs analy-

V\ANW.En% hPro.ir


www.EnglishPro.ir

1500

Table 5.1

SLE OO EANGLAGT TEACHING & LEARNING

Type of Mata

I Learmers libe goals

Language goals, communicative nel-
wirrks and social roles

3 Obective nevds, patterns of language
use, personal resources (including
timid

4. Language probiciency and language
difficulties

1

- Subjective needs, including learing
strategy preferences, affective needs,
learning activity preferences; pace of
learmng, attibude fowands corpection

t. Information about learners’ attain-

ment of objectives

=]

[Information about developrmental
provesses in sevond language learn-
ing, including learmers’ communica-
hve stralegies

Ratipnale

Sa that beachers have a basis oo
which to determine or predict learn.
ers language goals, communicatiye
networks, and social roles

So learners can be placed in 4 group
Based on common sevial moles; s
teachers can make preliminary dig-
stotis abwait course content ﬂi'l-pm-
priate o leamers’ social roles

S0 learners can be grouped accord-
ing to therr needs and for intorests

S0 leamers can be grouped accord-
ing o their language proficiency
S0 that teachers may adapt learning
activities to individual nesds

So that the teacher can momtor
periormance and modify programs
accordingly

5o that teacher can gear language
content and matenals to learners’
stage of development

Adapted from Brmdley. 194

sis. Initial needs analvsis is that carried out before a course begins. In
most educational systems, this is very often bevond the contral of

the

teacher, being determined by curriculum specialists, subject par_lelﬁ- i“"ai
the like. Ongoing needs analysis refers to the often relatively inform
analysis carried oul by teachers once a course has begun.

¢ TECHNIQUES AND PROCEDURES FOR IDENTIFYING NEEDS

; ; ; e i sarrving
A wide range of instruments and technigues is available for cart e

out needs analysis. One family of techniques is used for collecting @
analyzing information about the target language situation The

v peche

. R I 15
niques are largely, although not exclusively, used for initial content ::n_ol_l';c
sis. The key question addressed here is: What are the skills and |'“ﬁ:‘:f'!.m
knowledge needed by students to comprehend and produce languats
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communicating successiully in target language situabions? The second set
of technigues is designed to obtain information about and from learmers
themselves, This information can relate to both content .:nd_ process, and
is usually carried out through some form of questionnaire. The three-part
questionnaire included as Appendix 5.1, page 324 is a comprehensive
instrument designed to yvield both content and process information. :ﬂ!.n.
vou look through the questionnaire, think about how you might musdity
it for the kinds of learners that you have. .

As tar as possible, 1 like to make needs analysis part of the learning
process itself. I do this by incorporating into my lessons activities that
require my learners to contribute ideas about what should be learned and
how. From the very first lesson, | get learners used to the idea that they
will contribute o their own own learning through techniques such as the
following. This procedure, or a version of it, forms the basis of the hlrsr
lesson that | have with students at an intermediate level or above. (With
beginning students, the questionnaire used in the first part of the proce-
dure can be administered in the students’ first language.)

1 Students are told that the content and procedurnss in the class will be partly
derived from their twn views on what they like o learm and bow they like
to Bearn. They are asked to indicate their attitude by cirching a number ac-
cording to the following key,

Key

1. Tdon't like this at all

2 Ldon't like this very much
3 This s OK.

4. 1 quite like this

5 1like this very much

L. Topics

In my Enghsh class, | would like to study topics

L about me: my feelings, athitudes, beliets. ete. 12345
2 from my academuc subjects: psychology, comp. it eie. 1 234 3
3 from popular culture: musie, film, et 12345
4. about current affars and 1ssues 123453
5 that are controversial: underage donking, ete. 12345
1. Methods
In my English class, | would like to leam by ...

b small group discussions and problem-solving 12345
7. formal language study, e studying from a textbook 2345
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B Listutinngg 1o Bhe teadhier 1'2 3:-4'%
S owatchong videos 2345
10 ding mdividoal work 12345
1L Language Arcas

This vear, 1] want W improve my

11 lhsteming 12345
12 speakmg 12345
13 neading 12345
4 writing i'2348§
15 grammar 1334535
Ih pronunciation 12345
V. Oul of Class

Crut o chass, D IRE B0

17 practice in the independent learning center 12345
18 have conversativns with native speakers of English 12345
1%, practice English with my fricnds 12345
20, eollect examples of English that | find inleresting / 12345

pusaling

21, watch TV /read newspapers in English 123453
V. Assessment

I like 1o find out bow much my English bs improving by .,

212 having the teacher assess my written work 12345
23 having the feacher correct my mistakes in class 12345
2 checking my gwn progress)/ correcting my own mistakes 12 345
25 being, corrected by my fellow students 12345
26 sewing of | can use the language in neal-life situations 12345

Students are then asked W oget into Give groups, and introduce themselves 10
their fellow students (While the students ane doayg this, Leut up the L‘umPh‘l'«‘d
questonnaires into fve sub-sections. cach group is then givin a designabion:
There s a “topac” group, o “methods™ group, ele.)

In groups, students analvee the section of the guestionnaire that they have
been given, and provide a summary of the results on an overhead propector
transparency. (Here, I encourage students to be as creative as possible, encour
aging them to use pie charts, tables, even cartoons, to represent their data)

1

o
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I ggrerups thary ane then askesd o o filie ars inte Tpretation of the information
answering the question: Why do you think that the class as o whaole has
“u_r..un.jvd an they have to this section of the questionmaine?

Guudents then prepare a report foe the class as g whole based on the data
that they hove collected and analyeed

This lesson has a number of benefits. It providies me with an instant

"5nap‘-hﬂl uf group interests and proeferences, it goets learmers thinking
about the course and its rabonale, it forces them to work collaboratively
in small groups, and it gebs them actively practicing therr English To
illustrate the active involvement of the learners, here 1s a transenpt from

L

group that had been assigned the task of analvaing and imterpreting

the class response o the assessment questions. We pick up the interaction
as the students are discussing the relative unpopularity of item 25 (71ike
to be corrected by my fellow students™).

F1
F2

3

3Tg sam

=2

Queestion 25 Being corrected By mw fellone students. Also 0K,
[How about talking about usage?] The, ah, classmates, | likel, nungbe
ey, thew, Hrey nied Hie fellone students an owr class as why dion t
actially find?

Becanse we're, we're having equal footing, alt, aimd my abiltty is gl st
[ 1. So, ah, the classmate do not really rely on the, Hie other classiuate's
ahility. Andy/

Why?

Beciwse we are the same, we are the same Kind,

You mrewn that ey 're not natroe speaker so we're should not really
belicve i other people saytng English

Fdon't mean Hiat, bty faee to wederstand Has, amd you are o
nndergraduate, sodo | So, don't, that means the classiates do n
Heink that yower abulity is greater than oy alabity, They don’t eely en,
ot @ certain kind, But, but the result of that said we really rely o
teachers Because they, they'se of patfent, i teaching others, Andf/
Ha.

s well they're e native speiker.

What's vour opinion about i, dor't wou thank that os |

(hackgronnd noise 15 too loud.) [the good idea to hive exchange) The
study to the student, yore see al, | 1 understand that you may gel
ali, we're not very good m English, but we all have made mistakes m
English, so we may knotw more about the mistakes, maybe twe're more
e of the nostakes we wsnally make,

Semetinies we know the mrstake, bt e don't knote hoae fo coreect
the mistnkes, so we have to rely on teichers,

Well, to sam tip, { think that alr, all q,"u.r. tharnk that iy by e dhn’il‘_l.r
to correct other fellow students work. Agree? Maybe our Englesh is
not good enough to correct their work,
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M1 So <tudents are prefer fo the mate teachers/f
Fi&M1 i

M1 for correct it

Fi Dhata do reflect this.

One of the students who took part in this group discussion reported back
to the whole class as follows {Groups are given a choice as to how they
report back, the only stipulation being that all members of the group are
required to contribute.):

F1 11 talk about mimber 25 that item ah, being carrected by fellow shudents
And it is ah, the least popular one may be. Ah, only four of us, only four
of us choose this item. And only four of us show therr positive per-, preference
in thic item. There're several reasons in, i this area. Firstly, i, e
beliend e dre, we are e, we are having equal footing, ah, we are adntitted
by the University, al. that means we have the same ability 1 most areas.
So ae dour't believe our elassmates con help us to correct these. Amd thew
don’t have, ah, besides ah, the students show that they don’t have enough
confudence i correcting ah, other's people twork. And they're, they think
that they're, they're incapable of domg so. And 1t also reflects that momm,
they don't think what they have fearnt m the past can help themseles in
correcting other's work, Ah, the, that resull retnforce, reimforce the result
of mumber 22 and pimber 24 that is, that means we don't lave confidence
in English. And i the mumtber 26 will be, wall be explamed by Fiona.

¢ CRITIQUING NEEDS ANALYSIS

The development of needs-based courses did not escape criticism. One
of the most articulate critics was Henry Widdowson (1984), who argued
that attempting to atomize and teach a series of discrete skills was basically
a training endeavor that would result in a limited communicative reper-
toire. [n effect, learners would end up with little more than “phrase boak”
English. According to Widdowson, for language education o be cffechve,
fearners needed to develop a communicative capacity. In other words,
thiry needed o be able to use the skills taught in the classroom 1o do
things other than those that they had been specifically taught. He suggests
that, in necds-based course design,

we have an assumiptien that ESI s simply o matter oof disncribing A
particular area of language and then using this descriplion as 4 courss
specibieation b ampart to leartens the fusdessiry peslric b commpetisnee
tis coape with this particular arca Inoother words, 1 s avsumed the ESI
1 wsseritially o training exercise. Now in some kinds of BSE framing, 4%
| hawe defined it, may well be appropriate, sinde il services 4 pestrie tod
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repertolne of hehaviour where formulae andd problems ke s solved corne
spond quite Clusely, This would presumably b the case w ith the comimu-
micathion af air traffic comtrol But it will obwanwsly mot do when th
Englich taugght is intended o be auxiliary boaims which are fundarmen-
pally educational Ancl here we can maki: a bimt mose towards a compre
hensive theoretical view of the field, Wi can suggeest that the purposes
in ESP are arranged along a scale of spevificity with traimng ab ome emid
and education at the ather. As one moves along the wcale im thae dirsction
af education, one has 1o account increasingly for the develupment of
capacity and. at the same time, one has 1o take into consideration the
pedagogic problem of establishing vbjectives which are projections of
final aims. At the traming end of the scale, objectives and aims will
converge into close correspondence and will seek o imprart restricted
competence. At the education end of the scale will cluster courses ol
English for academic purposes which require the development of com:
municative capacity and which will call for pedagogic decisions in the
formulation of objectives. At this end of the scale, ESP shades into LIF
Widdoaosan, [984: [0-11

My own view is that widdowson is right in peinting to the need for
language education to develop generalized capacities in learners. Whether
or not courses achieve this however, would seem to have more to do with
how instruction was realized at the level of classroom action than in
the prior specification of content. In other words it is more a matter of
methodology than syllabus design. Whether or not courses developed to
teach learners skills related to specific situations and events do result in
language that learners are unable to transfer to other situations is a matter
for empirical investigation, as is the question of whether GPE courses
result in language that learners can use in communicative situations for
which they have not been specifically prepared. My teaching and research
experiences lead me to believe that the ability of students to transfer what
they have learned to solve unpredictable communication problems 15
much more restricted than is usually assumed by course designers and
materials developers. Inany case, the educational pulvnmﬂ or otherwise
of a given course would seem Lo rest mon with the tvpes of learning
experiences provided than with the types of content selected. (For a discus-
sion on this point, see Nunan, 1988,
) The other criticism that might be made of peeds analysis techmgues
is that they are irrelevant in meost foreign language contexts because
learners have no immediate communicative ends in view. In such situa-
tons, the only possible rationale for language courses must be an educa-
::"’::“I one. In other words, learmers engage (or more usually are required
”_1-:"' wf system to engage) in the learning of a foreign language, not because
i w“:hldﬁ}' likelihood that they will actually use the language, but because
bl oster the development of cognitive, affecive, interpersonal, and
ultural skills, knowledge, and attitudes.
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LEARNER ROLES AND CONTRIBUTIONS

® ROLF DIVERSITY

U of the things that makes teaching a source of endls fascination is
the Bt that nos two cliasses ane over the s, | e comples ""'"‘r].h"rkmm.l
chimistry between teacher and student and between student anid studen
sees o Hhat, As Dwrite Hus book, | am te;

aching two sections of an ady anced
level writing course. One class 1s held on Monday morning, the other on
Wednesday morning, Despite the fact that the course

leacher, room, and tme of day are the same, the
quite ditterent. The difference has o do with the different interpisrsonaal
dynamics that have developed within each group, and the different role

expectations that the participants (including myself) have of
and others in the group.

ubjec tives, materials,
classes themselves ane

themse] vis

. In his fascinating book on role relationships in the classroom, Tony
Wright identifies two aspects to roles. The first relates 1o social
personal factors. These include views about status and position, attitudes
and values held by individuals, and group and individuals’ personalities,
The second aspect relates to the learning tasks themselves, particularly
teacher and learner expectations about the nature of the learning tasks,
and the ways that they are dealt with in the classroom (Wright 1957 12}
In any given classroom, these two factors will be in constant interac-
tion, creating a dynamic, unstable environment that can either facilitate
the learning process or seriously impair it. The role expectations of both
teacher and learners will be conditioned by individual personality factors
such as introversion/extroversion, cognitive style, prior learning and
teaching experiences, and cultural factors. These factors are also what
makes teaching fun, because we can never be entirely sure how these
complex sets of factors will play out on any particular occasion. When

the unexpected happens in the classroom, the cause can usually be traced
back to role diversity and conflict.

and inter-

From time to time, claims appear that communicative language teach-
ing, with its experiential learning-by-doing philosophy, and assumptions
aboul learners as active constructors of their own knowledge, s inappr-
priate in many non-Western contexts. Such contexts are characterized by
high-structure, transmission modes of learning, in which teachers control
the action, and where it is considered inappropriate for pupils to speak
up in front of the class. Many of my own students come into my classes
from schools where high-structure, transmission modes of teaching and
learning are the norm, and it is a challenge for me lo create a climate in
which different role expectations are articulated to the students and ac-
cepted by them. In fact, my learners generally want to adopt a more active
role. The problem for them is that they do not know how.

Several solutions have been explored to meet this challenge with

Elapibiet 5 Fow s on the Leamnesy & i

varying degrees of sucoess e of the classroom variahles that has had
a marked effect on student participation ieooral activities bas boon group
size. Students who remain sillent in AR TTAE o Yenor more will comtribrate
actively to discussions when the size of the group s seducesd 1o Hve or
three. Type of communcabivie fask com also influerice stuadimits willingness
o I,Fq_-dk. My own students greatly enjoy formal debates, and many. whio
wiould be reluctant to contribute i other Kinds of oral tasks, will partici-
pate enthustastically in debates, particularly when they have had thae
opportunity to determane the topic of debate thermselvis

® LEARNER CONTRIBUTIONS

At the beginning of a new course, my hrst concern 15 to find out about
students attitudes, prior leamning expenences, and expectations for the
future. | then monitor their changing attitudes and expectations dunng
the course through learner journals, surveys, and conversations. The fol-
loswing conversations woere recorded with one group of students several
weeeks into the course. | had asked them to compare their school expert-
ences with learning at a university, and this 1s what they had to say

Tony:

I Tearn English an schiood By, just By dodog some eaerdises
Mandy:

on the class or homework. And when Cert. Level or A Level,
e fust do all the past paper and that's ol no special learming. We
hawe different approach 1f we e different teachers, some teacher
will take primary school approach. (The rest of e students laugh
tagether b
She wall et you read a text and then tell you to underling some
difficnlt words and then you RBioe to job thenr in a book and we did
Mok like this way becawse ax' are ol primari student, for some
teachers thew ol pest give v, we laee o fextbook and then sl
gl bell as b do the exercise mside hal
Dy o Itk Bt sy ?
No, (laughing) becansse we don't know what we are doinyg.
(The others agree.} In fact, U'mein, | was i the same school as Paula
(who had spoken earlivr) and all more less the same, Drills etvery day,
no fun at all.
No fun at all, ves. Yeah, | am at the same school as Mandy

CAN laugh.  Ever o Enghsly lesson, we dan't speak English. (laugh-
mg)

Teacher:
Mandy:

Paula;

As the students talked about their secondary school expeniences, it
ame clear that, while there was a cultural vverlay to what goes on in
the classroom, what was considered as “legitimate’” activity was also
conditioned by a range of other factors, particularly by the attitudes,
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beliets, and practices of individual teachers. This was soeven for practios
that were cntical to successtul language :it"\'(-]upmrrl'l, such as the exlin
te which wse of the target language in class was encouraged or even
permithed In some English classes, English itself was rarely used |
others, students reported bemg fned if they used Cantonese. This had
(predictably) negative consequences, as the following conversation
veals

Steve: Wiale | was in secondary one, if we are heard speaking Cantonese
at class, yon will be fined

Teacher: Al

Steve: Teuh

Teacher: What?

Steve:  Fifty cenls

Teacher:  [hd woui find that useful?

Steve: Y. But 1 keep ont

Tony: Silent

Steve:  Irick them try to speak in Cantonese to earn the money for the class,
but then [ don’t concentrate i class.

Teacher: Mmm

Steve: | don't think ib's work. This tragedy because, not tragedy, strategy,
becawse if you, when you say Canfonese vou must give fifty cents
thew very often no one will speak i class, so they dont learn English,
they cannot learn English

In this conversation, we find an unsurprising response by Steve and his
school friends to the teacher strategy of fiiming students for using their
native language The students lapsed into silence. The strategy thus has
the opposite effect from what had been intended by the teacher.

In systemic terms, Hong Kong has an extremely examination-driven
educational system, and, not surprisingly, this is reflected in what happens
in the classroom, and has o major influence on the perpetuation of a
transmiussion-mode of teaching. Many of the students 1 interviewed ne-
ported that their secondary level English language learning experiences
were dominated by preparation for examinations. This is illustrated in
the following conversation,

Julia: I secondary school, the English lesson is quite boring because we
studentt fust sit in the classroom g listen fo what teachers tell us, and
Fapafraid that | seldom peactice English outside classroom bevause |
can't fimd angone whe cane practice with me. And so 1 lave fo famt
irther eneys Do preactice sy Evlish, so 0 just welch felevision in arder
to practice, by improve my listening skill and things like thai.

Chapher 5 Frmus et thee learver @ 1000

Teacher: Mmm Mmm

Martin:  n miv expericnee, my scvottidary teacher only sent out the papers &
ws, to only do the exercise without teaching anvthing. Thew are rus?
follow the texthook and rust read out aguin and agan wrthont teacknng
f;;q. grummar or the style of compeosition ar the normal comversatwn
i English, so [ think my secondary. shoo! Jr:gf:dq leesiinl B ODWTY
borimg and not very wsful

Julia: Yies, | agree with Martin In sevomdary sohiol, in the Tesson e only
do exercise in order o meel the examinatum Feglrrmacn

'Cil'l-d!": in u'“m.,k.lr_!.r sphool | hate English pery much because | e o e
stl for various exaringtion. And [ also need fo sit for the HKCE
English examination and HEAL [These are externally adwinestered
guTertmeit cxaminations. | And then | aludys ask g guestam s ady
miust [ learn English because Tam @ Chrvese
tlaughing together

In the final conversational extract, the students compare their school
experiences with the demands of university study. Here we see that stu-
dents are ready to adjust to changing contextual expectations about the
role of the learner,

Tim: The approach ts obvawusly difference. I secomdiery sehool we only
striow for high marks,
Paul: Bul in Unioersity, we will concerning something, we kave to do m

the future, maybe learn something could help i the career. Something
fike that or studies,

Tim: I think in University, we don't do much exercises with our English
Becanse i8's ok test, bub e have To concern how e can use Englesh
effectively in our studyimg. For example, learn more vocabulary or
read more quickly, or oval skill in tutorial. so the approach i different

Trudy: | Hhink the lecturer, most of them speak m English. this mcludes my
listenmng becawse we have to familanze |

Amanda;  Different accents.

Trudy:  ves.

Teacher: 5o wou find that in University, your way of learming English is of

different approach. How about how often do you use English? Do

your use English outside English class? Do you speak English with
other students or peers? Do the lecturers use English it class?

Tim: All my lecture and tutorial are spoken in English, especaally m
tutorial when we are discussing, we all use English, so I Hunk the
chance is mare to practice English.

Teacher: Byt do you use it outside the class?

Tim; No.
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In addition to talking to my students about their learming experiences,
P el illumimating, and often surprising, msights into their reactions o
the learnimy, process by reading the journals that they keep. (1 ive my
students ten minutes at the end of most of my two-hour classes to record
their reactions to the course in general and the class they have just had
in particular ) The following extracts were collected midway through an
academic writing course. At the beginning of the course, students had
indicated a desire for some “fun” oral interactive tasks to counterbalance
what they saw as the rather heavy academic diet offered by (he COUrse
These journal entries were collected at the end of a two-hour class in
which | tried to balance the academic writing requirements of the course
with the less acadenic desires of the students. In the first hour, students
completed a series of wnting tasks In the second hour, they witched a
short video clip, and then completed a small group, problem-solving task
based on the matenal in the video. (One problem with this class was thal
it met in the late atternoon, when student energy levels were low, a fact
commented on by several of the students.)

I think thie lesson is guite useful since its
focus on the academic issue. But, the most interest
ing part in this leason 18 I can meet new classmates
in every time. Moreover, through reading articles and
watching television :in the class, the atmosphere ls
rather relax and not too wmuch feel boring since in
the aftermoon, much of our energy is exhausted,

gorry. I could not follow you for many times be
cauge you speak gquite fast to me! Anyway, [ do enjoy
thig lesscn even though we have so-called “dead air”.
I think the blg proklem abeour this clage is that we
are wary pasgsive and maybe, shy to speak a word!
Morsover, I think cpportunities should be given to us
to let us know each other well, as it i18 important to
let us say more/give more opinion/have good disous-
sion during the class.

I think this lesson s more interesring than the
last one because of conversaticons with other astudents
in the group and the chance to watch videc. These two
things maka the Iesson less bering. I think it would
beé better still if we can be given more similar tasks
in the coming lesscns e.g. watching television and
discussing topica that are related o youngsters
daily lives. Morecver, I would like to point out that
listening skill is as ilwportant as oral one. So, it
would be hetter If emphasis can put on this also.

i ||.|1jl|'+ 5 Focus on the Learfer & 1Rl

i found that this lesstn was really Interest.ong
Felt realaxed and enjoyed 1T very muct [t*a ec f[anny
to have discugsion on this toplc since we [(mcst of

um} could express our cpifilons and share Sur £
ings. Aleo, the TV program gave me more “rtancen

1igten to English spoke by native speacers, BO that
eculd familiarize with differant accencs I falr very
gatisfactory and happy with what we did this lesscn

1 hope 1 can continue Ehin feaasling in the whole EAS
[English fox Arts Students] program!

These journal entries demonstrate the tension between attemphing to be
responsive to students’ needs and interests (which are often related to
nonacademic things such as watching videos and having fun) on the one
hand, and meeting the objectives of the course; that is, to prepare students
for university-level study in English. Although many of these students
find lessons on academic writing “boring,” this is the central requirement
of the course, and cannot be jettisoned. The extracts reveal the tension that
ften occurs between the interests of the students and the requirements of
the course. They also show the diversity of interests among members of
the class, although they show quite clearly that all students enjoy active,
interactive learming,

In his book on classroom roles, Tony Wright suggests that learmers” expec-
tations about the nature of learning tasks and the way in which individuals
and groups deal with learning tasks will be an important aspect of the
dynamics of the classroom. One way of getting at student attitudes and
opinions at the beginning of a course is to administer a questionnaire. |
find it interesting to administer questionnaires such as the following at
the beginning and again towards the end of a course. At the beginning
of the course, this enables me to get an idea of the interests and preferences
of the students. Collecting data towards the end of the course lets me see
whether, as a result of the course, there has been a shift in attitude on
the part of the students,

What kinds of classroom tasks do you like?

A. Study the following descriptions of small group tasks and evaluate
them according to the following key, (Write a number where it says
“task rating.”) React to the task type, not just to the example. ‘
1. 1don’t like this type of task at all
2. Tdon’t like this type of task very much
3. 1 dont mind this type of task
4. 1 like this type of task very much
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Task A, Information Sharing

Example: The class s sphit mto bvo groups, A and B You listen g
a discussion between three people talking about aspects ol thejr
litestyle: where they go on vacation, what they like to do on the
werkomd, their favorite hobby Thee other ball of the class Listens 1o
a discussion between three peaple talking about other aspects of
thew litestvle: their favorite forms of entertamment, their favorite
kinds of tood. the kinds of sports they play. You then work in prairs
with a student from the other group 1o complete the following
fovrm

PERSON 3

PERSON 1 PERSON 2

Vircations e _

Entertamment
Weekends
Found

Huobbies e m e
Sports

Task Ratutg

Task B. Decision Making/Problem-Solving

Example: You work in pairs. You are given a job description and
three job applications. You have to decide which person should get

the ob.
Task Kating:

Task C. Grammar Practice

Example: You read a <hort passage containing a number of gram-
matical errors. You have to cormect the errors and say what rules

have been broken
Task Ratmyg:

Task D. Dialogue Practice
Example: You listen to a conversation and then practice it with
another student

Task Rating

www.EnglishPro.ir
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Task E. Authentic Reading

Example: You bring an English Language newspaper to class You
work with three or tour other students o select an article, and
prepare a set of reading comprehension questions to ACCOTPany
the article. You exchange the article and questions with another
group. They read your article and answer your questions. You read
their article and answer their questions.

Tisk Raliny:

Task F. Gap Filling

Example: You read an passage in which every fifth word has been
deleted. You have to work oul which words were deleted and
rl_*plm,'t.‘ them.

Tk Rating:

Task G. Small Group Discussion

Example: Working with several ather students, you carry out a
discussion task. You record the discussion. At the conclusion of the
discussion, vou listen to the tape and identity your errors.

Tash Ratog:

Task H. Role F'la‘}lr

Example: You take part in a role play with threc or four other stu-
dents, One of you pretends to be someone who is being interviewed
for a job. The other students pretend to be the interviewing panel.

Task Rating

Lompare responses with three or four other students and note simi-
larities and differences. Rank the tasks from most to least popular
Mosi Least

Papular — p— e — —  Popular

Based on the responses vou gave to Tasks 1 and 2, decide what
makes a “good” classroom task. (List up to five characteristics.)

Wode L e
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The last time L administered this questionnaire, | obtained the

_ fol sy
ing results,

Most popular Bake 1"y

small group discussion
Dialogue praciice
Information sharing
- Decision-making / Problem-solving
- Gap filling
- Grammar practice
Least popular B Authentic reading

) B U S LA P e

LEARNER CHOICES

* LEARNING TO MAKE INFORMED CHOICES

The difference between an effective and an ineffective language user is
that effective language users make the appropriate choices when it comes
to the linguistic options available to them. (This applies to native speakers
as well as to second language learners.) Similarly, one important difference
between effective and ineffective language learners is that effective learn-
ers make appropriate choices when it comes to the means through which
they learn language. We help learners develop skills in making appropriate
choices by giving them practice in doing so0 in the security of our class-
rooms. Learning to make informed choices, then, is an important skill for
all learmers to develop to some degree. When one is working with learners
who have learned to make such choices, a negotiated classroom such as
I deseribed in Chapter 1 can become a reality.

As lindicated in Chapter 1, negotiation and choice points exist in all
classrooms, although their potential significance is not always recognized
by those involved. In a single week with the class | am teaching at the
moment, 1 was involved in negotiating with the students over the follow-
INg ISSUes:

whether o work in groups or pairs for a particular task;

whether to do the reading task before the listening task or vice versag

who should operate the cassette recorder;

whether the visit to the seli-access center should happen today or fomormmw,

how long a series of group reports should go on for

whether a particular writing task should be done inor oul of class;

whether a series of reflection sheets should be completed every week orevery
twio werks,

Wro.ir
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whether wie should conclude the leson early on Minday evening 1o allow
some of the class boowatch an importapt (e them!) football mateh

whethoer a particalar sk would be completed individually and then sharnesd
i groups, o whether it should be done as a group task from seratch

This list might seem modest, even rather pedestrian, the sort of thin

that teachers and learners might potentially make at any time. This is the
point that Lam tryving to make. By highlighting these pomts for discussion,
and by looking for opportunities to weave them into the tabre of one's
teaching, the whole climate of the classroom can be gradually transformed

4 CLASSROOM TECHNIQUES

If the idea of making choices is untamiliar o vour learners, you can
introduce them to this important dimension to their learning gradually
by building choice points inko your lessons. Negobation can take the form
of decisions about the management of learning (most of the illustrations
above from my own classtoom are of this type), or it can involve making
substantive decisions about which tasks to complete. In the following
task, tor example, learners have to choose whether to practice speaking
or writing.

In the next illustration, both tasks involve reading. However, they ane
practicing different types of reading strategy. The first focuses on reading
for detail, while the second requires skimming the text for the main idea

WW';\“;E-Fjlmfh\.\f,ﬁ'-ﬁ'.rwr'-\-“iﬁ__f’-._\I_‘-".___p_
Task8 |
You choose: Do 0 ar 9 |

LA ] *ﬂ Use the chart i Task 2 for weas. Talk abour ciry life and

counery life in your country,

© Write your own arnicle about ity and country living, Use the chart
in Task 2 for ideas.

ity lele

couniry ke

%MWMWMNMM“A’J””'JJ

Figure 5-1 ATLAS - Book 2, © Heinle & Heinle Publishers
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nitially, students may be a little uncombortable with the (dea of mak.
ing individual choices. 11 this s the case, ey can look quickly at both
tasks and then take a class vote on which one they will do, Alternatively,
students who want to do both tasks can decide on the order in which the
tasks are done. It is the act of taking responsibility and making

a choige,
ather than the choice itself, that s the significant thing,

* Cong LUSION

In this chapter, 1 have explored language learning from the perspective
of the learners. |ooked at the development of needs-based courses, which
emenged out of communicative language teaching, as well as the
tance of learner roles, learner contributions, and learner choices in the
language learning process. 1 would argue that these elements are im-
portant, even in contexts where decisions about how and what are out
of the hands of the leamer and even the teacher, as well as situations
where it is considered culturally inappropriate for learners o
active roles in making decisions about how and what to learmn.
ment here would be based on the simple fact that, ultimately, i
are to learn, then they have to do the learning for themselves,

In the next chapter, we look at these issues from a slightly different
perspective, that is, from the perspective of the learning processes that
underlying what happens in the language classroom.

impurv

be given
My argu-

f learners

¢ CONCEPT MAP OF CHAPTER 5

calining obactive vs
cmu:il.hrng subjective defining  axamplifying

'. I
Nﬂlidﬁ 4——| I__ Roles/contnbulions

dod i LEARNERS ihe influances of CLT
mouctive learning

Choices

l l

ol for encouraging

[ hapter 5 Foows om the Learmor @ 1HT

¢ QUESTIONS AND TASKS

| What is the difference between objechive needs and subpective neede? Which

wionlel be waster for the classroom teacher todeal with®

2 What assumptions about language underpin a needs-based approach to

course design?

1 What learmer roles are imphicit in the mterview data with learmers prisented

in the body of the chapter?

4 What learner roles ane implicit in vour own classroom or a classtoom with

which vou are familiar?

5 What arguments in favor of leamer choices are made i the set reading?
6 It possible, observe a lesson or record and review one of your own lessons

Make a list of the choces offered o students. What other apportunities anre
there for learmners o make choices that are not explotted by the teacher?

7. Develop a needs assessment instrumient for a specibied group of learners using

some of the sample resources provided in the chapter Use vour instrument b
conduct a needs analysis with a group of learmers of vour choice Based on
the data vou collected, formulate a series of recommendations for a course
designer who plans to develop a course for these learners

Study the following leamer diary entries collected as parts of the evaluation
of & writing class. What emerge as the positive and negative aspects of the

lesson? What changes would you make to your teaching/this lesson, as a
result of feedback such as this?

It is guite boring to watch the video and answer
the guestions about the video. But I enjoy talkina
with my classmates about the people they think im-
portant, and alsc discussing some guestions. From

these activities, I know the experience and opinions
of other classmates.

I found this lesson much interesting than the pre
Vicus ofie. But I capn't tell whar I have learnt from
this lesson, but 1 enjoy it. I think diacussing top-
ics which are more relevant to us or having some per-

Bimal experiences are interesting. P.S, I learnt some
vocabularies maybe.

The rtopie about marriage is nobt so interesting to
Me. Most of us have not yet think of this iassus. We
Still study in university. It seem boring to read
Some paragraph. And most pecple do not change his/her
™nd easily by just reading few sentence. And rhe
Teading material is not convicing that it seem Just a
New idea rather than a fact. Second part of EAS =seem
More fun. And we can't te sit in a stabllized place;
chair. Ic ig interesting and happy to talk about my

www.EnglishPro.ir
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idea to the other classmate. And it can improve our

communication skiil.
Iorhink that the lst part of the lesson {5 guite
boring though the topic (s guite attracting. It's
inly because we have less chance to speak out our
opinions with the classmates. The 2nd part is good,
esp. the sharing part. We can be more Familiar with
outr clasamates by having more spharing and conversa-
tion

In the first part, the atmosphere of discussicon in
my Sroup is not very well. Mayvbe due to exhageticn of
energy, classmates cannot brainstorm many ideas. But,
the break ls very helpful to reaain energy and relax
the mind. In the end of the tasks |[sharing the im-
portant persons|, the effect 1s cobviously good. We
can share our experience in life and we can be more
awske to walk arcund and talk to each other. It gets
us to know sach other more. The “vocabulary filling-
in® task is also helpful for the later vasks.

It is great that I have the chance tc take a
break. The workload (better say task] is okay and I
can manage them. But 1t seems to me that the first
part 1s guite boring. After the refreshment, I find
the class becomes guite active and the use of videos
can Aarouse our incerest in the class in a ghort pe-
riod of time. I hope we can do more on watching wid-
eos especially movies and then come along with a
discussion time, That will be great. Generally speak-
ing, I had the chance to talk with my clasemates, and
do group discussion. This might be beneficial to me.

Today's lesson 15 guite interesting since it pro-
vides me chances to think of what is a good relaticn-
ghip. Through the discuseion, I can have a betrer
understanding of "relationship®, Also, 1 can get the
main idea of how to write a good essay.

Today's discussion is very interesting because We
can share ourgelves to our classmates and we can know
more about each other. We can have more chances to

speak in English through discussion. Besides, the
than AIDS ([the tapic 1B

topic 18 more interesting
enjoy today's discussion.

last week's class-DN]. I do

Today is a rather "academic® lesson 1.e. academic
writing, it's boring for me. T think it's better 12
let us diseuss amony each other rather than lock at

the sheeta. [ enjoy the TV programme although it's

{ hapiter 5 Fowcus Oon the Learmes 8§
ghort ‘but I like watching and istening to the T
rape more than icoking at the arzicles The atm
aphere during clage 8 rather serious I haps next
paka

time there will be more fun and smiles/l

1 think chat it is boring to ldentify the purpose;
audience and title of parageaph. But the passage
wChoosing Mates—The American Way® im interesting. we
can have a chance to practise cur listening and aral
sktll in the second part of che EAS The interviews

qugstinnnaire part is gquite interesting but some of
us haven't got enough time to ask guestions to fingd
put how other students answer thia questionnaire

Talking with other people about their wvital per-
song in their life is wonderful. Through this, I can
know more about them, I think it is better to spend
more time on Task 2. The guestions listed in Task J
are controversial and worthwhile to discuss. Perhapa,
we can have a debate about these controveralal gques
tions. The topic of this lessgon is a litcle bit bor
I think. In fact, I want to have a more

ing,
: Perhaps we can have

concentrated topic or activity.
¢ne activity, e.g. debate, throughout the lessaon.

Today's lesson is very interesting in that it en-
ables us the opportunity of learning, comparing and
appreciating different introduction paragraphs with
different purposes and audiences, yet under the same
topic—"relationship”. In addition, the article writ-
ten by Whyte could help ue te develop our critical
thinking, i.e, we ought to think before we believe.
Whather it have enough evidences, or whether the
writer has contradictions among himself, or yhe:her
we decided to stick te our own believes even though

it might not be the fact.

[ 3%

If you have access to a group of students, try out some of the classoom
techniques described in this chapter. Record and review the lesson, "If‘l'l'hﬂ
worked well? What was not so successful? Why? What would you do differ-

ently nest time?
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CHAPTER b
The Learning Process

looked at the role of the learner in the learning
rocess. In this chapter, we take a closer look at learning processes them-
ng connections with Chapter 2. There, |

celves. The chapter also has stro
gummarized some of the key research that has been conducted into leam-

ing styles and strategies. In this chapter, | explore the pedagogical applica-
tions of this work to the classroom. In this chapter, the tollowing 1ssues

and concepts are dealt with:
What are learning strategies?
o defining strategies
4 the importance of strategies to the learning process
o direct and indirect strategies
Introducing strategies in the classroom
2 o sample lesson
O sample classroom tasks
Learning strategies and tasks
O a typology of leaming strategies
Encouraging learmer independence
O goal setting
O self-assessment and evaluation
& learmer choice

[n the last chapter, we

WHAT ARE LEARNING STRATEGIES?

¢ DEFINING STRATEGIES

g:"d'::-‘gtlt’il are the mental and communicative procedures learmners use in
lines nr::e :?am and use |ang‘!.mgl:. Underlving every learning task is at
the st strategy. Hmfrm'ur. in most classrooms, learners are unaware of

ategies underlying the learning tasks in which they are engaged.

+
THE IMPORTANCE OF STRATEGIES TO THE LEARNING
PROCESS

Knowledee , _
ave [::,:dﬁ" of strategies is important, because the greater awareness you
Ng the Thal you are doing, if you are conscious of the processes underly-
carning that you are involved in, then learning will be more
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eftective. In Chapter 20 we looked at research that shows that leamers
who are taught the strategies underlying their leaming are more hi,-,.-,hh;-
motivated than thise who are not. Research has also shown that not all
learners automatically know which strategies work best for them. For this
reason. explicit strategy training, coupled with thinking about how one
goes about learning, and experimenting with different stra beggies, can lead
o more ettective learning,

Rebecca Ontord, one of the leading teachers and researchers in the
language learning strategies field, argues that strategies are important for
two reasons. In the first place, strategies “are tools for active, self-directed
involvement, which is essential for developing communicative compe-
tence” (1990: 1). Secondly, learners who have developed appropriate leamn-
Ing strategies have greater self-confidence and learn more effectiv
her mtroduction to the field, she identifies twelve ke features of
According to Oxford, language learning strategies

ely. In
strategies.

contribube to the main goal, communicative competenee
allow learners to become more self-directed

expand the mole of teachers

are problem-onented

are specific achions taken by the learner

nvelve many actions taken by the leamner, not just the cogritive
support learming both directly and indirectly

are not alwavs observable

are often conscious

can be taught

are flesable

are influenced by a variety of factors (p. 9)

&G
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® DIRECT AND INDIRECT STRATEGIES

Oxford draws a distinction between direct strategies and indirect strategies.
Diirect strategies include such things as memorizing, analyzing and reason-
ing, and guessing intelligently. As the name suggests, these are specific
procedures that learners can use to internalize the language. Indirect
strategies, on the other hand, include things such as evaluating one's

learning, [taking steps to power one’s anxiety,] and cooperating with
others.

INTRODUCING STRATEGIES IN THE CLASSROOM

In this section 1 shall look at some of the ways in which strategies can be
introduced into the classroom. As you read this section, it is important
to keep in mind that, as far as possible, strategies should be integrated

Chapter 5 The Learmng Process @& 17 4

into the ONgOING progess of the language lsson, | have sometimes visited
echools where strategivcs are prsented separately fntum the language les-
ons. This is a mistake, because it makes it harder for learners to see the
;'eliﬂ'-‘m“’ of the strategies. It also rtml-.u.--'. it more ditficult for learmiers to
apply the strategies to language lvarning

¢ A SAMPLE LESSON

Here is an extract from an ethnographic narrative [ kept on my teaching
a number of years ago. In this initial lesson, | wanted to do two things
I the first place, | wanted to collect information on the learning prefer-
ences of the students in the class. Secondly, | wanted to create a pedagom-
cal climate and set of expectations among my students about the level of
commitment and involvement I expected from them in this class

It ig my Eirst morming with my new class. Am I de
poait my wvaricus bits and pileces on the Teacher’s
desk, 1 can feel the students shifcing nervously in
their sears, I tell them that this class will ke a
little different from the other language classes that
they have had, that, while the purpose of the class
is to improve their language skills, particularly the
speaking skills they'll need in the workplace, the
courge 48 also intended to develop their skills as
learners. I point out that in the amount of time we
have rogether I can only ceach them a tiny pisce ol
the linguistic jigeaw puzzls that is Engliah, and
that because of this some of ocur time together will
be spent doing rtasks designed to help them becoms
more effective language learners. They receive all
this in whact can only be described as watchful =si-
lance. Better get on with it. I tell them that, given
geals of developing cral language skills, which was
negotiated with the studenta the preceding wesk, mast
of our lessong would be given over to small group
problem-solving tasks., I asked the students to get
into groups of four and toeld them that eight more
Btudents would be jolning che group the following
day. I had interviewed these students and ashked them
how they liked to learn. 1 then distributed the fol-
lowing handeut containing summary statements f£rom
®ach of these students.

Student A: What helped me most to learn English?
Let's see, reading all sorts of printed material,
listening to pative speakers on the radioc, TV,
and filme, finding opportunities to use Engliseh
cur of class.

Iw' Ero.ir
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Srudant Br The thinge that helped me leagt, wall,

I would wmay mevorlelng I amear rulen, raadlng

aloud one by one ardund the olase, d4ing boring

Jramrar oy imen
Btudant C: Language taught iumlde the =lapnrosm is
it Bufficient Lt make & permcn oa  ormpetant
apaaker in tEhe resl world., Yoo pesd to use the

language outelde of the olasproom
Student D: lractising through onoovernstisns  and

using the media, especially TV with gubtltles and

W ipagern You mupt have pomecne who s profl

cient in the language to mpeak with in ocrder e

learn the language pufficiently well,

Btudent E: [ [ind that

motivation 18 wital in the
nuceess of Iearning a foreign language. Strong
interest, pgheer determination and motivation to
learn a mpacond langquage were thea mast Important
thingn for me

Btudent F: 1 would gay '"teacher talk'' helped me
leant . Looking back, 1 wish he had given me more
opportunities to ume the language in class, espe-
clally npeaking it inside and outoide the clase-
room, It would have beesn more fun and challenging
$E 1 wam thrown into the desp end,

Berudent G: The thing 1 likad least was negative
nral criticism and punishment for wrong answers.
bull teachers creativity or who are lnagtive/can-
fiot ke heard clearly

Student H: What helped me maat was constant dril-
ling, and when I had my own textbook and made
notea from teacher explanations.

1 asked the groups to read the stacements, discuss
them, and decide {a} which of these atudents they
would like te join their group, and {b) which they
would definirely not like to have in their group. 1
asked if there were any cquescions, responded Lo two
procedural guestions, and then said that they could
have 25 minutes to complete this task. Thers was an
air of waurprised silence aa the atudenca dlgEﬂtEd
what had been paid and began reading the handout. I
signaled that the ball was now in their court by
leaving the room, On my return, the atmosphers has
changed dramatically. The studenta are all talking
animatedly in small groups. 1 call a halt to the
groupwork and begin the debriefing.

The brief classroom description illustrates the beginning of a course, the
very first lesson, in fact, within which negotiation is a key element. By

€ Vg ibeee Thas | marrirg Pareew & 175

ihird witerk of the Conare, the stuidients were making imgrortant dec
i I1huun||l whitt they would learn and hosw they wonild gao bt it
;;:w::;-:mr. i the first three weeks, a great deal of soergy was devoted to
hr;F'm;: them to identity and refine their iwn preferred learning sty hes
and strategies as weell as cquipping them with ather key skalls they would
peed 1o negotiate the curnculum with me and with their peers. | have
included the classroom snapshot to llustrate the fact that negotiation s
: t an all-or-nothing concept, and b show that n the tnitial stages, a
;Hill'ltmrph.l" of neggotiation can in fact be realized throwgh a teacher-directed

classmam

& SAMPLE CLASSROOM TASKS

In my teaching, 1 try to introduce learners to the following aspects of
leaming-how-to-learm:

& the leaming pricess in general.

o boecoming more sensitive to the contest and environment within which leamn-
ing takes place,

o dealing with the macroskills (that is, listening, speaking, reading and wnting),

o dealing with the linguistic systems of pronunciation, vocabulary, grammar,
and discourse.

Sample tasks, illustrating vach of these, are set out below
The Learning Process in General

Druring the initial phases of a course, | incorporate into my classes
opportunities for learners to focus on the general aspects of learning and
being a learner, | have developed and adapted a range of tasks that get
learners thinking about how they like to learn best, what works for them,
and what does not work. 1 also push them to contest their own ideas,
preferences, and attitudes against those of other students. The following
lustrative task, adapled from Gibbs et al. (1989) is designed to help
students identify their broad orientation to learning. You will notice that

the task also involves learners in oral discussion work, as they share their
ideas with other students.

What's your orientation?
Task 1
Study the following statements and decide which one describes you

most accurately. (You will probably find that each one describes you
Partially, but try to find the one that is most like vou )

Statement A; | am very competitive. When it comes to studying, |
am well organized, and | like to do well."

www.Enm' Pro.ir
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Statenunt B 1Lk b e bold esactiy what to do by the teasher and
Flike o spend most ol my study ime memionizing the material Prowvided
by the teacher and the testbook

Statement L

ke oy wniderstand what 1 am learming and why |
heartang it

am

Task 2

Now complete the following 4 = 1 detinitely agree

survey, Circle a number that 3 = lLagree with reservations
cormesponds 1o the statement in 2 = This statement doesn't really
the key '

apply to me
I = | disagree with reservations
0 = 1 definitely disagree

b Land tteasy to organize my study timeeffectively. 43 210 [A)

2 1 like to be told exactly what to do in essays and

other set work, 43210 (8
3 Its important for me to really well in my English

coursy 43210 |A]
4 1 start out by trving to understand thoroughly

what's expected of me, 143210](C
5. When I'm studying, 1 try to memorize facts that

might be important later. 43210]8
6. When I'm doing a piece of work, | try to produce

what the teacher seems to want, even if it's not

exactly what | think. 4321014
7o My main reason for taking this course is o find

out more about a subject that | really like 43210[C]
B I'm more interested in getting the qualification

that m the subject matter of the course 43210][8]
Y When | have work to do in the evenings, | start

immediately, rather than putting it off. 43210](A]
10 Fputalot of effort into trying to understand things )

that seem difficult to begin with. 43210](C]
11 Often | have to learn things without having a

chance to really understand them 432108

LLIE there are things about my course | don't like |
generally do something to change them. $43210]Al
13 Loften find myself questioning things | am taught

in class or that | read about in my books. 13210][c]

4.1 terd ter o very little work bevond what is

rmj‘um-‘{ b thie coirsee 4 1210 |8
15 IW=amportant bor e b o betber than my frends
it | possibly can 1200 (A

16 1 -.P;-nd a ot of Hme outside of class timding oul

more alsout intereshing topcs that came up in

class= 4 321 00
17 1 tind the things we stedied i class soantenssting,

I'd hke to continue studyving them atter thes

oL 4 321 0[]
158 1 find 1 have o spend a lot of ime memornzing

the things that we learned in class 45210 (8]
Task 3 A B C

Find out yvour overall score by writing down
the numbers circled for the questions marked
A, B, or C Then add up the totals trom cach
column. The column with the highest score -

shows vour overall orientation, =

Totals
Task 4

Find someone who had the same response as vou on Task | Compare
your responses to the questionnaire in Task 2, and note similarities and

differences, Dogs vorar overall lughest score fall in the same column as
that of your partner?

Task 5

Work with three or four other students, Try and ensure that thene are
fepresentatives of the three different orentations in each group. Study
the following desc riptions and decide whether they accurately describe
the ditferent orientations as revealed by the questionnaine in Task 2

¥ You score highest in the A column:
his is a score out of 24 on “achieving orientation.” This indicates
Competitiveness, well-organized study methods, and hope for success.
tudents whao score high on this scale are oriented toward doing well,
Whatever this involves. They tend to do well.
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It you scored highest in the B column:

This is a score out of 24 on "reproducing orentation,” This indicates
a surface .lpplmu.h Lo learming, Students wha score high on this scale
attempt oo memorize subject matter and are not interested in studying
a subject for its own sake but only out of concern to pass or %;nin

gqualifications. . Despite their concern 1o pass, they generally do
badly ' ‘

If you scored highest in the C column;

This 15 a score out of 24 on “meaning orientation.” This indicates a
decp approach to learning: The intention to make sense of the subject,
an interest in the subject itself, and a desire to learn. Students who
score high on this scale follow up their own interests even if these are
outside those parts of the course that are assessed.

Adapted from Gebbs, G., S, Habeshar, and T, Habeshany 1989,

The Context and Environment of Learning

The second thing | focus on is the context and environment of the
learning process. Here, | have designed tasks that help learners develop
a reflexive attitude towards, and skills in working in a variety of different
modes, including whole-class work, pair and group work, individualized
learning, cooperative learning, self-access learning, and learning beyond
the classroom,

The following sequence of tasks is designed for students who have
had some exposure to independent learning, and now need a framework
for formulating a learning objective, identifying appropriate procedures
and resources for achieving the objective, setting a realistic ime frame,
and identifying the means for self-evaluating their learning.

Learning contract

Task 1
Complete the following learning contract,
Period of instruction. From: to s

1.
2 Scheduled meeting time(s):
1. Learming objective:

i |-.Ip11~r b The Learnimg Pricess @ | 7%

4. Procedures tor achieving objective:

5. Resources:

g Evaluation (How will you know if you have achieved your
objective?)

Task 2

In pairs, exchange contracts, Review your partner’s contract.

Dioes the objective clearly state what you are to do?
Are the procedures and resources consistent with the objective?
Are the objectives, timeframe, ete. realistic?
Will the evidence satisfy an outside observer that the objective has
been achieved? .
Task 3

List three questions to ask vour partner, Make three suggestions for
improving the contract.

Questions

www.EnglishPro.ir
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Task 3
Drecuss your guestions and sugeestions with vour pariner

Task 4

Revise your contract in hight of the discussion with vour pariner.

Dealing with the Macroskills

The third area that | concentrate on is in relation to the macroskills.
Here [ help learmers develop <kills such as skimming, scanmung, selective
sterung, notetaling, and orgamizing information. In other words. the
tasks are designed to encourage learners to reflect on the direct strategies
they can use in listening, speaking, reading. and writing. The task that
tollows = part of an academic listenung program in which students are
required to attend lectures in 2 language that is not their first. However,
it can also be used i general English programs. The aim of the task

sequence == to show leamers how they can use what they already know
to make listening more successful

Predicting and confirming

Task 1

You are going to listen to a short discussion on “How to succeed in
an employvment interview. Write down as many words vou can think

of assocated with the subject

How To Succeed In an Interview

Task 2

Mo parr up with two other students and add their words to your
lese.

L rapier & The | earmime Proa s & 181

Task 3

E»l'ud'.- the forllonw ng theme, and, with two other students, write down
3 to 5 ideas associated with the theme

Theme: Success inan mterview depends on being able to talk confi-
dently about vourself, vour skills, and vour abilihes.

ideas:

o ode e pd =

Task 4

Now listen to the lecture, and check off those words and 1deas in the
listening text that are on your list

Task 5

Listen again, and make a list of the kev words in the lecture.

Task 6

Compare your list with two other students.

Linguistic Systems

The final area where strategy tramming can assist learners is in ap-
Proaches o dealing with pronunciation, vocabulary, grammar, and dis-
Course. Here, | show learners how to use context to work out the meaning
E{n f'l?m‘“'“. words, how to monitor their pronuncation, and how to
I Velop their grammatical awareness through inductive and deductive
;inunﬁe"Pfﬁﬂwes. One technique that works extremely well for raising
g, DETS consciousness about the workings of grammar in context is the
t:;CMgkm" technique. The steps involved in introducing dictogloss in

“lassroom are set out below. The techmique 1s particularly good tor
“NCouraging monitoring of and reflecting on grammar.

www.EnglishPro.ir
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For my own teachung and lestbook wrating [ have developid the

Dicioglon foallonwinngg 1y pologey of strabisgies. Some of thisse strategios will bae Gsed
Task 1 more frequently than others, depending on the age and proficiency of the

students, thie skills being tocused one and the individual learner eeds
In this task, Lam gomg to read you a short text. 1 am going to read i I the rest of this section of the chapten 1 set out some of the mone

twice. As vou histen, make a note of as many words and phrases as

commonly used learning steategies, saving why they are important and
YLk Can,

how they can aid the Tearnimg process T have estracted these evam pls
_ = i} from a range of different sources. Ax | looked throueh recently prublished
— — textbioks, | was gratified to find increasing numbers of authors building

- ) strategivs, and strategy awareness, into their matenals
= _— — - |
T "
ask 2 Cognilive
Now, working with 2 or 3 ather students, share vour notes anid e Classifying Putting things that are similar together in
whether you can come up with vour own version of the text. Once Soee _
you have reconstructed the text, check it carefully for spelling, pronun- Example: Study a list of names and classity
cration, and grammatical accuracy. ’ them into male and female
5 y
Predicting Predicting what is to come in the learming
process
Example: Look at unit title and objechives and
predict what will be learned.
' Inducing Looking for patterns and regularities
Task 3

Example: Study a conversation and discover

: _ the rule for forming the simple past tense
LL‘II‘I‘I.PL]ﬂ* your version of the text with another group, and nove similari- | B pie p [}

i ool Taking Notes Writing down the important information in a
test in your own words
Similarities Differences Concept Mapping  Showing the main ideas in a text in the form
B = ol a map
B _ - Inferencing Using what you know to learn something new
ﬂlscrmrl'jmtfng Distinguishing between the main idea and
supporiing information
ﬂlﬂxrumming Using information from a text to label a
diagram
LEARNING STRATEGIES AND TASKS Interpersonal
C [ e
& A TYPOLOGY OF LEARNING STRATEGIES Hoperating Sharing ideas and learning with other students
| | . TEG Example: Work in small groups to read a text
. Underlying every task that one introduces into the classroom is a learning and complete a table.
strategy of one kind or another. Sometimes, tasks that seem on the surface Role-Playiy ’ i : i
1o be quite different turn out to be underpinned by the same strategy. e Lr;ul:::l :Lnfut-uul:t ::T::“:dv o ﬁ-mj s the
’\"d. when they identity the strategies underlying the tasks they typically E\'fm lre- You are x ?1 ?rm{j;.a:‘tum
use in the classroom, teachers are sometimes surprised to find that they iﬁi amF:nt'. f s 31“%‘ b O
are based on o rather limited repertoire of strategies. ; TR RN (e

writer.
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Conversalional
Patterns

Practicing

Using Context

Summarizing

Selective Listening

Skimming

Affective
Personalizing

Self-Evaluating

Reflecting
Creative

Brainstorming
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Lsmyg expressions W start conversations and
keep them going

Example: Match tormulaic expressions to
situations,

Duing controlled exercises to improve
knowledge and skills

Exercise; Listen to a conversation, and practice
it with a partner.

Using the surrounding context to guess the
meaning of unknown words, phrases, and
concepts,

PMicking out and presenting the major points in
a text in summary form

Listening for key information without trying
to understand every word

Example: Listen to a conversation and identify
the number of speakers.

Reading quickly to get a general idea of a text
Esample: Decide if a textis a newspaper article,
a letter, or an advertisement.

Learners share their own opinions, feelings,
and ideas about a subject

Example: Read a letter from a friend in need
and give advice.

Thinking about how well you did on a learning
task, and rating yourself on a scale

Thinking about ways yvou learn best

Thinking of as manv new words and ideas as
vou can

Example: Work in a group and think of as many
odrupations as you can.

Chaptor 6 The Learming Process @ 185

ifyin : i The
Eh.:: ‘.j;t hﬁm the following that require learners to put vocabulary items
asks : ;

inpo their semantic groups are classification tasks. Classitving, helps learmn-

n ) [ - - | Ll o B

l.-c. because 1t s casier to memoerize items that are groupe o toe ther in

il ) : : o * -y % -

mmnin;’hﬂ ways than trving to remember isolated items. Figure & |
L £, #

A i~

W'\'M\J PRI Bl T N
i UNIT REVIEW: Word Power

Group these wonds and phrases from the unit o the categones below

Fitw Tack of oxyyent |
_'-;:,‘r I:m. breillsant srmsets |
fatigue ranch five |
subaTy uldfimoers rueshod
fly dehdration fractureid ribs :
TN il shep
wcean plierir ride
AL imbajance trairn
Jet lag daphien sadtress
terror cliffs twalk
I'H‘_lf‘l.‘h‘ mwﬂ afred
cocts bagharn sheep
Traved
Ways to Travel | Things to Bae Fosaibla
l“j an Trip. Frotiame

l: on Trips

| | |

LJ'MJ'J“W‘—/“"#MJ"F‘J=_ A g

\/'/"'/"'Lr—p-

FiRure 61 Reading Warkout, © Heinle & Heinle Publishers
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) predicting, or looking ahead, helps learners to anbicipate what is to come
< Before You Listen This resulls in muore etfective learmimgg, becanse the [l'ﬂTI'EI'r'\|II‘I'.H!1'|.|II.I[1-|L
j . P“’F‘m'd for the new material Figure 622, page [HA
!

T Work in pairs Look at the ad on page 134 for 2 bicyele shop from the
vellow pages of the telephone book. What things do you think you might
hear on a telephone message for this store? Make a list. Then compare
vour answers with one other student's,

fnductive Reasoning

in an inductive approach to learning, students are given access to data

and are provided with structured opportunities to work out rules, princ-
Jos, and so on for themselves. The idea here s that information will be

more deeply processed and stored if leamers are given an opportunity

I 1o work things out for themselves, rather than simply being told Figure

T .ﬂ-‘__-“,_,‘_"_“‘_

-3, page 186,

Inferencing
Inferencing involves using what you know to learn something new. Be-

cause learning is basically making links between what is new and what
is already known, inferencing is an extremely important strategy. Frgure
-4,

e e N e st T ¥ " e S P e T
B. Class Work. Writers often suggest what they mean rather than stat- sl Ll G

1. g it directly. Readers must than make inferences, or draw logical | !ll ACANG STRATEGY:
2. — conclunons, based on the available information, What mferences Making inferences
x can you make about the slave rraders and the tbha peopie based on See page 229

. the infarrnation in the sentences below? |

o 5 T e S Y i J‘xr T T TR A ey

& While the slave traders wers in Africa, they went Ly the (B tribe |
and they lound eighteen grown people They foolied them

W,.Wﬂ%ﬁw “F\-'\-_-J‘f\‘f'hﬂ’q'ww"\-"r\w
Thry told them. “We want you to go 1o America to work ®

- ! v i i i
Figure 6-2 Get It Got It!, © Heinle & Heinle Publishers | What inferences can you make about the slave traders from the
infarmation in these sentences! |

i
|
__The stave traders werer't honest. |

e e e T T e

o A T B A WY Ny S N

;3 BEWR Draw a line to show where each adverb should go in
| B When these people got ta 5t Simars lsland they found oot that they .

each sentence. oo I e A A A |
a lsat warm i the eveming? usually ;Elfh'gfh::mnr these people agrees! together. They all aic "No! |
b It s cold in Rio de Janeiro, rarely 4N be a slave here in Amernica, we would rather be dead ®
5 £ Ddows it snow in New York?  often ::"':‘:::::Th?:ﬁu make about the peaple f:mnlhelh-u |
f { g It is wet in London, always mation in these sentences
—— i & It snows in Sydney. never E,. S B -
ivwm_ T e oL J'\-—,\/"\_; - - = et — i = v ;
e e T N A AL AT T A N A

Figure 6-3 ATLAS - Book 2, © Heinle & Heinle Publishers Figure 6-4  Multicultural Workshop - Book 2, ¢ Heinte & Heinle Publishers
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¢ *A Reading Overview: Main idea, Detalls, and Summary

- Read the passage again. As yvou read, underline whal you think are
7 the mast important ideds in the reading. Then, in one or twa sen
X tences, wrile the main idea of the reading. Use vour own words

-

{ == = = T

1

J = = S

T

Figure b-5a  Topics for Today, © Heinle & Heinle Publishers

Discriminating

w—d

Pt T

g-ﬁ_.-.-""\.m_r\. N,

e Pl LV P o Pt N o

[hscrimimating means distinguishing between the main whea and support-
ing inlormation in both aural and written texts, Learners who are skilled
at identifying the most important information in a text are more effective
listeners and readers. They can process language more quickly, and are
able to identify and remember the speaker or reader’s central message

more effectively. Figure 6-5a and 6-5b, ¢, Pages 155 and 159,

Lhapder b The Loarming Prosess &

= ”-‘i‘- L] i !
Use the chart below to argaraee the information in the article. Refer hack
1o the information you undeclined in the passage as & guide When you
have finished, write brvef summary of the reading i your own wordy
A Muclear Craveyard
F'_ The Nuclear Repository Cotroversy:
To Use or Not to Use the Yocca Mountain Site
e e i ik |
;: Arguments Against Arguments in Favor of
Ifsing This Site Using Thas Site
| B s = _ :
- — — — — = 4
. — - S
S 1 L ]
| Jummary;
1 T — e - —
Al iﬂl S o, W UGy R S, U e T BV N

FiRUre 6-5b - ¢ Tapics for Today, © Heinle & Heinle Publishers
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B Ve W o el ' = = = =~
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PLANATRIP

With a group of three students, censult the information from the tabies
ahowe, and choose a ciry that vou would like 1o visit. Describe v vour class visur
chuice of destination and the reasons vour group chose it Next, as 3 goap, write
a letter 1o ats tourist boand {addresses below), o visit 3 local trvel agency to get
maore information. Whes you receive the information, read it and create a poster
advertismg your destination: Include information from the whles in this chapter,
as well as photos o information incloded in the promational literatune o
recrived i the mail

Argentincan Tourist Information Japan National Tourst Office
A0 West SHUh Serect Mol Posa Strect
New York, NY 10019 San Francisco, CA 94108

Brazibian Consulate General
310 Wilshire Bhid

Mexican Tounst Office
10100 Santa Monica Boulevard

Livs Angebes, €A 90010 Lirs Angeles, CA HEKT
Hritish Tourist Authority Russian [mowrst
40 West 57th Street 40 Fifth Avenue

MNew York, NY 10019 New York, NY 10111
Egvptian Tounst Authonity singapore Tounst Board
424 Cecary Street 542 Madison Avenue
San Francisco, CA 94102 New York, NY 10173

French Grovemment Tourist Office Spanish Tourist Office
610 Fifth Avenue iy Fifth Avenis
MNew York, NY 10020 New York, NY 10022

Hong Kong Tourst Assooauion Thailand Tourism Authosity
544 Sth Avenuc 3440 Wilshire Blvd

Sew York, NY 10036 Lot Angeles, CA 90010
Inalign CGovernment Travel Office

63 Fifth Avenue
siew York, WY 100111

l'\,__'v’“-_.r-"'l.r\_r-\_,_,--'uﬂ AV
Figure 6-6  Global Views, © Heinle & Heinle Publishers

L L o e

Cooperating

When we cooperate, we <hare ideas and learn with other students. 'ﬂ_“l"

; 13

principle exploits the old saying that “two heads are better than ;-:m:imi
e roy i *

is particularly effective in language learning, because :stud?nte-. .arehr ;.[ e

to communicate with each other in order to cooperate. Figure b0,
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The Sound of It: Understanding Inmnﬁh; _
in Negative Questions |

Penple pften usc staternent word order 1o dsk 3 neganve gquesiimn if they

think the answer will be “no Thewr mtonatm goes up Here s an
from Conversation |

cmg:um' Question: You don i have ome® 1

In many langwiges, people aswer “ves” hecause they re rhm%:m“ Yes

jhat's right 1 don 't have one.” But in English the answer i “no

| poame e Question You don't have ane*

' Answer: No (1 don'1)

A. With a partner, take turms asking and answering these questions In
cach case, answer “no” and wive the cofrect answer Then listen and

check your answers
na..!.m_:: & e maln language of Quebec st English?

b: Mo, it's Franch _ (French)

1, & % [ SEFNREE 10 Expenencs cultire shock? .

e { L} |
2.m Omaka 1sa't the capital of Japan?

b (Tokva)
Jom Men don't usually talk much at hume?

b i publics |
A wamen don't usually talk much in public? |

b: _Lat home)
L5 English isn't easy?

b ihiaed) |

6, @z You're not from Candda? |

b =
MMMM———J\&MJN-WLPM'#

Figure 6-7  Get 117 Got It!, © Heinle & Heinle Publishers

F'lﬂidng
An essential strategy for developing skills s practicing,. Ff“““-"{‘ﬁ means
d“iﬂg controlled exercises to improve knowledge and skills. Figure 6-7,
Page 141,

Selective Listening '

A key strategy for leaners is listening for key information without trving
to understand every word. This strategy is essential it learners are to cope
.:ﬂwﬁ.,_.ﬂ}, = gEnui}'bE communicative situabions nutside the classroom. It

www.EnglishPro.ir
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3 E. Listen for Numbers )

Read these questions alwmt thie sty askirne Hote far anad How b
Tisten 1o the story A ancd answer waithi thie LLIESE B MRS

Y

g Then

How Jonig ane they goang to be on vacation! — =

2 How tar s it from O o e Shenamdoal National Park?

Hiw longg are they gomg w sty ar the park!

How: far i ar from the park Wilmington'

How long are they Boing toseay i Morth Caroling!

How far st from Wilmingron o Orbardo?

How far are they staying from Disney World! .

B How far s ot from Oelindo back 1o Columbas!

Figure 6-8 Listen to Me, © Heinle & Heinle Publishers

is important for learners to realize that native speakers use this strategy
quite naturally when communicating with one another, that it is, in fact,

impossible as well as unnecessary to process every single word in most
listening situations, Figure 6-8,

ENCOURAGING LEARNER INDEPENDENCE

® GOAL SETTING

Making goals explicit to learners has a number of important pedagogical
advantages. In the first place, it helps to focus the attention of the learner
on the tasks to come. This enhances motivation, Research shows that a
program in which goals are made explicit leads to higher performance
by students than programs in which goals are implicit. Two researchers
in this field concluded that: "Goal setting can have exceptional importance
in stimulating L2 learning motivation, and il is therefore shocking that

so little time and energy are spent in the 12 classroom on goal setting.”
(Oxford and Shearin 1993),

® SELF-ASSESSMENT AND EVALUATION

Self-evaluating involves thinking about how well you did on a learning
task, and rating yourself on a scale. By having learners rate Ihumu:l\'f»fi
against their learning goals, the teacher not only develops the learer’s

WWW.EH&”ShPI’O.iI’

Chagiter b Tl besatrvitg Prowess @ 1710

u,'H"-Tit“"ﬂ taculties, but also serves to femind them of the woals of thee
instructional process It also prompts learners to begin making links e
fwieen important links in the educational chain: for example, between
their commiumicative goals and the grammatical and structural rean of
achieving thuse goals.

¢ LEARNER CHOICE

Encouraging learners to make choices is also an important aspsctof learner
independence. Just as the effective language user 1s the one who can make
,1pprupria|u choices from the range of srammatical optioms available in
the language, so the effective language learmer is the one who can make
effective choices in terms of learning tasks and strategies. By encouraging
learners o make choices in our classrooms and in the tea hing materials
we provide for them, we convey toour learners the important message that
they have responsibility for making decisions about and taking control of
their learning,.

# ConNCLUSION

In this chapter, | have provided a theoretical and empirical rationale for
placing learning strategies alongside language content in the language
classroom. The chapter complements the preceding one on the role of the
bearner within the learning process. The bulk of the chapter is devoted
to the practicalities of introducing a strategy dimension in the classroom.
The points made in the chapter are illustrated with a range of sample
tasks drawn from a range of sources, both published and unpublished

¢ ConCEPT MAP OF CHAPTER 6

strategues and the sk SAmpka
delining lsaming process typology tashg

The natura Intoducing stralegies

ol siralegies | l in the classroom
dhiract ang i lessan
; @ Sampie
irect swatacgios STRATEGIES

goal selling sell-assassment

Leamar
Indapendence

learmer chowoe


www.EnglishPro.ir

194 @ sEoONIY LANGESGE TEAL HING & LEARNING

& QUESTIONS AND TASKS

Worte vour omn defimtion of g It'nnung shralepy

What 1= the ditference betwevn o dinect strategy amd an imdinect siratepy?

TR -

Arnalvse achapter of unit of work trom b coursebook of visur chosce, Ldentify
the strategivs underlvong the tasks e the chapier List and describe these
Hiwe broad o restricted s the range of strategies in the text? Prodoce a
Pvpiodimgy Basend on e strategivs

Teach a Jessasry o part of 4 lesson basid on ote of the strategies set out
i the set peading. Becord the session and then analvee and discuss what
happrensd
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PART HI
Language Skills In Action

Introduction

This final section focuses on the teaching of |1itt1‘!ing, speaking, read-
ing, and writing. | have chosen to deal with the four skills separately
This is more for organizational convenience than out of a belief that thev
should be taught separately. In general, | favor an integrated approach
to the teaching of skills, although | recognize that in many contexts and
situations, particularly when dealing with adults, learner needs dictate a
primary focus on one particular skill rather than the other three. At pres-
ent. T am teaching a course with a primary focus on the development o
academic writing skills, However, that does not mean that students do
not also do lots of reading, discussing, and listening.

In the chapters in this section, you will find many of the thematic
concerns that emerged in the first two sections reappearing to support
the ideas that are sel out. While Section 1 of the book had a primary
focus on theoretical concerns, and Section 2 an emphasis on the importance
of applied research to pedagogy, the mam focus of this final section is on
the practice of language teaching. This does not mean that theory and
research that speaks directly to the skills are not dealt with, but that the
main focus is very much on issues to do with the design of courses and
the development of pedagogical tasks.

Chapter 7 deals with listening, the Cinderella skill, as I call it. The first
part of the chapter reviews conceptual and empirical issues before setting

key considerations in the development, sequencing, and grading of lis-
tening tasks,

Chapter 8 looks

it at speaking, and begins with a consideration of what

Wn:&'?l dfffffﬂﬂﬁﬂlﬂ spoken from written language. It also looks at

ﬁnj '“‘_: t“"“‘f‘-lul'ﬂ]r-'.lﬂﬂ and motivating the reluctant speaker. Course design

Cﬂm‘lu:; erials/task development issues are then explored. The chapter

Blsichgeege wtth_a sample speaking lesson that is designed to (llustrate
me of the main points that are made in the chapter.

C ’
k:l[:;er 7 on reading, also begins with a consideration of some of the
¥ theoretical and empirical underpinnings of a reading program. In

ft
Particular, the debate between product- and process-priented approaches

197
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LI} |l'.l|1|l|"_ aree dfialt st Uhiee tiw vis thisens Puanpis biv Liink Fypars oy i Il'.llljiluI
Prrograin, and Tk b partie alar b aska ot Delpe learmes sty m“i
appby o pange of sheategies do e geading piroe e

Chapter 10an willing, advocates a Tunctional, discomise-Daned Aprpriash
Toowriling pedagogy. A calionade Bor s bean apperenan b presented tha
Proibebs v ek wwtend Dhae T Dol view ol Bonggiaagea sed vl gy € bt
b Frantical ways of wsing the prineipdes o e desaggn ol teacbing materials
are e |-|1-u-||lw1

( HAPITR 7
Listening

{isdueraang in the € an Lereebla skl o v cmed languiage learning. AL e ddbeen
il b e on ertlvskondd by it wldber sister, speraking P ruemd prsapele, baring
abibe o Lanim kv fudyzes o @ s vl g mearns being able teoo spaeik
anad Wit that Langguage 1 pnberribrngs arul peeacinge are therelime s vrilary
skills, o to other enads, rather than ks i themselve
Fvier wo obten, however, isleningg comes prrkee Dashivoan Do dhae [, thue
it on oral langguagge skills gave 10 bonmt 18 became Tashiiiiaksle
again o Hhee T4k whien Kranhon's ileas abwout comprebnensible "'I"_”
gt pronmnence. A short i Later, 10 wan ferndoroed by Lamies Asher s
Total Physinal Respronse, a methodoligy deasing sustenance Frowem K ras
fetr's work, andd based o the beliel Hhat s e Lamggiiagge a0 learrid
pvist b tively i the early stages il the preessiie lor prostociion s takai
oft the learmers Diaeingg the 1980s propesents of Bistening in a st sl
langriage weene also encoaraged by owork n the it lanpuape tield Here
preople suich as Callian Brown (s, for esample, Brown I8 Brown o al
19R7) were abile b demonstrate the importance of developing oracy (the
ability tor Bistens aned spesab) as well an Biteracy, inoschool Prics o this it
was Liken for geanted that Diest Linguage speakers peeded instbruction in
P Bor peeand ol weribes, bt paod T o Lisbeny aand *1|H'-li. [ STESRTTE O | STRE
shally swarre anibonmatieally Bvspuaeathied Bt as ative spreakaers
Phee chapter covers the fallowing saoes and coneepts
Lintenbng in another language
W vt oo Disbeining,
B o n arnd Eeotomn iy proosasssning
wa Bveria Uy
Iy ol Distoning,
Research into listening
corpaebwnsibbe g
task il uly
listemning aml genieral [mvgzingge devehiprnent
The role of the learner in the listening process
bearmer ples,
Pursinnalising listoring
Phe database for listening courves
avthentic data
lﬂllﬁ Il”““
eciproal versis mon e poscal dening
listering stE o

bowus om Dingguistic shills 149
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LISTENING IN ANOTHER LANGUAGE

& THE NATURE OF LISTENING IN ANOTHER LANGUAGE

As already indicatied, Tistening is assuming, greater and greatey P e
i loregn Languiape Classroomis. Thene 'm.l h‘ru'r.l: Teasins lor s growth
i popularity. Later in e ehapten, we will see o 111.1.. by emphasizing thye
role of comprehensible input, second Tanguage acquisition research hag
piven a major boost o Bistening, (You will recall that somie of this research
was reviewed i Chapler 25 As Rost (19404140 !41] Frsnts ol “hh.'!lmg
s v itad o Uhie l.“’lﬁ'l.ld“l‘ classroom becanse 1 |'i|'1“-'|l.tl"\ "'l}"'lll o thae learmer,
Without understandimg input o e right level, 1|.1-]l'll1|lﬂ il hpﬁm_
He prrowicdies thiree other important reasons Lor i'll'ipl‘h'l.l;iﬂng'||-i.|1,ln|n1.=__ and
these demonstrate e importance of listening o the development of
spoken language proficiency,

Spwrkan Langiuagie provides aomaepns ol interaction loe the learmer Because
Tearmwees st interiet W achieve andeestanding, scoess b speakiers of the
larguage s essential. Moreover, learmers” Taloee o anderstand e Lsguamyge
they hear isoan mmpetos, notan obstacte, oomeraction amd Searming
Awthentic spoken laoguage prosents o challenge Tor the e lo attempt
tor wnderstand banguage an abive speakers actaally wse i

Lintentog, enercises provide feachers witle the means Tor drawing leanmiemn

atlention b new lormes (vocabulary, grammarn, new imberachion pallerms) in
e Bangguaager fppr 101423

¢ TOP-DOWN AND BOTTOM-UP PROCESSING

Two views of listening have dominated language pedagogy over “‘E:M.
twenty years. These ane the “botlom-up”’ processing view and the ;‘:E:
down™ interpretation view. The Bottome-up processing model "wum a
that listening is o process of decoding the sounds that one hf*"tn‘,um_
lineat fashion, from the smallest meaningful units (or phonemes) -,l';irhkt'd
plete texts, According to this view, phonemic units are dec ocded an s
together b form words, words are linked tgether to form phrases, wther
are linked together to form ulterances, and ulterances are 1'"“‘{ It:hl.im-.:r
b dorm complete meaningful texts. In other words, the ProwEs. ";.,,._L.-. In
one, in which meaning itsell is derived as the last step in the pr

Phamemees;

Phesrseanis, e the smallisst meaninglul units of sounsd ina lankiaee
Eviumyale A fshi Thess

fish, 2% 1"
Wi miauiniels form meanipplul conteasts in ko
shigs il sheesyy

T Pajution Listeriion % 00}

their introduction to stening Anderson and Lynch CE984) call ihis thae

“listener as bapemecorder view ol listeriing because it assiirmes that the

Distener takes i and stores messages in much the ST WAy ds g lape

recorder, sequentially, one sound, word, phrase, and otterance at 4 bime
This altermative, tuge-aly

MW view, st that the Dstener actively
construets (Or, e G urately, reconstrg

) thwe original meaning of the
speaker using incoming sounds as clues. In this i INSIUCHON progess,
the listener was prioe knowledpe of the comtest and

situbaon withan
which the Listening takes place ter makee sense of what e or e s
(Context of situation includes such things as knowledge of the topic ar

hand, the speaker or speakers and their relati b b the sttuation as
well as to each other, and Prior evints )

¢ SCHEMA THEORY

An important theoretical underpimning to the top-
schema theory, The term soliemu was firt used by thi
(14932), aned has had an il!l]‘l!llrtlli intluence

down approach s

pevehologist Bartlot
on researchirs inthe aneas of
speech processing and language comprebension ever since Bartlett ar
gued that the knowledge we carry around in our heads i urganized into
interrelated patterns. They are like stere My pical mental scripts or scenarios
ol situations and events, built up From numerous experienoes ol similar
events, During the course of our lives we build up literally hundreds of
menlal schemas, and they help us make sense of the many situations we
find curselves in during the day, from catehing the train o work, to taking
partin a business mecting, o having a meal,

Sthema Theary

B b theory i s o (e Perin that past experiences lead 1o the creation
G mental framwewetbs it e

I s ke sense ol new experiendces

Ocasionally, particularly in cross-cultural situations, when we
the wrang or nappropriate scheme to a situation
Fam indebted 1o Erik Gund

ally found jts way into

Apply
hcan get us into trouble
ersen for the following vignette, which eventu-
the ATLAS learning series

'"When 1 wan

in Talwan, T went
rtant fop

Out ta this restay
a buniness dinner wivh maybe {ive or @mix
People, and I wan the leant irportant peroson. There
WaE  the manager of our Asian affice, a local nales
Tepresontative, and a few Other important peopls

hout I took ie, and everyone
uncomtorvabile, but ne one maid arny

I eould tell womebow I had done st b 4 g

[RITY .

tffered me o peat . and I
l'.?'.rh;l"ri sort Al

thy ng. Byt
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wrong., And by Western standards I Feally di
1 had. 1 simply sat down in the seat

knew I had embarrassed everyvone, and it
o do with where I was sitting, but 1
what 1t was.

our Asian manager in Talwan sald,

0t g
owaE giyey
hiad BUmeLhip,
didnry Enoy
Towards the end aof the erenin.
VIIUBE Bo thgy Ty

2 ¥ X Yy
know, you took the seat of honor, and e Probap),
ghouldn’'t have. '’ And thought tao myEelf, 1. "i'-Elllrl
what did 1 do wrong?'*' And I asked her !

and she said,
ing the dpay
FEaeTvag for

“*Well, you toock the seat thatr wasg fae
and in Taiwan, that's the seat thar'pg
the most important person in the DATLY, 80 that ¢
the gseat {5 offered to you, you should deciipe it
You should decline it several times, anpg Perhapa o
the fourth or fifrh time that BOMEONS Ineists thae
You Eik Ehere aw the foreign gueést, yay should, by
you shouldn’t sit there right away, ag you did,

ATLAS Leve] 3, tnit 7
In this situation, Gundersen applied his Western schema, which says that
when you are offered a seat by a guest, then you take it, Howover, in
many Eastern contexts, this is the wrong thing to do, as Erik Gundersen
discovered 1o his discomfori. However, the experience would have led
him to modify his “restaurant” schemata, Seen in this way, even relatively
uncomfortable leaming experiences can be enriching. These mental frame-
works are critically important in helping us to predict and then cope with
the exigencies of everyday life. In fact, as Oller (1979) has pronnted out,
without these schema, nothing in life would be predictable, and if nothing
were predictable, it would be impossible to function. The world would
appear chaotic,

In addition to stereotypical, cultural knowledge, local knowledge of
participants, events and persons is important. It is difficult to interpr!
the following text, for ex ample, without knowing that Jack isa vegetani®

Denise: [fack's comnng to diser fomaght.
Jim: Uit plared to serve L,

Denise:  Well, win'll figpy fev rebirank Hiat onne,

| ated
The inadequacy of a strictly bottom-up approach has been demonsirt

b e _har-wil
by research that shows that we do not store listening texts word for

: pond,
as suggested by the bottom-up approach, When asked to listen "::ﬁl‘mf
and then write down as much as they can recall, listeners remembe in the
bits, forget ] :

s, et some bits, and often add in bits that were not th[;:;r!-'
original listening, Additionally, it is highly unlikely that the P2 G

B g . - AR AL
A successtully recalled will b recorded in exactly the same
the original Missage,

Chapler 7 Listering & 2003

What has all this to do with
that, in developing courses, mate
only to teach hul!nm-ur- prive
between minimal pairs, but

listening comprehension? It suggests
rials, and lessons, it s important, ool
ssing shills such as the ability to discriminate

Wis also impartant o help learners use what
they already know o understand what they hear, 1§ teachirs suspect that

there ane paps in their learmers” know bedge, either of content or of grammar
or vocabulary, the listening itself can be preceded by schema bunlding
activities such as the following,

The purpose of this task is to introduce learners to some of th terms

r\W\.p_n N e WP R S o T
A. Before You Listen (40 vy

ot bormom s ok thise dieeen
Proan von " Whae borrowed o Whien il the person setom 1
YOI Gl |
[T
LR R SR ‘
e, b el s v wean e o !
l o v e rionany |

il b e e ool

B. Key Words oo the sow vog bl than complere the

awntenves below

several more than two, but not many
break a rest time at work ar schoal |
bill & paper that tells the iterms bought and
their prices
payback  to return money that a person barrowed
wallet a small case for keeping money, credit cards, et

{be) broke  to not have any money

oS 1 bormow tove dolllans” 11 Wi T T
2o Thuwe peophe e temting: vidiam
oW nhen » thiy workirs ol by saf andd talk

4 Tl Poie Jumsc bt ddusl Lies

i

1 dbon e b oy ey becase [l o —

B Loan's lerd vouanmy oy Lim

Mﬁimpﬁqﬂ_ﬂf\ﬁwm a..-_‘\_-"\,_.—--q_,w-_.f

Figure 7-1 Now Hear This!, © Heinle & Heinle Publishers
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that thev will encounter in the body of the unit, which is concermed wigh
renting an apartnent,

*® TYPES OF LISTENING

Thene are many different types of listening, We can classify these according
to a number of variables, including listening purpose, the role of m::
listener, and the type of text being listened o, These variables can be
mixed and matched to give many different configurations, each of which
will require a particular strategy on the part of the listener.

Interpersanal versus transactional language

Interpersanal dialogues oceur in the course of social interaction. Transad lional
| i

language exists tur the exchange of goods and services,

There are numerous ways in which texts can be classified. One com-
mon division is bebhween monologues (for example, lectures, speeches,
and news broadcasts), and dialogues. Monologues can be further subdi-
vided into those that are planned and those that are unplanned. Planned
monologues include media broadeasts and speeches. Many of these are
texts that are written to be read, although this is not necessarily always
the case. Unplanned monologues would include anecdotes, narratives,
and extemporizations.

Dialogues can be classified according to purpose: whether they are
basically social/interpersonal or transactional in nature. Interpersonal
dialogues can be further classified according to the degree of familianty
between the individuals involved.

Listening purpose is another important variable. Listening to a news
broadcast to get a general idea of the news of the day involves different
processes and strategies than listening to the same broadcast for specific
information, such as the results of an important sporting event. Listening
to a sequence of instructions for operating a new piece of computer
software requires different listening skills and strategies than listening t0
a poem or short story. In designing listening tasks, it is important to teach
learners to adopt a flexible range of listening strategies. This can be done
by holding the listening text constant {Wnrking, say, with a radio news
broadcast reporting a series of international evmtsj; and getting learners
to listen to the text several times, but following different instructions each
time. They might, in the first instance, be required to listen for gist, simply
identifving the countries where the events have taken place. The seco
time they listen they might be required to match the places with a list of

events. Finally, they might be required to listen for detail, discriminating

i hapbier © Listervngg @ M5

botwern specitic aspocts ol e event, or I“'fh~'F"+- comparing this radin
broudeast with neswspaper acconmts of the same events and noting diserep
ancivs o ditferences of emphasis

This technague of developang Hesabality i lstening s exemplitiod in
the task as shown o Fagure 720 When engaging learners in such taskes,
it is worth pointing out to them the ditterent strategies that ane imheren
ineach phase of the task, and getting them thinkangg of sitiations nowhich
the different strategies might be used. o the example on poge 206 learners
ari n_*qum'd tor Listen tooa text three bimes, and boocarey out n'.1-‘|.r1|,,-‘|'.'
challenging tasks each time

Another way of characterizing Istening is i terms of whether the
listener is also required o take part i the interaction. This is known as
reciprocal listening, When listening to o monologue, ither “live ™ or
through the media, the listening s, by definition, nonreciprocal, The lis-
tener (viten to his or her frustration) has no opportunity o answer back,
clarify understanding, or check that he or she has comprehended correctly
In the real world, it is rare for the Listener tobe castin the role of nonmecipne
cal “eavesdropper” on a conversation. However, in the listening class
room, this s the normal role. Inthe section on the role of the learner in
the listerung process, | will desenbe a technigue that can be used in the
classroom for giving learners a chance to respond as they might i a
conversational exchange

RESEARCH INTO LISTENING

At beginning of this chapter | suggested that listening was the Cinderella
skill. that it has been alternately overlooked and elevated o the status of
amovement. Dunkel (1993, in her excellent overview of the state of the
art in listening research and pedagogy, suggests that the current interest
in listering comprehension research has been driven by relatively recent
developments in second language acquisition theory. In Chapter 2, [ re-
Viewed work by Krashen (1982) and others that suggests that comprehen-
sible input 15 an important factor in second language acquisition, and
that a comprehension-before-production approach can facilitate language
Acquisition, particularly in the early stages, '

® COMPREHENSIBLE INPUT

This research stimulated the development of a number of comprehension-
based methods, the best known of which during the 1980s was probably
lames Asher's intriguingly titled Total Physical Response (TT'R). Asher's
Im'thndulngy was also heavily influenced by the imphications he denved
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trom research mto fiest language acquisition. Asher denived three pronc
ples from his beliets about the natune of fiest Language aciuisition

1. We should stress comprebension rather than proslscion at the begimning
levels of secomd language instraction with no demand on the bearmers fo
produce the target language

W should obwey the “here and now” principle. which angues that Language

shonled be associated with things that ane physically present i the envimon
mant

E]

3 Learmners should demonstrate comprebension by listening b0 and carrying
oul instructions couched in the imperative.

In the area of listening for academic purpeses, Chaudnon & Richards
(1986) looked at the influence of discourse markers on the comprehension
of academic lectures by second language leamers. Although their study
was beset by methodological dithiculties, it did establish that knowledge
of discourse markers can facilitate comprehension

During the mid-1980s, | became interested in the effect of authentic
input on listening comprehension. As with the study by Chaudron and
Richards, my work was fraught with problems, although mine had o do
with the difficulbes of conducting a formal expennment in a naturalistic
context, Nevertheless, it did establish the importance of incorporating
authentic data into the teaching of listeming.

% TASK DIFFICULTY

An important consideration tor pedagogy (and a major challenge for
course designers and materials writers using a task-oriented approach)
concerns task ditficulty, I grammatical complexity is not to be the sole
determining factor in deciding the ordening of tasks within courses as a
whole, and also within units of work, then what factors can be drawn
on? In the first language arena, Watson and Smeltzer (1984) suggest that
facmrﬁ internal to the learner, such as attentiveness, motivation, interest
in and knowledge of the topic, can have a marked bearing on listening
success. Textual factors include the organization of information (texts in

What makes listening difficult?
The omanization of itarmation
- The familanty of the wope

- Thie explicitness and sutficency of the infarmation
- This type ol sefernng expressions used
Whather the text descrbes o “state” or “dynamic” relationship

Andferson and Lyich, 1984
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from rescarch into first language acquisition. Asher derived three prin-
ples from his beliets about the nature of first language a quisition

1. We should stress comprehension rather than production at the beginning
bevils of second language instruction with ne demand on the learmens 1o
produce the target language

2 W should obey the “hete and now” principle. which argues that languagy
should be assaciated with things that are physically prosent in the environ-
menk

3 Leamers should demonstrate comprehension by lstening o and CAFTYIng
out instructions couched in the imperative

In the area of listening for academic purposes, Chaudron & Richards
(1986) looked at the influence of discourse markers on the comprehension
of academic lectures by second language learners. Although their study
was beset by methodological difficulties, it did establish that knowledge
of discourse markers can facilitate comprehension.

During the mid-1980s, | became interested in the effect of authentic
input on listening comprehension. As with the study by Chaudron and
Richards, my work was fraught with problems, although mine had to do
with the difficulties of conducting a formal experiment in a naturalistic
context. Nevertheless, it did establish the importance of incorporating
authentic data into the teaching of listening.

¢ TASK DIFFICULTY

An important consideration for pedagogy (and a major challenge for
course designers and materials writers using a task-oriented approach)
concerns task difficulty. If grammatical complexity is not to be the sole
determining factor in deciding the ordering of tasks within courses as a
whole, and also within units of work, then what factors can be drawn
on? In the first language arena, Watson and Smeltzer (1984) suggest that
factors internal to the learner, such as attentiveness, motivation, interest
in and knowledge of the topic, can have a marked bearing on listening
success. Textual factors include the organization of information (texts in

What makes listening difficuli?
. The omanization of information
+ The famihanty of the topic
The explicitness and sufficiency of the information
- The type of referring expressions used
- Whether the text describes a “static” or “dynamic” relationship
Anderson and Lynch, 1988
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which the information is presented in the same SEQUENCE as it occurmg
in real life are casier to comprehend than texts in which the items 5,
presented out of sequence), the explicitness and sutticiency of informatioy
provided. the tvpe of relerring expressions used (for example, use of
pronouns rather than complete noun phrases makes texts more difficuly),
and whether the test is describing o “static” relationship (for example, 5
geometnic figure) or a “dynamic” one (for example, an accident). Browp,
and Yule (1983) suggest that there are four principal sets of factors .sffen,',-,“
the difficulty of listening,

1 Speaker factors: How many speakers are there? How quickly do they speak?
What types of accents do they have?
2 Listener factors: What is the listener s mole—eavesdropper or participant?

1 hagiter Imtemng & 200

echnique also proved eftective. Students were pulb into one of

mapping t
irg to an interview with a televiston journal

« groups, and asked to listen
:rtm;'ltf lirfl group was required simply to listen 1o the tape, make notes,
and complete a comprehension test. The second group listened, checked
off key words/ phrases, and completed the test As the the third group
ligtem:'d, they were required 1o complete a concept map which showed,
not only the key words and phrases, but the relationships between these
The 5t11d}' showed that the additional depth of processing required by
the third group resulted in superior comprehension

Difficulty is also affected by the extent to which listeners ane requared
o extract information directly trom the text, or whether they are requined
to make inferences. In the study described in the preceding paragraph, |
found that learners had greater difficulty determining the truth value of

What level of nesponse is required? How interested is the listener in the statements requiring mferences than those in which the truth value could
subject? be determined directly from the listening text (Nunan 1997).

3 The content: How complex s the grammar, vocabulary, and information :
structure? What background knowledge is assumed?

4. Support: How much support is provided in terms of pictures, diagrams, or
other visual aids?

¢ LISTENING AND GENERAL LANGUAGE DEVELOPMENT

The value of listening to general language development has been under-
lined by Ross, who carried out a detailed longitudinal study of several
dimensions to language teaching and its effect on student output in lapan.
He found that:

The tasks used by Anderson and Lynch (1988) in their research illustrate

—— the way some of these characteristics function to Facilitate or inhibit com-
prehension. One of these was a "trace the route” task, in which students
listen to a description of a trip around a city or part of a city and then
trace the route on a map. The researchers manipulated some of the features
identified above, and these variations changed the difficulty of the task.
Maps laid out in a rectangular grid, with all streets and features marked,
were easier than those with irregular streets. Not surprisingly, complete-
ness of information was an important factor. Texts became increasingly
difficult according to the number of features mentioned in the listening
that were omitted from the map. As the number of buildings and natural
landmarks increased, so did the difficulty. The most difficult version of
the task was one in which the listening text and the map contained
contradictory information,

Another strand of research has focused on the types of classroom
faslu'. t_hal facilitate listening comprehension. Spada {li?'?l]} reports on an
investigation demonstrating the effectiveness of structuring the listening
hil: .:hE Ieall'nurs h}'hpmviding a set of predictive exercises to complete
while carrying out the listening, The predictive work, plus the opportunity
for students to stop the tape during the course of tli:p ]ish-ninpg';xercm ® LEARNER ROLES
to ask questions !eq to greater gains in listening than in classes where the
teacher launched directly into the listening without any schema-building
act:'l:rl_tm:-_. and students were not provided with the upp;thunitv of seeking
clarification during the course of the listening, '

In the listening study reported in Nunan (1997), the use of a concept

WWWEng”ShPI’O.iI’

The consistent fit between the observation data and the results of
the listening tests provides ample evidence o endorse an approach to
TEFL at the clementary bevel which seeks to nurture listening comprehen-
sion and communication in the classroom at the same time. Such an
approach does not necessarily require a steady stream of éxtemporaneous
teacher talk to create on-the-spot comprehensible input. Rather, appro-
priate listening materials which are calibrated to the interests and abilities
of the students are needed for systematic growth in listening skills,

Ross [992: 192-193

The studies reviewed in this section are summarized in Table 7.1.

THE ROLE OF THE LEARNER IN THE LISTENING PROCESS

-""ff- we have seen, listening and reading are often characterized as “pas-
sive” or “receptive” skills. The image conjured up by these terms is ot
the lea mer-as-sponge, passively absorbing the language models provided
by textbooks and tapes. However, as we saw in the preceding section,
there is evidence to suggest that listening (and, as we will see in the case
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Tju’_?-'l_ﬂr:tjfl"fl it listening

Rresearcher Resulis

Krashen (1982 Comprehensible nput s an important fachor i,
Asher 19821 sevond language acquisition, A comprehension-py.
fore-production approach can facilitate lang
acquisition, particularly in the early stages.
Brown and Yule  (1983)  Four interrelated sets of factors atfect listening djj.
ficulty
1. Speaker factors: How many speakers are thery?
How quickly do they speak? What tvpes of ac-
cents do they have? '
- Listener factors: What s the listener's mole—
eavesdropper or parhaipant? What level of pe
sponad 1= required? How interested is the

—

rd

: listener in the subject?
- ) 3

The content: How complex is the grammar, vo-
cabulary, and information structure® What
background knowledge is assumed?

4. Support: How much support s provided in
terms of pictures, diagrams, or other visual

aids?
\_"iau-m and (1954)  Factors internal to the leamer such as atten-
Selteer Biveness, motivation, interest in and knowledge of
the topic, can have a marked bearing on listening
SLCCESS
Chaudron and (1986)  Knowledge of discourse markers can facilitate
Richards comprehension.
Nunan (1957)  Students who were systematically exposed to aur

thentic listening input outperformed those whe
were exposed only to nonauthentic data
Anderson and (1988)  Significant factors in task difficulty:
Lynch I. The organization of information
2. The lamiliarity of the topic
3 The exphatress and sufficiency of the informa-
tom
The type of referring expressions used
Whether the text describes a static or dynamic
relationship
Spada (199 Students who are given schema-building tasks
outperformed thow who were confronted with
tening tests without boing prepared for Tistening

b

Murian (19%97)  Depth of content processing is a significant faciot
in listening comprehension.
Kixs (1992)  Comprehensive input s facilitated by taped 1

tening materials, e

€ haptor 7 Listening e I

of reading in Chapter 9), that s, making wnse ol what wie hear, 15 a
constructive process in which the learner 1s an active paricipant In order
to comprehend, listeners need to reconstruct the original mtention of
the speaker by making use of both bottom-up and top-down processing
strategies, and by drawing on what they already know 1o make use of _
new knowledge,

¢ PERSONALIZING LISTENING

A challenge for the teacher in the listening classroom s to give learners
SO d{:gﬁ of control over the content of the lesson, and to personalize
content so learners are able to bring something of themselves to the task
The task at the bottom of the page exemplifies one way in which this
personalization can take place.

Another wav of increasing learner myvolvement is by providing exten-
sion tasks that take the listening material as a point of departure, but
which then lead learners into providing part of the content themselves
For example, the students mught listen to someone describing the work
they do. and then create a set of queshions for interviewing the person.

A learner-centered dimension can be brought to the listening class in
one of two ways. In the first place, tasks can be devised in which the
classroom action is centered on the learner, not the teacher [t is the learner
who does the work. In tasks based on this idea, students are actively
involved in structuring and restructuring their understanding of the lan-
guage and in building their skills in using the language. Secondly, teaching
materials, like any other type of matenials, can be given a leamercentered
dimension by getting learners involved in the processes underlying their
learning and in making active contributions 1o the learning. This can be
achieved in the following wavs
O making instructional goals explicit to the leamer
giving learncrs o degree of choloss

Biving kearmers opportunities to bring their own background know ledge and
caperience into the classroom

i T O G e e g s W ST
}\/\ e M"L

_} ? Watih the widews and answer the L st s, fr
4 L. Have you had any experiences like these students?
2, B you think people have expenences like these when visitng i
WORE CoumTry ol origin? i

e el Ml e o it A P B
Figure 7-3  The Meart of the Matter, U Heinle & Heinle Publishers
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emoiracing leamers i develop a nefhstive attitinde to 1"""“’“‘““ and to
B LT i
vohyge shalls i selt-momnting arnd sl - ansessmienl )

THE DATABASE FOR LISTENING COURSES

& AUTHENTIC DATA

In many language classrooms. learners histen to and read material crpa o
spevitically tor language feanmung. Such material provides security 1:“1
comtort. and helps leamers o see the vanous patterns and systems ;hat
make up the language. However, it is also essential for learners to listen
o authenbhe tests Exposing learners to authentic tets is important for
two reasons. Firstly, nonauthentic listerang tests differ in certain way
trom authentic texts. They usually contain linguistic featumes mone uuu.al'l':
tound in wnitten rather than spoken language. There ane few of the over-
lap=. hesitations, and false starts found in authentic texts, and there 1 ven
itthe negotianon of meaning. These diterences do not always adequately
prepare leamers for dealing with genuine communication either inside
or outssde the classroom, because some of the features of authentic com-
mun:cation that rarelv appear in nonauthentic texts (such as repetiton,
requests for clanfication. and so on) actually facilitate comprehension
Also. the use of authentic sources leads to greater interest and variety in
the matenal that leammers deal with in the classroom. ,

In mv own lstening classrooms, while some use is made of specially
written texts, the matenial is based on authentic data trom the very begin-
ning Students will be given practice in listening to extracts from radio
and television, public broadeasting announcements, conversations and
discussions. telephone conversations, answering machine messages, voice
mail and other tvpes of authentic data. This authentic material helps bring
the content tolife, and ultimately makes learning and using language more
meamungful, and, ultimately, | believe, easier for students.

Authenticity is, of course, a relative issue. In a sense, as soon as you
take language out of the context for which it was created it becomes

deauthenticated.” Modifications also sometimes have to be made because
speakers have used low frequency vocabulary or unusual grammanical
structures that will distract or confuse the listener. Speakers also occasion
ally use language that is unacceptable for other reasons. In the following
extract, which was designed for a commercial textbook, my editor =
quested that | modify the comment about the British, which she felt might
be gﬁmsne to someone from Britain. (The comment, by the way, W&
made by someone iwho is British,) | have includex the original transcrf
moditied tvpescript to illustrate the kinds of changes that spme
;1;:?: F:I:! m:je to auﬂjq:nﬁg data Despite these changes, 1 would angue
rge degree of linguistic and content authenticity remain

i —

Original Transcript

A:

B:

C:

C:

nEo

»

&

Whast o wone fhank alwut
Hppog !

O, 1t bppong verw diffoult
amd embarrassiey bevanse |
et know sohere o, when o,
amd howe mech b

Is Hiat beciuse Australus doret
do it?

Yeah, haswally

It's mot a big featiere of onr daily
lifee

| woas talking about 1f te Chris
Dyavisen last week. She's
Apstralian, It she's Dy an
Fapwine, wltere thene's no Hpping.
el she gob ey ang

Well, she ot chased out of
restatrant i New York by tis
quy who saud, "Was there
i qwrong with the service
Mam?" And, wou knoiw, thew d
left 12 percent tip mstead of 15
percent or sometiuny.

I've heard of people having their
mioney thrown back at them and
the waiter sawing " Here, you
meed Hhis more than | need it
O, aeell, if that were me d sy
“Fire—thit's true,”

Well, we haoe an arguiment
l'l‘('l'_l.r Fammier e h‘l.l out foa
restaurant.

Here?

Mo, back in Australi.

But people don't tip there, do
Hhew?

Well. [ don't korowe: You nught
tip for really, really good sertice,
But waitpeople there are
comparatively well paid
Australio. In the States | resent
it because these people ane =0
badly explotted , wou ko, they

www.EnglishPro.ir
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Al

C
B:
C:

t Anastralian! Pauline and | were
farlhng to Adngiee st gl bt
hier trp b Ihaly She pust brd
it apart from the cost And the
tippinyg. Apprenith, tou bacy b
tip evermelere W e

i Avstrliar) Yeah She lated
Hiat aspectof it [ omst say | ol
tippong ovry dithicult il
emibarrassing bevause [aever
kot cehery do, ehen to ol B
mch fo

i Brazalunt Is that becanese
Anstradians don't o it ?

Well, it mot i dug fealure of out
dily life.

(British) | wws tadking about of
to Yurmko, aher s from fape, of
comirse, wehere there's na bippany
of any kend. Anyaay, she's in
the States for a confererce. and
she gut questioned by Hie soaiter
bevittase she didn’t leave a big
entiagl by

Well, wr v an aesgninicnt
vy Hime e go onl hoa
restaviraitt

Here?

No, back in Austral

Hut people don't tip there, do
thiry?

Well, I don't know. You mght
tap fur really, really good serince,
But waiters are comparativedy
well paid e Austrati, In the
Stirtes they have to rely on fips
to make a reasonable tconte.
Really? What does a twatler get?
There are some restaranis
where watters pay to work,
Yeah, in some places, you
actually pay to work there.

To mie. that seems really wrong

Listrting, - @ 213
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Original Transcript

el i Praggks e liriak o
tintete

I it all™ Wi weonelil o tsiler
ge?

Fhere are o resbaivants
iere e pay otk e
Yeuh, i s places, you

e Frally ooy o ook there,

Tiv mre, that sevms really aerony
Well g bt ibaadde's chatnnsged it
simce Divang in the Stales for
serwenr yeara. Nowe mi prelty
careful 1o gioe people Hrete 15
pervent anless [ really dislike i
service. Aned if Dreally Like i, 101
st mowe Wi 15 percent. Bul
I Dnder sponngge gl sina bl iy British
froends, becavse Wy don't L,
ot Kl L B, o 6oor 7 pereent.
Well, Wl ' inferesting, ‘canse in
Rrituin, fipgring’s a part of e
callnre

HBut it's flexible, god related 1o
B miean you are.

D't vt e do Qg baxds in
Listedonr, though?

Yeals, well Huet's sorl of auother
stebcltiere, o't 02 And | hate
Mt sort of thing, "caouse faxi
drivers gel really nasty when
o it g Ve enough,
And also hairdressers and
barbers. You hae fo fip e in
Hritain

In Stngapore, there are notices
everyohirre—yon know, " Don't
tip. W do not encotrage
Hppng.”

When we were i Vietnam lasi
year, Charlie used to have fights
all the time with tis guy who
anas out Hhere with us, because
this guy would give huge tps. 1
miean this guy woulil just give
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Az

(b5

s gust a idifferenl ciltire, |
on' oimd tie Asverican
ststem. Whent i i Awstraiiy
inid et rotlen werice | gy
shieria ey s {sfag fieny,

Wiell mig attitude's changed u oy
e liviny in the States fur
werwnt igears: Now i prety
careful to give prople their 15
percent wnliss 1 really disfike the
sertace, And if 1 really like 0, 11
stve more tian 15 percent, iy
I hirtee goivg ont witle myg British
[riends, because they don't tip
el —maybe 6 or 7 percent,
Well, Hial's finberesting, “cavise in
Britam, tipping's a part of the
cullure.

But it's flexible, und related to
III.FH.J xl‘."”l'ﬂ!ui !)'Ulf ire,

In Singapore, there are nolices
everywhers—yon know, “Don’l
tip, We do ot encourage
tipping.”

What about in Brazi, Adriama?
O, | guess it depends on the
person, Most people toork havd,
and don't like to throw their
PRl TR,
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Original Transcrip
gt eartoeinl aof srowmew Hes o
Fpwal dgnarant foregener
prwreeits, et Mo lie's
warked cversens a e, You ki,
this Jowid ey s ol real
mintel, 4 st do ey,
Yowa "ot sl B e o <ol
fip Heere, Bl e wonlel o fioe
pr sin b e eighd ameu
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TASK TYPES

There are many different ways of classifying task types. They can be
classified according 1o the role of the learners: whether they are involved
in reciprocal or nonreaprocal listening. They can be classified according
to the types of strategies demanded of the listener: listening, for gist,
listening for specific information, making inferences hn'lﬁ'l.'d. on what they
hear, and so on. Alternatively, they can be classified ace ording to whether
the task focuses principally on linguistic skills (activating and extending
the listeners' knowledge of phonelogy, grammar, and discourse), or
whether the focus is on the experiential content of the material.

# RECIPROCAL VERSUS NONRECIPROCAL LISTENING

Reciprocal listening involves dialogues in which the role of an individual
alternates between listener and speaker. Nonreciprocal listening involves
listening to monologues. In listening courses, learmers are |mful_wd in
both reciprocal and nonreciprocal listening tasks. In the case of reciprocal
listening, they can be cast in the role of participant, in which th;y alternate
between listener or speaker, or they can be cast in the role '.',1 cavesdrop-
per” or “overhearer.” In this second type of task, they listen inon conversa-
Hons between two or more other speakers, but do not take part in the
conversation themselves, Not surprisingly, this second type of listening
is the more usual type in the listening class.

I try to simulate the interactive nature of listeming, and also try to
involve learners personally in the content of the language lesson tJ'ir-:nf.l_gh
activities such as the following, In this task, the learners listen o one side
of a conversation, and react to written responses, Obviously, this is not
the same thing as taking part in an actual conversation, but [ find that it
does generate a level of involvement on the part of leamers thntl goes
beyond nonparticipatory listening, Because learners are pndeg pusot:ﬂ
alized responses, there are variations betwu.-n I_mrm-n-. -md is Lrt'ﬂnd
the potential for follow-up speaking tasks, in which leamers compared
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SPeey
1

il e o b b

| a Sure. OK. As long as il dm““hllhl:mg,

: b Yes, | did. No, It was pretty shor,

i € Yes they're ine ldﬂnithhkn[!hmkihnrmdmaghﬂm ;
d Yes it did. Hu.lhuﬂluwﬂubngum.imu?_ |

! *  Yourewelcome. Don't mention it, |

.,:, e T T e T w‘ﬂ%%_wkqﬁ

Figure 74 Listen In - Book 1, © International Thomson Publishing Asia,

share their responses with other learners. This particular task is taken
trom a unit of work set in an airport.

Text
Excuse me, we're doing a survey of what passengers think of facilities
at the airport. Is it OK if | ask you a few questions? . . . Did vou have
a long flight? . . . Uh-huh. So what do you think of the airport? s it
clean? . . . What about the airport personnel? Are they efficient? . . .
: Right. Now, how about the baggage? Did it arrive quickly and in good
condition? . . . '
Well, that's all. Thank you very much.

Nonreciprocal listening tasks can draw on a rich variety of authentic data,

not just lectures and one-sided anecdotes. In my own listening class
. istening classes, |
have used the following data: ) :

arswering machine RITLEE TUC
store announcements

announcements on public transportation

The increasing use of com puterized messages on the telephone by compa-
nies and pul'l!u.z utilities can also provide a rich source of ﬂara. The follow-
ing text, used in a lesson on entertainment, was adapted from a system
developed by a chain of movie theaters through which it is F“S’iib]*\ "
call up, select, and pay for 3 movie over the telephone.

A: (enny) Feel like secin i
) SCCING @ movie?
B:  (Bob) Sure, What's playing?

Nerm

we

=

nEErm

ngr

>

€ hapites Listering #2017

Dunno. Let's try that nete compueterized booking serie

e ohat?
That new service §aoas telling you about. You ke | was telling you about
that surey 1 dud
Hoar does i work?
Well, you just call upr this namber where is it? Here
OR. (sound of telephone being duled )
Good afternoen, welcome fo Tickel murster Youd cant note book fickets fooall
current movivs Hrrowgh Ticket master. Tor chicaorse frones @ list of current moties,
press 1 now. To clioose froms a list of thealers, press 2 aoae To fond out about
Ticketmurster's new features, press 3 vowe To repval this st press zer one
Hit onee.
OK. (heep)
The following is a list of movies, Enter your selection at any time. For The
Nutty Professor press one now. For Danger in Space, press hoo, nout
For Death at Midnight, press three nou
Let's do the Crazy Professor.
Ol no, | don’t feel like a comedy.
OK. I hate s¢i fi, so let's go to Death at Midnight. | leard it's quite good.
OK. (hevp)
Theaters showing Death at Midnight: For the Odeon Queensway, press
otte toge, For the New York Cinenma, press two now. For the ABC Theater
Parkside, press 3 mour. For . . .
OK. Queensway’s the nearest,
Tiwo?
Libe-huids,
You lave selected the Odeon Queensway. Please select the day of show. For
today, press one note, For torearroty, please press tieo now. For the day after
tomorrotw, please press Hiree now.
tbeep) Please select @ show time for today. For 12:30 po. press one note
For 2:30 pn. press fwo now. For 5:30 pan. press teee now. For . .
5:307
Uh-tuh. (beep)
You have chosen 5:30. Please enter the number of tickets you wish to
prrchise, Up to nine, (heep). You have booked too Hokets. If this s correct,
prress the pound sign to contmue. To re-enter the number of seats, press
zero troo, (beep) You have confirmed two seals. Please select a credit card
for payment. To pay by American Express, press one now. To pay by Mas-
tercard, press two now, To pay by Visa, press three now.
Amex?

No. Let me pay. I'll put it on Visa. (beep)

:ﬂu have selected Visa. Please punch in your number followed by the star

(T

Wow! I'm glad we're not calling long distance!

Simirce: D Numas. 1997, Listen In. Book 2 feternpfiomal Thosrsen Publishing
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& LISTENING STRATEGIES

A recurring motit in this book s the need 1o deve
o the processes underlying theirown le
be able to take greater and preater responsibility for that learning, This ¢
be done through the adoption of a learmer-centered
Classroom action, and partly through equipping students with
of effective learning strategies. Through these, students w
come better listeners, they will also become more of fective language learn-
ers because they will be given opportunitivs o focus on, and reflect upomn,
the processes underlying their own learning. This is important, because if
learmens are aware of what they are doing, if they are conscious of the pro-
cesses underlying the learning they are involved in, then learning will be
more elfective. Key strategies that can be tau ghtin the fistening classroom
include selective listening, listening for different purposes, predicting, pro-
Bressive structuring, inferencing, and personalizing. These strategies
should notbe sep

arated from the content teaching but woven into the
g fabric of the lesson so that learmners can see th

gies to the development of effective lea rming,
I particularly favor the development of inferential comprehension
tasks because they force the learner to process the material more deeply.
They also facilitate the development of vocabulary. In short, they require
the leamners to do more work than tasks that only require literal compre-
hension.
As indicated earlier, in addition

lop leamers” awareness
arning so that, eventually, they will
an
strategy at the level of
awide range
ill not only be-

ongo-
e applications of the strate-

to teaching direct strategies, such as
selective listening and listening, for gist, the teacher can also emphasize
learning processes by stating goals at the beginning of each lesson. Such
statements are important because learners are made aware of what the
teacher is trying to achieve. The goal statement can be reinforeed by self-
check exercises at regular intervals during thiese courses, These will serve
to remind learners of what they have leamed, and give them an upportu-
nity to monitor and evaluate their progress. See Table 7.2, at the end

of this section, for a list of important listening strategies, along with
examples.

€ FOCUS ON LINGUISTIC SKILLS

Another basic distinction that can be made is between tasks that focus
on aspects of the linguistic system, pronunciation, grammar, and dis-
course, and those that focus on the processing of content. With tasks
focusing on pronunciation, a distinction is usually drawn between seg-
mental tasks, focusing on discrete sounds, and those that focus on the
5uprasrgmmtaj features of stress, rhyvthm, and intonation. The tasks on
pages 220 and 221 focus at the segmental level, requiring leamners to
distinguish between minimal pair contrasts.

Table 7.2 Strsnaries with examples of some af fiye o

whraligies

Straligy

Lisbenreyg fur yisl

Lasternaitg bv puarparse

Listering for niaire
filin

Lrsteairig for miferenice

Listering for specific
infortiaton

Lestenimg fior pliseme

distin Hons

Listenumg for fomef
Jrtch bo ety
spenker's witude
Listening fur stress

—

Chapter 7 [wtoring. #2109

sk i partand e

Exampies

L

o

Is the speiker describang a vacation or 4 dav in
the olfige?

Is thee radio neport abou mews or weather®

Are the speakiens making a resirvation or inredi-
ing foisd?

b thee spisaker agreeing or disagrecing with the
st tion !

Why s the speaker asking the man questions?
P the speaker hike or dishhe the movie?
What are the speakers implving by what they
said?

How much did they say the tokits cost?

[hd the speaker’s hushand say he picked up
the kids?

Why did the speaker say e was studying Chi-
nese?

Wharre did she say the mevting was being
held?

Did the speaker say first or foarth?

Did the speakers sav they can or can't come e
the party?

Did the speaker enjoy the weddmg or not?

Is the speaker surprised or not?

What 15 more important, where he bought the
watch ur when?

Suprasegmental features focus the attention of the learner on the ways
in which stress, rhythm, and intonation signal aspects of meaning, such
s the speaker’s attitude and the information focus within the text. In
spoken language, these features are particularly important, because "1""-".".
help learners identify aspects of language that uftenl gO gmuﬂ:crd. They
are also an important preparation for speaking. While it is important for

Segmental versus suprasegmental features he lan-
Segmental features of language deal with (solated, individual sounds in It 1
Buage, such as phonemes and phonemic distinctions, and how these -.-m:a mf;
M distintions. Suprasegmental features focus on the way that stress, T “}d e
INtonation function to signal differences of attitude, information rocus. ar
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Figure 7-3  Sounds Great - Book 1, © Heinle & Heinle Publishers

learners to master both segmental and suprasegmental features of the
language, suprasegmental features are inherently more interesting. Be-
cause they focus on aspects of language, such as speaker attitude, it ¥
easier to develop communicative tasks to teach such features. The next

Chapter 7 Listening #2201

_,.__...vk-..--‘\‘_,a__f e, -Jﬂf.d.'laj-f-ﬁ\/‘alr"‘.— - 'V\PJ‘-J‘M“'“‘._N._.- -""A..,J“J'-. J'“M
B3 1 LISTENING DISCRIMINATION. |
Pmsi1ioms: Listen ro the wh. Huestiams. Circle the levier of the innoinstion yumi huear
EXAMPLE:
Whar are you donng! % R
Lo Huow are wou beeling! e a ks ”
L Where's the staion! T ”
Wha asked the yuestion? PR o
4. Why can’t they answer” a M b
5 When does o sk uo e I - l
B Why don't we lisgey! a b =
T Who's in the kiwchen! A e b~
8 Hew can | manage! g e W

nro
Figure 7-6  Sounds Greal - Book 1, © Heinle & Heinle Publishers

task, Figure 7-6, illustrates this point. This task is designed to show learners

how intonation in English can be used to differentiate between questions
and statements,

+* Conclusion

In this chapter, | have set out some of the theoretical, empirical, and
practical aspects of listening comprehension. 1 have suggested that lis-
tening classrooms of today need to develop both bottom-up and top-
down listening skills in learners. | have also stressed the importance of
a strategies-based approach to the teaching of listening. Such an approach
is particularly important in classrooms where students are exposed to
substantial amounts of authentic data because they will not (and should
not expect ta) understand every word. Strategies described in the chapter
include listening for key information, listening for gist, inferential reason-
ing, personalization, predicting, and intensive listening. In the final part
of the chapter, 1 illustrated how these various principles can be applied
to the practical task of designing listening materials and units of work.
summary, we can say that an effective listening course will be

characterized by the following features (see also the design features set
out in Mendelsohn, 1994),

@ Listening goals should be explicit: Leamners should know what they are
listening for and why;
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The materials shoubd e based onoa wide range of authente peggy
both monelogues and dialogues;

Schema-building tasks should prevede the listening,
Strateyies for effective listening should be incorporated into the Mate

Learners should be given opportunitivs to progressively structre
tening by listerang o a text several times, and by workin
mgly challenging listening tasks;

The task should include opportunities for lo
their own learning;

Content should be personalized.

ll'n._‘hl“.ll:”.E

Tials;

their
& throuph ingre J:

amers 1o play an active myle I

¢ CONCEPT MAP OF CHAPTER 7

top-down and

schema prior leaming  cullural
Iheory

| “NVTIW factors

Lestening in Listen
another languags mﬁ

!
classrooms lestaning i YPes

iﬂm!ﬁ; and
general language
development

the place of
nonauthentic data

LISTENING

I—‘ Task

focus on

Tocus on

I —
the rafationship
batwesn Istening
ang speaking

sysiems

pronuncealion
fammar

® QUESTIONS AND TAsks

What i the difference
both imprtant?

e

betwern top-down and bisttom-up listening? Why ar¢

=

L

Chapter 7 Literung, & 221

Find examples of op-down and bottom-up listening tasks in textbooks with
which vou are familiar

What is schema theory. and why s it important for listening comprehension?

Analyze alistening textbook, and identify the key learming strategies underly-
ing the test,

List the factors that deteromne the difficulty of a listening task

What is comprehensible input. and why did it become an influential concept
in language teaching?

Collect a sample of authentic listerang data (or use a piece of data presented
in the chapter), and design a series of listering tasks based on the data,
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Crarite 8

Speaking

I Distening s the Cinderella shall in sevcuirid Bangriiape learning, thon speak
i i the overbearing elder sister The ability b function inanother
language is penerally characterized in terms of beringy able o spaeak that
language. When somweone ashs, 1l vou hnow another lionguaee ' they
wenerally mean “Can vou speak the langaage™ In this chapter waee shall
ke 4 look dt what it means o sav that one can spaeak another g
In the Hirst part of the chapter we ook at the nature of speaking Then,
i section that paraliels the discussion on the diffculty of Tistening tasks
inChapter 7, we look at fhae i of bask difticulty i pelakion to spaaking
The chapter covers the following issues and concepts
The nature of speaking
charmatenstics of comimunicabive compeleige
elisgonirse versas dialogue
fransactiomal aned e twnal Language
patproses for spoeaking
paenre theery amd speaking
The reluctant speaker
pror leaming experictioes
il alion
dealing with thee meluctant spwaka
Task difficulty
factors alfecting sk dithiculty task favtoes, leanmer factors, [amEungge
Tactors
lstening to tacilitate speakiig
Course design [ssues
il settingg
intlere o systeme - bue bonal ngustivs
Pedagogical tasks
thee restrbed nature o mwst materials
the MY instructional ovele
key prngaplis
pedagomieal versus realworld tasks
A sample speaking lesson
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THE NATURE OF SPEAKING

¢ (HARACTERISTICS OF COMMUNICATIVE COMPETENC |

What s it that one meeds b knew amad b alsbe bos oy iy ordiey Tis sparak i
another Tanguage ™ U oourse, one peds by ke bow b artic ulate SOUBdy
o compreherimble mannet. one nevds an adeguate vocabulary, aid
ane teeds 10 have mastery of syntax These vanous clements ady gt
hingastic competence Howvover, while linggubshic competence is s Ay
i el suthcent for someone who wants o commumcate L"“‘[H"ll’l‘llh.
i another Tanguage In 0974), the sodolinguist Dell Hymes Proposed
the potion of communiative competence as an altermative o Chomsky s
Dingaistic competence Communicative competence includes linguistic
competence (although see Canale and Swain for an alternative perspac
tove), bl also ime adies a tange of other socolinguistic and conversational
shills that enable the speaker to know how tosay what to whom, whien
I the carly 1970« Sandra Savignon conducted an important study into the
development of commumication skills butlt ona model of communicative
competence containing several essential charactenistios. She defined com-
muni ative competence as Cthe ability to function in a truly communmica-
tve setting - that s ana dynamic exchange in which ||n:.;l.||ﬂu' competence
miant adjest itsell b the wotal informational input, both linguistic and

sy, Patalingiustic. of one or more interlocutors” (po 9y In addition (o being

dynamic rather than static, and imvaolving the negotiation of meaning,
Lo Ssa in, Cormimuinicalive competence s ool esbrieted to -.'imkrn lan-
wiage but invalves woting as well 1s also context-specilic, which means
that a« cavipetent communieaton ko how to ke chonoes .-i'pt-n’tlt. b the
sittation. Finally, it s distined from perormance. According o Savignon,

competence is what one knows, while performance is what one does (See
havignon, 1972 19K

Charactensbos of Communicative © ompelence
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avid Mamet, or Falward, Albee are able to do so, although the hatter
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shiws
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a ] -
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Coparge: e bas e
Martha:  Lovn
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I Rl e ds 0 mdni e mhiass
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Gernuine ideractions do ot vindold Tike this I the extrac abwaver, theere
1w e ambiginty, there are o msuiderstandings  Inconteast, i authenb
discourse. the interhontors have a great deal of wiorh T oy by e that
they are talking alswut the same thing i st conversations the
content of the dscourse, but in adidition e i o wetacdisooure, a
cimversation about the sonversation, through wihieh thee imterlow utors nee
pobiate g and manage e conversation, sHsurigg il who says

what about whom and when happens smonthly In Chapter 2

a W W
that this process of negotiation has been by prothesized as being beneticial
for acyuiasition because ity

sesdres e bearmers o the limits, and then estends
thasir commpatenoe

Arther aspast

e 1w the

il -.p--.sku‘ng that s p.uiul.l.'l.uh melevant tor sevond
language speakers cotwerms whiether or not the speaking s planmesd or
spoitammus W terad to assume that all conyersabions ane sponbiiesss
and s they ane tooa degnee Flosever, we all have routimes, set phrases, and
it exprresaions that we s o assist us when spreaking spontananisly In
the case of seond language learners, the provision of planming time
van signibwantly morease lesels of both Dueney amd accuracy 1 you ane
teac hing students who have o make oral presentations (elther as stiadents
or an the workplace) inoa second or foreign lamgiage, (s mporeant W

provide opportunities for them to give prrvpaned, vl

nidind presentations
in o lass
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& TRANSAC TIONAL AND INTERACTIONAL TANGUAGE

Yo will twxall from Chapter 4 that. in anctional erms. most intera by,
can be classibied as erthar transactional or imteractional  Traneg, Domal
talk s procducst i onder to get smethine. or 10 get something don,
lteractomal language is produced for snial purposes (| SuRKested m
Chapter 4 that there were other tunctions. such as the aesthetic. by gha
transa tional and interactional wete by far the most common ) The othey
povint b by remembaered s that any given mterachion will wsually consg
of btk iransactional and mieractonal bingaage. Theese contrasting fun .
tior are illustratesd in the two follssng conversabional extracts. The fip
ol these i basscally transactional m nature. while thee second s basically
iteractemal However there s an mteractional element in the first few
tarms of Eatract | Simalatly, the sscond interaction has @ transactiona)

clement when the father tells his daughter not to have the television on
fuwr Bamsad

Extract 1:
Store attendant:  Alornogg
C ustimer Aorming
Store attendant: N iy
C ustamer Lo Dl Came wow gatwe i i of those?
Store attendant:  Sury
Customer hinks
Extract 2:

Father. Maormmy. Datlingg

Daughter Aoy

laiher Shevp ] ®

Daughter Uk wh The thumder wooky iy
Father Limad . b ¥ 3t Al piye lghtnimy
Daughter:  Im guinyg b sk s hng bt
Father Woell et Bt o ot fowo ool bevernw's shill asdevy

Wikt wre won doing

® PURPOSES FOR SPEAKING

::nr ;rl the mimt usetul schienie I analy 2ing inferactions trom a fun
Al perspective s that by Martin Bygate (19877 By wate sigopesty (hat
Cenverations can be anahy sed in terme O POUtINeS. Houtines ane Cuves

thonal jand therehay predicy
able) w He
e st ty ps M ol presenting information

P what | have . .-I;:' 1“““““ WIEEmAtIon routines { these would eos®
e spond M ransachonal language) and interactional routine

*epNching o my interactional / sl ¢ Aleyory ) Indormation rouetine
el freguently U Ipes ol intormation struciunes. Thes van

| Fagier B L Ll ‘ 129

Why do we sprak !
Yt spmeakerag Lk s el oo me s aery o s " 10 m o i Ry aoall o 1
{ arver wajh w t

("Rl Bhatstimil 0 sl st Bl Ll

abym with 4 mesghlue shwat P fe e we -Tue

s e garage b brem 3 A g ETYOF

il it b ecliy pllars = th wewhnatcs

call srg vime wathert b sk bacr b pis b the ey o B

LT Ll we ottt abwwel A 0T [P e P

i rvbrtil wORE W v peogrres w " Pes e ey
AW ET I @ sy ety o vk
prile g & Pwew [Riaeent

e wisaang porrermael el e By with 4 spero s ol warh

be subsdivided into routines that are basnally espesibory i natuee (fof
example. telling a story. describing something, gis g & st of instris thons,
makirig a comparsaon), and those that are ey aluative (giving an evplana
tion, makang a qustilication, predicting, comitg b deision ) Tnteraction
routines can be subdivided into sy e enoointers (o ssamypshe, a ol
iterview ) of sovial ja dinnes party, 8 cofter breab at work o) By gate
adids a comversational management dimension e his scheme, suggesting
that participants meed constantls o negotiate meaning and to manage
the iteractins i teems of whie saiys what oo whom when, about what

In oy 1R bawok on bguagge teae g iwethosdidiggy. 1 propaoses) a
reartangertient of tis soheme 1 suggoestnd that, ratbier than being two
ditterent cateégones of event, the indormational annd et tnal Fun tions
represemted two difterent dimerisirs ob it b Dnother words, the
exposabory and evaluative subsroutioes wrre featupes of seryce and socal
witeractions 1 Brought the b dumensions together inoa god See Table
S This facilitates the cross noterens mg of tunetions woith situations The
Brid can b usend o vanety of wavs In particular o8 can b used tor the
funitiomal analysis of tansas onal and interpersonal interas tons This
intormation i turn can also be wsad i dessigning courses tor speaking
el oral interaction | have also dsed versions of the grid wath students
B shions thaem b partiular Hanctions ane used auness @ g of cotrmia
fllcative situatums

By ate s routines facilitate commmunication bor first language speakaers
Because thay mabe the interactions mare predictable 1 language were
tstally predictable, then communioation would e anncessary 1 it were
totally unpredictable, eftective communication would probably be impeos
sible When prople have conversations they wirk interactively o rduce
unpredhictability Thes, as we saw varlier, s what people are dotng s hen
they neystiate meantny, For second Language speakens. moutines can be
crecal in lacilitating, comprebwnsion In adidition, by learnang pretabr
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2
Tahle 8.1
Joiforreman briom
[ vpwwibiory {paloatiie Negofhibnor of Mrang
rarrate describe  arvplain skt Shasaiagastent of
ety b poamprare I""‘I!‘Hl e iude urbed s D

Imbierai fuien

b ]

E forls ambers e
R

W Besibang a

1 restaurant

C

E Baving stamps

Errolliog i schisd,
(&1

N
O Dninwer party
C

I Lot break
A
L

:‘:hd. T-I conversational patterns, learners can “outperform” their compe-
e In et there s evidence that such prefabricated  formulae are
important prevursors o acquisiion,

¢ GENRE THEORY AND SPEAKING

:!:'-1-.. hqill‘t on conversational routines is also closely related to the concept
dlt::;::. t oL 'ﬁ;ﬁ“ revall trom Chapter 4, that gmr;- theory pmpum-d that
tewts are Ri:rfm::l““;" result in n.iil[-:l-n-nt tpes of test, and that these
kinds of gramm III.:E |Ir: terms of their overall structure and also by the
“‘““il'l'l.pnil‘uhh: the my g I[m thot /e WP“_"‘"!-' associated with them A
sations typically by ost common type of spevech event in casual convet

vprally begins with an introduction, followed by an onentaton

Genre

A genae v 3 stagd
[ WP [
B, purposetul sen sally-Comstnac i) commmumic alive eaent (M i

PSS e nts e
grnwrally result i spoken and wistten tets that can be dimere?

tiabdd s uvidin ;
gt tharot ey st tume and grammatical features.

i laguber N g ik el L ] it

[hen folliws a series of events culminating m a comment amd then a
conclusion, Grammati ally. the recount genre is charadtenzed by the use
of the sumple past tenee, and specitic relenemnons tor pecple and places
[he tollowing extract from Whe s Vomand of Virgona Woolf" illustrates
the generic straciue andd grammatical elements assin pated with a recount

When | was stvbren prul gt v s i, dunmg e Puarom Tl indu tunid
War=
a binich of us used o ge il Sew ik ot the fust day ol I Tewrmitil e

vauiHoms, Doty we tarunes] Ut b st arees o o s e e
this bunch of Ls usest oy gie o B gin mall oesed by Hhwe gannyatere

father oo oo of s il wee wortihd go b s gin mall. and w

wosilhd drmk with the grswiraps Al Distenn ty Whe jaus

And coe e, i thie unch of us, there was this bary ey wias L
fiftewen, and b had killisd his imother w it & abe e s WAy

bt ivre

and this ooe rveming s oy went with us Iowmi
and wy ondenad our drinks Ll
ard when (1 came bime for Bis turn be sabiad 11 havww Ewergiin Rive | e
e s bergin, prlvase, bengm and wsater

Well, woe all hanighasd b was Blond and had the tace of a cherub ¥ ewint
arel wie all laughed and his chevks went nsd

ard the assistant cnook who bad taker onie onder fald proprle at Iownt
e riend talele v hat the ban Busd sl

ard Bhen ey Taughesd, 1 owent
anid then mone povple were tikd Fiwmt
arnd the baughter grew 1 rent
Annd wowm everyisne i (e gin il keww what thee Lacghiter was I en)
abeaat and v ervone started onlering v ard Laughing [

thi kg it

W drank Frew that rught, and we ssere bought chaimpuagine by the P it
mapageniert, by thee gangguter fathaer o orie OF Lis

And o conirse W satened The et day, ich of us dlona, on fis A uing e f
tramn, away Bioan Soew Tork, each ol s witho g g ups’

hnfll.,gm.ﬂ [Ty TR
bBut it weas the gromdest day ol my yoath

Allwr, 175 ol

THE RELUCTANT SPEAKER

In 4 recent informal survey that | carried out with colleagues, reluctance
o speak on the part of students was seen as their bugggest challenge
Burns and Joyce (1997 134) identify three sets of factors that may cause a
reluctance on the part of students to take part in classroom tasks iny olving
speaking They suggest that this reluctance may be due o cultural bactors,
Imh’fﬂlf-hl’ factors, and /or psvchological /affective factors. Cultural factors
derive from learners’ prior learning experiences and the expectations
created by these experiences. You will recall that in Chapter 1.1 discussed

WWW.%QQJiShPro.ir


www.EnglishPro.ir

22 @ SECOND LANGUAGE TEALHING & LEARNING

the possible mismatches that can oceur between teachers and learner,
trom different cultural backgrounds. I learners come into your classroom
believing that learning a language mvolves listening to the teacher or the
tape, and doing written exercises, then they will be reluctant to becom,
actively mvolved in speaking, 1t will be necessary o engage in a certain
amount of learner traming o encourage them to participate in ?‘F"L’ﬂllng.

& PRIOR LEARNING EXPERIENCES

Manv ot the leamers that 1 teach are reluctant speakers. This reluctance
is partlv due to their prior learmning experiences. Many of them were
educated in large classes inschools situated i noisy neighborhoods when
opportunities o speak ane severely imited, Others were taught in schools
where speaking was simply not encouraged. However, 1 find that a period
of learner tratming can go a long way towards overcoming this reluctance
simple dyvnamics, and the management ot classroom interactions, alsa
helps, | never require students to speak out in front of the whole class at
the beginning of a course. When students are working in pairs, | have
them sitting tacing each other rather than side by side, If | find myselt
with a particularly reluctant class, | change the dvnamics by, for r.*urr-'lpie.
getting the students to stand up and move around while doing speaking
tasks. | am never sure why this works, but it never fails. There seems (o

™ be something about the social nature of intermingling that creates an

imperative to communicate. It also resonates with John Fanslow's notion
of breaking rules. By allowing students to break the classroom rule that
they should remain seated in class, | also allow them to break the mule
that they should not speak in class

According to Bums and Jovee, the linguwstic facts that inhibit the
use of the spoken language include difficulties in transferring from the
learmer’s first language to the sounds, rhythms, and stress patterns of
English, difficulties with the native speaker pronunciation of the teacher.
a lack of understanding of common grammatical patterns in English (€8
English tenses} and how these may be different from their own language.
lack of Idm:linnh.- with the cultural or social knowled ge I'L"q'l.lil'fd b Prﬂf‘-"‘s
meaning. Psycholagical and affective factors include culture shock, previ-
ous negative social or polibical experiences, lack of motivation, anxiety

or Sh'!,,tl‘ll.“,'\"'- in class, E':-p{n.‘uﬂ::.' if thinr Pm'h.l“b Il?ﬂmlﬂg c—xperienc'e'!- werne
negative.

*+ MOTIVATION
Motivation is a keyv consideration in determining the PrE'Pal'f-‘dﬂﬂ'-G of

leamers to communicate. Motivation refers to the combination of effor!
plus desire to achieve the goal of |Wn1ing the language pluz- favorable

WWWW hPro.ir
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attitudes toward leaming the language. That is, mohvahon to learn a
second language is seen as referring o the extent to which the individual
works or strives to learn the language because of a desire 1o do so and
the satisfaction experienced in this activity. Ettort alone does not signify
motivation, The motivated individual expends eftort toward the goal,
but the individual expending effort is not necessarily motivated. Many
attributes of the individual such as compulsiveness, desire to please a
teacher or parent, or a high need to achieve might produce effort, as
would social pressures, such asa demanding teacher, impending examina-
tions, or the promise of a new bicycle (Gardner 1985: 10},

Why are learners unmotivated?

& Lack of success over time/lack of perception of progress

# Uninspired teaching

# Boredom

# Lack of perceived relevance of materials

® Lack of knowledge about the goals of the instructional program
# lack of appropriate feedback

What can be done?

¢ Make instructional goals explicit to learners

¢ Break learning down into sequences of achievable steps

¢ Link leamning to the needs and interests of the learners

# Allow learners ta bring their own knowledge and perspectives into

the learning process

Encourage creative language use

# Help learners to identify the strategies underlying the learning tasks
they are engaged n

# Develop ways in which learners can record their own progress

L

In a detailed investigation of the reluctant second language speaker
Amy Tsui (1996) came up with some fascinating insights into th»._- PEASONS
for reticence in the language classroom. She also has spme practical solu-
tions to the problem. Tsui and her informants collected their data n
secondary school classrooms in Hong Kong, While English was supposed
to be the medium of instruction in the schools, there was a great deal of
mixed code speaking on the part of both teachers and students, and many
schools, in fact, taught in Chinese. Tsui and the teachers she worked with
identified five principal factors accounting for the reluctance of students
to speak up in class:
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1 students percetoed foat proficmcy m Evglestr widentaped data from sSondin,
wohiwol ¢lassrooms showed that although students did have the competeng,
0 responad ti teachers’ questions in English, their Lack of confidence, unw.
inigness to take fisks, and a perception that their English was poor nesulfeg
ina marked reluctance o espond

2 Spudente fedr of mestakes and derisaon Students were also afraid of mak
foaks of themselves in front of ther peers. In addition, thens 15 a culiugg)
tactor that tunctions ma number of Asan cultunes inhubiting studins from
speabang up i front of their peers

1 Teachers stoleramce of silence: Many of the teachers taking part in the study
gave the students litthe or no wait fime

4 Unwevwer wllocation of teers. From the data collected in the study it became clear
that teachers favored the better students when soliciting nsponses. As Tay
pimis ol this s probably related to the intolerance of silence. By targhing
the better students, teachers could be sure that there would not be perineds
of sibence or confusion in their classrisims,

5 Incomprebensible mput: The final factor identified by Tsul was the overly diffi-
cult teachers” language input One leacher, Tor instance, having viewed herseli
teaching, reported that, “After viewing myself asking questions, | realized
that what | thought were simphe and clear questions wene in fact quite difficult
ter wniderstand, Mot only this, but the guestions wiere often confusing and nit
specific enough™ (Tsu 198 154)

Interviewer:  What stops won from spwakisg ep?

ESL student: "Cos tmy classoates alwo not speak g they affect me very
it Sermelines | oreally frighien I afraid iy
hassmmate will faegh Itk sy Eriglish fevel 0 ol govd,
se Lan shug o btk Logelisde I Frintee Engelisdy peryy i beciise
ik Eoglish b aite difficutl bo feen Eifuica Huonal sustem
s ulresaful Bevatiese miarty - pecple of fail on Englesl
My aiffect (saed thewr life

Interviewer:  Are o awrried ahout fatlong o Euglish?

ESL student: Viry Py il

Tigi 190, 145

* DEALING WITH THE RELUCTANT SPEAKER

Isui and her teachers formulsted six strategies for overcoming anxiety
and reluctance to speak, The first strategy was to lengthen the amount
of thme between asking a question and nominating someone 10 n*f"?“"
However, this strategy has limits, as one teacher found when she wail
two minutes for o student to respond. The extended wait time, in Bc
embarrassed the student who had been asked 1o respond and dincourage

Clhapptess B Syt iniag & 215

ber from volunteering in the future. The second strategy was hamprove
questioning e hinigues. This strategy bl pind woomiae teachers but not others
Another strategy tried by teachers was to acoept a vanety of answers
The fourth strategy was to give learners an opportunity o rehearse thear
responses in small groups or pairs betore being asked to speak up in frimt
af the whole class. Another strategy reported as effertive was to focus on
content rather than form. This lowered ansiety, particularly among fowesr
proficiency students, presumably because they were not inhibited about
making mistakes. The final factor identified by the tea hier was toestablish
good relationships with the students Tsui cone fuded from her study that
thie kev to m‘qcnumging stadents o communicate was o create a Bivw -
anxiety classroom atmosphere Strategies that contributed to a lowering
of anxiety were the key ones in encouraging the reluctant student to
hpﬁ'[ka.hle 82 summarizis some of the practical steps that can be under-
taken to enhance the motivation of learners to speak

Table 8.2  Somwe preconditions for eiecfive mobivation

Factor Characterislics

1. Supportive Environment orderly classroom
teacher s skilliad in classroom management
students nonansious, and leel comfortable
taking risks
feedback is positive

2 Appropriate Level of ks are peather oo easy nor boo diffaoll
Infticulty students know what they have o do
criteria lor success ane clear
b Meaninglul Learning students know what they are expected 1o learn
and why

activities are meanimgfiul and worthw hile

relationship between objective and activities is
clisar

tasks are sequenced so that new fasks build on
and extend omes thal coma belon:

stiacdents are given 4 reason bo be i class

4 Strategies motivatimal strategy s matched to
instructional nevd
particular stratogies ane no overised
teracher uses o range of strafigics
there s a learmng-how-todearn dimension 1o
nsEracLion

S Content students can relate content o own experience
topics ane interesting

www.EnglishPro.ir
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TASK DIFFICULTY

¢ FACTORS AFFECTING TASK DIFFICULTY: TASK FACTORsS,
LEARNER FACTORS, AND LANGUAGE FACTORS

In Chapter 1.1 pointed out the problems in determining difficulty when
using fask as a basic organizing prinaple. In terms of speaking, H;ur;_- are
three sets of factirs to be taken into consideration, and not all aof the
tactors are under the control of the teacher or the instructional designer
In the hiest place there are lactors to do with the data that learners arp
working with, (How dense/complex are the texts that learners are e
quired to process? How abstract /concrete is the content in relation to the
learners” experience? How much contextual support is provided?) The
secotud set of factors has to do with the task itself. (How many steps are
ivolved i the task? How relevant and meaningful is the task? How
much time is available? What degree of grammatical accuracy is provided?
How much assistance is provided? How clearly is the task set up for the
learners? How much practice or rehearsal time is available?) Finally, there
are factors that are internal to the speakers themselves. These factors
which are largely outside the teacher’s control, include the level of confi-
dence and motivation of the learners, prior knowledge of content, degree
of linguistic knowledge and skill, extent of cultural knowledge, and the

ow— degree of familiarity with the task type itself,
v Fact

ors affecting lask difficulty

the degre b which the linguage event s embedded i a contes thar faceh-
tates cormprehe s

e dhegree e whach the |

ANRUABE event makes cognitive demands on e
I,

thes clepree o which background knowledes can e used:
the amaunt of assistance providid to the leamer:

e comnpliesity of the Larguage that the learmer s recuired 1o prosduce;
he degree of emuotional stress nvoalvied 17 completing the task.
thes itterest aned motivation of tha e raer

With speaking tasks, there is also the interlocutor offect. Speakers
behave ditferently when performing identical tasks depending on the
person they are talking 1o (Martyn 1997). In her study, Martyn collected
data fre 'm speakers as they performed similar tasks with different interloc
utors. She found that different language was produced by the speakers
according to the degree of comfort they felt with the learners they were
working with. Another aspect of the mnterlocutor effect is the degree o
rompetence of the other person or persons. As we have already seen
tommunication is a collaborative achievement fruwihich the ﬁﬁ‘ﬂkfr-"" R
Bate meaming in order to achieve their goals. Therefore. a speaker s comt

Chapmer B Spwoikonm @ 1N

r]'ll]l!“l:'“'l"' sucorss will t‘l' l."'ﬂl'lh determinged by thee skills vt the ither
r'n:l'h.:?” This has |“IP]I\-I“IH‘I\. not oy for pesaeanch tand it has o be
Fubll‘!ll.‘ki ot that most SEA research seems to have been conducted inoan
interpersonal vacuum), but also for the assesmoent of speaking pertorm
ance,

The most extensive research into speaking task difticulty has been
carried out in first language contests. This work s reportesd in Brown
and Yule (1983), who identity a number of factors that are sigmificant in
determining l.'l"'ll(’!.!“}' In thie Hrst Pl.‘ln‘. the I.tl'}:Tl‘l' of absteaction 1= a
tactor. Tasks rrquinng '.ipvnh:'r\ tor ddescribe concrete, statn uhlm s ane
easier than tasks requiring the descnption of objects whose positions
relative to one another are changing Thus, describimg o picture 15 casier
than describing an acadent. These concrete descniptions are easier than
tasks involving abstract concepts such as expressing an opimion

® LISTENING TO FACILITATE SPEAKING

Brown and her colleagues wene not only interested in wdentifving those
factors causing difficulty, but also in finding wavs of helping speakers
improve their performance. In some mteresting work that dramatizes the
symbiosis between speaking and listening, they found that prior expen-
ence as a listener helps speakers improve their performance as a speaker.
(This insight would appear to validate the task-dependency primciple of
moving from reception to production that has already been discussed |
There are two possible reasons for ths finding. In the first place, being a
listener gives learners models to deploy when acting as a speaker In
addition, being a hearer first helps the learmer appreciate the difficulties
inherent in the task

Giving speakers expenence in the hearess role is more helpful than
simple practice in tasks o which a speaker is having real difficulties in
appreciating what o particular task requires, In tasks ino which speakers
are largely successful in meeting a particular task demand, repeated prac-
tice may enable them to improve further their performance in this respect,
and may indeed be a pleasant and motivating experience

COURSE DESIGN ISSUES

¢ GOAL SFTTING

In traditional approaches to curriculum development, having established
the overall purposes for @ course, the first step i the course design
Procedure is 1o specity what learners are to do. In other wornds, one has
b0 st out the goals and objectives of the program. The broad communica
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tve goal and attendant specific goals in Table 8.3 have been taken fom
a carncnlum tramework designed o wachers d'-‘\"-"ﬂi““p: COLIEsEes
weneral language probcency
Whale the value ot goals and obectives are still recogmized, i receny
vears wiih the emergence of tesk and fov as important curriculg hiliilllna
Blocks, vormeubum developers have begun to esplore alternatives w ihy
vbpectives st approach. Foradetanled exploration of task-based coupg
design. see my 1989 book, Designing Tasks for the Commmicitioe Ciorracalum,

* INFLUENCE OF SYSTEMIC-FUNCTIONAL LINGUISTICS

I Australia, where systemic-tunctional lingtistics and the genre school
of pedagogy have mfuenced course design, course desipners have Een
much greater prominence W tests as the point of departure in course
design. Table 84 illustrates the procedune diey cloped by Burms and Joyee
(1997) tor developing a course based on such principles,

Having decided on the parameters for the course, the nest (and, for
many teachers, most interesting) step is o decide on the preclagogical
tasks. In the section that follows, | discuss some of the issues that nesd
to be considered in developing, moditving, or adapting classroom tasks

Table 8.1
Broad Goal Specific Goals
Campmimcat ion Tor b bl by st bt Barigaaage toy

By partiapating i ac-
bivitles organized
aroind wse of the tas-
et language, learmers
will acquire commum-
cation skalls in the tar-
et lanpuage, in onder
W widen their net-
works of iterpersonal
relations, have direct ac-
cehsc b nbormation in
the barged Languagp,
and wse their language
skills fur study, voca-
il and letsuee-

vatablish and maimtain n-l,ﬂll_unﬁ.hj;rrt. amd discuss
topies of intenst, e, through the exchange ol
indormation, ideas, opunions, abtitudes, leelings,
evprriences, plans

participate in sooal interaction related 1o solv-
g a problem, making arrangements, making
deisions with others, and transacting o obtain
gowods, services, and prublic imformation,
obtain mtormalion by searching for speciiic e
tinls o spoken or written test and then
prrocess and use the information obtaned;
obtain information by listening to or reading o
sparkin oF wrilten text as a whole, and then
Process and use the mformation obtained;

Bive imdormation in spuken or writlen formu €8
based purposes Bive o talk, write an essay, or a set ol NS
Havis, .
bisten to, read or view, and respond [H.-mﬂhl“""
b @ stimals, o B o story, play, falim, seng,
— procm, picture B R

Naurre Adapted from the Austratun Langiuge Leovls Frimen et

hhly B4

St

1 Identify the overall
contexl

2 Develop an aim

1 Mote the language event
sequence within the
contest

4 List the texts arising
from the sequence

5 Outline the sociocultural
knowledge students
need

& Record or gather samples
of texts
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THsensstan gnd Evamples

Phe focuis oF @ i ersity course is preparing
students fo study at the unveraty

Lo develop the spoken and witten language
skills regquaired o umdertake umiyversaty sty
Thesas comaled i e

enrolling ab umversily

it tssbn g Conrse sedicthon
attending lestures

attending tutorals

wsangy the Library

reatedingg reference books

W essays

wrting reparts

undertaking examinativons
participating in casual conversation

These conulid inelude

)

L%

enrollment forms

seryice encounter / selecting courses
lecturis

tutorial discussions

service ercounter/ library encouriter

range of possible written tests, for example
discipline-specific essays

disciplime-specific reports

rarge of possible reading tests, fur
example

discipline-spaecilic jourmal articlis
discipline-specitic boaks

library catalogues

lecture notes

Earmitation papers

penmes within casual conversabion (o, the
anwcdibe)

Students necd knowledge about:

o
o
o

L

avachemic institutions

avademic proceduns and expectations

thie role of the student

Written texts:

Laather examples of essays, cataligues,
ponrmals, et

Spoken ests

Yo may need o,

find available mecordings

propane some semi-scripted dialogues
yoursel |

revord authentic interactions
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Table B4« onnmesd

Shep Dyasensseon amd Lvnmples

T Develop unils of work C Lassrsonm Lisks shwld e sequenced within
s b work to provide students witly
explat imput
guided pravihce
an opportumty Iﬂ'ﬁ""'E"h’*'lh‘llv.lu.-ruh,-

tor vour students. 1 shall then conclude the chapter by illustrating one
wav in which tasks can be sequenced into a unit of work,

PEDAGOGICAL TASKS

¢ THE RESTRICTED NATURE OF MOST MATERIALS

Muost of the teaching materials in the pedagogical marketplace consist of
what I would call reproductive language tasks. In completing such tasks,
leamners are required to do little more than reproduce, with degrees of
variation, models provided by the teacher, the textbook, or the tape. Take,
tor example. the tollowing list of tasks. These represent the sum total of
task types in a popular textbook series, whose ostensible aim is to “help
learners use the language essential to real-life situations.” This is all the
speaking practice that leamners receive in the course.

L Leamer listens to and reads two-line dialogue and practices with a pariner.
2 Listen and repeat.

3. Listen 10 a model dialogue and repeal, interpolating own name

4 Kead question cue and make-up question

5 Read two-line skeleton dinlogue and practice with partner

B Listen/read o model question and ask a partner.

7 Read a model dialogue and have a similar conversation using vues provided
=

Study o substitution table and make up sentences.

Ptudy questions and answers in a model dialogue and make up similar
quastions using coe winds,

W Lowk at a picture and study model sentences. Make up similar senienoe
bt a similar picture.

1L Listen to numbers and dates. Read numbers:and dates and say them

hl
12 II‘rti'f'I e I:I'Fh:"i{ﬂ].'lt amd answer writhn '-'“mpn'l'll"l"lhlﬂn L{l.ll.“:tlﬂm-

3

I3 Listen toan mterview, Ask and answer similar duiestions with a partnet

1." Ir.l'hlk. at dL.H.:T-lnh-' ol Lluq. L.s ||."|.'|,||-| a }'Nlﬂ'l."ll.'r ask ﬂ.T‘Id ATISWOT q.lul.'bll'-““" -ﬂ'!\'ﬂ.ir
the tirne

U hager 0 TN & il

15 Listen booa mendel, sty o map, and deseribe thie risate from one TR TR
proinal Br aniother

& THE “3P” INSTRUCTIONAL CYCILF

Despite the conceptual leaps made by the profession over the List fwenty
years, audiolingualism is still the dominant paradigm m many parts of
the world, Underving audiolingualism is a "3 ansteactional ovole of
presentation, prachce, and production. At stage 1 the presentation stage,
the teacher, testbook, or tape models a target structure tor the stadent
At the practice stage, the student manipulates the structure through a
series of drills, At the final stage, the production stage, the learmer applies
the structure in a series of application tasks,

While such tashs might well be nevessary for establishing mastiry
over basic phonological elements and syntactic patterns, they do not go
tar enough. In addition to these reproductive exercises, learners nold
opportunities for creative language use. By creativity, 1 do not mean the
opportunity to write poems or plays (although many learners could well
benefit from such opportunities), By creativity, | mean the opportunity to
recombine familiar language elements in new and unfamiliar ways

* KEY PRINCIPLES

A considerable amount of research (see Chapter 23 as well as directions
in pedagogical practice, suggest that in the speaking classroom, learmers
should be given the maximum number of opportunibies possible o prace
tice the target language in meaningtul contests and situation. While gram-
matical explanations and linguistic analysis facilitates acquisition, it seems
to work better for some learners than others, However, opportunities o
use the language appear to facilitate acquisition for all leamers, When
taking part in tasks that require the creative and relatively unpredictable
use of language, learners are bound to make mustakes. These should be
seen as a natural part of the learning process.

Table 8.5
The 3"s Instructional Cyele o
Stage 1 Stage 2 Stage 1
Preseribation Practice Production
ROuE oF Teacik Mondel Conductor Mlosrtoor
ROLE OF STupENTS Listener Performes Interactor
ACTIVITY Type [ pcture Substituticon drill Kole play
CLass ARRANGEMENT Whaole class "air Small group
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| CTRCTTTSN R TR TR T SO | suggasdend that wo draw o bbb oy

Etewewnn peschigonpeal anmd et on real skl tasks Tk witly o Pl

sl vationade e feamwrs o A sl ke W wgty g
b s ok of ey i the sworkd Beyomd U o lasstoonm Tasks
withe o pesdlagpogsieal cabiomabe ony e otber Liaud a e learmers oo
s that s extivomedy anbikely ey woubd b called o to o otside
e e bisstonnn A ey cannat b sttt d o the pionids Ut they e
enabling Tearmers tooiehwearse weal waorld Bobavis they st have an
Altermative abianate: This wsaally takes a paycholiginstie form along, the
bes ot Wl alihongh the learners are engaged im tashs which iy are

nlihely te pertorm oatside the s the tasks are stmulating it
tal prrawesses oF acgquisition (1989 40)

A SAMPLE SPEAKING LESSON

I this section 1 ahall desonbe a Lagoage lesson for a B of upper
intermediate learmers The nuaterial is based on The ATLAS Senes, amd 1
Bave sebestend ot to illusteate some of the hey principles deseribvsd i the
Bendy of the chapter The column an the lett sets out the tasks carmed out
by the stindents e Tast time §aaght g speaking lesson using these mater
als O the nght 1 descnbe the rationale bebind the tasks and their
sequenemy, The lesson was part of an mtensive general Paglish course

run durmng summer school for stadents o brush up on their speaking
=kalls

Warm Lip ! beqan by descyibing
.. the goals of the lesaon,
In groups. bramstorm detinitons of cud- ) "
A 1 j wi:ich were 1O exXpreéas
e cmilarr ol aned celteral sirntou i
their opinions, and 1o
Jive reascns for them
I Lroup work Bramstorm Make a Bt ot The $irss two tasks were
the gownd thurzs amnd the badd things about  sean: L pe  schoma
lnvwng m arather Coumtny building tasks to I
mind students of what

— E‘:im‘_{f — Bad Themgs they already wnew of the

Fubiert of the lezson. &
rexinded grodenmts of A
lesgom we had Jone
Freced

¥ ™
£F

weak tThat

dea t with cha scue of

Listening Tasks

1 Wats byt whibesn Mk welwener e llllrilh'
cont Do, i wlunl Whaey Bikee it
e et P (TS T ais b somand ey wnwl
T ey pindadbin Wit o valtiiey

o Dt o vl bean Ehave. Avowe. ansd
| e Balbangg alweint sbunl o s like o
Fivas i aniblun Comm by Sonee ol e
P b fogg e e cvimintey wlered tiey
were b Sk @ oot ol thie pilaces
vintn bsan

=

b G swoork Dasten agany Lse the i
porrma e i Pl fagae and (e ol
g Bt shewt o complete the lalile
shoning whene these Hhivee people
wene B anad whwere thaey ave living,
[RTRIAY

Fact Sheet

® tme of the people Living in Aue
tymlin war Dodn in Biltaln

® Denloe was Doan Ly Mistealla

* ne af the |_|m:||-'h- Living L Aum

craiia e fram Canada

Name  Where From
Anne

Denise
e

Whent Now

o mup work. Dhacussion. What does
cach person sav about Coultune”?

',E"'_" Toprivc Comment
Anne British culiure

Denise Caltorman cultune

9"_}"__ Popular culture

4 Listen to the tape agan o confinm
MOUT answers

Www.EninshPro.ir

i I....|;I|-r n e 'L-i:P L ] Fry

Ilim al=a I 1 he
fEal v taakn =swis 1

Jiwe The @ dent jpdeas

Faar Yihew apmdk ing ank 1
i Al e | an
prodéiddm Elimi wit b

N piE i 12 | W

T Foamt Liarenirneg
Lamisil e & awy lwa H
ankl humgil | v iid®om ¥
immbgrants \n the United
lvaren dimcuan iy T e
axpel bence of Living in
arbzbher culbure ikl
malintalning Lhelr
cultural ident iy

The second listening was
baped on audiotaped
iprerviews with three
people who were living
and working in fountiies
other than the ones they
wore born in

Finally., studentsa had to
listen again, and

ident 1%y what each
person has to say abour
*roulture This is a
challenging task,
pecause they all define
the tetm in somewhat
different ways.
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Speaking The <lass watl aplls lpe: Irtereating Practecal
tweo. Half the «)ag —_— T m N -—
1 o Ve work Make o list' 6f the things erpieted she A vank 4nd Ideas
that visiters wiorild say about yoiurculs meiiecad she & o Y — - —_—
Pusre Eakk bey then formes 4 —— = —_—— —
B Make J sl of the things that givie 5 5 Avads tn glve s _ - e
Hiong Kong o sense of identity. e, fRedbEack on the Sank 6
Farmsias et r;‘-lr' wigmiticant events n " cplete = - N
tusiory :
L Imterview Tang and ind out what she s Tueck wsild hava 2 0
finds inderesting, unusual, strange, good, on this particulsr day 1 & - S
and nid s pesd abowt Hong, Kong: nnd A viBitimg @ Ea:_‘in; 1 =1
from Geiiing Foreign
Studies University, sg I ¢ Compare lists. Which pair has the most intereshing adeis overall” =
waE able to bulld hes
t;;:t ERas e Audio Tapescript
A Anne: Whenever | meet newo people rm,;-m:rw; altays H:.;:,, rrﬂ:;:r
3 : whk You have : The final task ip oh where D from, whereas when ['m back i Britarn, [ m surrou fr people
R e i e e who s bt my ko, riends fumilyand eaizesae s arund
o take up a position as & compuler  get studenta *_-_::-_;...-_,_.} Wihien | Girst moved to Austraha, | felt 1 had to explain sy hackground o
w-"-'] programmer with a Lirge firm. You  abour living and wereing evervone | met because | came from a culture where evenaome likes te ey
| know very little about this countrv. Lo ancthes sountry and whtere you fit o 1 ot sick aof it ﬂﬁl"f & while
weerer®  Bramstorm deas for meeting P“'*Fi" thinking cresrively Denise: | think that's wour British hackground, Anne, cause [ don't feel that
and findmg out about the country, abnur how they might get wy lromg i Califormia. People are cummimg and going all the me. = they
to mest sther peopls don’t care that much abowt where vou're from. They might <oy Where re Wl
Example: from? Oh Australia.” and then they I talk about kangaroos or something and
A 1'd take classes in ceramics. them that s it _
B. I had noogdea voo were interested in Dave: Well, a lot of times | feet really ignorant, especially about popular culture.
CErAMICS, ' You go somenwhere and ﬂwbm‘u knines someone’s name—a famous dctor or
A V'monot, but 1Us such a h[]nng hinbby, ﬁl'l'l#'-,'l‘ or tehaterer—uho's rrrh’lf kﬂ("ﬂ"ﬂ tr Austraim. | "'I.lul‘l.lf it rimye amd trmr
there must be [ots of interesting con- ugain when | first moved from Canada. Evervbady knet comeone or seme event
versations s the dass: but 1 didn't have o clue
B That's a crazv idea. I'd find out about Anne: Right. .
the place betore | go. I'd read about Denise: Well, that docsn't happen in California, Cause Califormian :f lurf[:
the place in an encvelopedia, and 1'd the world’s culture. Any person who's popular in California is i'm "
visit the local consulate. They always popular evervivhere else 'cause they're going to be marketed everiavhere else.

have lots of information

+ Conclusion

b Work with ancthier pair, and write down ten ideas. Rank the ideas from
most o least interesting (1 = most interesting). Now rank them again
trom most to least practical (1 = miost practicall.

In the course of this book, 1 have traced the evolution of language educa-
tion over the last thirty vears | have shown hew changing views on the

ntere ' hin
' Practical nature of language, language learming, and the role of the learmer wit

= Interestmg  TTT— the learning antf;s have changed. and | have tried to spell cut how these
fr N changing philosophies and view have atfected. sometimes profoundly.
2 - what goes on in the classroom.

= —www.EnglishPro.ir
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In this chapter, |
have change
fearners develop their speaking skills.
wavs in owhich i
curticulum, from thed

have looked al the ways in which these changes
d the ways in which we go about the task of helping our
[able 6 ofters a summary of the
wse changing views have affected every aspect of the
avs when audiolingualism dominated the speaking

classroom through to the present time when communicative language
teaching has come to dominate.

Theary ol
[ALTHIRTRS
ndiera ton

Theory of
hrarmiing

Chpwtaves

b

Artivities

Lesarnier rode

T her pusle

Bobe oo
mialerials

Andiglingualism
Language i o system of mule
vertied structures herarchically
arrangged

Halsib formation, skills ane learmed
e effectisely o oral procedies
wnbten anabisgy ol analysis

Conntrod o B shractuires ol souml,
tormm and order. mastery over
avribeabs o the lomguiage; the goal s
matwe spedker masteny

Giranded syllabus of phonology,

mwrprhodogy, and syotas; contrastive
amalysis

Ehalogues and drills repebion and
memwirisation, pathern practice

Chrganesms thal can be diricbed by
skilled tramming techmipues
prveduce cormat responss

Cenmtral and avbive; teacher
chimmmnated methid | prowvides model,
comtrubs direction aml pace

Primanly teaclwer-orientind, Tapes
and visuals lamgeuage Ll obbin s,

Commpunivafioe Language Teackhing

Lamguage i a system for the
swpression ol meaning primany
famction— and commumication

Actavities involving real
CONTUTIR TG A lI0m, CarTyaIng, ol
il tasks, ard using
lamggiaage that is meaningiul 1o the
bearner privdoobe learming,

Cpectives will eetloct tha meeds of
tha Tearmer, they will include
himnctional skifls as well s lnguists
objectives.

Wil s lade sonwe o all ol the
torllewwomg,: strus bures, functions,
mstione thimies, and tasks. Ordering
will b guidesl by leamer necds,

Ergage learness i communicalion
involve processes such as
information sharing, negetabon of
s, and inferaction

Learner as nepodialon inieraciorn
wiving as well as taking

Favalitaton’ ot the comminmeation
procuss) nevds analyst, coamselon,
PRm Manager

Pramary role of promating
commuricative language s 1ask:
based, authwntic

L] Qu:snnus AND TASKS

S——

]

_ 2
What is communicative competence, and what ane its individual components”
Why ane conversational routines helpful for commumseation?

[ hager 8 Wi L 247

What is the negotiation of meaning, and why has 3 bevn hypothesuad a5

! Faeirng I-rnpurl.ml fovr the dirvelopmaent of »,1.-.;1-..ng"
4 Whatis Tenre” T foww coan an understandirg of genoe help us when it comes
1 the teaching of spoken language?
List the factors that determane the difficulty of o speaking tash
& Study a textbook and ilentiby the range of rides mmphat ot for lrarmiees
. and teachers . | '
= summarize the key principles that vou foel are important for developing
. ;pmkmu kills. Diesign o speaking lesson usmg the principles. Demaonistrate
-huw the principles are realized through the maternals
& CONCEPT MAP OF CHAPTER 8
lural
communicalive  discoursa  prior leaming cul
competance  ve diElogue a!pnnllm&a I&ci.ors
Tha reluctant Task
;h :p:::::; spaaker 1 dticulry
factors
motnation dealing wilh
Iranszcﬁlmml mﬁ::u the reluctant
intoractional  Iheory speaker task language
language larmes
L] sepeaking |
raproductive b
lask types creative lasks
Course Padagogcal
desgn issuas s
gonl irifiuence of principles for CL‘
salling  systemsc-lunclional 1ash design
lirgueisthcs ks
bngualism  and tasks
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CHAPTER 9

Reading

Reading, along with listening, 15 sometimes viewed as a passioe shall
However, as we saw in Chapter 7, listening is anything but passive. In
this chapter, we shall see that reading 1s anything but passive as well
There are, of course, similarities between reading and noninteractive lis-
tening (that is, listening to a monclogue, news broadcast, lecture, et )
Both involve processing ideas generated by others that are transmitted
through language. Bath involve highly complex cognitive processing op-
erations. It is not surprising, then, that parallels are frequently drawn
between both skills, nor that research outcomes developed in one anea
should be transterred to the other, OF course there are important differ-
ences. Listening is ephemeral; The words are gone as soon as they are
uttered, whereas the written word is permanent, and can be revisited. In
addition, reading involves the processing of wntten language, and, as we
see in the next chapter, there are important differences between spoken and
written language. The chapter covers the following issues and concepts:
Reading in another language
reading purposes and strategios
4 bottom-up and top-down approaches
Research into reading
schema theory
the transfer hypothesis
& cross-cultural aspects of reading comprehension
Task types
O the "good" reading task
O stratepes-hased approaches w reading tasks
Designing reading courses
% steps in the design process

% task-based course design

READING IN ANOTHER LANGUAGE

Unlike speaking, reading is not spmething that every |:_'|dw Ld:l:!‘:i:rnm
to do. An enormotis amount of time, money. and effort is sp-w;d Ll_ fm;f.
reading in elementary and secondary chools around :‘hu w::ad;n; than
it is probably true to say that more time 1 Py wfhhamieen the mark
any other skill. For hundreds of years. biehn Hosade 25 149
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ol the ecueated persan. One of the greates indictments of many educating
systems is that some children spend up to twelve vears in school and dg
il bevomae literate

* READING PURPOSES AND STRATEGIES

Take o few minutes to reflect on all of the reading that you have done in
the st twenty-four hours: Make a lst, Now note the different Purpsises
and strategies vou employed for each of the difterent reading tasks that
vou carried oub, The list s a noneshaustive record of some of the things
that | have read over the last twenty-tour hours. | say nonexhaustive
because reading is so imtimately a part of my daily existence, that nr;
exhaustive list of every picce of written material than | processed would
take up several pages, and would be extremely boring to read.

My 24-hour list of reading tasks

v Londen, San Francisco and Sydney newspapers on
the world Wide Web
Countless e-maill messages

J  The South China Morning Post newspaper

v A memo from a staff member

J  Several poems from a newly publighed collection
by a colleague

« A Brazilian visa application form

v Several academic texts

v Page proofs of a forthcoming listening text

v, The University bulletin for senior gtaff

« A past isgue of TESOL Matters

v The telephone directory

/ The label con & bottle of wine

. The final chapter of a navel

When I carried out these reading tasks, | had different purposes in
mind, and used different strategies. | read the novel for pleasure, Because
I 'had enjoved it so much, and because | was on the final chapter, |
read it slowly, savoring every sentence. [ read the colleague’s poems for
pleasure, and also out of cu rivsity, | skimmeed the Senate minutes to ensure
that the wrnitten record accorded with my own recollection of what had
gone on. I scanned the issue of TESOL Matters because | was looking for
a specific piece of information. [ read the page proofs of the listening tex!
slowly and painstakingly because | was looking for typographical errors:

Chaptes 4 Keading & 251

(Something that | am not particularly skilled at) | read the label on the
wine bottle to check the grape vaneties that had been usied to make the
wine. In summary, I read for pleasure, to obtain information, o venfs
information that 1 already know for thought that | knew ), and | read o
check the accuracy of a text | had written. For each of these ditferent
tasks, | employved different strategies. read slowhy and carefully for both
accuracy and pleasure, L skimmaed to ot a general idea of the information
contained in some of the fests, and 1 scanned other tests for specifie
information.

Rivers and Temperly (1978; 187) suggest that there ane seven main
purposes for reading,

1 To obtain mformation for some purpisse or becaoss we are curious abot
sonmee Bopic;

2 To obtan nstructions on how to pertorm some task for our work or daily
lite {e g knpwing how an appliance works);
Tooact in a play, play a game, do a pusele;

4. To keepin touch with friends by correspondence or to understand busirmes
letters,;
T ko when or where something will lake ploce or what s available:

6. To know what s happening or has happened (a8 repistted in newspapers,
Magazines, reports);

7. For enpowvment of excltement,

Davies (1995) roviews studies by Lunzer and Gardner (1999) and Harri-
Augstein and Thomas (1984) that set out the different types of reading
that exist.

@ The first of these is receplive eading, which s the rapid, automatic reading
that we do when we read narratives;

2 reflective readingg. in which we pause often and reflect on what we have read:
skfore readinyg, mowhich we read rapidly o establish in o general way what a
text is about;

@ scamminy, or searching for specific information.

Davies concludes, however, that in actual reading performance

it s difficull o draw clear boundaries between the tvpes of
reading termed skpmming and scinong; i real life, scanning inevitably
involves some skimming (and skipping) of large sections of test, and
skimming, reciprocally, must embrace spme scanning. Furthermore,
skimming and seanning both involve fairly rapid superficial reading and
both are aimed at searching, rather than deep processing of the test or

reflection upon the content of the text.
Duaties 1995, 137

www.Enﬂ'shPro.ir


www.EnglishPro.ir

250 4 SECOND LANGUAGE TEAUTHNG & LEARNING

* BOTTOM-UP AND TOP-DOWN APPROACHES

In Chapter 7, we looked at bottom: up and top-down approaches o this
development of hstening. Similar approaches have been emip
relation o reading, The Pottom-up approach views reading as a PR s
ol decoding written symbols into their aural couivalents in a hinear .Iah.h.
wn. Thus, one first discriminates each letter as it is crcountered, Hd,jUI:ldg
these out, matching the written symbols with their aural equivalents
blends these together to form words, and derives meaning. Arrivin ;_;
the meaning ol a word is therefore the final step in the progess. Unﬁthu
Face of it this would seem to be a reasonable explanation of the
process. Letters do represent sounds, and despite the fact th
26 letters have o epresent over forty sounds, there is
correspondence between written symbols and the
teaching beginmng reading, y

lowisd i

reading
at in English
a high degree of
; ir aural equivalents, In
it would seem reasonable to teach learners
these sound-symbol correspondences, and, in fact, this is the procedure
m_-LdL-rlwng tlhu most popular approach to the teaching of reading, known
as the phonics approach. The alternative, known as the whole-word ap-
proach, teaches words by their overall shape or configuration.

Phonics

A approach o the teaching of reading in which legrmiers ane taughl o decods
words by matching written symbols with their aural eguvalents,

Une of the assumptions underlying the phonics approach is that once
a reader has blended the sounds together to form a word, then the word
will be recognized. In other words, it is assumed that the reader will
already know these words in their spoken form, This, in fact, is not an
assumption that can be made with either second o first 1a nguage learners,
Most teachers who have taught initial reading using phonics are familiar
with children who can “read” without understanding. In other words,
ttw;f can sound out the words, but are unable to make sense of the text
itself.

Phonics has come in for a great deal of eriticism for the fact that it de-
emphasizes meaning in the reading process. The complexity and relative
unpredictability of sound-symbol correspondences in English have also
been noted. In addition, research into human memory and speech process-
ing has also shown that phonics is problematic, Fur-t.-xamplt'. it has been
shown that it takes around a quarter of a second to match a letter of the
alphabet with its aural equivalent. At this rate, given the average length
of English words, good readers would only be able to process around o0
words per minute. However, we also know that the average reader can
read between 250 and 350 words per minute. Reading, under the phonics
approach, would appear to be a logical impossibility.

One of the most articulate critics of the phonics approach is Frank

{ hagitenr 4 /e wling & "5l
Smith. In s (1978) book Chderstanading Reaading
present a “psycholingushe approach to reading
"‘I"'"-""h provessing terms, phonics simp

which purported o
b prnnted out that, in
Iy dows not work becatse in many
words 1t s impossibli to determine the sound representind by the word

until one has read the éntiee word 1 for example, one encounters the
seqquence of letters - o Abis imposaible to assign a phonemic value
to the letter o until one knows whether the word s fowse. Boree ot oot
and so on as the letter o has a different sound 0 each word OF cotirse
when actually reading, context plavs a crucial role in helping the reader
to predict the meaning of a upcoming word [ the sentence in which the
It = o sequence appears begins, I was the dead of mght, and the owl
began to ho. .. " most readers would immediately predict that the up
coming word is ho,

Evidence against the notion that reading is o muttee of decocding letters
to sounds in a linear fashion also came from work careied out i the 19704
by researchers using a technique called seiscwe amalysi= Thie techiigue
pioneered by Goodman and Burke {sev, forexample, Goodman and Burke,
1972), involves the analvsis of errors made by the reader when reading
the text aloud. This technique shows that reading is more than mechanical
decoding, that readers who are reading for meaning generale miscues
that make sense semantically, For example, the person might read 1 s
@ hot, sunny day, when the orggimal test was I aas o broght. stemey daw (11
someone read I aas a bright, s dig, we could reasonably conclude
that he or she was decoding mechanically )

Miscue analysis

A techmigue of dentitvimg reading probilemms by bavig the reader mead 3 tew)
alosel, recording the reachng, and then documenting and analyzing the deviation s
o fibsc uets, froam the lesd

Waork by Smith, the miscue analysts, and others led to the development
of an alternative to the bottom-up phonics approach. This alternative
approach became known as the top-down or psycholinguistic approach
o reading. According to this view, one begins with a st of hypotheses
or predictions about the meaning of the text one is about to read, and
then selectively samples the text o determine whether or not one’s predic-
tions are correct. Reading is a process of reconstructing meamng rather
than decoding form, and the reader only resorts 1o decoding if other
means fail.

However, there are also problems with this alternative hypothesis
Stanovich (1980), among others, has pointed out that if reading were a
process of developing and testing hypotheses, as Smith suggests, then
reading would actually take longer than the decoding approach

One of the assumptions made by proponents of the top-down ap-
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proach is that learming to read and reading fluently. must necessanly
imvolve the same process. Smith, for example, angues that fluent readers
recognize words on sight, In other words, they function in the way sug.-
gestiad by proponents of the whole-word approach, and that, therefone,
this is the wav that children should learn to read. However, it does ngt
necessarily follow that because fluent readers read by recognizing whole
words on sighl (assuming that this is how they read), that this is the way
that they learned to read in the first place. It could well be that a phonics
approach in the varly stages of reading is the most effective and efficient
way to teach reading, Or it could also be the case that different individuals
learn to read in different wavs, and that reading teachers need to adopt
different strategies o meet these different needs.

Laiven these uunﬂirlin};. and, in some wavs, contradictory perspectives
and approaches, how do readers make sense of text? What can we leamn
from the way the fluent readers make sense of texts that can puide us m
developing effective pedagogical approaches for beginning readers?

I would argue that reading is an interactive process, in which the
reader constantly shuttles between bottom-up and top-down processes,
In arder to explore this, 1 invite vou to take part in a small experiment

Study the text in the box below and answer these questions. As you

do the task; make a mental note of the strategics viu use o make sense
of the text. '

How many words can yvou make out?

What type of text do vou think it is?

What do you think the text is about?

What do you think is the purpose of the texi?
What language is the st wrilten in?

e b e

TOK BILOG GAVMAN

Ej_.pn:_na yu painim . gompela Japan i les long pait, wyu
9:fim dispela pas. Sipos i savi wakabaut, i kan kam
ontaim yupela nau painim soldia bilong yumi. Im i
gik tumas, orait, yu brinim tok.

Tok im gut,
nau salim gl
Finis.

mipela nokan kilim ol,

kalabus dasol,
iko long Astralia,

na weitim pait 1

WOK BILOG GAVMAN. I GAT PEI.

The text is written in a language that | am sure the vast majority of readers
have never encountered: New Guinean Tok Pisin. The following extract

15 a conversation between two individuals who attempted to decode the
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Tok Pisin text, In the extract they are discussing the strateswes they used
to make sense of the decontestualieed text As vou read the transcription,
vou will see that they use both top-down and bottom-up processing
stratesgies o construct a plausible interpretation of the text

A | | thik it of thie strategies oo that s Heat I foed | hvweir @ feitle
bit of the languwage and P brging boilvai on divgthing | e seen beforr or

hewrrd Before that | can reliste ack fo

We'ne also using whal wy knowe about Englodh and relating the words o

Englesh. But as el as thiat won star rgeng o decipies thie a fual e

B:

of the lamguage, so Hiings like ipromoutes and) sompela, vupels and
the ither oo which o lost gt the moment —mipela—proumaliy oy
senmtethingg B0 do with wei (but alsol the wdy msohach the grammar b
ergamized, like som and yu and i mukela, vutela, and aduteoer

But alse, what toe tw dovte =0 far 1s Bry 1o decipher o more or less aord by
wond, arid ' re onde fust begriining e gt @ seise of the comtext or the
backeround kneseledee or the kind of the discourse as a whole <o um—it's
interestinyg that we've started Py trieey to din of wond-fy-uerd

B Although wye alse get to bits that we cun't o and Beaoe ot and then o
i

A And then come ek
B: -t won oy gt Bebter sevese of oot comes after fo Pr amd actually
almgst fike @ cloze test where o by foe te revonstract oobun

alight to go wliere on the basis of haimy revid om

A Umbevang b Pk of sohat Kiead of commevfions Hiere dre betiteen Australia
and Japan amd in Papra New Guanes the kisd of coniections betieen
Aunestraler and Japane would be e aar really, woovaddn't they?

B:  Edther that or iroestment miring.

A Yes, ol that ' prue. could I smoestment, yeal

B om0, i could Be theee's somone ooho s done His ork and Jasn't gof pad

A

A it could be that they don't foel that inoestment with and contact with
Australia liroe been very profudable and they re o turmmg o Japsin for
rpestnrent opportunities with ethier countries

Most people can decipher a few words, but have a great deal of
difficulty in deciding the text type and purpose. However, given a context
for the text, they can make much more sense of it The next paragraph
provides a context for the text,

The onginal text is printed on a piece of paper that | came across
SUMe vears ago in a box of belongings owned by an uncle who had fought
n the New Guinea highlands during the Second World War. The text is
accompanied by twoillustrations. The first of these shows a New Guinea
highlanderina jungle setting peering around a ree ata wounded Japanese
soldier who is holding up a piece of paper. The second illustration shows
the highlander, the piece of paper in his hand, leading three Australian
soldiers, one of whom carries a first aid kit, through the jungle. On the
reverse of the paper is a message in Japanese.
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_ Phe feafliet was destgmed by the Australion army and used 10 MNiw
Guinea durmg the Second World War It was intended that the leaflet
should e wsed by wounded fapanese soldiers to give to natives, whe
would lead Australian soldiers 1o the wounded Japanese soldier. Here is
the transbation of the message, wntten in Tok Msin, and the Japanese tn-i-_

Tok Pisin literal translation

GOVERNMENT'S MESSAGE

II. you find some Japanese who refuse to fight, you
give them this letter. If he is able to walk and
come on time, you (plural) must look for our sl
dier. if he 1s very sick, Ok, you bring the message.

Tell them clearly that we fan nor kill them, but (we

will} take them as priscner ornly and send them to
Australia; and (they will) wait for the war Lo end.
GOVERNMENT 8 WORE (JOBR]

HAS A WAGE (REWARDI

[Translated by Fhilip Aratisc.)

RESEARCH INTO READING

® SCHEMA THEORY

Must of the research that is cited in scholarly books and articles on reading
development and comprehension has been carried out in first language
contexts with individuals who are learning to read their first language.
According to Grabe (1993), the large amount of research into reading can
be partly accounted for by the fact that cognitive psvchologists, as much
as educators, have been interested in the processes underlying literacy
development. Studying children as they learn to read provides an im-
portant “window” into certain cognitive processes that can help psycholo-
gists understand the nature of the learning process, information
processing, and other aspects of the human mind. As we have already
seen, this research has shown that we do not process print in a serial,
linear, step-by-step process. Nor do we process print as “visual tape
reconders ” Rather, we interpret what we read in terms of what we aln'ﬂd}’
know, and we integrate what we already know with the content of what
we are reading,

One interesting line of research in the second language area concerns
the effect on reading performance of readers’ own internalized models
or beliets about the reading process. Key questions here are: How do
second language readers conceive of the reading process? and How do
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these internalized models affect their reading performance? Deyine (1954
carried out a study with 20 low-intermediate FS) readers from a variety of
backgrounds, The subjects were interviewed to determine thetr athitudes
toward reading, and their ideas on what constitutes * good - reading, Based
on their answers, Devine classified the subjects according to whether they
were sound-, word-, or meaning-centered in their approach to reading
She then analyvezed their oral reading, recall, and texi comprehension
Miscue analyses (see above) of their oral readings revealid significant
differences in the ways in which these three reader types went about the
reading process, and what they took away with them from the reading
process.

In a follow-up study Devine (1988) reported that:

Evaluations ol unmded retellings of the reading selections also sug-
gested that the internalized models of reading held by the subjects at-
fected recall and comprehension. Those readers who in their mlerviews
inglicated that they considencd understanding what the author wanted
tir say as the mvasure of successtul madmg (that is, meﬂnlng-«:m!emt
readers) not surprismgly demonstrated good o escellent recall and com-
prebensiwon of the text. On the other hand, and, again nist surprisingly,
readers who equated good reading with sound dentification or good
pronuncintion wsually failed to understand or recall what they had read

(129

The practical implications of the work are intriguing, Devine suggests
that meanmg-centered readers are actually able to perform, when reading,
at higher levels than predicted by their general levels of proticency. In
other words, their intemalized assumptions and attitudes enable them to
“outperform their competence.” Perhaps one solution to the problems
of second language readers is to work on their attitudes toward and
assumptions aboul reading.

In Chapter 7, the concept of schema theory was introduced. You will
recall that schema theory suggested that cur knowledge and expectations
about the world will strongly affect our ability to understand new informa-
tion by providing a framework within which that new information might
fit. Not surprisingly, a great deal of research with both first and second
language readers has been carried out using schema theory. The basic
principle behind schema theory is that texts themselves, whether spoken
or written, do not carry meaning, Rather they provide signposts, or clues
to be utilized by listeners or readers in reconstructing the onginal mean-
ings of speakers or writers. Reading comprehension is thus an interactive
process between the reader or the text, in that the reader is required to
fit the clues provided in the text to his or her own background know ledge.
(See, for example, Adams and Collins, 1979; Rumelhart, 1980). Schema
theory is related to bottom-up and top-down processing, which we looked
at in the preceding section, in the following way:
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According to schema theory, the process of inler prefaton s punded
by the principle that every input is mapped against some existing schema
and that all aspects of that schema must be compatible with the mpud
mtormation. This principle results i bwo basic modes of information
provessing, called Bottom-up and wop-diown processing, Botom-up pro-
vessng s evoked by the incoming data; the featares of the data enter
the system through the best fitting, bottom-up schematy, Schemata ane
hrerarchically organized, from most general at the b by most specific
at the bottom. As these bottom-level sehemata converge into hgher
lewiel, more pencral schomata, these oo beeome activated. Bottom-up
prrocessing, is therefore called data-driven. Top-down procissing, on the
other hand, occurs as the system makes peneral predictions based on
higher level, general schiemata and then searchis the input for informa-
ton to Bt into these partially satisfied, higher order schemata, Top-diwn
processing is. therelore, called conceptually -driven.

Carrell and Ersterhold 1988 84

Schema theory has been used as a theoretical model in seve

4 second. Second, we look at work into cross-cultural
comprehension, |

reading performance.

¢ THE TRANSFER HYPOTHESIS

A reasonable working hypothesis in the area of reading comprehension
15 that good readers in a first language will be able w transfer their skills
to the second language. However, it has been tound that 1.1 reading skill
does not predict second language reading proficiency. Limited linguistic
profciency would appear to "short-circuit” the transfer of reading skills
from one language to another (Ceiko 1978 Clarke, 1979, Cziko found
that the short circuit did not apply across proficiency levels, but appeared
to attect Tow and intermediate proficiency readers morne than advanced
readers. Hudson (1988) suggests that schema theory might help toexplain
the results obtained by Cziko and Clarke, in that readers, when functioning
i a second language, may be using the wrong schema to guide compre-

hension of the text

Bastwally, the dssue here s whether the nonuse of semantic and
diseourse constraints by 12 readers is a symptom of low 12 proficiency,
or whether it s a symptom of fakse schemata production and nvonclis-
tor i corpunation with low language proficiency

[T Bl

ral important
areas of reading research. In the rest of this section | shall look at three

of these. The first 15 research into reasons why students who are good
readers in their first language have difficulty transferring their skills 1o
aspects ol reading
mally, we shall look at studies into the relationship
between background knowledge and linguistic knowledge in explaining

Uhapder 9 Beading #2579

Hudson set out to determine whether schema theary was able to explain
the L2 short-circuit of good reading strategies by probicient forelgen lan
guage readers. Subjects for his study were 97 14 students with difterent
levels of proficiency in an intensive language institute i the | nited States,
the majority of whom were planning to attend university in the United
States. Test materials were nine graded reading passages matched 1o the
proficiency levels of the subjects. Subjects were assigrnd iy ofe ol three
conditions, termed Pre-Reading (RE), Vocabulary (ViR J, arid Bl Tisst
Read-Test (RT). The PRE condition was designed 1o help the reader apply
the appropriate schema to the reading passage The VO method was
designed to give readers essential vocabulary, while the BT method w s
designed for all readers to adjust their interpretation of the test passage

The results indicated that the schema application treatment was more
etective with readers at beginning levels of proficiency, while the vicabu-
lary and read-test/ read-test conditions were more effective for readers a
intermediate and advanced levels. Mhey show that readers at ditterent
levels of proticiency use different reading strategies, and benetit trom
different types of intervention. It seems clear from the study that for L er
proficiency students at Teast, pre-reading lasks designed o help them
apply what they already know about a subject can belp significantly in
reading comprehension.

® CROSS-CULTURAL ASPECTS OF READING COMPREHENSION

One line of research of particular mterest to second language teachers
is that into the effect of background knowledge, particalarly cultural
knowledge, on comprehension. Une of the best known studies 15 that by
Stetensen (1981) who compared the comprehension of readers from twa
different cultural backgrounds, one group trom North America, and one
group from India. She looked at the ability of her subjects to recover
meaning from two lexts, one describing a North American wedding,
and e deseribing an Indian wedding. Steffensen found that her North
American subjects had higher levels of comprebension on the passage
describing the North Amencan weddimg, and the Indian subjects did
better on the passage concerming an Indian wedding,

In the mid- 1980k, | investigated the efiect of background knowledge
on the comprehension of seeondary school students | was particularly
interested in the effect of background knowledge on readers’ perceptions
oF colwsive relatiomships in twao different tests, (Fora -.iiu'u*-hu_sh of cobue
Si0n, seve Chapter 4. Text A was on a familiar subject, while Text B was
onan unfamilior subject. A rangge of readability analvses indicated that
Text B owas linguistically simpler than Test A (The analysis looked at
such things as sentence lenth, the tamaliarity of the vocabulary, and
prammatical complexity) Ninety-sis cohesive relationships were identi-
tied and matched across both texts, and a key marker of the relationships
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was deleted trom cach relationship, Examples of the cobesive “‘I‘“"““I“Pﬁ
and the way they were used o constract best ilemis ane set out below:

Logical Relationship

Test atem: Usually there would be no ditficulty in deciding whether
a living thing = a plant oran antmal and it can be classified immediately,
There are _____ some very tiny creatures which scientists know o be
Iving, but canmot be sure whether they are plants or animals. { Deloted
item ‘however . Cohesive type: adversative conjunction).

Referential Relationship

There as no ditficulty in deciding that a bird is living and a stone is
non-living, but not all things are as easy to distinguishas ___ (pe.
leted stem: “these’. Cohesive tvpe: referential demonstrative).

Lexical Relationship
Testitem: Green plants grow towards the light. This is bec

need - tor energy. (Deleted item ‘light’. Cohesive
iteration)

ause plants
vpe: levical re-

The study found that background knowled gew
than grammatical complexity in the ability
cohesive relationships in the texts. In other v
N inserting acceptable words into the gaps in the familiar. vel grammati-
cally more complex Text A, than the simpler, yet unfamiliar Text B. It was
also tound that certain types of relationships were more difficult than
others tor the subjects to comprehend. Logical relationships in particular
were much more difficult than referential or lexical relationships.

More recently, Guvotte (1997) used a similar research procedure to
nvestigate the reading comprehension of several groups of undergradu-
ates in 2 Japanese university. Guyotte studied the comprehension of a
three different groups on a passage taken from a medical text. One group
consisted of students from a non-medical taculty, another consisted of
students from a pre-medical course (these were students who were headed
tor medical school. but who had not vet started their medical studies
proper). and a third group consisting of medical students. In general.
Luvotte found that content knowledge had a significant effect on the
ability of the subjects to identify logical relationships in the test passage.

There are several practical imphications of this research. In the first
place. it sugpests that schema-building activities and tasks, carmiad out

before the students read. will fadlitate their com rehension. Trainming
students 1 make links betw S

; "een the text and what they alread v know can
2lso help. Finally, the resea ' '

as a more important factor
ot readers to comprehend the
vords, they had greater success

!
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Compared with classroom-oriented research into speaking and -
tening classrooms, there has been comparatively Little research into what
goes on in second language reading classrooms. One Interesting case
study is that by Richards (1989), which proesents mesearch on a secord
language reading classroom. There were four different phidsass to thee liss-
son. During the birst phase, students worked on material fre wman 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 ee
from the vocabulary text, and they completed the lesson by taking part
n an extensive reading activity.

Richards makes the point that, while it is relatively casy to describe
what goes on in classrooms, moving beyond descriphion to interpretation
and evaluation is more difficult. However, as the purpose of the investiga-
tion was to identity what made the lesson an effective one, interpretation
and evaluation were of central importance. From his analvsis of the lesson
and from interviews with the teacher, Richards concluded that the follow-
ing principles capture the essence of effective instruction,

1

Foises

Instructional objectives are used to guide and organiee the lssons | The
teacher tormulited and conveved to learners wihat the
o accomplish.}

The teacher has a comprehensive theory of the nature ol reading in 4 second
language, and reters to this in planning his teachunig, | The teacher used knowl-
edge of 12 reading strategies. schema theory and the role of background
knowledge rather than “common sense” 1o selict learning experiences )

Class-time is used for learning. (Students were “on task” for fifty of the sisty
mirates, |

lesson was intended

I

Instructional activities have a teaching rather than a testing tocus. (He pro-
Vided opportunities for learners to des elop and improve skills and strategies
rather than demonstrating mastery of such skills )

Lessons have a clear structure. (The structuns was outlined 1o students. and
each activity was clearly framed )

A variety of different reading activities are ued during eac
and pacing contnbuted to the positive

Classroom activities give students opportunibies to get feedback on their
reading performance. (The teacher provided information on the kinds ot

strategies they wiere using for difterent tasks, and on the eHvctveness of thewe
strategices )

b lesson (Vanation
attitude of students |

|

Instructional activities relate to real-world reading purposes. (Links were
Provided between the SRA activities and use of learners textbooks for leam-
g )

Instruction is learner-focused. (Leammers were encouraged to trv and work
things out for themselves |
This is an interesting study because

it actually takes us into a reading
classroom and

shows us what actually goes on there, through an extensive
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<et of classroom transcriptions, [t s interesting to note that the principles
identitied by Richards (exphicit objectives, ﬂ'll.‘ﬂr)-"'lil'l\'lléﬂ. tirme on task, a
teaching not testing orientation and so on) are characteristics of the “good”
classroom in general. not just the reading classroom.

TASK TYPES

L

THE “GOOD” READING TASK

The DART (Directed Activities Related to Test) model was developed by
Davies and Green (1984), and Davies (1W%95) in reaction 1o traditional
reading evercises, such as multiple choice, that, they argue, are extremely
limited in their potential as leaming activities. Davies argues for tasks
that are charactenized by the following features

The goud reading task:

twpically makes wse of authentic and challenging tests:

provides students with a rhetonical or topical framework for processing and
analyaang the test;

frecquently involves an oral meading of the west by the teacher or o student
followeed by sabent reading and mereadimgg, of the e,
myvolves the students interacting with the text and with each other,

imvolves students in direct analvsis of the test mstead of indinect question
ANSWOTING,

trequently mvelves the transfer of information from text o a visual or dia-
grammatic represenbation,

Through active reading tasks incorporating these features:

students make therr hypotheses explicit;
hyvpotheses ans evaluated by other students and chiecked against the et
there 15 discussion albout allemative interpretalions,

stuchents ask questions about what they do not know instead of answering
guestions towhich they know the answers or which may be soen as irrelevant
i necessary, the teacher can adupt a role of informant rather than inguisitor;
students leamn 1o be crtical in their reading of a test,

Dhpsies 1995 144

These principles were used in the development of their DART (Directed
Activities Related to Text) model (Davies and Green, 1984) as an alternative
to the traditional approach to reading comprehension. Within this maodel,

{ hapter 9 Readmy @ 2001

there are two different task types, reconstruchion activities and analysis
activities. Reconstruction activities require the reader to reconstruct a text
Analysis activities require the reader to transform the information in the
text in some wav. Table 9.1 exemplifies the types of tasks that can be

developed within the model.

Table 9.1

Reconstruction Actitifies
(using text midified by teacher)

PUPIL TASK: Pupils complete test or
diagram, reconsiructing meaning

TEST ComrLeTios

* word completion {selected words
deleted from text)

O phrase completion (selected
phrases/ clauses deleted from
test)
sentence completion (selected sen-
tences deletind from fet)

SEQLENL NG,
sitlowtend segments of text ar-
ranged i loggeal /rime sequence
(st cut into segmenls epresent-
by shepes, vvents, elcd

Foosegments of teat classified (lexts
cul into segmients representing
cortain categorns of inlormation}

PR ThON

O pupils predict nest events /steps
or stage alter reading segments
of text (bext segments presented a
section at a time)

Tasr Comrirrion

© 0 pupils fill in cells of lable using
o and column headings and

st as saurces of intormalion

Deacher provides row and col-

umn headings)

pupils devise row and column

headings using texts and eells of

matnx as sources ol information

(teacher fills in colls)

www.EnglishPro.ir

Analysis Achivities
(using straight test)

PUPIL TASK: Pupils locate and cate-
gonge test mbormation by marking
and labeling. Lse marked fext as
basts for summary (diagrammatic or
mote form).

TexT MagkiNG
lcating and underlining parts
text reproseriting oertam meaning
ol information tangets

L ABELNG

& pupils label parts of tost using la-
bels provided by the teacher

SECMENTING
pupils break test into meaning or
information units and label /anne-
tate seprmients of st

Tanbp ComsTRUC TN

o pupils produce column and mow
headings tor tables and fill in
cells using besbisn) as souroe of e
Bor i B

[ ACHAM CONSTHLL TS

o pupils construct and complete di-
agram appropriate for particular
text, for evample. FLOW DIA-
GRAM for text describing a pro-
cins, BRANCHING TREE for a
text descnbing a lnerarchical clas-
sificatiomn, metworks, e,

PUMLGENERATED QUES TR S
pupils read text and generate
questiong they still newd
answers to

SLA ARY

o pupils prodhuce headings and
summarise imformation
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Table 9.1 ¢ onbinued

Reconmstruction Activitics

Anulysis Activities
fusimg text modihed by teacher)

lusing straight text)
Diackas Comm rmon

label completion using text and diagram as sources of
lected labels deleted trom diagram)

diagram complition using text and partly completed diagram as sounces
of information (feacher constructs eriginal diagram: flow diagram -
branching tree, network, ete ). i

information {se-

In this chapter, | have argued for a strategies
, . s _ - ‘gies-based approach to the
development of reading skills. Strategies, vou will recall frF:mFrn Chaptterr;

are those mental processes and o lOns 1
' perations used by learners to le:
then communicate. A useful, if somewhat di hsgileiy

uni isorganized, typology -

Ing strategies is that developed by Grellet [1911?1: 12-13), pelmy ol read
He identifies three main types of strategy- '

SENsIEIng

improving reading spesd

going from skimming 1o stanning

Sensitlzmg 15 subcategorised into;

“  making inferences

~ understanding relations within the Semtence

linking sentences and ideas

Going, from skimming to scanning includes:

©  predicting
U previewing
4 anticipation
S skmming
@ scanning

Classroom techniques using these strategues include:
Y ordering a sequence of pictures
companng texts and pictures
matching, using illustrations
completing a document
mapping it out
ligsaw reading
< meorganizng the information
comparing several texts

o

< 2 .

O

L] completing a documient
© summarizing
v note aking
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#® STRATEGIES-BASED APPROACHES TO READING TASKS

e “f the mivt ﬁﬂmpﬂ‘h[’n!"“'t‘ t!u"Fll"lil"l-ﬁ]l_'ﬁ of mﬂd}nﬂ
developed by teachers in

strategies is that

the ELTU at Chinese University, They note that

by choosing the best strategies for different texts and purposes, it is
possible for second language readers to significantly mcrease both their

g2

"_r:hk- 9.2 A typology of reading strategies

reading speed and their comprehension. Their typology is set out in Table

Str
1.

OB %] g W

12.

13,

H

16

. Scanning

ategy

Having a purpose

- Previewing

. Skimming

Clustering
Avoiding bad habits
Predicting

Reading actively

- Interring

ldentifving genres

ldentifving paragraph
structure

Identitying sentence
structure

MNoticing cohesive
devices

Inlerring unknown
vocabulary

Identifying figurative
language

- Usiing background
knowledge
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Comment

It 15 important for students 1o have a clear

purpose and to keep in ound what they want 1o
gain from the text

Conducting a quick survey of the text 1o idenhfy

the topic, the main idea. and the organization of
the text

Looking quickly through the text to get o general
idea of what it s about.

Looking quickly through a text in order 1o locate
specific information,

Reading clusters of words as a umit,

Avoiding habits such as meading word-bwv-wornd.
Anticipating what is o come

Asking questions and then reading for answers,
ldentitving wdeas that ane not exphetly stated.
Identifying the overall organizational pattern of
a et

ldentitving the organizational structure of a
paragraph, for example, whether it follows an
inductive or deductive pattern

Identifying the subjsct and main verb in complex
sentences

Assigning correct neferents bo proforms, and
identifying the function of conjunctions.

Using context as well as parts of words {e.g,
prefives, suthixes, and stems) to work out the
mearing of unknown words.

Understanding the use of figurative language
and metaphors,

Using what one already knows o understand
new idieas
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Table 9.2 (ot

Strafegy Lornrment

17 1denbtyving stvle and L nderstanding the writer's Prarpaose
Its purpose ditferent stvlistie devices, such

short or long sentences

N using
% 3 Seres o
1% Evaluating Reading critically and Assessing the truth

value of wextual information
(&) Iﬂh-gmhn.r,

Tracking ideas that ane du.-t:*lnpvd
miormation

text theough techniques such
and notetaking

ACTrss e
s hmh!j;;hnng
' R W ing Loikang back over A st and sUmmarteng it
Understanding the pewt tully and then

_ Presenting it booothers

Adupted from ELTLL Climese

DESIGNING READING COURSES

21 Reading to present

s Umiversity of Himg Kong

® STEPS IN THF DESIGN PROCESS
1. Decide Overall Purpose

In designing reading courses, the first ste
purpose of the course. Is it Lo develop the academic reading skills that vour
students will need for further study? Is it part of g workplace education
program for workers who need to read manuals and sets of instructions,

OF 15 1t part of a general FFL school curnculum? The purpose of your
program. and the relationship of the readin 1 component to the other skills
that vou might he wanting o tea

: : ch will determine the overall gials and
objectives of VIOUE COLrse.

P 15 o decide on the overall

2. ldentify Texts and Tasks

In the task-based approach advocated here, the next step, having
identified the overall purpose, angd thy n-l.ltumﬁhip ol the reading Compo
nent to other components of the Lourse, is o identify texts and tasks, As
we have already seen, tasks can be either target (relating to the kinds of
things learners might want to

dov outside the ¢l asstoom), or pedagogical
i 5 : X fLY i pedagogical.
Target reading tasks might include following a set of instructions for

assembling a piece of furmiture, looking up currency exchange rates in
the newspaper, reading a recipe, or reading the warranty for an electrval
appliance to determine whether it s sHEl valid I*ningngw.ﬂ tasks might
nclude reordering a set of scrambled sentenees tor a coherent paragraph,
undurlimng the topic sentence iy g lext, comparing the nniering of infore

mation in a newspaper article about an ncident with that in a radio report
of the same incident.

1. Identify Linguistic Elements

Havinge selected APPropPriate tests and taske

e P step s bodenbiby
the hinguistic elements o MCOrpairate it

P Yiur program These can b
grammatical (hor example. tenses, oy P, besical and for discoursal

(reterenoeatems, comunctions, linking expressions) Whe
come from? When designing language cogrses, | kevp sets of w4 labus
checkhsts to guide me m making decisions about whic
teach and when. I then make selevtions trom these ba
factors

e o thesse items

b hnguistic items wo
sed on the tollow g

the proticiency level of the students (thene e hittle pont in te

chung comprles
nominalizations W post-beginner students)

the elements that students will newd to ks i onder o reconstruct thee
meaning of the test (when imtroducing instroebomal et the Imperative i

mpartant tor law students; the finctionimg of modal verbs s Tan

wirtant in
forrt L b

the clements that help define the generc structune of the test o evample
narrabives and recounts demand attention o past imse forms

4. Sequence and Integrate Texts and Tasks

The nest step i the design pricess s to sequence and integrate the
texts and tashs into units of work. In sequencing and integrating tasks,
A number of possibilitios suggest themselves In the planning framework
setout by Hood, Solomaon, and Burms (1996), several PPt are suggested
These include tollowing the segquence in which texts would be dealt with
N a real-world situation (for example, in a medical contest the st
might be looking up a telephone directory, tollowing hosputal signs, read-
E anappointment card, following signs 1o the pharmacy ), vrdering the
bents i terms of their difficulty (or vrample,
opening hours would, all other things being equal, be casier than reading
A letter to a magazine on health issues): Beginning with texts most critival
W students” needs, and then introducing less critical tests, Brouping tests
M terms of the tvpe of lainguage needed (helephone directories, appomnt-
ment cards, opening hour signs could all be used to introduce numbers)
quencing tests in terms of strategies (here, 1t would be logical to move
trom skimming to scanning to meading tor detal).

reading signs setting out

5. Link Reading to Other Language Skills

An it s comparatively rare 1o find courses dealing exclusively with
feading, the final step in the design process is 1o link neading and other
language skills. Here, Hood et al sugpest linking reading to ather kinds
Ot language interactions that mirror sevuenices nodaily e I we take the
Wpic of health, tor example, we might interact i the Following ways
when dealing with a matter of health Dllwess, ingury, or g peneral checkup).

www.EnaglishPro.ir
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Find the nelevant telephone numbwrs moa divectory,
Telephome e make an appomtment

Make somie written notes rom the lelephone conversation.
Read wtreet dinectory signs o tind the address,

U e Lad fF =

Lave information bo a recephionist

Consult with a doctor

Read modicing labwels.

Tell someone what happencd.

Telephone work or school to notity them of vour absence due 1o iliness,

€=

This sequence, which links all four skills, is similar to the action sequence
approach o designing courses (Corbel, 1985).

® CoNCLusIion

In this chapter, we have seen that reading in an interactive process involy-
ing the exploitation of linguistic knowledge (sound /symbol correspon-
dences, grammatical knowledge), and real-world (content) knowledge.
Skilled readers have a range of strategies at their disposal, and select
those strategies that match the purposes for which they are reading.

In practical terms, the following implications for classroom action can
be drawn:

Use pre-reading, schema-building tasks, particularly with lower proficiency

students 1o help them apply what they already know to the task of reading;
© Teach learners strategies such as predicting, skimming, scarming, and give

them opportunities to match the strategies (o the purposes;

Provide a variety of reading parposes;

With higher proficiency students, develop activities for helping them identify

and track logical and referential relationships in tests;

Use activities that requine students o transform data from one modality &

anether and from textual to nontestual (eg., diagrammatic) form;

Give students opportunities to go bevond the texts, evaluating and critiguing
what they read

* QuEsTIONS AND TASKS

e

Why is it important to take purpose into consideration in designing reading
tasks?
2. What similarities and differences are there between listening and reading?

What arguments are offered against the phonics approach to reading in e
chapter? Despite these criticisms, why might phonics be justified for begin®
nming readens?

Chaper 9 Reading #2089

¢ CONCEPT MAP OF CHAPTIR 9

reading reading
mafirst purposes and BChema the transfer
lgng.ijagu siralagies hawary hypothasis
Reading in FAmsearch
another language o reading
tap-dawn and boltom-up Gross-cuttural
approaches 1o reading aspacts ol readng
HEADING
reading task
Task Designing
Iypes reading courses
the "good”  stralegies-based Seps in lask-Dased
reading task  approaches lo ihe design course
reading lasks Procass design

4. What is the "short-circuit” hypothesis and what are its implications for teach-
ing reading?

5. Anavee a reading textbook and identify the range of strategies taught
. Find or devise tasks for some of the reading strategics set out in Table 92
LA

Summarize, in the form of a table, the research studies cited in the chapter.
Indicate the researcher, the vear, and, in a sentence or twe, the main outcomes,
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CHAPTER 10
Writing

In terms of skills, producing a coherent, fluent, extended piece of writing
is probably the most difficult thing there is to do in language. It is some-
thing most native speakers never master. For second language learners
the challenges are enormous, particularly for those who go on to a univer-
sity and study in a language that is not their own.

In her review of 25 years of conceptual and empirical work on writing
instruction, Raimes (1993) identifies four approaches to second language
writing instruction. Until the mid-1970s, writing was a subservient skill,
whose function was to support the development of oral language. Peda-
gogy was therefore dominated by form-focused techniques that were in
line with the audiolingual ideology of drill and practice. In the mid-1970s,
second language teachers discovered "process” approaches that were be-
coming popular in the first language classroom. As the term suggests,
the process approach concentrates on the creation of the text, rather than
on the end product. In the mid-1980s, two trends developed simultane-
ously. The first of these was a focus on academic content, looking at the
demands made on readers by the nature of the academic subjects they
were required to master. Along with content-based approaches came a
focus on the requirements of the reader, and the implications of these
requirements on the writer.

The chapter covers the following issues and concepts:

The nature of the writing process

¢ product versus process approaches,

¢ process writing

¢ spoken versus written language

Functional grammar and writing

% genre theory and writing

% the Disadvantaged Schools Project

@ the SNAP Project

¢ problems with a functional model

A discourse-based approach to writing development

©  discourse prixesses

©  a discourse-based writing program

Contrastive rhetoric

www.EnglishPro.ir 7
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THE NATURE OF THE WRITING PROCESS

® PRODUCT VERSUS PROCESS APPROACHES

Une of the most controversial aspects of Wﬁﬁllg pEdﬂEﬂg}’ has been the
tension between process and product approaches to the teaching of writ.
ing. Product-oriented approaches focus on the final product, the coherent,
error-free test. Provess approaches, on the other hand, focus on the s
involved in drafting and redrafting a piece of work. Proponents of process
writing recognize and accept the reality that there will never be the perfect
text, but that one can get closer to perfection through producing, reflecting
on, discussing, and reworking successive drafts of a text.

Product-oriented approaches to writing focus on tasks in which the
learner imitates, copies, and transforms models provided by the teacher
and/or the textbook. This is what, in an earlier chapter, I called “reproduc-
tive language work."” The focus was also very much on the sentence level
grammar, the belief being that sentences were the building blocks of
discourse, and that discourse was created by fitting one building block
on to the next. Such an approach was consistent with sentence-level struc-
turalist linguistics and bottom-up processing. However, it was not consis-
tent with emerging ideas in discourse analysis. Researchers working in
this tradition were able to see that very often higher order choices deter-
mine lower order ones. In other words, decisions about how to package
information within a sentence, and what grammatical forms to use (for
example, whether to use the active or the passive voice, which tense to
use, or whether to use a subordinate clause) can often only be made with
reference to the discourse context within which the sentence is to be
placed. In addition, an experiential philosophy, stressing leaming by
doing, argued more for a process approach. In such an approach, teachers
focused less on a perfect final product than on the development of succes-
sive drafts of a text. Here the focus, in the first instance, is on quankity
rather than quality, and writers are encouraged to get their ideas onto
paper without worrying too much about formal correctniess in the initial
stages. They then share their work with others, getting feedback on their
ideas and how they are expressed, before revising,

¢ PROCESS WRITING

Without doubt, a major impetus to writing pedagogy has come in recent
years with the rapid growth of word processors, as well as the use of the
Internet as a means of communication. In fact Stephen Marcus, a specialist
in the use of technology in writing, maintains that process writing really
became feasible with the development of word processing. Prior to that,
the physical act of writing by hand was so laborious that it was unrealistic
10 expect writers to produce more than one or two drafts of their work.

Chapter 10 Writing # 271

Despite its attractions, process writing has been controversial One
criticism is that, left to themselves, young writers will produce recounts
and narratives, but not the sorts of factual writing that they need to
succeed in school. Martin (1985) argues that factual writing fosters the
development of critical thinking skills, which in tum encourage the indi-
vidual to explore and challenge social reality. Another cnbic of the ap-
proach is Rodrigues, who argues that the unfettered wnting 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 practice,
they need to improve even mechanical skills, and they still need time to
think through their ideas, to revise them, and to write for real purposes
and real audiences (1985: 26-7).

At several points in this book, | have dealt with the issue of authentic-
ity. In Chapter 7, for example, | made a case for the use of authentic
listening tasks in language learning. [n relation to writing, the issue is
not only what kinds of text learners are exposed to as models of writing,
but also the types of text that learners are required to produce. In particular,
the artificiality of much academic writing, particularly the writing of
examination essays, has been criticized. Raimes deals with this issue by
teaching two types of writing;:

. . writing for learmning (with prewriting, drafts, revisions, and
editing) and writing for display (i.e., examination writing). Our students
are aware of the different purposes and different strategies. They recog-
nize that these are distinct. . . . In real questions, the speaker wants o
know the answer; in exam questions, the speaker wants to know if the
hearer knows. Similar distinctions can be made with writing. In a writing
class, students need 1o be taughl both how to use the process o their
advantage as language learners and writers, and also how to produce
an acceptable product on demand. A shortcoming of the debate around
these issues is that process and product have been seen as gither/or rather
than betlijand entities. However, while students certainly need to leam
how to pass exams, they also need to perceive writing as a tool for
learning, a tool that can be useful to them throughout their professional
and personal lives.

(1993: 245

One of the clearest and most practical introductions to process writing
is by White and Arndt (1991). They view writing as a complex, cognitive
process that requires sustained intellectual effort over a considerable pe-
ricd of time. They suggest that producing a text involves six recursive
procedures (recursive because they are nonlinear, as Figure 10.1 indicates).

These procedures can be realized in the classroom in a number of
different ways. The following typical sequence of activities is suggested

www.EnglishPro.ir
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Drafing language, it is more than “talk written down.” According to Halliday
; e } " (1985), writing emerged in societies as a result of cultural changes that
Structuring

Reviewing —= Focusing created new communicative needs, These could not be readily met by the

spoken language. In particular, with the emergence of cultures based on
agriculture rather than hunting and gathering, people needed permanent
records that could be referred to over and over again. This led to the
Figure 10.1 Procedures involved in producing a written text emergence of a new form of language: writing.

Halliday (1985) suggests that written language is used for the follow-

ing purposes:
by White and Arndt. It is worth noting that the learner completes six steps

before actually producing a first draft. Note, also, the social, collaborative ¢
nature of the composing process.

Generating ideas Evaluation

for action {for example, public signs, product labels, television and radio
guides, bills, menus, telephone directories, ballot papers, computer manuals),
¢ for information (for example, newspapers, current affairs magazines, adver-

L Discussion (class, small group, pair) tisements, political pamphlets);

2. Branstorming/making notes/asking questions l & lor entertainment (for example, comic strips, fiction books, poetry and drama,

3. Fastwriting/selecting ideas/establishing a viewpoint newspaper features, film subtitles).

:- xum;&iff scabaatisn These different purposes for language will be reflected in the characteris-
: : EIE , tics of the texts themselves: Letters have different characteristics from

g A:l‘rungmg ation/structuring the text newspaper editorials, which have different characteristics from poems,

7. Fhaldeatt and so on. As we saw when we considered the concept of genre, these

8. Group/peer evaluation and responding differences can be observed within the sentence at the level of grammar,

9. Conference

and beyond the sentence al the level of text structure,

10, Second draft Written language does, in fact, serve a similar range of broad functions
1. Self-evaluation/editing/ proofreading as does spoken language; that is, it is used to get things done, to provide
12. Finished draft information and to entertain. However, the contexts for using written
; language are very different from those in which spoken language is used.
13. Final responding to draft . 4 ; : ;
For example, in the case of information, written language is used to
’ ; e : communicate with others who are removed in time and space, or for
Aulse ﬁl‘uh’: and E;-ndt point out, I.he process approach is aimed at helpmg those occasions on which a permanent or semipermanent record is re-
el VEI?P i of Sk"],h' As such, there is no reason why it quired. While most people in other cities or countries could be communi-
dlmlrmsaiﬂy be mmsmmnlt with approaches that f-:)cu.'f more on “'"’ cated with by telephone, there are certain types of message that would
evelopment of an acceptable final product. What we need in the writing be more appropriate in written form, for example, postcard greetings to
classroom are both models and appropriate procedures. In other words, family and friends.
‘we need both process and product,
¢ SPOKEN VERSUS WRITTEN LANGUAGE Can you tell the difference?
When developing courses for teachi iti teaching speaking, Study the following extracts from McCarthy and Carter (1994) and
for that ma:g:gﬂ is impurrantctu E::l? mh;ﬂfm:wm decide which has been ﬂken !:mm a spn:hm t?:t md_ wl'ﬁf:h from a
tl'ne&pﬁlr.enandwrihmnmdﬁ.TmnfhanmﬂmPaghmmampmd written text. If you can't decide, circle “U” for "undecided.
o teach spoken language by presenting learners with written language A ... no, itll shut. So, try it now. It's better . . .
mt:!delsl, and vice versa, as though writing were “talk written down. B ... are erased away. Now, wouldn’t you like to change your
T!uﬁmmH“qmﬁunﬂfhﬁtwhatlhediﬁemambememmm image . . .
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C . .. and should be adjusted clockwise to reach the slowest
speed while still . . .

D ... so, vou know, up I get, bad temper . . .

E . well, eventually he came home and they had . . .

F . . our answers to these questions may not be definitive or

complete, but evenif . . .
. . your worries are over. Far from it. The little so-and-sos will
turn up again . . .
- upportunities in space. Well, not strictly in space, but in
space research . . .
. well, the place is gone now; not a stone remains . . .

- into my eyes and said nothing, Well, it was a good
defense . , .

= o O %

What was it about each extract that enabled you to decide whether it
was spoken or written?

Let us consider the discrimination exercise in the box above. These
extracts were taken from a study reported by Carter and McCarthy. Fifty-
five native and non-native speaking informants were asked to say whether
each fragment was predominately spoken or written.

Almost everyone agreed that extracts A and D suggested spoken
language; a sizable number also thought that extracts E, G, and H evoked
speech rather than writing. Extracts C and F were thought by significant
majorities to evoke writing, while extracts B, 1, and | caused more of a
division of opinion and were felt to be neutral. (Carter and McCarthy
1994: 5)

As Carter and McCarthy observe, these responses are significant,
based as they are on such limited fragments, because they suggest that
people have a very clear idea of what it is that constitutes both spoken
and written language. Some of the linguistic exponents identified by
the informants as characteristic of spoken language included the use of
colloquialisms (far from it, little so-and-sos), discourse markers (now, well,
and you know), and contracted verb forms (it'll, It's).

For the record, the extracts came from the following sources:

Two people discussing a troublesome door closing mechanism
Written advertisement for consumer goods

Set of written instructions

Conversational extrac

Conversational extract

Written academic text

Written advertisement for consumer goods

OmmopNne»
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H: Advertisement for an academic post in a British university
I:  Extract from novel

I:  Extract from novel

From this exercise, you can see that the differences between spoken and
written modes are not absolute, and that the characteristics that we tend
to associate with written language can sometimes occur in spoken lan-
guage and vice versa. This means that 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 recognize 1 as being more like spoken language than 2,
even though | is a written text and text 2 could conceivably be spoken.

Text 1 Text 2

Annie, Al bmes one's preoccupation with

Gone to the deli for milk. Back ina  averages can cause one to lose sight

fash. of the fact that many of the most

Goin and make yourself at home, important workaday decsions ane

—Theo based on considerations of the
extremes rather than on the middle of
a distribution.

Despite the overlap between both modes, written language has certain
features that are generally not shared by the spoken language, both in
terms of its linguistic features and the contexts in which it will be interpre-
ted. Linguistically, written language tends to consist of clauses that are
complex internally, whereas with spoken language the complexity exists
in the ways in which clauses are joined together. This is illustrated in the
following extracts, Text 3 being the written text and Text 4 being the
Epﬂkgn one,

Text 3 Text 4

Like Vincen! d'Indy adisciple of Cesar  This momning Associate Professor Joe
Frank, Chausson shares with thern a ~ Wolfe will talk about the science of
dreamy, even idle poetry, sumptuous  music at half-past eleven, and we'll
but precise orchestration, and an hear some fascinating things such as
energy that is intimate rather than musicians playing music backwards,
powerful, ascetic rather than but most of it will be played forwands!
importunate. Author's data

Mordden 1980; 232

We can see from the above texts that the written text seems to have more
information packed into it. [t contains only one main clause, in contrast
with the spoken text in which there are several clauses chained

in an additive fashion. In a sense, spoken language is “unedited.” If the
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speaker above had the opportunity to present the same content in written
form. he might have produced something along the following lines:

This moming al hall-past eleven, Associate Professor Dean Wolf will
present a program entitled "the Science of Music,” in which the listener
will experience a number of fascinating things, mcluding music played
backwards, although most will be plaved forwards!

Spoken and written language also differ in the ratio of content words
to grammatical words (content words include nouns and verbs, while
grammatical words include such things as prepositions, pronouns, and
articles). The number of lexical or content words per clause is referred to
as lexical density. The density of written language is also reinforced by
:::.- k:*:denry to create nouns from verbs. Examples of this process are as

5

Spoken . Written
Good writers reflect on what they Reflection is a characteristic of good
write. writers.

Lexical Density

The number of content words per clause expressed as a rati
i s % xp ratio of content wonds

Halliday calls this process of turning verbs into nouns grammatical meta-
phor. He suggests that the spoken forms are in a sense more basic than
the written forms, and that, in writing, by turning verbs into nouns, we
have altered the normal state of events. In other words, processes that in
the grammatical system of English would normally be represented as
verbs have been transformed into “things” and represented as nouns. It
is this transformation that led Halliday to use the term metaphor,

These linguistic differences between spoken and written language are
not absolutes. As I have already pointed out, there are some written texts
I:halt share many of the characteristics of spoken texts, and vice versa.
Ultimately the linguistic shape of the text will be determined by a range
of factors relating to the context and purpose for which it was produced
in the first place.

Table 10.1 on page 279, from Burns and Joyce (1997: 13) summarizes

FUNCTIONAL GRAMMAR AND WRITING

In this book, | have adopted a functional view of development
anduseﬁﬁuthuulnmddsofﬂnguisﬁcumlyﬁsmdmlopedm-cmmt
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Table 10.1 Differences between spoken and written language

Spoken language

Context dependent

generally used to communicate with
people in the same time and place
relies on shared knowledge between
the interactants and often makes
reference to the shared context
generally accompanies action
Dialogic in nature

usually involves two or more
speakers creating spoken lexts
together

Unrehearsed and spontaneows but not
unpredictable

interactants build spoken,
unrehearsed texts spontanecusly
within social and linguistic
parameters

Records the world as happenings
relies more on verbs to carry
meanings

Grammatically intricate

tends to contain more grammatical
words such as pronouns,
conjunctions, etc,

develops through intricate networks
of clauses rather than complete
sentences as it is jointly constructed
and relies more heavily on verbs

Written language
Context independent

used to communicate across tHime and
distance

must recreate for readers the context
it s describing

generally reflects action
Monologic in nature

usually written by one person
removed from an audience

Edited and redrafted

written language can be edited and
redrafied any number of times

Reconds the world as things
relies more on nouns and noun
groups o caImy meaning
Lexically dense

tends to contain more lexical or

for relationships between the forms of the language, and the various
uses to which the language is put. The systematic relationship between
language structure and function is described by Halliday:

Every text—that is, everything that is sald 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 functianal
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.
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¢ GENRE THEORY AND WRITING

As we saw in Chapter 7, a key conceplt for many working within this
tunctional perspective is genre. In written, as in spoken Lﬂnguagu, genres
are typitied by a particular structure and by grammatical forms that reflect
the communicative purpose of the genre in question. It will be recalled
that genre theorists argue that language exists to fulfill certain functions,
and that these tunctions will determine not only the grammatical itemns
that appear in a text, but also the overall shape or structure of the discourse
that emenges as people communicate with one another. In other words
it will have certain predictable stages. The communicative purpose wi]i
also be reflected in the basic building blocks of the discourse, that is the
words and grammatical structures themselves, In other words, diﬁe:rent
types o communicative events result in different types of discourse, and
_thrsc- will have their own distinctive characteristics. Some events [':.’S'l.l]l‘
in sermons, others in political speeches, and yet others in casual conversa-
tinn:?. While each sermon, political speech, and casual canversation will
be qlﬁmrnt. each discourse type will share certain characteristics that will
set it apart from other discourse types,

At present, linguists are studying different text and discour
in an effort to identify their underlying generic structure, and the ]ifggg;z
elements that characterize them. In addition to identifying generic struc-
ture and linguistic features, genre analysts also look at other discourse
fl::ah.ll‘ES such as topicalization, the use of reference, and the operation of

ven/new structures in text. (In the next section, | shall look at some of
this work,)

What are some of the practical applications of this model? In the rest
of this section, I shall illustrate ways in which genre theory has been used
i writing pedagogy and research. 1 shall do so by analyzing two research
projects that I was involved in over the years. The first of these was the
evaluation nf an innovative curriculum program focusing on the develop-
ment of written language in elementary and secondary schools that was
known as the Disadvantaged Schools Project (DSP). The second was a
needs assessment project known as SNAFP.

¢ THE DISADVANTAGED SCHOOLS PROJECT

The Disadvantaged Schools Project was set up to i the academi
writing skills of children in inner-ity schnulsp in Slrdpne}rm‘feau:t:alia, 'ln'.ll':;
majority of children in these schools were from non-English-speaking
backgrounds. The aim was to help them achieve the following goals:

% Perform effectively in written class assignments;
O Make effective notes;
© Do independent research;

Chapter 10 Writing &  2H1

o Complete written homework Assignments;
& Participate fully in classroom discussions about writing,

The project worked towards these goals by implementing an mnovative
teacher education “package.” This package, based on functional grammar,
trained teachers in ways of sensitizing learners to the overall structure of
different types of factual and imaginative texts, and to show them the
ammatical resources that would help them produce successful texts.

After the package had been in place for some time, it was evaluated.
I was involved in the evaluation along with three colleagues from Mac-
quarie University in Sydney. The evaluation had three overall purposes.
Firstly, it aimed to assess the impact of the program on children’s writing.
Secondly, it was to evaluate the impact of the program on teachers’ capabil-
ity to assess the effectiveness of students” writing as well as their classroom
practice. Finally, it aimed to identify which elements of the package have
been most beneficial and which require amendment.

In the course of the evaluation, we looked at around 1,500 pieces of
children’s writing. In assessing these pieces of writing, we used assessment
criteria based on the functional model of grammar underlying innovation.
A complete analysis was impossible, so we confined ourselves to three
characteristic features:

¢ schematic struchure
£ topic development
& reference

In terms of the assessment criteria, we asked ourselves these questions:

L. Schematic structure:

¢ Is the schematic structure appropriate for the genre of the text? (In the
model, it is argued that texts written for different purposes will exhibit
different patterns of overall organization and text structure.|

2. Topic development:

0 Does the writer explicitly identify the topic, and is the topic developed
appropriately? (If the writer fails to develop the text topic or switches
from one topic to another, then the text is confusing and difficult to
follow.)

3. Reference:

@ Does the writer use reference appropriately? (Appropriate use of refer-
ence is an indicator of text cohesion and that the writer has a sense of
the “decontextualized” nature of writing in comparison to speaking.)
{MNunan, 1992: 204).

Table 10.2 presents a text that was judged to be successful according to
the assessment criteria. The text is broken down into individual clauses,
and the schematic structure of the text is indicated in the left-hand column.
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Table 10,2 Schematic structune of successiul Texd

Allin all, it was felt that the innovation had an overall positive response
Structure Clauses Text: The Skall and the Skeleton from participating teachers. There was also evidence that the innovation
: had a beneficial impact on students’” writing. A comparative analysis of

One day thene was a poor orphan girl texts from schools taking part in the innovation and comparable schools

1
CORIENTATION 2 She had 1o work with her stepmother not taking part in the innovation showed that, in terms of the evaluative
] Her hands were going to skin and bones criteria identified by the researchers, students in the innovation schools
4 S0 she decided to run away produced a greater range of factual texts, and produced them more suc-
5 She saw a castly cessfully. (For a more detailed description and analysis of this innovation,
6 Soshe knocked on the door tap tap tap see Nunan, 1992,)
7 A skull with no body opened the door '
5 and he said “yes”
TP ATION 4 The girl told the skull [what had happened to her] & THE SNAP PROJECT R B
» ‘"?he i L mﬁ castle Another innovative program based on a functional approach is the SNAP
1 b.vht- saw a bady without a skull (South Australian Needs Assessment Procedures) Project, which was initi-
:i She knew that it belonged to the skull ated to develop a systematic procedure for diagnosing the strengths and

And the skull old the girl [what had happened)
14 The they [sic] had dinner
15 She stayed two night [sic]

weaknesses of students in their control over the spoken and written genres

that they would need in order to succeed in school. Like the Disadvantaged

School Project, this project was aimed at schools with high proportions

ResoLumon 16 and she kissed the skull of immigrant students. The project also took on the extremely ambitious

17 They got married task of attempting to develop a procedure for quantifying qualitative

18 They lived happily after information. My role in this project, over a two-year period, was as consul-

tant and adviser to the team and the principal researcher, Lexie Mincham.

; Below, 1 have included examples of two different genres, an explana-

It is followed by a discursive commentary on why the text was judged tion and a recount, to illustrate the way in which the functional language

to be successful. mode! underlying the project has been used to provide a set of explicit

In terms of the criteria set out above, we judged this text to be success- criteria for evaluating students’ writing. It is not difficult to see how the

ful for the following reasons: pro formas could also be used for instructional purposes, One of the key

; : principles behind learner-centered instruction is that teachers have to be

[This text] like many other narratives collected for this analysis mr.pliciﬁ about what leamers are supposed to do and why, and so, in a
i contains no evaluation and reveals that this young writer, like many '

athers, lacks full control of the narrative genre. However, for the purpose

of this evaluation of young children's writing the essential stages of the

narrative have been taken to be orientation, complication and resolution,

thrxehmmedusaﬁshﬁngtﬁwﬁun 1. The topic of [the text] is Example 1

eloped in the sense that the adventures of the "poor orphan girl’ i Assessm jvi
are related to the meeting of the 'skull’ and subsequent finding of its Yot Lingunge st Atirny T
dismgadpjed bt;:}r. :ﬁ*‘lﬁiltﬂwk}mﬂ s?;umwe of some events in the Narra- Explanation
tve such as the skull telling ‘what had happened’ and ‘having dinner’ . processes involved
are not especially clear, there is enough information about the skull and :,,.,n dzil::ﬂ;u:‘:“:] Tsmmﬂtmmummmﬂipﬁ: mmm ::l:rks. Ex:li::
skeleton fnfr.hereaderin follow bath the sequencing of events and tions are used to account for why things are as they are, focusing on causal
the connection between complication and resolution, Hence the text is relations, In the school curricul 4 mmmmwhﬁdﬂnm
considered successful in terms of criterion 2. Reference is used appropri- MSh.JdiE! " WO
ately in the text. The major participants are explicitly introduced: a poor ;
orphan girl’, ‘a skull with no body’ and thereafter referred to appropri- Name of Student: Year Level/Class: Onte:
ately; ‘she’, ‘the girl’, 'he’, 'the skull’. Thus it is clear at all times who or Name of School: Teacher;
what is being referred to in the text. : * Z

Waishe et al. 1990: 20 Topi of explanation:
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Limibed
Pt
ety Lompelent

Criteria (Check appropriate bos) Lamngwdent  Competent el Cominents
Ability 1o carry out the task O O O O
D the student a () O O
~write an explanation with minimal

support ] U 0 O
Structure and organization:
—introduce the issue/make a general

stalement O O a O
—use logcal, sequenced explanation of

how /why something occurs | | O O
—use paragraphs O O O O
Language features
—use appropriate subject vocabulary O O ] O
—use appropriate mses O O i O
—use passive voice {oplional) O O O O
-use relevant linking words, e.g., if,

tdhient, becanse, consequently, siee | n| W O

~express relationships between
concepts, particularly bme and cause /
effect relationships

~ust nominalized processes

~develop themes logically that are
consistent with explanation

-use Janguage to maintain appropriate
tenor

—support test with diagram (optional)

Accuracy:

~use grammar accurately, e, word
order, verb endings, pronouns

-spell and use punctuation sccurately

oo O 00
oo o ao
oo o OO
oo O oo

ao
aa

a
oo

Ceneral comments

Clobal rating (circle) Lowest 1_2 __3__ 4 __5 Highest

Example 2
Written Language Assessment Activity Years 8-10
Recount

A recount relates a series of events, The focus of a recount is on events rather
than on character development and plot, as in narrative, Recounts can be personal
(retelling events in which the writer has been personally involved, e.g., an excur-
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sion); factual {recording details of an incident /event, e.g., news report or historical
account); or imaginative (retelling events from an imaginary point of view, e g,
A day in the life of a Roman stave” or “How radium was discovered.”

Mame of Student: Year Level/Class: Drate
Namue of School: Teacher:
Topic of explanation:
Lurmuiiedd
Bdid
Very L ampeeteril
Criteria {Check appropriate box) Competent  Ciampurtent et ©ammments
Ability to carry out the task O O 0 0
Did the student
-write a recount with minimal support [ O O O

Structure and organization:
—provide an crientation, establishing
wh was involved, where, and when the

events happened a O O O
-provide a sequence of events in

chronological order O O ) O
-use paragr. v O O O a
-provide a reorientation and/or

personal comment (optional) O O O d
Language features
~focus on individual participants, e.g.,

the San Francisco earthquake, Marie

Curie a O O O
~focus on past tense, ¢.g, simple past a O O O

-use a range of action verbs, ¢.g.,
erupted, discovered, worked a
-use a range of temporal and other
connectives, e.g., firsh, then, finally,

a
O
O

because, however, although, as well O O 0 O
-use pronoun reference, e.g., il, she, this O O a |
—use specifle vocabulary appropriate lo

the information being recounted (] O a a
Accuracy:

-use grammar accurately, e.g., word

order, virb endings, pronouns (she, her,

hers, they, their, ete.) O O O .
-spell and use punctuation accurately O O O O

Ceneral comments

Global rating (circle) Lowest 12 3 45 Highest
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leamer-centensd classroom, these pro formas could be extremely useful
in helping the students understand what they need 1o do in order 1
produce acceptable texts of various kinds,

So far in this section, | have described some of the advantages of
adapting a functional model of language for assessing students’ writing.
| have illustrated the approach with reference to a large-scale evaluation
project. and also with reference to the development of checklists for as-
sessing students’ writing. However, T would not like to convey the impres-
sion that the approach is unproblematic, and in this section, | would like
to deal with two particular problem areas as | see them.

¢ PROBLEMS WITH A FUNCTIONAL MODEL

The first of these relates to how one might compare assessment procedures
based on a functional view of language with more conventional proce-
dures. This is the problem that my colleagues and [ encountered in our
evaluation of the disadvantaged writing project. On one hand we wanted
to adopt evaluative procedures that were fair to the innovation being
evaluated. On the other hand, we did not want the evaluation process to
lay itself open to charges of bias in favor of the functional approach to
the teaching of writing, This dilemma relates to what Beretta (1986) calls
"program fair evaluation.” In selecting assessment procedures and instru-
ments, the evaluators need to ensure that one of the assessment procedures
or programs being investigated is not discriminated against.

In the case of the Disadvantaged Schools Project, we made the decision
to adopt assessment criteria derived from functional grammar, even
though this left us open to the charge of bias, We did so because one of
vur terms of reference was to determine the extent to which the innovation
had an impact on students’ writing. No doubt, had we embraced alterna-
tive criteria (such as evidence of creativity) the outcome may well have
been different.

The second problem related to the so-called product-oriented bias of
genre-based pedagogy. Certain proponents of “process” approaches to
the development of writing have argued that genre-based pedagogy takes
a normative approach to the production of texts, and focuses on the
end product, the destination, as it were, rather than the route. (Some
proponents of genre-based teaching, of course, have argued that process
approaches focus on the route, and ignore the destination.)

Genre theory grounds writing in particular social contexts, and
stresses the convention-bound nature of much discourse. Writing, there-
fore, invalves conformity to certain established patterns, and the teacher's
role is to induce leamers into particular discourse communities and their
respective text types. By contrast, the process approach extols individual
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creativity, indivadual growth, and sell-realisation, and the teacher’s mile
is that of “lacilitator” rather than “director”
Hamforth, 1791 94

Bamforth goes an lo point out that the process versus product debate
represents a false dichotomy, and that certain individuals on either side
of the debate have taken up positions that are ideclogical rather than
empirical. He points out, quite rightly in my view, that ultimately “the
central issues of freedom and control are not alternatives between which
a choice has to be made, They are really interdependent, and effective
writing pedagogy will call upon both approaches” (p. 97).

The process/ product debate has also suffered from confusion between
syllabus design and methodology. To my mind, the strength of the genre
approach rests on the principles it sets out for the selection of content. This
is essentially a syllabus design issue. The process approach, on the other
hand, is oriented toward classroom action, and its concerns are therefore
essentially methodological. Any comprehensive approach to pedagogy
must incorporate syllabus design, methodology, and assessment.

In the final part of this section, | have looked at two criticisms that
have been made of the functionally-based genre approach to pedagogy.
The first of these is in identifying methods of evaluating genre-based
curricular innovations against what, for want of a better H'.I'm. we might
call “traditional” methods of teaching and assessing written language.
This first criticism is in the nature of a straw person argument, in that it
can be applied to any approach to pedagogy when the purpose of the
assessment is to evaluate whether or not the principles underlying the
innovation are actually reflected in the written (or oral) production of
the students. The second criticism relates to the product-oriented bias
of the adoption of a genre approach. Once again, | find the argument
fundamentally flawed for the following reasons. In the first phce: Hw
argument that product-oriented approaches somehow stifle the creativity
of the writer overlooks the fact that creativity has to be measured against
something, and that something is generally taken to be a set of conventions
or “rules,” if you will. In any field in which creativity playsa r!:ilt._wheﬂwr
it be painting, creative writing, or the production of academic dmne,
the creative artist must, in the first instance, master the conventions of
the discourse. In other words, one must master the rules in order to

transcend them.
A DISCOURSE-BASED APPROACH TO WRITING
In Chapter 4, | presented an organic approach to language, and argued

i . In this section,
that discourse and grammar should not be seen separately. .
I explore the implications of this view of grammar for the teaching of
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writing, From this perspective, the creation of coherent and cohesive | Table 10.3
discourse s basically a matter of drawing on the grammatical and dis- --
course features that exist in the language to turm multilinear and multire- Parallel Progression

lated ideas into lincar form. In this section, we shall explore ways in
which this can be done,

The ability to carry electricity vanes according to the extent to which sub-
stances contain electrons that are free to move. Il is not something possessid
by all substances.

¢ DISCOURSE PROCESSES
1. The ability to carry clectncity

As we saw in Chapter 4, the concept of discourse coherence has fascinated ' oIt

discourse analysts and language educators, particularly those workin ; 5
with foreign language smdinatﬁein tertiary cﬂwm. Di}.r:cuurse analystg PR A
inguire inty what it is that constitutes coherent discourse. What is it, in
uther words, that distinguishes a text, which is perceived by the listener
or reader as "hanging together,” from a random collection of sentences?
Language educators, on the other hand, are more concerned with the
practical question of helping students produce coherent discourse. Ulti-
mately, the two concerns should coincide, with language educators draw-

The ability to carry clectricity varies according to the extent to which sub-
stances contain electrons that are free to move. Some substances contam few
such molecules, and are therefore poor conductors,

1. The ability to carry electricity
2. Some substances

ing on insights from discourse analysis to provide directions for pedagogy. Extended Parallel Progression
In the writing classroom. several specialists (Lautamatti, 1978; Witte, _ The ability to carry electricity varies according to the extent to which sub-
1983; Connor and Farmer, 1990) have suggested that topical structure stances contain electrons that are free 1o move. Some substances contain few :
analysis is a promising technique for improving the coherence of written such malecules, and are therefore poor conductors. This ability has been
work. Lautamatti (1978) develops a technique for analyzing writing in closely studied by physicists in recent years.
terms of the relationship between the discourse topic and the sentence
topics that make up a text. She argues that texts can be developed in three 1. The ability to carry electricity
different ways, and that these ways are evident in the distribution of 2. Some substances
topics in succeeding sentences in a text. The first of these is through 3. This ability

parallel progression, in which succeeding sentences in a text are semanti-
: cally identical. The second is sequential progression. Here the topic of !

each succeeding sentence is different. In extended parallel progression, o have remarked that the y
there is a return to a topic that has already been instantiated in an earlier mf;“ﬂ:n ;Eﬁpmhr:seﬁmmf u:‘mia of their sentences and i
! sentence. Examples of each of these types of progression are set out below. forces them to relate these meanings to the main topic and purpose of i
Several empirical investigations have been conducted into the use of their writing. When we teach the analysis as a revision tool, we note '
topical structure analysis in teaching writing to second language speakers. improvement in student writing, specifically in regard to clearer focus !
Witte (1983) used the concept as a tool to investigate the revision process, {thanks to added extended parallel progression) and better deveipeian U
and also as a device for studying perceptions of the quality of students’ MS“T‘“F*"—"'I""""‘" toimproved ratio of parallel and sequential prog -
writing. More recently, Connor and Farmer {1990: 126-139) have reported Eions;. -
on their experiences in using topical structure analysis as a revision tool for [ RS .
ESL students in intermediate and advanced-level college writing classes. P
Students are taken through the steps involved in identifying topics and A number of years ago, | looked at the resources that second hngmgs
producing topical structure diagrams. They then apply the techniques to writers used to create coherent discourse. | presented a group of secon f

language writers in an English for Academic Purposes program with a

their own writing, usually after the uction of a first draft. ;

Connor and Farmer report success with the technique, although the set of propositional ; ; !
data here are anecdotal. (Their paper is a report on a pedagogical innova- were asked to tumn these statements into a coherent pﬁ of m }
tion, not a presentation on the outcomes of a piece of empirical research.) Among other things, I found a great deal of di_i’ﬂ'ﬂl'!" in the topica ¢
They report that: ture patterns that emerged from the students” writing. )
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While the technique of getting students to turn a set of propositions

8 C i )
or simhplv .ﬂ-mlenn.-_a]:nh:nm-mnl discou m;‘is i rw:,;lative*ly stmirhthma,d E—Jﬁr;::; :n. .E] ;:::::n“a 0[5 :m ’
one. the processes that the writer must go through ane extreme! ¥ complex, . ;
To pmmﬁlcu coherent discourse, writers must exploit what they alrsad;,r : Ea&;::b%n ::nﬂmg :1:::':“ i the topie
know about the subject at hand and integrate it with information from . , y
other sources; they must draw on knowledge of the way that grammar 10. Eﬂ:l:nl:: readerny :ntema 1-;"1:: &m““ﬂ- Question, or anecdote.
and discourse function together; they are required (o use cohesion appro- U m" i _ _
priately they must; sort out form/ function; and they have to decide on m:kpuwledgmm to Bill Littlewood for suggesting an eartier version
the topic to form the point of departure of each succeeding sentence in of this task.)
the text. In the next section, we shall look at a sample unit of work 2. Look at this introduction and complete the task.
designed to give students practice in these demanding tasks.
"The issue of falling language standards  Task: Draw lines connecting the
in Hong Kong is long-standing and canten- func‘liu;:: examples in the l::
tious.” (South China Moming Post, Mot all Hions are .
¢ A DISCOURSE-BASED WRITING PROGRAM el bt S e s e
What will a discourse-based writing program look like? In this section | generation has decried falling standards o g oy sepucts
shall provide examples of tasks from a writing program developed from of both English and ﬂéﬂﬂ ?:":"“'E'L:IT &  Give background
@ functional perspective. Such a program will, naturally enough, begin Eﬁfmﬁimﬂ that, "In Chinese, clumsy @ Refer to other work
with samples of discourse, rather than the production of isolated grammat- sentence construction, wrong Chinese O State writer’s position
ical structures. It will show learners how to use their knowledge of gram- characters, irrelevancy and redundancy, ¢ Givean example
mar in the construction of coherent texts. Finally, it will focus them on and poor handwriting were found inthe o g1, g girategy
Imkill'lg l:;]u r}mh: wri:ing from a functional perspective. The following writings of many candidates.” Tndty:l:: o ¢ plasificns
sample ve al situation is, if anything, even worse. dpic oo b
p been taken from Nunan and Keobke (1997). ik sl muﬂhwfhm four articles ¢ State a problem
and fifteen letters to the English O Attract attention
Sample Task 1: 1 press on the declining standards of En-
Focusing on functions in introductory paragraphs glish. In fact, there is no evidence that stan-

dards have fallen, and considerable

evidence that they have risen, and in this
1. Here are ten ways writers create in

terest, give context, or autline direction, essay, | shall look at this evidence. Evi-
Check off the purpose of each one. dmmlnfamurnfri:irqsmﬂud.im
I L. Define important terms that appear in the title, Wi the chisyging demogphics i high
[J interest ] context [] direction school and university, examination results
o _ provided by the Hong Kong Exams Au-
2. State what aspects of the topic will be discussed, thority, and a recent study carried out by
[J interest [] context [] direction the English Centre at the University of
3. Give important background information about the topic. Hong Kong,

O interest [ context [ direction
4. Refer to other work that has been done in the field.

Sample Task 2: :
[ interest [ context [ direction FD'EH];}!IE on paragraph development from a functional
5. State the writer's own position or interest. perspective
[ interest [J context [ direction
&. Give an (controversial) example that will be examined in detail. 1. There are many different ways that a tnpic senlence can be developed. T;:
[] interest [] context [] direction writer can introduce a contrasting idea, mmv:d m_ﬂ;:'Ph_m o b
; : in SETHENCES,
7. State the strategy that the writer intends to use, idea, give a definition, qualify the claim e topic
[] interest [ ] context [] direction 50 On.
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Study the following possible ways ol developing the topic sentence
identify the (unciions being performed. 2 e, and

Topic Sentence:

All languages have the same purpose—to communicale thoughts—
and yet they achieve this single aim in a multiplicity of wa

a. All languages have the same purpose—to commuinicate thoughts—ang
yet they achieve this single aim in a multiplicity of ways.
Each language has its own unique set of i
iy que set of grammatical and discourse fay.
[ Contrasting [7] Exemplifying [ Elaborating [] Defining [] Qualifying

b. All languages have the same urpose—to communi ts—ard
yet they achieve this single aluf in a multiplicity alin::;,ﬂmugh
Animal communication, on the other hand, i i
[ Contrasting [] Exemplifying [ EltlmrlH:n: canx:illnu‘e:glamml

¢. All languages have the same purpose—to communicate thoughts—and
-T—ﬂ they achieve this single aim in a multiplicity of ways. z

"me 1s expressed in different languages in man different wa
] D“Cnntmhn; [ Exemplifying [0 Elaborating :{ Defining [] é:-lir;i-;
- All languages have the same Purpose—io communicate thoughts—and
vel they achieve this single aim in a multiplicity of ways. 4
Desupite this, there are also universal features across 1
L] Contrasting [ Exemplifying ) Elaborating [ Defining [] Ql-llm!hl

e. All hngungc:s have the same purpose—to communicate thoughts—and

yet they achieve this single aim in a multiplicity of wc:ys. 4

By communication, of course grammatical,
! - We mean the ability to '
lexical, and phonological resources into service i:\}r mmuf use,
Exemplifying [] Elaborating [ Defining [] Qualifying

Which of the above fi Bons i
the initial topic semn::? Can l:uﬁmub;s!:l:;fpy to develop a paragraph from

Sin'q:!e Task 3;
Focusing on cohesion

Read ink: :
ead and think: A few questions about cohesion and topicalization

Rewrite the followi i bans
lowing tex, replacing or deleting all unnecessary repetits

John Bmich arrived
one else around ar arly at the hall. There was no

door of the hall the hall. Jonn smith tried the
opened the door -Jm d%0r was unlocked. John Smith
John Smith ghyt ‘theuﬁ;g?ni::'u went through the doof.

nd John Smith. Suddenly

Chapter 10 Weiing & 1913

thera was a loud noise. The loud nolae mads John
Smith Jjump.

ra

feature of written lexis?
3. What do the boldbace words refer to in the following text?

The words used by paychologistns they = the words use by
are a constant scurce of anxi- psychologista

ety to them, They aleo cause ghgir

rage to thedr readers (includ- they =

ing other psychologistse)., If
they coin a new term;, in the
belief that they have a new Cchey =
concept, and wish 4t to have thay =
its own term. they are often they =
accused of creating an ugly and
unnecessary neclogism. If, on

the ocher hand, they use an al-

ready existing word and try to

extend it to fit the particular
technical meaning they have in

mind, they are often accused of
debasing the language. Thay can

also be accused of misleading

the reader.

ig =

4. There is a great deal of unnecessary repetition in the following paragraph.
Rewrite the paragraph, using cohesion {thal is, words such as ke, it, thes, such)
o remove excessive repetition.

Languages are made by ordinary human beings, not
by God or the pundite who stand in for him. Languages
seem to be somewhat arbitrary collections of scunds,
eymbolized as written or printed signs, and the ori-
ginse of language belong in the mists of prehistory.
Therea was, when people became human, clearly a need
for languages. We may think of a language as a system
of communication used within a particular msocial
group, Inevitably, the emotions aroused by group loy-
alty to the particular language we spsak cbstruct the
making of objective judgments about language. When we
think about making an cbjective judgment about lan-
guage, we are cften meraly making a statement about
our prejudices. It is instructive to examine our
prejudices occamicnally. I used to have powerful ob-
jections te the Amerlcanization of British English.
In having powerful cbjecticns to the Americanization

www.EnglishPro.ir
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other referring expressions. Why do you think that cobesion is an important
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of British English, of course, [ was in complete
agreement with many of the pecple in my country.

Compare the following (original) text with the one you produced, and make
a note of similarities and differences.

Languages are made by ordinary human beings, not
by God or the pundits who stand in for him. They seem
to be pomewhat arbitrary collections of sounds, Y-
bolired as written or printed signa, whose origins
belong in the mists of prehistory. There was, whan
man became man, clearly a need for them, We may think
of a language as a system of communication used
within a particular social group. Inevitably, the
emoticns aroused by group loyalty obstruct the making
of cbjective judgementa about language. When we think

about making such a judgement, we are often merely
making a statement about our prejudices. It is in-

structive to examine these oocasionally. I used co
have powerful objections to the Americanisation of
British English. In this, of course, T was in com-
plate agreement with many of my fellow countrymen.

Adapted from Burgess, 1952

Em one of your own essays and identify /underline all the instances of
cohesion. Ask another student if the referents for these are clear.

Sample Task 4:
Focusing on topicalization

What is the topic of the following sentences?

Sentence 1. There are two aspects of English in Hong Kong that demand

Sentence 1. Discussion is required of two aspects of English in Hong Kong.
Would you follow sentence 1 with sentence 3 or 4 below? Why?

Sentence 3, The first is the issue of “standards” and the second is the attitude
of Hong Kong people toward English.

Sentence 4. This is because there are currently many myths about the subject.

Topicalization

The process of giving prominence to particular entities, states of affairs, or pro-
cesses within 2 cenlence or utierance by shifting them 10 the beginning of the

senlence.
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Which of the following texts is more coberent (i.e., makes mone semse 1o you)?
Give reasons for your choice,

Text 1

Cver the last few yeare, thers ham besn a notice-
able decline in the standard of English in Hong Kong.
In universities and the workplace, this decline is
evident. Casual visitors to Hong Kong also say it is
apparent. Hong Kong needs to prosper next century,
which won't happen if the decline is not reveraed,

Economic leadership will not be retained if the de-
cline is not reversed.

Text 2

Over the last few years, there has been 2 notice-
able decline in the standard of Englieh in Hong Kong.
Thia decline is evident in universities and in the
workplace. It is also apparent to the casual visicor
to Hong Kong. This decline must be reversed if Hong
Kong is to prosper in the next century. If it is not
reversed, Hong Kong cannot hope to retain lte posi-
tion of econcmic leadership.

Underline the topics in each of the sentences in both texts, and then fill in
the topics in the following chart.

Sentence topics Paragraph 1 Sentence topics Paragraph 2
| 1.
2 p A
A 3
4. 4.
5. 5

You can see that, even though both texts contain the same content, the informa-
tion in Text 2 has been arranged so that there are fewer topics. The topic
the decline in English standards has been topicalized in most sentences. As a
consequence for most readers, the second text appears to be more coherent.

Sample 5
Using grammatical resources to create discourse

Consider the following pieces of information.
Television is g medium of communication,

Radio is a meditem of commtumication.

Video is ¢ medium of communication.

Books are media of communication.

Magozines are media of communicabon.
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Comernernicantion fakes plice betiveen prople

Poople offen e otedig bo comiinicatt, .

This information can be packaged mtoa single sentence by using grammatical

resources of various kinds. For example:

Sentenee 1 “Communication between people often takes place ‘II'“"'“E'rh media

such as television, radio, video, books, and magazines."
Sentence 20 “Media such as television, radio, video, books, and magazines
can b used for communication between people.”

Ihe choice of whether 1o use Sentenice 1 or Sentence 2, above, for beginning

a paragraph about interpersonal communication, will be determined by

whether we want the focus of the paragraph to be media or commumication

Betueen preoyple,

Using Sentence 1 as the topic sentence in a paragraph, produce a coherent

paragraph incorporating the following information (you can rearrange the

order in which the information is presented):

{  There is a form of communication called mass-mediated communication,

@ Mass-mediated communication differs from interpersonal communica-
fion.

& Interpersonal communication typically involves face-lo-face interactions
between participants,

©  Participants in an interaction affect, and are affected by, each other.

& Mass-mediated communication may affect people from different cultures

For ¢xample, some people from Russia might have learmed about the
United States from broadeasts,

& These broadicasts are on television and radio,

O These people will have a sel of expectations.

¢ These people will have certain knowledge about the United States.
&

y

o

t

Other people in Russia might have listened to the Voice of America.
The Voice of America is a U, S.-sponsored radio station in Europe.
1:h.1.'a-e people might have a different set of expectations from other Rus-
sians.
% These people might have different knowledge from other Russians.
Compare your text with the original (supplied separately). Make a note of
similarities and differences. Can you explain the differences? Do different
ways of combining information lead lo differences of meaning?

CONTRASTIVE RHETORIC

In 1966, Robert Kaplan published an influential study into the relation-
ships between cultural thought patterns and discourse. The study, based
on an analysis of several hundred second language student essays, pro-
vided a foundation for the development of research in contrastive rhetoric.
The basic argument of researchers in contrastive rhetoric is that certain
culturally determined ways of thinking and communicating will transfer
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themselves 1o second language texts. For example, it has been noted that
many Asian cultures are charactenzed by a high degree of indirectness
This indirectness manifests itsell in a reluctance 1o state one's position
explicitly, This, presumably, would create difficulties for 12 writers who
are required to produce academic texts with an explicitly stated topic
sentence followed by supporting evidence.

In a recent article. Chen (1997) draws on this tradition within con-
trastive rhetoric to compare approaches to academic writing in the LUnited
States and China.

U. 5. English writing is very direct and formulaic. Writers should
first clearly identify the topic or goal of an article and then support their
argument with specific examples. The paragraph and essay structare
should clarify the relationship between details and the unifying icens,
and the conclusion should once again stress the unifying ideas, . . The
judgment of writing as good or weak is based on straightforwarnd critena,
clarity, accuracy, detail and structure. The goal is clear communication.
In contrast, Chinese writers prefer indirection and rely on melaphors to
present their ideas. Writers do not assert their goal, or even their topic
at the beginning of 2 paper; instead; they use metaphor to make subtle,
implied connections between ideas, Examples must be subtly inserted,
s0 that connections are neither obvious nor direct o

F

The idea that a second language writer’s problem can be traced to the
contrast between the culturally determined discourse patterns of first and
second languages is by no means universally accepted. Mohan l‘dl Lo
(1985), for example, are particularly critical of this notion. In an investiga-
tion of Chinese first language leamners of English, they argue that the
problems experienced by their subjects were due to the usual difficulties
of inexperienced writers, not the contrasting rhetorical patterns of English
and Chinese.

Leki (1991} is critical of much of the early work in contrastive rheforic.
She argues that a great deal of the work was intuitive rather than empirical,
and tended to focus on disparate surface features of texts, such as ana-
phoric reference, that were incapable of explaining contrastive patterns
in larger segments of discourse. According to Leki, it was not until the
1980s, with the work of linguists such as Robert de Beaugrande (1980)
that more insightful analyses began to emerge. However, Leki goes on
to question theextmtthhichlruighlsfmcmml:ﬂlmftm
immediately applicable to pedagogy. While it can be enlightening for
students to be made aware ddﬂftmmhﬂ‘uwnplnwhﬂ? their own
language and English transform ideas into discourse, If'd: u!hgjmmmt
does not necessarily lead to improvements in students’ writing, The real
benefit of making learners consciously aware of distinctions between the
discourse patterns of their own language and that of the target language
is that it reassures learners that they do not suffer from individual inade-
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quacies, but that their difficulties stem from the contrasts between both
languages.

& CoNCLUSION _ I

In this chapter, | have explored some key issues in the development of
second language writing. In the first part of the chapter 1 looked at the
ongoing debate over product- and process-oriented approaches. Although
proponents of these two approaches try to portray them as mutually
incompatible, they are, in fact, complementary: There is no reason, in
principle, why a writing program should not incorporate elements of both
approaches
The chapter also looks at the implications for writing pedagogy of
adopting a functional, discourse-based perspective on writing, and in the
penultimate section, | presented some sample tasks taken from a program
based on such a perspective. The aim of these tasks is to show how
functional grammar can provide practical insights for the writing teacher.
Finally, I attempted, in this chapter, to revise some of the key ideas
and principles presented earlier in the book. In particular, 1 drew on
concepts introduced in Section 1 and elaborated in Section 2.1 hope that
by thinking about these concepts and principles, and by testing them
against their own reality, experienced teachers will be able to enrich their
professional practice. For beginning teachers, | hope these ideas will pro-
vide a principled basis for creating their own professional practice in the
teaching of second language writing,

€ CONCEPT MAP OF CHAPTER 10

spoken vs
productve  written
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The nature of Functional grammar
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A discourse-besed approach
10 wnitng development g

l
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4 QUESTIONS AND Tasks

-

Summarize the anguments for and agains process approsches to the teaching
uf writing

2. List some of the main differences betwern spoken and wnitten language

3. What is “lewical density”? What makes a text lexically dense?

4 How has genne theory been applied to writing?

5. What are the characteristics of a discourse-based approach 1o writing?

6. Develop some sample tasks similar to those contained in the chapter for
teaching writing from a discourse perspective.

g

What is contrastive rhetoric, and why might it be important for teachung
second language writing?
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177-205. produced by different speak t are related in functional

For example: There's more coffee in the pot. (Otffer)
I'm OK, thanks. (Decline)

analytic approach In course development, the use of topics, texts, and
that are not broken down into their separate constituents. (See synthetic approach,
linear learning, organic learning). The approach is called “analytic” because the task
for the learner is to analyze whole chunks of language and identify the individual,
and usually heterogeneous, linguistic elements out of which they are constituted.
anaphora Within a text, the reference fo a particular person, object, place, or
event, in which the second and suhsequm:ef:mm“mukedb}rm form
of pronominalization. For example:

The handover of Hong Kong to China was widely considered to be one of the

most dramatic political events of the twentieth century. Not surprisingly. it

was marked by considerable pomp and ceremony.
applied lingwistics The application of li thearies, and methods of lin-
guistic description and analysis, to practical issues and problems to do with human
enmmunication. These include language teaching and leaming, second lmgu:ge
acquisition, bilingualism, speech pathology, language disorders, communication
in the workplace, deafness, lexicography and dictionary development. translation,
and language planning )

ch General theories related to language teaching and learning.

aptitude A general ability to learn languages.
assessment Sets of procedures, technigues, and
ments about what learners can and cannot do
atomistic approach See synthetic approach. ’
audiolingualism m@mmﬁmmmmmw-m
of acquiring new linguistic habits, this language teaching
memorize and manipulate the target grammar throu
substitution drills. .
authenticity Spoken and written texts use? in language teaching are generally
deemed to be authentic if they were
of communication, not for the 52

procedures for making judg-
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back-chanmpel 1nooral interaction, the prossion of feedback from the stener op
listerers 1o the speaker. The purpose of suich foedback i= 1o bet the speaker know
e or she o= being attendisd 1o, and o enconrage the speaker b conbinue. The
feedback may be verbal or nonverbal (tor example, head nodding),
Framples A 1 went o Big W ovestenday
I Lh-huly

A amad Bought ome of these Talian market umbrelas,

behavioral objective A precise descrption of the observable things that leam-
ers should be able to do atter faking part in a conrse of study, Formal objectives
have three elements: a task element specitving the performance, a conditions
element, and o standards elemient, specifving how well they should periorm
For example: In a classroom role play (condition), leamers will exchange their
namies, addresses and occupations with other learners (task), Utterances will

b grammatically well-tormed and will be conmprehensible to someone unused
to dealing with second language speakers,

behaviorism A psvchological theory that views all human behavior, inchuding
Lainguage acquisition, i terms of the development of sets of habits through pro-
cvsses o stimulus and response.
background knowledge The knowledge of the warld that the reader or listener
utilizes in interpreting a piece of spoken or written language.
bottom-up processing Decoding the smallest elements iphonemes and graph-
emes) first, and using, these to decode and interpret words, clauses, seritences,
and then whole fexts, (See also decoding, )
cataphoric reference A form of cohesion in which the pro-form (the ilem used
to stand in for the text referent) occurs fisst, and can only b interpreted with
reference to the subsequent text,

Example: Isimply won't put up with this. All this fighting and bickering.

clarification request A strateyy used by the listener for a more explicit formu-
lation of the speaker’s last utterance,

A: Did v'see Theo last night? He was as pleased as a lizard with a gold tooth.
B Sorrv” What do vou mean by that exactly?

classroom discourse The distinctive tvpe of discourse thal ocours in class-
rooms. Special features of classroom discourse include unequal power relation-
ships, which are marked by unequal opportunities for teachers and pupils to
nominate topics, take tums at speaking, etc. It has been noted that the typical
pattern of interaction in all sorts of classrooms is one inowhich the teacher asks
a question to which he or she already knows the answer, one or mone pupils
respond, and the teacher evaluates the response,
Example [The teacher crculates around the room, askmg questions about
train travel The students all have copies of a train timetable.]
T Neww - . back to the timetable, Where do vou catch the train?
Where do vou catch the train?
[She points toa student in the front row |
5 Keswick
T: Yeah, . . . Now—what tme . what time does the tram leave?
55 MNine. Nine w'clock. Nine pm. Nine pm, Nine am,

Labrsaary it Langiane Loamng Termimlowy #3013

I lbeans over a stodent and checks the trmetalile | UK. Depart nire am
INuan 19 )

classroom management Tu'hnutu-,w amd priwedures emiploved by thi teacher

in the classronm o contrsl student behavior, (v Tuding setting up ditferent kinds

of tasks, dealing with -|.!|--rl|.||.'1t11.-11 behavior, estabilishing and moving between

chifferent kinds of learning groups, and using audiovisual ands and other forms

of realin and cquipment eificently.

closed task A task for which there s a single correct answier

cloze j.ll"l'.'l.‘f.'l'!lﬂ‘!" A pmcrd.u it for diy |:iL1|:'|ng teaching and testing materials by
defeting words according to some predetermined ratio (for example, deletion of
every fith word) The task tor the student is o replace the deleted words

cognitive code teaching The learning of language rules through analyas and
protlem-solving. The approach developed in reaction to audiolingualism.

cognitive style The general approach adopted by a particular leamer to the
learnimg prn-n:-e- Serne Jearmers like to learn holistically. Others prefer to have
tasks broken down for them.

colierence The extent to which discourse is perceived o “hang together” rather
than being a set of unrelated sentences or ulterances.

colesion The formal links that mark various types of interclausal and intersen
tential relationships within discourse. Examples:
Identity relationships A: Do you know my brother Pele?
B Yeah, T met funt at the ball game last vear
Logical relationshup: 1 can’t make it today, Honvver, bomarmow’s a possibiity.

collocation A form of lexical cohesion in which two or more words are related
by virtue of their belonging to a particular semantic beld In the following bext,
the underlined words belong to the semantic field of “gardening "

Example: The bulbs should be planted n winter.

The Howers will appear in spring.

communication strategy A strategy used by a second language leamner to
get his or her meaning across with a limited amount of vocabulary and grammar.
communicative language teaching (CLT) The term communicative lantstsuatge
teaching covers a vanety ot approaches that all focus on helping leamers b commu-
ficate ;nu.mmgfu!ly in a target language. Early approaches downplaved the impor-
tance of grammar, some even advocating the abandonment of any fucus on :.urm_
More recent approaches acknowledge the centrabty of grammar land rn_ a:@
teach learners the relationship between grammatical form and communicative
meamng: |
communicative competence The ability o apply grammatical, dlf-cvun:u_a:md
cultural knowledge to commumcate effectively in particular contexts for particular
Purposes,
Community Language Learming A language teaching method, developed
by Charles Curran, based on techniques from counseling,

comprehensible input Messages addressed o the I.E&rm':r that, Whl.'ll.' lhﬂ‘-lel::::
contain structures and grammar that ane bevond the learner s current “““ﬁ. A
are made understandable by the context in which they are uttered. According to
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orastien s & .tmiupl-w“u.||thl ||'|F1||| Hy !"H.'llhl,'hih Aouiisiliody owieurs when learmicrs
rderstand messages thal ane st beyord e coreent stage ol developrent
.1.1;||I|n-f;|-n5[f|,f,r omtpal A hwpothesis developed by Swain in reaction to the
Comprehonsible Input Hypothests Swain argues that comprehensible fnput s
pecessary bl ol suflscent o Linguage acquisition. Leamers also need opporty-
it Lo prowduce comprehensible messages i the language.

comprehension Prasasses thisugh which learmers make sense of spoken and
writhen 1ests

1‘H!I'lprt".'t¥'ll.'-l-|1l'l ll,ljlﬂ“-li'ﬁ A approach v e g sl fuoneign I.lnp.u-lﬁi.‘ terach-
i basasd ory thee Belief thal esimsive listeming, 1'11m|1mh1.~nn.mn should precede
spwaking

comprehension cheek A sirategy used by the speaker to ensure that the listener
has undderstood cormectly

A The paper should g on the outside of the packet—know what | mean?
B Mmm

concept mapping Showing the main ideas in 2 test, and the relationships
betwwen them i the form of a diagram or map
confirmation request A strategy used by listeners to confirm that what they
thimk they heard s cormect, '
A Lsaw a bank robbwery a couple of weeks ago
B A obbery?
fﬂ"fu"l'”ﬂ" Words and |"‘|-"|I|.‘|Sl."¥i.. such as however, on the oflicr Peiaeedd, dnr conphrasd,
that make explicit the functional relationships between different ideas in a text.
constructivism A philosophical approach to knowledge that argues that knowl-
edge s socially constructed rather than having its own independent existence.
content-based instruction Anapproach 1o the teaching of language in which
stucdents are faught their regular school subjects, such as science, history, and
math, through the target language. (Also known as immersion.)

content needs What learners need or want to learn, in contrast to process needs,
which relate to how they need or want to leam

content word A word that refers toa thing, quality, state, action, or event, [See
also functun pond) ;

comtext The linguistic and experiential sttuation in which a piece of language
oceurs. The linguistic environment relers (o the words, utterances, and sentences
surrounding a piece of text. The experiential environment refers to the real-world
contest in which the text occurs.

confrastive analysis Procedurs for comparing and identifving similaritics
and ditferences between the linguistic svstems of different I.mg[mgm. The Con-
trastive Analysis Hypothesis suggests that, when la nguages share cerbain features,
learming will be facilitiated, and that when features are not shared, learning will
b impeded.

contrastive rhetoric This approach to text analysis s based on the view that
certain culturally determined ways of thinking and communicating will transter
themselves 1o second language texts. For example, it has been noted that many
Asian cultures are characterized by a high degree of indirectness. This indirectness

Ciberssaey o Langtoaape Léarig lermanology #0305

marfests iselb inoa eluctance by wnters from Asian hest language backgrounds
tor sbabe their frsition |'lpiu|ll_\'

conversalion An oral mteraction betwern two or mone preople

conversilional analysis The study of how individuals negotiate and ex
change meamings ininteraction. The magor focus of interest i necent vears has
been in the aralysis and mberpretation of casual conversation, that s, interactions
that ane carried out for seclal purposes rather than for ebtamng goods and
services

cooperative principle This was formulated by the linguistic philosopher Grce
(1975) as a wav of accounting for how people interpret discourse. The principle
15 expressed in terms of four maxims, “Be true; be brief, be relevant, be clear”
The maxims dictate that a speaker be truthiul, brict, relevant. and clear, and that
the intertocutor, in turn, should assume that the speaker s following the four
RENTLER

creative language Creative language prachice ocours when learners are in-
volved in tasks that require them to recombine lamilar language patterns and
clements in novel ways. It contrasts with reproductive language in which leamers
imitate or manipulate models provided by the teacher, textbonk, or taps

critical period hypothesis According to proponents of the critical period
hypothsis, bivlogical changes in the brain around puberty result in the two hemi-
spheres of the brain functioning independently. Adter this neurological change
takes place, acquiring native-like competence in a second language becomes diffi-
cult, of not impossible.

cilture The {otten implicst) norms and rules that govern the interactional and
personal behavior between groups ot individuals

curriculum Al elements and processes in the planning, implementation, and
evaluation of learming programs. Currculiom includes syllabus design (selecting,
sequencing, and justifving content), methodology {selecting and sequencing learn-
ing tasks amd activities), and evaluation (which incorporates assessment and
evaluation).

declarative knowledge Knowledge that can be stated or “declared,” such as
grammatical rules. It contrasts with "procedural knowledge,” which has to do
with the ability to use the knowledge to get things done; for example, being able
o use grammatical rules and principles to communicate meaning,

decoding The process of determining the meaming of words and sentences by
working out the meaning of individual letters and sounds. (See phonics )
deductive learning The process of learning in which one begins with rules
and principles and then applies the rules to particular examples and instances,
ideixis Elements of discourse that serve to paint the reader or listener to particular
points in space or time. Example: “Put the boxes over there.”

demonstrative The words this, that, Mese, those, which indicate the proximity
ol something to the speaker.

dependent variable In a formal experiment, the variable that is affected by
the independent variable, In a study mvestigating the effect of two different
teaching methods on listening comprehension, the methods would be the indepen-
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dent variables, amd the level of listenimgg comprhension would be the dependin)
varalle

descriptive grammar A grammar that attempts o describe the way people
v Language, without preseribing what s cormect or incormect

determimer Words that modity nouns fo limit therr meaning, Common deter.
= | |1F|ihl'l. v luede artieles Gacane, i), demonstrativies WHhits, Bl these, ”“’-""""1';
possesstves (s therrd, and suantitiers (some, mch, many). Determiners are im-
portant clements of cohesion

developmental error An crror made by learmers that shows that they are
beganming e make generalizations about the target language.

dialogue A conversation intended 1o dlustrate the function of some aspect of
language (g syntas, vocabulary, or functions) in contest.

dialogue journal A learner's journal in which the teacher responds to vach
entry. The evolving entroes form a sort of written "conversation.”

dictogloss A procedure for teaching grammatical structures in contest, The
procedure involves the teacher in reading a short passage at normal speed. Learn-
ers note down all the words they hear, and then work in small groups, pooling
their resonoes to meoonstruct the wriinal wext,

direct method A method tor teaching language that avoids the use of the native
tongue, and that emphasizes listening /speaking over reading/ writing,.
discourse Recordings of naturally vecurming samples of language within their
communicative contex)

discourse analysis The analysis uf naturally occurring samples of written or
spoken language with a focus on the communicative functions performed in the
course of the comunication, Discourse analysis is sometimes contrasted with text
analysis, which analyzes the formal, linguistic properties of a text, (See cohesion)
drill A language teaching technique for helping learmers develop fluency in a
particular structural or tunctional item,

EAP (English for Academic Purposes) Courses and programs of study for
helping learners develop the skills needed for speaking and writing for academic
English, for example, writing essays and reports, taking part in tutorial discussions,
giving academic presentations

EFL (English as a foreign language) The waching and learning ol English
in communities whene it is nol widely used for communication

elicitation A procedure (usually employed by researchers and testers) for ob:
taning samples of language from second language learners, In the dassroom, a
procedure by which teachers stimulate students to produce samples of the struc-
ture, function, or vocabulary item being taught

ellipsis The omission of clauses, phrases, or words that can be recovered from
other parts of the discourse,
Example: A0 Are the guests hene?
B Yos, they ane,
In the above example, B omits here, which can be mcovenad from A's question.

ESL (English as a second language) The teaching and learming of Enghish
in communities where it is widely used for communication by the population at
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large. These days the distinenon between ESL and FFL s widely reganded as an
ewersmpliticabion

ESP “:H‘xﬁﬁll' fﬂ‘r 5}*!'“’-"- Pl'!f]"“u“ﬂ Comrses destgned apsumd the speciti
peinds of particular groups of learners, tor example “English for computer ongs
peers.” UEnglish for accountants” ESP sommetimes. contrasts with FeP (Fnglish
for General Purposes]

error A piece ol speech or wnting that is recosgmizably different in somst way
Fronm native a}wﬂlu.-r usage. Errors can ocour at the levwel of disconirse, grimimar,
viwabulary, or pronunciation,

ethnomethodology A branch of sociology that is concerned with the analvas
and interpretation of everyday specc h

ethmography A research tradition for studving interpersonal behavior inits

cultural contest.
evaluation Processes and provedures of gathenng information about a program.
or aspects of a program. for decson making purpsrses

A basic interactional pattern in classmwom discourse An exchange

xeiange
sty erimg o and o

conststs of three functional moves: an openmng mose, an arnsw
follow-up move. These tiree moves ane now miste commonly known as jmtiation,

response, and follow-up or teedback.
Example: T: How many groups diy we
5 Three [Response]
T: Three. Very good. [Feedback|
nexperiential learming, the leartier's imme-
as the peint of departure bor deciding how

need? [Initiation]

experiential language learning |
diate personal expenences ans tiken
tor organize the learming process,
face-saving An important principle, one which seems 1o lTlh‘.'.“! a J::_rr.irthihlli
of interpersomal interaction. is the need for interlocutors o save Im l.;
most commeonly achivved by the use ol indirect speech act strategies. :.T:.,-mﬂ b
i a speaker wishes to invile someone oul, but s atraid of !hu. ptr]n il | ;l. S
rebulf, he or she may avoid asking a dint question. such as Wnul -.uu.: .
come outwith e, asking mstead, " Ane you doiryg any thing this Ltf-uln;..' » o
even less directly, “There's a greal movie playing at the Capn this evening,
feedback The provision of |11l'u|‘n'||.|hur: to l'wll;:”-l !:::::: '::ﬂ;fﬂﬂ ::;; h.:h:
L I {back simply informs Hw 2
e It may b verbal (“Unuh.” M) ar nomserbal (o exsmple.
a nod of the head), Evaluativie feedback prov ides the npn'nlw.r w!:j 'lll;l:v d.. =
on whether the message has been positively or niegatively ﬂ‘l{lt'l:;: i i g,
it may be verbal (“Great!”) o pomverhal {for example, o smile

first langnage An individual’s native longie
Muency The ability ol an inividual o speak or write without umdue hesitation
! ; : Hyulid f inbormation about
] i ~allection ansd interpretation o
ormative evaluation The co o i SO
{ language program durning the course of program titll'n.'r'_vi'. Jr Itwh“." A
'*umﬂttiw evaluation, in which data abaiul & PrOgram are ANy

J 3 anim,
ﬁmcﬁnn murﬂ A word that mrm-.xlunrlm'ml rather lh.mlm_xp-.-m bl “::dT I

" aks, andd conjuncions
Function words include determiners, prrepositions, moxdals i

I
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functions The things people do through language, for example, apologizing,
complaining, instructing (See also speech acts )

functional syllfabus A svllabus in which designers take bists of language func-
tions or speech acts as their point of departure. .

genre A purposeful, socially constructed oral or writhen COTMUnicative event,
such as 3 nartative, 3 casual converation, a poem, o recipe, or a description,
Dhtterent gennes are characterized by a particular struckure or stages, and grammat-
wal forms that roflect the communicative purpose of the genre in question
given/new Anv ulterance or sentence can be said to contain given and
intormation, Given information is that which the
knosen by the listener or reader. New information, on the other hand, is that
which s assumed Lo be unknown, Given and new nformation will be reflectod
in the structune of sentences and utterances. *
Examples: 1t s the cat that ate the rat,

iGiven: Something ate the rat. New: The cat did the
What the cat ate is the rat.

new
speaker or writer assumes is

ealing.)

(Given: The cat ate somelhing. New: The rat was caten.)

goals Broad general purposes for learming,
grammar The study of how syntax (form),
tuse) work logether to enable individuals 1o communicate through language
ﬁ:!mmﬂr—gn;nslnﬁfn A language teaching method based on p.:raj.nm atical
. Ve and the translabon :

sty dmivehion oo of sentences and texts to and from the learners' first

semantics (meaning), and pragmatics

grapheme The smallest meaningful unit in the w

group work Tasks and exercises comp
crative groups. Group work
teaching,

riting system of a language

leted by learmers working in small

1s particularly importam s

in communicative language

high stru :
mﬁm.l_ cture fask A task over which the tweacher has all of the power and

hum:sm:':jm The philosophical approach known as humanism
ston in education in approaches that place the experienc

: s and

z-ctu';:lum at _lhu [ﬂ:-n:er of the learning process. It thl.li: pmv‘j:n‘: uu-t;fl'lll'::ﬂr:r-;::{'ug
Underpinml - o

l(q‘ch:npg_ ng for learper-centered approaches to second language leamning and

has found expres-

J:t.rma.nml‘tr psychology An approach to psychology based on humanism.
ideational meaning That aspect of a text that e
ubjects, enbities, and stabes of affairs. In other words
to what the utterance is about. It contrasts with the
is related to the attitudes and feelings

illocutionary force The functions ance or pi fl
shiges i : o lece of lan-
Kuage The |Ilncul_urn.1r} tarce of an utterance can only be undu.-rnhmdpulf we ki

the context in which the utterance occurs e
Example: The statement “There's g dog out the back
cantext, be a descnption, a warning, an explanation

lates to information about
the ideational meaning relates
winterpersonal meaning, which
of the speaker or writer

performed by an uther

could, depending on the
an imvitation, and so on.

Ulossary of Language Learming Terminols iy W00

immmersion An approach to the teaching of language in which students are
taught their regular school subjects such as science, Fustory, and math thromgh
the target linguage. (Also known as conteni-based instruction. |

imitation Repeating spoken or written models provided by the beacher, a text.
book, or some ather medium. Imitation and various forms of drills are the basic
technigues underlying reproductive language prachice. (See also creative lan-
guage practice.)

inductive learning The process by which the learner arrives at rules and prines

plies by studying examples and instances. (This contrasts with deductive learning,
in which the process is reversed )

information gap tasks Pair or group work tasks in which participants have
access to different information. In order to complete the task, the information
must be exchanged. Such tasks are hypothesized o promote acquisition by encour-
aging the negotiation of meaning.

information structure The ordering of elements within sentences and utter-
ances according 10 (ah assumptions by the speaker or wriler about the current
state of knowledge of the listener or reader, and (b according to the elements
that the speaker or writer wishes o thematize

innateness hypothesis The innateness hypothesis suggests that the ability 1o
acquire language is a facility unique to the human species

input The target language that is made available to learners

interactional hypothesis According to this hypothesis, language 15 acquired
as learners actively engage in attermphing to communicate in the target language.
The hypothesis s consistent with the expeniential philosaphy of “learnig by
doing.” Acquisition will be maximized when leamers engage in tasks that “push”
then to the limits of their current competence,

interlacutor effect The effect that the other members of a conversation have
on what the speaker says.

interpersonal task A communicative task in which the main purpose is to
socialize rather than te oblain goods and services

insertion sequence A sequence of ulterances separating an adjacency paic. In
the following example, the question/answer adjacency pair is separated by a
subsidiary question/answer that constitutes an insertion sequence

A Would vou like mustard?

B: s it hot?

Ar Uh-huh

B: Mo, thanks.
interlanguage Language produced by leamers in the course of acquining the
target language. Learners are hypothesized o pass through a senes of nterlan-
guages, cach of which has a set of rules that, while deviating from the target
language, have a degree of internal consistency

interpersonal meaning That aspect of an utterance that reflects the speaker’s
attitude towards the topic of the utterance.

intonation Raising and lowering voice pitch to convey aspects of meaning,
Intonation is one of the suprasegmental aspects of pronunciation,
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language experience approach Apphed principally o the development of
first language literacy, this approach builds on (he ndividual's experience of (e
world, and makes connections between the ndividual’s experiential world and
the literary world. (See experiential language learning, )

language transfer The eifect of 4 le

armer s fiest language on the learning of
anither

learner-centered instruction An appmach o mstruction that uses informa-
twn about and from learners in selecting learning content and procedures, The
phrase is also used to describe o classroom in which leamers are nequired 1o learn
actively, theough doong, rather than through focusing on the teacher,

learning strategy The mental

and communicative processes that learners de-
Ploy to learn o second languagy.

For example, memorizing,
inductive leamning, deductive feamning,

learning style A student's arientation toward learning

lexicon All ot the words in a language.

lexical To do with the words of a language.

lexical cohesion |exical cohe

i terms of thedir meaning. The

tion and collocation.

lexical density The ratio of

lexical relationships The
words.

sion occurs when bwo words in a text are related
two major categories of lexical cohesion are reitera-

content words to function words in a text.
relationships that exist within a text between content
Example: In the following text, the underlined words
ship of synonymy:

"1 gave Sally a dictionary. The volume cost me a fortune,”
linear approaches Approaches to syllabus design and methodology based on
the belief that learners should master one iem before moving on to the next,
linguistics The systematic study of language. Linguistics is divided into sub-
branches, including phonology, syntax, semantics, and pragmatics.
literacy The ability to read and write a language,

locutionary force The propositional tas opposed to functional or illocutionary)
meaning of an utterance or statement,

have the lexical relation-

logical connectives Conjunctions, such as therefore and hoavoer, that mark

testual relationships, such as causality, are also known as logical connectives,

low structure task A task in which the power and control over how the task
15 carried out rests with the students,

meaningful drill A language drill in which the student is required to under-
stand the meaning of the utterance in arder to produce a correct response. Meaning-
tul drill contrasts with mechanical drill, in which understanding is not required
i order to produce a correct response.

memory The ability to store and retain information in the brain.

metacognitive strategies Learning strategies that encourage learers to focus
an the mental processes underlving their learning,

Cilvssary o b anpu e Lvarrvingg Teermying ey @ 411
method A coherent aned internally

puae derived, ab least in part,
and learning

methodology Thay subsomponent of the curr,
tion and sevuencing of classronm tasks g A
thewretical and empirical b

minimtal pair Two words i language whise meaning m sgnalled by difter-
ences ina sangle wond or Lonsonant, for example. /by pits

misciee analysis A procedure for analy Ang the errors made by beginning
readers as they read texts out loud Chriginally deseloped for first language reanding
pedagogy, the technigue has also been sed by sevcond Language teas hers

modal verb Verbs tor indicating speaker  writer attitude. (fr e miple, possibul-
ity, permission) toward an event or a state of atfairs. In Enplish, the miodal verbs
ares canr, conld, fave o meay, smight, st shall, should, ol gould

modality The dimension of an utterance that allows speakers or writers o
reveal their attitude toward the propositional content or the dlocutionars fivree
of an utterance. Modality is most commanly achieved through misdal verbes such
as mury, miegt, should, pwglit

morplieme: The smallest meaning ful element into which a word can be analy s
For example, the word walking consists of twi murphemes, walk, which signties
an action, and -ing. which signifies progression

Gnsistent set of

prncipbes for beaching lan-
Treen o sesh o bgelye

B about the nature of language

bl comoertied with the selec-

Bt as well as the study of the
ases of such proceduns

motivation In language leaming, the psvehological factors determining the
ameunt of effort a learner is prepaned o put mbo language learming
move A basic mteractional unit in Classroom discourse. Thee-part exchangis
consist of three moves: an opening move, an answering move, and a follow-up
move. (For an example of these theee types of move, see exchange. above |
l'md'ﬁl'hrmmﬁsm The ability to communicate in mone than two languages
natural approach A setof principles for language teaching adapted from ways
in which a first language is acquired
natural order hypothesis A hypothesis that grammatical items will be ac-
quired i a predetermined order that cannot be changed by formal mstruction
needs analysis Within curriculum development, sets of tools, wehnigues, angd
procedures for determiming the language content and learning process for specified
groups of learmers, .
negotiated curriculum A negotiated curpculum is one in which lesm-r:; hr:w
a substantial degree of control over what is learned; bow it is learned, "W
it is assessed. . ) here and it
negotiation of meaning: The interactional work done by spea S an
ers to ensure that they have a common understanding of the ongoing F"I:'ﬂ s
in a discourse. Commonly used conversational strategies include comprehension
checks, confirmation checks, clarification requests. _ e
i I i i
nominalization The process of tuming u'uri'ta '"T;LST;::{;}:“E'.:-:M““n b
a number of purpoeses, mc!ud?ng_that of remoy |n;l.'|r
allows for a process to be tﬂp]ﬁlhﬂl‘d. Fasr (LR TR sickind i
“The politician decelved his electorate, and it s
“The decephion shocked the electorate
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notions Ceeneral concepts expoessed through linguage such as lemporaling, dura-
tomn, ard quantity

notional syllabus A svllabus organized around wis of general cone s,
objective A description ol what is bobe achieved inoa couras. (See also perfor-
mance objective |

open fask A sk m o which thens s oo singhe cormect answer For example,
s uiss the pros and cons of cuthanasia "

paralinguistics Nonverbal formes of communcation, such as body movements
and Facial expressiing

pedagogical grammar A grammar intended for eaching purpises

performuance The actual use of language. Transformational-generative gram-
marians distinguish between competence (an individual's abstract knowledge of
language) and performanee (the actual use of language). '

performance objective A precise statement of what learners are to be able to
du sl the end of a course of imstruction. Formal performance objectives contain
threw parts o task, the conditions under which the abjective will be performed
and a standard. Example: In an emplovment interview role play (condition) th':;
bearner will answer questions for personal details (task) Five out of SOVEN q‘uﬁ-
tions will be answered, and responses will be comprehensible o someone unu«'e}.‘l
tir dealing with non-native speakers istandards ], ‘

phoneme The smallest meaningful unit of sound in a language.

phonetics The description and analysis of the ways in which speech sounds
are produced, transmitted, and received by sprakirs and hearers.

phonics An approach to the teaching of reading in which learners are taught
to decode words by matching written symbals with their aural equivalents,

phonology The description and analysis of the distinctive sounds ina language,
and the relationship between sound and mearing, (See also segmental phonology
and suprasegmental phonology )

pragmatics The study of the way language s used in particular contests to
achieve particular ends,

procedural knowledge The ability to use the knowledge to get things done,
for example. being able to use grammatical rules and principies to communicate
meaning, It contrasts with “diclarative knowledge” which has to do with the
ability to state or declare facts and principles, for example. the ability to regurgitate
grammatical rules. .

process needs How learners need or want to learn, in eontrast to content needs,
which relate to what they need or want to leamn.

process wﬁl‘:’u_g An approach to writing pedagogy that focuses on the steps
involved in dratting and redrafting a piece of work. Learners are taught o produce,
reflect on, discuss, and rework successive drafts of a test.

preductive language Used to refor to the skills of speaking and writing,
proficiency CGeneral language ability. The concept of language proficiency, ity
structure, and measurement continue to be controversial in'languug;- h"&li.l'l.p..;-

pronominalization The process of substituting a pronoun for an entine noun
phrase. Example:

Caltmaany o Latiguage | earriing lerrnimilengy @ i}

" saw the Yeungs vesterday
They've just come Back from Huong Kiwg

pronmuncialion The wave in which sounds are prodduced. Features of PROTG1a

tivr are divided into segmental phonology (indiv idual sonrids ) and SUprasegmen-
tal phonalogy (stress, rhythm, and intonation)

propositional meaning The formal meaning of an uttorsnce without reference
to 1ts funchion within a discourse. Propositional or locutionars mearing contrasts
with pragmatic or illocutionary meaning

Example: 'ropositionally, the utterance, “The window is open.” i an evistential
statement about the state of an enbity, i, o window The llocutionary force of
this utterance (which can only be recovered from the contest in which it occurmed |
may b a reguest (UICs awfully cold in here, would you mind shutting the
window ) 3 suggestion (AT can’t get out of the room, the door s stuck fast

B The windoew is open, why don't vou climb out?), and so on

psycholinguistics The study of the mental processes underlying language i
quisition and use

realia Objects and teaching “props" from the world outside the classroom that
are usedd for teaching and leaming.

receptive skills Tradibionally, histening and reading have been classed as “ne
ceptive and speaking and writing classid as “productive” skills

reciprocal Hstening Listening situations in whach the histener also takes part
as a speaker
reference Those cobesive devices in a text that can only be interpreted with
reference either (a) to some other part of the text, or (b} to some entity 10 the
experiential world
register The kind of language used by particular groups for particular communi-
cative situations, for example, moedical register, (See also, genre.)
refteration A form of lexical cohesion in which the two cohiesive tlems refer to
the same entity or event. Beiteration includes repetiion, synonym or near syin-
onym, superordinate, and general word. In the following example, the underlined
words refer to the same entity, and are therefore an esample of reiteration

Example: I'm having ternble trouble with my car

The thing won't start in the morning

repair The correction or clanfication of a speaker’s utterance, either by the
speaker (seli-correction) or by sumeone else {other carnection). These repairs serve
to prevent communication beakdowns in conversation

reproductive language This is language produced by learners as they |mI|taE|,-
or manipulate models privided by the l_:.-.-rchrr. textbook, or tape HFP“HU-L:II:
language tasks are usually designed to give learmers basic language patterns that
they can recombine in novel ways in creative language tasks,

rote learming Leamning through repetition with auinimal attention to msaning

theory of language processing based on the notion that past

A
schema theory cvental frameworks that help us make sense

experiences fead 1o the creation ot
ﬂ‘f MW l'lpﬁ:'flt'"fl'ﬁ
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second language acquisition The psyehologcal

and sawcial processes under)y-
ing the 111-u~lupn11'111 ol proficieney in

a secondd language
segmeental j?‘fi‘ﬂﬂﬂill‘f_l.' The description and study o
cansaants g target linguage OF particular interest

example,
e i i which differvnces ol mcsaning ane

medividual vosvels and
are minimal pairs (for

created by comirasting sounds,
semantic netivork A notwork of words in which

individual ihems are rolated
N bermas ol therr AT TS

semantics A study of the formal meanings expressed in language without refier-
enee o the context in which the language is used

(The) Silent Way A somewhat idiosyncratic language teaching method based
on the notion that the teacher should speak as little as possible, and that the
learners showld develop their own interior criteria for judging the acceptability
of their language E
speech act An utterance seen in terms of jte propositions (e
tions. The propositional meaning is known as locutionary force, and the functional
meaning s known as the illocutionary force.

structural syllabus A syllabus organized around lists of grammatical struc-
tures

anings} and func-

student-centered teaching and learning See leamer-centered instruction

substitution The use of proforms ta represent entities or events mentioned

varlier ina text. There are threg types of substitution: nominal, verbal, and clasal,
Examples: Nomumal substitufion

These cakes are great. These
Verbal substitutiong

A: Tomoko alwavs studices al night.
B: S0 dows Keiko,

Clasisal substitution,

At Is Nigel mesting us at the movies?

Ones are pretty good, too,

B: | think 0,
substitution table A table setting This my brother
out a grammatical paradigm show- s your mother
iz which stems in a particular strue- That his CoMsin
ture can be substituted for others her
Example:
P Thuse Sk parenis
thwir
. Glsters
| Thise aunts

suggestopedia An idiosyncratic method that claims that students can learn
prodigious amounts of language in a short time under the
techrgues.

supriasegmental phonology The study of the role of rhyvthm, stress, and into-
nation in creating meaning. Segmental features of langguage serve many discourse
functions, including the marking or highlighting of important information, the

cormect relaxation
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signaling of given and new information, the indication of speaker attittude. snd
CEeT

systemic—functional linguistics A theory of |
interrelated svstems, stivsses i social natune
matical features of anguage in berm of

anguage defines it as sets ol
and .Hh':ﬂph By aceorant for gram
the comumumicative fume o they peerdasrm
syllabus That subcomponent of o curriculum

sequencing, and justification of lingust;
withmethodoligy, which is concerned with thae sehection, sequencing, and justificas
tion of tasks and activibies. With the de elopment of task-based and process
approaches to g curnculum, the separation of syllabus and mwthodaslogy has
become increasingly difficult to sustain,

syntax The study of the rules that govern the
umnes,

synthetic approach In course development. the prioe analysis and beeaking
down of the language Into s discrete grammatical, phonological, lesical. and
functional elements. These are then sequenced and taught separately The approach
1 called “synthetic” bicause the task confronting the learmer is 10 synthesize, or
mtegrate, these discrete elements,

comcermed with the sebecbiom
and experiential content. It contrasts

formation of grammatical stri-

task A pedagopic task is a piece of classtoom work having a beginming, middle,
and an end, and a focus principally (although not exclusively) on meaning, In
contrast with pedagogic exercises, tasks have a nonlinguistic outeome

Example |, below, 5 o task. Example 2 15 an oxercise,

Example 1 “Listen to the weather forecast and decide whether vou should

wear a sweater when YO o ot
Example 2: “Turn the following active voice sentences into the passive viice
using the examples provided.”
task-based syllabus A syllabus in which the designer has taken a series of
tasks (rather than a set of linguistic thems, such as structures and /or functioms)
an the point of departure tor the disign process
teachabilityllearnability hypothesis According tothe teachability hypethe-
sis, grammatical structures can be classified according to the demands, they make
ot the leamner's working memory. The greater the demands, the mone ditticult
the structure 1 b learn, An tem will only be acquired, and therefore should only
be taught, when the leamer is developmentally ready to acquire it
text The written record of o communicative event that cunveys a mrﬂlph't-: i
sage. Texts may vary from single words (for exsample, "Stop!,” "EXTT) W books
runming to hundreds of pages, i . X .
is Thie analysis of formal features of a test such as cohesion, e

:::Lrﬂ::f{-.!:ﬂsm ;:: 'Ih-!;u:u;. is om formal rather than I'I.l.rjlﬂli.lﬂ.ﬂt aralysis ard
the analysis generally involves e reference o the extralinguistic context that
gove rise o the test
text-forming devices Within a text, formal linguistic devices, wuih a5 pronouns
for making multiple references o entities, events, and states of atfairs
thematization The process of giving prominence o certain EI‘T""“|:¢-:,|::'I:-
tence or utterance by placing them at the beginmng of the senterice or 4
(See theme below )
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”Il'!ﬂ:' The mitial element i a seilenoe o utterance that forms 1l

departuine for the senteneod or utterance The remaimder of thy sentenge oy ub:;:-l::n::
= krivam as the rtheme Examples

Theme Bheme

| wenl fo bwn vestenday

DHLLO™N, Mavis disarly belovind sister i I Moras amd

It

aunt of Michag|
Wi the cat that ate the rai

top-doion processing The use of background knowledge, knowledg
sructunes, and “or knowledge of the i 4

of tewt
wrrld Lo assist in the nterpr
INRTE

tation of djs.
fopic The enpenential subpsct matter of a s
topicalization The privess of
WAttt of processes within A =enlence or ubterance
begmning of the sentence. Each of the
partiapants and events, but each
1 will finish this glossary toni
This glossary will be tinished
Tonight. ths glossary will be
tatal physical response (TPR )

: . Alanguage teaching meth
listen to instructions in the target language, and carry out
actims '

BIVIng prominence o particular entitics, siates

by shifting them 1o the
tollowing sentences is about the same
5 topicalized differently,

ghit

by me tomight

tinished,

o in which learners
A sequenice of physical
transactional language Language that
viees. Transactional interactions are contrasted w
: 5 5 with interpersonal interact

which the purposes are primarily social, e N
Eranscription The written, verbatim
ha.ns,fpmnhmmf-gﬂrrm tive grammar A theory of linguistics that attem pis
o specify the rules underlying a language that form or generate all grammatical
utterances in a language, and that exclude

all ungrammatical utterances,
» bounded by the

15 used in obtaining goods and ser-

record of spuken language.

turn One speaker’s utterance
speakirs

turn-taking The process by which opportunities to speak are distributed be-
tween two or mone speakers. Rules for turm-taking differ in different cultural
contists

whole-word approach Learming to read through memorizing words by their
unique shape. This approach contrasts with phonics, in which words ane recog-
nized by working out the sounds each letior in the word represents,

utlerances of one or mone other

Appendices

APPENDIX 2.1

The Effect of Strategy Training on Fifteen Key Learning
Strategies

Identify Objectives

This item was glossed for students as "thinking about
to be able to do at the end of the course * 1t was included o the study

because awareness of program goals and objectives has been identified
in the literature as an important aspect of the le

AMING PROCess (see, (o
example, Green and Oxford 1995). Rescarch carried out in other contexts
has also demonstrated a significant correlation betweens the practive of
making learning goals clear and student motivation (Jones and Jones 1990
Reilly 1994). When resulls on the post-instructional questionnaine wiene
examined, it was found that 53 percent of the experimental group and
27 percent of the control group indicated that they were now more knowl-
edgeable about this strategy. Fifty percent experimental and 40 pervent
control subjects indicated that they made greater use of the strategy
Thirty percent of expenimental subjects, and 17 percent of control subjects
indicated that the strategy helped them to develop their language skills

what vou wani

¢ SELECTIVE LISTENING

In the questionnaire that students completsd, selective listenimg was
glossed as “listening for key infurmation without tryving to understand
everything” In the pretreatment data collection exercise, this strategy was
given a low rating by both control and experimental groups. By the end
of the experiment, however, it was highly valued and deploved by the
experimental subjects. In addition o opportunitivs 10 learm .‘-lﬂ.‘ml and
practice this strategy, this change probably reflects the changed listering
demands made on students once they enter a university. Hong Kong
schools are divided into Chinese Medium of Instruction (CMI) and English
Medium of Instruction (EMI) Schoals. In EMI schools (from “-hich the
greal majority of University of Hong Kong students am_drah_'nl. instruc:
tion is supposed to be carried out in English. There is evidence, however,
that the use of Cantonese in these schools is widespread (Littlewood and
Liu 1997). In pretreatment interviews, students, who, it will be In:m!h-d:
had just entered the university, did not perceive that listening would be
problematic for them. However, once they _b(‘ﬁﬁl'l !hm :-h:ldu.-.». frany
of the students found themselves receiving instruction in English from

i1z
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lecturers from many different parts of the world, These instructors ane F::und that Hong Kong students have difficulty with, and react nesgatively,
Both nennative and native speakers of Foghsh. They have a wide variety in the short term, to reflecting on their learning. Tt may well be that this
of accents and many of the newly appomnted native speaking teachiers strategy s one that would only show improvement over the long term
are unused o dealing with students whose tirst language 15 not English,

Intormal observations and analysis of lectures revealed many of these Seli-evaluating

teachers using low requency vocabulary, idiematic expressions, and at-
tempting o intreduce humor mto thewr lectures. In such situations, when
students are struggling to come to terms with untamibiar concepts and
knowledge, they evidently come to value the opportunity to think about

Self-evaluating, glossed as “thinking about how well sou did on o
task,” was also a strategy that did not appear to have been atfected by
the intervention. This may have been because it was an Cincidental strat-

and practice strategies tor identifying and recording the important infor- CRY {in much thu same way as reflecting), In other words, it did pest
. - ey s form the thematic focus of a lesson, as did most of the other strategies
mation m a lecture. The fact that a dramatic difference was detected Ratl foidunis , T et e i
" I W 5 ® SR i i o - & a|r-
among experimental subjects, but not control subjects, probably indicated athey, MUCENIS WEIE SIVEI.A Sries'ob VT OpPOciicses J-a
hat' for th A R e H evaluate during the course of the study. Inoa follow-up study, it would
that for this strategy at least, students need opportunities for the strategy ol )
be made salient tl 7 s . . A be worth giving a more explicit focus to this particular strategy as it s
to be made salient through formal training, as well as opportunities to ; h
deplov the strateey i b ot . : central to a learing-centered approach to education. Another factor may
eploy the strategy in authentic communicative situations, (1 am indebted be that self-cvaluation is alien to the system in which the subjects received
to Andrew Cohen, personal communication, for pointing out to me the t. a_.t self-cva uaimn 1.~. alien to the system I L&
possible confounding eftects on outcomes of training in the strategy and their seccnidary education,
apportunities to use the strategy. | believe that this may be one of the side .
effects of conducting experimental studies in genuine classroom contexts,) Cooperating
Predictin Cooperating was glossed as “working with other students in m_mll
s groups.” This strategy was wsed extensively in the coume, .1_r1-.! the effect
P'redicting, or thinking ahead and anticipating what is to come, was of its use is reflected in the data. Knowledge, use, and value of this strateyy
another strategy that students were introduced to and given practice all increased, the most dramatic increase being in the areas of deplovment,
in applying to academic learning. On this strategy, 33 percent of the and the value placed on this strategy by the experimental groups. Hong
experimental but only 4 percent of the control subjects reported an increase Kong students have a cultural predilection tor couperative rather than
in knowledge about this strategy. In terms of utilitv and use, there was competitive learning (Tsui 1996), and this may partly account for the
little difference between the control and experimental groups. relatively high initial scores for both control and experimental groups on

the knowledge dimension of the studv, However, opportunities to rieflect

Confirming o this strategy also seems to have had an etfect on exper rl1t'lll-_'l|- ‘-U'L'ﬂﬁ'?_'-'

The benefits of confirming, or chocking one’s answers with others, u:q.«-l of this strategy in lhm.r I.;.:rr..mp:, H'_’-‘%wn;mt Tl:f“:::i-:: ;1;1‘;;::;:1
was discussed and systematically practiced throughout the semester. One their use of the strategy = “PF“T’*"; !‘jd“-. “tﬁ:‘nﬂ :t ik : i A
third of the experimental group reported an increase in the value that and also lll.'l the importance they 15# ﬂ?,_.': n :n:ah:r ‘-a_'l_u._lhi:ﬂn L ﬁt'l"i!l.lﬂﬂip'
they placed on this strategy. There was also an increase for the experimen- L e m"ng_.l o }Tm;;“,m!m'r:,;nr ?.:Llﬁ-hmmv of the control subjects
tal group in terms of knowledge and deployment of this strategy. None JLI,&:‘T;:;T:ZE{,: m;;ﬁ:;n of 1;~smn plans and teaching notes con-
t‘:‘:‘:ﬁ, ;:::-?“ group subjects reported an increase in any of the areas Er::e; fim the mntrﬁl groups had :FI._:t_iv.uly fewer opportunibies to take

part i small Zroup, Uf.'ﬂ:lpll.“fﬂh\-[- activibies.

Reflecting

Reflecting, or thinking about ways one leams best, is, in a sense, a ShusmanE g . srding ke
key strategy underlying all of the other strategies introduced in the course. Summarizing, o creating a hhprt version of .lulf.ttim:t; 1;1 ;‘lt,“ ;ﬁ '-'_
It was therefore somewhat surprising to find that there was virtually no information, 1s an important academic F.'tmtcsv “,-mt 3 t:':: .::l :w .'ki."l:'ll‘l'll.'ﬂ-
difference between the control and experimental groups on this pﬂrtiéulﬂr sively in university study. In followsup m,m.w .lwa:;Tlhv -:tmluh'.:' in their
probe. However, it is consistent with findings rupﬁﬂed by Ho (1997), who tal subjects revealed that they mad extensive B
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academic subjects. This extensive use mayv explan the results obtained
vt this particular tem, with control subyects outperfornung experimental
subpects on both utilization and use. (None of the expenmental subjects
reported an increase inouse, compared with 23 percent of control subjects,
7 percent of the mpﬂrlmrnhﬂ sulyects pave preater value o the strategy
compared with 17 percent of control subjects ) Observation revealed thal
the control groups, while not being explicitly taught this strategy, had
relatively greater opportunity o use the strategy in class,

Memorizing

Memorizing is also a strategy that is widely used in Hong Kong
secondary schools. All subjects were therefore familiar with the strategy.
While experimental subjects outperformed control subjects, the results
werne not significant, and the experiment seemed to have little effect on
subjects’ knowledge, utilization, or appreciation of this strategy, In rank-
order terms, however, there was a large difference between pre- and post-
intervention. Betore the experiment, this was the most popular strategy
overall At the end of the experiment, a number of other strategies, includ-
ing inductive learming and selective listening, had overtaken it.

Inductive and Deductive Learning

Two contrasting cognitive strategies were inductive and deductive
learning. Inductive learning was glossed as, “working out rules from
examples,” while deductive learning was characterized as, “learning
rules and then applying them in using language.” At the beginning
of the experiment, these strategies (along with selective listening) were
among the least popular items in the survey. At the end of the study
their rankings had changed dramatically. This was particularly true for
inductive learning in the case of the experimental group, However, some
caution needs to be exercised in interpreting these results. Inspection of
lesson plans and protocols revealed that both strategies were used
extensively in lessons and tutorials in both control and experimental
classrooms (although it was only in with the experimental groups that
the strategies were made explicit). Deployment of these key cognitive
strategies is hardly surprising in a umversity environment, and it is
quite likely that these strategies were also significant features of students’
content classes. (Students were majoring in a wide range of subjects
trom psychology and geography to comparative literature and Japanese.)
This observation underlines the difficulty of carrying out, in naturalistic
contexts, research designed to isolate and examine relationships between
dependent and independent variables. By conducting the research in
context, the external validity of the study was strengthened at the
expense of internal validity,

Appwenilices @ P

Developing Independent Learning Skills
. Iujat:t;]ml“:.:R-T::Ifwntl:m-l learming -.In.llh., that s, e vraging learmners
e language without the aid of the teacher, was another of
thise g_unurnl strategies for which considerable growth was evident from
the beginning to the end of the study. This was the case
tal and control groups, although the
better when it came (o ko led get of this strategy, Once again, the qualita-
tive data were of considerable help in attempting to interpret these data
It showed that the control subjects, as well as the experimental subjects
had an independent study compuonent 1o their course, although the ratio-
nale for this component was not made explicit in the controrl groups as
it was for the cxperimental Broups.

fiar both ew peerirmien-
control groups did considerably

Applying

The idea of activating Fnglish outside of class was a stratepy |
appeared to benefit sigmficantly from being made eaplicit, p.}ru-.hi.ulv
in terms of knowledge and use, Twentyv-five percent of the experimental
group reported an increase in their use of English outside of class, while
none of the control group reported an increase. It may seem strange that
this strategy needed an explicit focus with the context of Hong Kong,
where English is generally considered to be a second rather than a foreign
language, and where it is assumed that the use of Enghsh in the commu-
nity is widespread, However, recent research indicates that such views
may be inaccurate, and that the use of English in nonacademic conteats
15 far more circumscribed than had previously been thought. In a studs
involving almost 6,000 undergraduates, Bacon-Shone, Bolton, and Nunan
{1997} tound that only a tiny percentage of students ever used English
outside the classroom. (See Chapter references).

Classifying and Personalizing

Evidence that strategy tramming makes a difference can also be found
in the results obtained on the probes tor classitying (glossed for the stu-
dents as “putting similar things together in groups”) and personalining
{"sharing your own opinions and ideas”). In the case of classifying, there
were no differences between the control and experimental groups in terms
of knowledge, there was a slight difference in favor of the experimental
groups in terms of use, and a similar difference in favor of the control
groups in terms of value. In the case of personalizing there was a slight
difference in favor of the control ErOUpS in terms of Ll'il.“'-'llﬂdgl,' and values,
and a similar slight difference in favor of the experimental groups n
terms of use.

www.EnglishPro.ir
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APPENDIX 5.1:
Needs Analysis Questionnaire

Part 1: General Learner Needs Survey

Name
Age
Language learning hustory
Intended occupation
Purposes for English

People with whom learner will
interact

Target vaniety or dialect

Current proficiency level
Educational background

Other languages
Aptitude
Where language will be used
Degree of mastery required

Language genres required

Part 2: Language Contact Survey

We would like you to tell us which of the f

ollowing uses of language

are important for you. Please put an X in the box beside each if you think

gt s Very Useful, Useful, Not Useful.

Do you want to improve your langu
that vou can:

1. Tell people about yourself
. Tell people about your family

. Tell people about your job

e D

- Tell people about vour interests
Use buses, trains, ferries

. Find new places in the city

. Speak to tradespeople

-0 R - SR R

10. Buy furniture/appliances far your home

11. Deal with door-to-door salesmen
12. Communicate with vour friends
13. Receive phone calls

14. Make telephone calls

15, Do further study

- Tell people about your education

- Speak to landlord /real estate agent

Very Not
Useful Useful Useful
age s0

ODO00o0Oo0o0OOo0ooooooon
O0000O0000ooooonon
COoOoooOoooooooooo

19
20
21
22
23
24,
25.
6.
27.
28,
29.
30.
3L
3L

EhS
39

Cost information about
elc

Enroll in courses

- Get informahion about the education

svstem

Help children with schoolwork
Apply for a job

Geet information about a job
Go to an employment service
Attend interviews

Join sporting or social clubs
Join hobby or interest groups
Watch TV

Listen to the radio

Read newspapers, books, magazines
Give, accept, refuse invitations
Make travel arrangements
Talk to your boss

Talk to doctors/huspital staff

. Talk to neighbors

. Talk to children's teachers

. Talk to government officials

. Talk to English-speaking friends

. Get information about goods and ser-

vices
Complain about or return goods
Arrange credit/ hire-purchase/ layaway

COIIrsess s buwls,

I e T

Viery
Lsetul

Z'|[

b

100

ooooooooaooooooof

oo

From this list, choose five you want to leamn first

[

oo
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Part 3: Methodological Preferences

How do vou like learning? Put a clrcle around your answer.
(al In class do vou like learning

(1 individually?

(21 n pairs?

13 in small groups?

(4} in one large group?
ib) Do you want to do homework?

1f 50, how much time do you have for homework
oulside class hours?

hours a day howurs a week

How would vou like to spend the time?
{1) Preparing for the next class?
(2) Reviewing the day's work?
(3) Paing some kind of activity based on your personal
experience, work experience, or interesis?
ic) Do you want to
(1) spend all vour learning time in (he classroom?
or

{2) spend some time in the classroom and some time
practicing with people outside?
or

{3) spend some time in the classroom and some time in
an individualized language center?

id) Do you like learning
(1) by memory?
(2) by problem-solving?
(3} by getting information for vourself?
(4) by listening?
(5) by reading?
(6) by copving from the buard?
{7) by listening and taking notes?
(8) by reading and making notes?
(%) by repeating what you hear?

Put a cross next to the three things that you find most useful,

(e} When you speak, do you want to be cornected
(1} immediately, in front of everyone?

YES/NO v
YES/INO
YES/NO
YES/NO (5
YES/NO

YES/NO

th)
YES/NO

YES/NO

YES/NOG

YES/NO (i}

YES/NO

YES/NO
YES/NO
YES/NO
YES/NO
YES/NO
YES/NO
YES/NO (i)
YES/NO
YES/NO

YES/NO

www.EnglishPro.ir
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(2} later, at the end ol the activity, in Front of everyone?
(3) Later, in private?
[3o ywou mund if other students <omestimes cormect vour
written work?
Do vour mund if the eacher sometimes asks vou o
correct your own work?
Do you like learming trom
(1) television/video !/ movies?
(2) radin?
13) tapes/cassethes?
(4) writtent material?
(51 the blackboarnd?
(b)) pictures/ posters?
Do you find these activities useful?
(1) Role play
{Z) Language games
13) Songs
{4) Talking with and listening to other students
(5) Memworizing conversations/ dialogues
(6) Cetting information from guest speakers
(7} Getting information from planned visits

YES/NO)
YES /MO

YES/NO)

YES/NO

YES/NO
YES/NCY
YES /N0
YES/NO
YIS/ N0
YES/ N0

YES/NO
YES N0
YES/NU
YES/NO)
YES/NO
YES/NOY
YES/NOY

How do you like to find out how much vour English is improving?

By .. ..

(1) written tasks set by the teacher?

{2) oral language samples taken and assessed by the
teacher?

(3} checking vour own progress by making tapes,

listening to them critically and comparing?

devising vour own written tasks for completion by

vourself and other students?

(5) seeing if vou can use the language yvou have learnt
in real-life sitoations?

Do you get a sense of satisfaction from:

(1) having your work graded?

(2) being told that you have made progress?

(3) feeling more confident in situations that vou found
difficult before?

4

YES/NQ

YES/NO

YES/NO

YES/NQ

YES/ MO

YES/NO
YES/NO

YES/NO
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